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abstract

This study created and attempted to valldate a Spanish version of
a developmental spelling test (DST). The DST was administered in
conjunction with measures of letter knowledge, concept of word,
word reading; and reading comprehension to kindergarten, first,
and second graders (n :: 80) and foliowed-up with flrst graders

(n = 30) one year later. The subjects weré encrcllied In a
biiingual program in which students are flrst taught reading In
thelr natlve language. DST scores are found to be strongly
related to the reading measures and quite similar to results found
with Engllish DST‘s. The DST was easy to adninister and high In
Internal consistency and inter-rater rellabllity. Uses for a DST
are dlscussed that concern planning Instruction, placement and
oroupling decisions, and measuring growth. The DST scoring
procedures provide a framewbrk for analyzing spellings In

naturally occuring text.

0
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Valldating a Spanish Developmental Spelling Test

Bilingual programs vary as to thelr focus on language of
_lﬁstructlon and to the amount of time In which instruction is
provided In the child’s native language (Ly). The transitional
bilingual mode] Is one In which lnstructlon.ls initially presented
In Ly. As students galn proffciency in English (L) Instructlional
time In Ly Is increased. One purpose of providing native language
reading Instruction in the transitlional model I8 to facilitate
students’ subsequent learning to read in English and for eventual
transition Into classrooms where instruction Is presented
exclusively in English. Given this objective, transitional
bilingual programs need to be especlally concerned with measuring
_the growth of thelr primary grade children -- those reading In
their flrst ianguage.

The instructlonal and test materiais market for teaching
reading to students In the Unlted States whose natlive language Is.
Spanish |s no doubt growing. Nevertheless, it Is sméll by
comparison to the breadth of cholces that fil11 the reading
materials market In English. As a result, teachers in schools
where blllngual programs begin reading Instruction In Spanlsﬁ can
discover that they have few cholces when they search for good
agsegsment Instruments.

One assessment that might be quite useful ls a developmental

speiling test (DST) -- a relatively simple test that provlides an
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index of a chlld’s word knowledge (Henderson, Estes, & Stoneéash
1972). DSTs are based on a thorough body of research on the
emergent spelling ability of young children (Beers, Beers, &
Grant, 1977; Beers & Henderson, 1977, 1980; Gentry, 1978, 1982;
Henderson, 1981; Morris & Perney, 1984; Read, 1971; Zutell, 1979).
However, they are used not Just by researchers but by teachers as
well. It Is becoming standard fare for textbooks concerned with
the How-To’s of teaching beginning reading to Include DST’s
(Henderson, 1981; Glilet & Templeton, 1982; Temple, Nathan, &
Burris, 1982).

Some elements of the articulatory basis of children’s
*invented spelllings* have been shown to extend to Spanish
(Hudelson, 1981-82; Temple, 1979). At the same time, the
similarities and differences in spelling In Engllsh and Spanish
have not been worked out with such detall that a so!id research
basla |s provided for a Spanish version of a DST. So, based cn

the research in developmental spelling in English and bulldlﬁg

upon research that has begun to classify children’s invented
spellings In Spanish (Hudelson, 1981-82), a Spanish version of a
DST and a corresponding scoring system were constructed. The
purpose of this Investigation was to validate the Spanish DST by
determining its relationship to readling abllity and comparing that

to the results found In the 1iterature on DST’s In Engllsh.

9
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CONCEPTUAL FRAMEWORK

Developmental spelllng research was lnlilated by Read’s
(1971) examinatlon of young children’s *invented" spellings. Read
ldentified the lingulstic bases of these spellings and showed that
" the children’s productions were, indeed, thoughtfui and strategic.
The youngsters were using what they knew about letter nameg and
they reasoned out spelllngs according to how the sounds withis
words are pronounced. That 18, when they couldn’t match a sound
directly to a letter name, they categorized sounds by their
artlculatory features.

Bulidlng upon Read’s work, Henderson (Henderson, Estes, &
' Stonecash, 1972) hypotheslzed a model of word knowledge
acquisition in which chiidren pass through successive
developmental stages. In this view chlldren adopt spelling
strategies that are useful at one time but which are later
abandoned In favor of more Informed strategles that reflect
increasing knowledge about how English spellling works. Beers and
Henderson (1977) examined writing samples that were collected at
regular Intervals throughout first grade. They documented that
children boved through a serles of stages Indicated by changes in
the strategles they used in spelling vowels. They noted that
children moved through these spelllng stages at different rates
but that the spelllrg pattern sequences are generally Invariant

regardless of the time that the chlld begins to learn to write.

Cu
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Eventually, Gentry (1978, 1982) summarized these patterns of

spelling strategies Into five stages -- precémmunlcatlve (referred

to as "prellterate® In this study), semiphonetic, phonetic,

transitional, and correct. He reported a relationship between the
children’s spelling stages and their réadlnb achievement scores.
Morris and Perney (1984) further delineated the semiphonetic stage
in constructing a DST that could be used with first-semester first
graders. In confirming the relationship between reading ability
and a student‘s spelling strategy, they found that a DST score
from January of first grade was a significant predictor of end of
year reading achlievement.

Subsequent research has attempted to identify other abilitles

that are related to spelling development. Wordness, or concept of

word, refers to a child’s understanding of the match between

spoken words and the boundaries of printed words and seems to be
strongly correlated to spelling ability. Morris (1983) found that
children with a poorly developed concept of word were seldom able
to represent more than beglnning consonants in thelr speliings.
Chlldren with a rudimentary knowledge of the word concept
generally represented beginning and ending consonants but rarely
vowels., Those with a well developed concept of word consistently

spelled at the phonetic stage by mapping out consonants and

vowels.
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Ferroll and Shanahan (1987) administered a DST In conjunction

with other measures of emergent literacy to the same chlldren

'twlce In kindergarten and again at the end of flrst grade. They

showed that even when administered In klndergarten a DST score
significantly predicts reading ablillity by réportlng correlatlions
between the DST scores and reading achlevement at the end of flrst
grade that ranged from .59 to .67 (p < .01). By multiple
regression analvsis they examined the relationship between
spelling and the emergent llteracy measures. In March of
kindergarten the DST scores were most highly associated with the
chlildren’s knowledge about print and letters (Concept cf Word and

Letter Production). At the end of kindergarten the spelling

scores were best predicted solely by scores on a measure of

phonemic awareness. At the end of flrst grade phonemic awareness
continued to be assoclated with the spelling score, but by this
point reading achievement and spelling ability overlapped to such
an extent that each was the best predictor of the other.

Spelling development in klndergarten and flrst grade, then,
Is characterized as being Influenced by changes In the child’s
Jetter knowledge, wordness, phonemic awarenees, and reading
abllity. A central Issue in this study Is that such a
characterization ought to apply equally weil to children’s
spelling In Spanish or In any alphabetlic language. Gill (1979

studied French speaking chlildren and showed that thelr spelling
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errors were anaiyzable according to the theory provided by
research in English. Stever (1980) used a sémple of chlildren who
spoke a southern American English dislect and concluded that
spelling strategles do generallize across dialects, but that at the
time that children are spelling phonetically, their written
productions do reflect the influence of non-standard
pronunciations.

Some research has shown that spelling development in Spanish
proceeds much as It does In English. Temple (1979) conflirmed that
Spanlsh-reading children produce Invented spellings very
gystematically. Other than showing more varlance In spelling
consonants, Temple’s subjects seemed to make generallzatlions
similar tc those of their Engllsh-readirg counterparts. His flrst
and second graders used knowledge of letter names In their early
spelling efforts. When they were unable to match the deslred
sound to a letter name, these Spanish-reading children, Temple
reports, also categorized sounds according to articulatccy
features. Hudelson (1981-82)> collected samples of original
compositions from 10 first and 10 second graders from Harch
through May. She categorized spellings In térms of the different
strategles that children seemed to pe using. These children, toP,
were using more than letter sound knowledge. They used knowledge
of letter names, and they categorized sounds by articulatory

features. Hudelson even concluded that this research with
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Spanish-speaking childcen "suggests that there might be some
universals in the development of spelling stfategles, at least In
alphabetlc languages.® At the same time Hudelson (1981-82), 1lke
Temple (1979), found, In direct contrast tu Read (1975), that
children’s Spanish spellings show more deviatlons among consonants
vhile vowel spellings were more consistent. Temple attributed

this to more amblguity among Spanish consonants while Hudelson

suggested that 1t‘s because Spanish vowels are more regular and

perceptible.

This body of research on English developmental spelling and
the prelliminary analyses of chlldren’s invented spellings In
Spanish, taken together, give support to the feasibility of
constructing a DST in Spanish. These studies also point out some
contrasts between Engllsh and Spanish orthographles that need to
be considered in extrapolating the scoring of a DST In English to
one In Spanish.

RATIONALE FOR THE SCORING SYSTEM
If spelling in Spanish and English proceeds In a similar manner,
then the general principles that underlie the scoring of an
English DST should extend to scoring such an Instrument In
Spanlish. At the same time some Important differences exist
between the English and Spanish orthographles that preclude
directly applying the speciflic features of the scoring system from

one language to the other. The following rationale works from

1Y
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Morrls and Perney’s (1984) crlterla for scoring a DST In English

and attempts to resolve the differences encountered vhen applylng

them to Spanish.

To score one point in English (semiphonetici stage) the
Initlal consénant must be represented. One reason for emphasizling
consonants In scoring Is that they appear to be more sallent than
vowels. Mayhew €1977) found that consonants appear earller than
vowels in Engllsh children’s spellings. Certalnly the body of
research on the varlety of vowel substitutions chlldren use in
English spelling (Beers & Beers, 1980; Beers, Beers, & Grant,
1977; Beers & Henderson, 1977; Fisher, 1974; Gerrltz, 1975; )
indicates that consonants are more stable. In contrast, Hudelson
(1981-82) found that Spanlsh-speaking children’s spelllngs showed
more deviatlons among consonants while vowel spelllings were more
regular. .

In response to the greater perceptiblllty of vowels the.
Spanlish DST puts equal emphasis on vowels and consonants. One
point is assigned when- the flrst letter written by the child
represents elther the Initial consonant or the vowel of the flrst

gyllable of the target word. (See Figure 1.)

Insert Flgure { about here
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The vowels ralse yet another Important difference between the
English and Spanish scoring systems. In Engilsh there are certain
*acceptable substitutions® which are based on similaritles In how
vowel sounds are articulated. That is, children at the
" semiphonetic and phonetlic stages are allowed to substitute the
letter pame that 1s nearest In place of articulation In the vocal
cavity to each *short® vowel. Thus, A can be substituted for
short e (*test® = TAST) and E can be substituted for short |
(*stick* = STEK). In Spanish, however, vowels are more stable as
each one represents a single sound. Further, as the vowel sound
and the ietter name are the same in Spanish they use the same
place of artlculatlbn. As a result, the Spanish scoring system
requires that all single vowels be spelled correctly. No vowel
substitutions are permitted.

Unlike the vowels, there are several consonant substitutions
that are acceptable in the Spanish scoring system. B and V may be
interchanged as for most Spanish speakers these are both
pronounced /b/. J may be substituted for G as in some words both
letters represent /h/. S, C, and Z are accepted for spelling the
sound 7g8/. N, RR, and LL may be represented, respectively, by N,
R, and Y as the child searching the aiphabet for a way to
rebresent one phoneme (/n/, for example) can find it within more
than one letter name (both N” and N in this case). Finally, QU

may be spelled with K or C.

o o
QW
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Semiphonetlc2 stage spelllng accounts for greater abllliy In
phonemic segmentation. Such spellings are siiil abbreviated In
_that several sounds are omitted. In Engllsh, two point scores
take the form of representing either the consonant boundar)es of a
word or the Inltlal cunsonant and the first vowel. Allowing for
the consonant substltutlions 1lsted above and accepting only
correct vowels the Spanlish DST assigns two points for representing
a) the Inltlal consonant and ancther consonant In the target word
or b) the Inltlal consonant and the first vowel or ¢) the Inltlal

vowel and one subsequent consonant.

A phonetlc stage speller produces a nearly complete phonetic

map of the word. In English a three point spelllng Is permitted
the following omissions: a nasal before a consonant, the second
.letter of an inltial consonant palr or the first letter of a final
consonant palr, and the vowel letter la the unstressed syllable of
a two syllable word. This last lssue of two syllable words raises
another difference.

English DSTs have used very few polysyllablc words for
primary grade students whereas Spanlsh words are made up of more
but shorter syllablez than English.! This difference in syilable
length made It necessary for the scoring system for the Spanish
DST to focus directly on polysyllablc words.

The only provislons for scoring polysyllabilc words in the

Engllsh system allows phonetlc stage spgllers to omit the vowel In

=
»
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the unstressed syllable while the transitional stage speller.is

required to Include a vowel In the unstressea ayllable. The.

_Just!flcatlon for allowing this omission is that in spoken English

vowel sounds In uistressed syllables are often "reduced," or

pronounced with a schwa sound. However, Spénlsh syllables are

pronounced with nearly equal stress. Thus, Spanlsﬁ scoring cannot
~ allow vowel omlssions or errors where the Engllish scoring can.

It was determined, then, to focus directly on the syllable at
the phonetlic stage. The scoring system used in this study deflnes
a phonetic map (three pointas) as one which accounts for each
syllable In a word by correctly spelling its vowel.

| A transltional stage (four polnt) score Is by far the meost
problematic to extrapolate from English to Spanish. At this atage
chlldren demonstrate that they know that spelllng Is not 2 simple
matter of phonetic mapping. They show knowledge of orthography by

using a vlisual or morphemic strategy In thelr spellings. In the

English scoring system one indicator of this sort of knowledge is
Including nasals (M and N) before consonants. But In Spanish
preconsonantal nasals are somewhat more noticeable In speech
because they tend to occur at syllable boundaries. As a result,
spelling them does not necessarily Indicate "orthographlc*
knowledge -- a good phonetic stage speller should Include them.
There are three other Indicators for showlng orthographic

knowledge in Engllsh that are not applicable to Spanish. The
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English transitlional stage speller employs "vowel markers® and

demonstrates that *long® vowel sounds are spelled by using a

‘second vowel letter. In Spanish all vowels are sounded. Further,

Engllsh transitlonal stage spellers use short vowels correctly (as
opposed to using letter name substltutlons)'and Include a vovel
letter In even the unstressed syllable In two syllable words.
Spanish, however, shows less vowel reduction (Hudelson, 1981-82;
Tempie, 1979) and children are expected to account for all vowels
and account for them correctly at an early stage.

Producling correct Spanish orthography Involves more than -~
simply matching each sound with a letter, however. There are two

features In the 12 words used in this study that allow the

.chlldren to demonstrate knowledge of orthography. The flrst

concerns diphthonglzed vowels -- vowels that are produced with a
degree of tenseness In artlculatlion and requlre more than a single
vowel letter In spelling. The words BAILE, SUEN~O0, and MAESTRAS
fall Into this category as they Include adjacent vowels!, 1In
addition, the words CALLATE, LEYENDO, and ESTRELLA are viewed as
Including diphthonglzed vowels. The graphemes Y and LL have a
vocallc quallty as they occur at syllable dlvislions between
vowels.

The second spellling feature that permits representing a
transitlional stage strategy Is found In the word SAGUEN which

includes a spelling change from the Infinitive, SACAR, for the

-
-
-
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purpose of maintaining phonetic regularity. In SACAR the leiter c
represents the *hard" sound, /k/, because It precedes A. It’s
used In this test sentence as a command, (*...saquen los llibros*
-- *,..take out the books') and the required verb ending is -EN.
However, were the word spelled SACEN the letter C when followed by
E wouid be pronouced /s/. In Spanish the spelling Is altered to
maintaln phonetic regularity and the spelling SAQUEN, pronounced
*soken,® maintalns the sound /k/. Thus, the student who spells
SAGUEN with a K or Q 13 viewed as taclitly demonstrating knowledge
that goes beyond mere sound mapping. Four points then are awarded
for representing the spelling change in SAQUEN with K or Q or for
uaing a second vowel (lncluding ¥ and LL) when spelling the
diphthongized vowelis.

These rules do not account for spelling the words VERANO,
GENTE, ACERCA, ARROZ, and BRINCANDO as they include nelther a
diphthonglized vowel nor a spelling change. The compromise in
these words Is that, for four polnts, all sounds must be accounted
for and only on= deviation from correct spelling is permltted.
Adnittedly, achieving a four point spelling In these words
requires only good phonemic segmentatlion, not a visual, or
orthographic, strategy. A partlal Justification for this lles In
the 1iterature that reports a progression of difficulty in

segmenting Increasingly longer spoken words Into thelr Individual

)ome
<o
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phonemes. (Helfgott, 1976; Lewkowlcz, 1980; Liberman &
Shankweller, 1979). |

This necessarily lengthy ratlionale for the scoring system s
summarized in Figure 1. Flgure 2 shows actual student responses

to Illustrate how the words were spelled for each score.

Insert Flgure 2 about here

METHOD -

Subjects

The'subjects In this study were |n klndergarten through
second grade In cné suburban eiementary school In the Midwest.
All were limited speakers of English and enrolled in the school’s
transitional billngual program whetre they were receiving thelr
reading Instruction In Spanish. The subJects were of Mexican
descent and exhibited . wlde range of proficlency In thelr natlve
language. There were 80 subjects (39 boys, 41 girls). Half of
the chlldren were In klndergarten (24 boys, 16 girls). 27 were in

first grade (12 boys, 15 girls). 13 were second graders (3 boys,
10 glris).

Measures
Developmental spelling teast. Twelve words were selected for
Inclusion in the DST after fleld testing with first and second

grade students who were enrolled In this same program In the year

b
-1
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before the study began. Words were chosen which were judged

likely tn be In the speaking vocabularies of the kindergarteners

‘while being difficult enough to spell to challenge the second

graders. The test words Incorporated a varlety of spelling
features. Some words were chosen to lncludé a one-to-one
letter-sound correspondence. Some words Included single vowels
and some vowel diphthongs. Some were used to Include amblguous
consonants (B and V, S and 2).

A DST Is administered In a traditional spelling test fashion
In which words are pronounced, used in l}lustrative sentences, and
then repronounced. Youngsters who showed any Initlal reluctance

about thelr ablllty to produce spelllings were encouraged to "spel!

'the words as best you can® and were pralsed for whatever they did

produce.

Vord reading. Flive words were selected from each of the
primer through flfth grade word lists of the Brlgance Diagnostic
Assessment of Baslc Skills -- Spanish Edition (1984). 1In
addition, two words from the spelling list were added to each of
the six readlng lists for a total of 42 words. Words were
presented to students {ndlvidually In list form. The lists were
presented In order of difflculty.

Letter production. Children were directed to write letters
as they were named by the teacher. Letters were scored for

correct formatlion only. Upper- versus lower-case were not

(€D
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consldered 1n scorling, nor were reversals and Inversions. Tﬁus.
the letter B, for example, waé scored as correct If the child
wrote b, B, q, p, or d. There were 26 ltems.

Wordness. The teacher directed the children to the first of
13 sentences on a page and taen read that sentence to the
chlldren. The children the: echo-read the sentence. The teacher
read and chlildren echo-read a second time. Then the children were
directed to "draw a line-arbund' a target word within each .
sentence. The flrst three Items were practice sentences used to
mode]l the response and give correctlve feedback. The ten actual
test sentences ranged In length from two to flve words each.

mprehe . A measure of reading comprehension
was devised by the investigators. Items were selected from the
first preprimer through flrst grade reader levels of the tesis
which accompanlied the basal reading serles used at the schocl.
There were 18 ltems in all.

The task for the two easlest ltems was to read and select
vhich of three sen}ences best corresponded to a plcture. Short
storles of 14 to 24 words In length were used for the remalining
items. In a similar fashlon chlldren chose which of three
sentences best answered questions about the story. Whlle the
stories were used as published, most of the answer choices

required conslderable alteration tn reduce the possibllity of
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finding a singie key word from the story and to require rea&lng
each of the possible answers In order to make a cholce.
Procedures

All tests used In this study, Including the experimental DST,
are part of the annual end-of-year evaluatlon battery used at
thisschool. Therefore, the tests were administered by the regular
classroom teachers (one klndergarten, two flrst grade, and two

second grade) in a whole class setting except for the word reading

task which was administered Individually. One Investlgator
asslsted In adninistering the DST and the word reading test to the
kindergarteners. Due to Its experlimental nature, the
Investigators colicborated In scoring the DSTs. All other tests
were scored by the classroom teachers.

Data were collected in lay of two successive school years.

In the first year all subjects (K-2) took the DST and the word

reading measure. Only the kindergarteners were given the concept
of word and the letter production tests. In the second year'the
DST and the reading comprehension test were given to the 30 first
graders (16 boys, i4 giris) who remained from the origiral
kindergarten population.
RESULTS
Table 1 shows that thece Is a high and statistically

asignificant relationship between the DST scores and the readlng

measures. Word reading was the dependent varleble of Interest
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with the kindergarten through second graders in the first year of

the study. The correlation between reading and spelling was .85

_(p < .01). Reading comprehension was the dependent variable of

Interest In the second year. The correlatlon between spelling ana
reading for these first graders was .86 (p ( .01>. The
performances of students In these grades on a DST;.when scored
according to the procedures described In this study, can be

interpreted as an lndlcg}lon of reading ablllty.

Insert Table | about here

Part of the evidence for the validity of the Spanleh DST is

_that it paraliels the results found In research using an Englisn

versjon of a DST. HMorrls and Perney (1984) administered a DST In
September of first grade and agaln In January and reported
correlations with end of year standardized reading comprehension
test scores of .63 and .74 respectively. Similarly, Fecroll and
Shanahan (1987) reported a correlation of .67 between a DST
administered at the end of kindergarten and the scores on a
standardized reading comprehension test at the end of first grade.
In the present study, the kindergarten and first grade DST scores
correlated .71 and .86 (p < .01) respectively with the reading
comprehension measure used at the end of first grade. Extending

the principles for scoring English DST’s to Spanish coupled with
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the adaptations described in this study have yielded resuits that
compare qulite favorably with those found In étudles using simllar
measures with English speaking populations In the same grades.

This study sought to determine if a DST provides a means for
Improving the prediction of reading achievement. To that end the
DST was administered to klndergarteners in conjunction with a
measure of concept of word and a letter production task. Table |
reveals that, among the measures administered to the
kindergarteners, letter production was the best predictor of the
reading comprehension score (r = .82 versus .71 for the D3T and
.62 for concept of word).

The traditional measure of letter knowledge was shown once
again to be a very good predictor of subsequent readlng ability.
However, the DST affords a range of use that cannot be found in a
letter knowledge assessment. That I3, the letter productlon test
was not administered at the end of first grade as there was little
reason to du so. By the enc of flrst grade even the very lovest
achlieving first graders woulcd have had near perfect scores on
letter production. A celling effect was assumed. Hcwever, this
is not the case for the DST. Table 2 shows that the average score
of the kindergarteners was 18.4 for the 12 word test. The
kindergarteners were consistently representing one to two sounds

per word. At the same time the flrst graders averaged 46.1
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polints, or Just less than four polnts per word, Indicating that

the DST was still challenging for the first graders. - -

Ingert Table 2 about here

This is, perhaps, better demonstrated by converting the raw
scores to stage ratings. Morris and Perney (1984) reasoned that
to convert a raw score to a stage rating the lower boundary of the
stage should mean "that, on the average, a minimum of two-thirds
of a child’s spellings should reflect that conceptual level”

(p. 449); The range of scores for each stage rating can be
computed for a test of any length by using a simple formula, NX -

/3, where N s the number of test items and X s the score for an

‘Individual word. For example, a phonetic stage rating (three

points for an Individual word score) with a 12 ltem DST ylelds

12 x 3 - 12/3 = 32 asg the lowest phonetic stage score. The lowest
transitional stage score ig 12 x 4 - 12/3 = 44. Thus, the
phonetic stage scoring range IS 32 to 43 points. Table 3 shows
more clearly that the kindergarten scores did not cluster at the
preliterate stage nor did the first graders’ ccores cluster at the
correct stage. Although the DST does not improve upon ‘he
predictive ability of a test of letter knowledge, it does offer an

assesament that discrimlnates among students of varlous 2bility as

I-\
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early as kindergarten and contlnues to be sensitive to the full

range of abllities found among students at the end of flrst grade.

Insert Table 3 about here

Converting raw scores to stage ratings further shows that DST
scores can be used to document students’ growth In falrly small
Increments. Table 4 reveals that of the subjects who took the DST
both In kindergarten and at the end of first grade 70 percent
advanced acrcss two or more spelling stages In the course of one
school year. It seems reaéonable to conclude that a first grade

teacher could uge a DST at six or even three month intervals as a

‘means of documenting and monltoring rather small amounts of

student growth in word knowledge.

Insert Table 4 about here

Reljability of the Scoring Svatem

The conceptual basis of developmental spelling stages Impllies
that a chlld who produces a phonetic stage spelling for one word
should do the same on most words. If.that ls so, then each word
used In the Spanish DST should tap Into the same sort of spelling
strategy. The Spanish DST was found to yleld an extremely high

degree of Internal conslstency (Cronbach’s alpha). The
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‘coefflclent for the first year (n = 80) was .98 and for the second
year (n = 30) was .95. This high degree of internal conslstency
Is Interpreted as supporting the underlying construct of
developmental spelllng stages.

It was Important to determine the ease with which the scoring
aystem could be learned 1f the Spanish DST Is to have practical
use for teachers. Four teachers (two first grade and two second
grade) from the blilingual program at the subjects’ school were
asked to participate In order to determine how easily the scoring
system could be learned. All tralning for these teachers was
conducted in one forty minute school lunch period. There was no
dlscussion nor further training beyond this single seasion. Each
teacher scored eight protocols so that 32 of the orlginal €0 were

used. The scorers agreed with the investlgators’ scorling on 92

percent of the individual word scores. The result was an
Inter-rater reliabllity correlation coefficlent of .99, p < .01.
In one short session the scoring system was learned successfully.
The DST is Intended to allow children to demonstrate a full
range of spelling strategies. That I3, the scores from a
kindergarten through second grade sample should be widely
distributed across the zero to flve point scale. It was found
that from the 960 Indlvidual word spellings collected in the first
year_of the study 13 percent of the scores reflected preliterate

stage word knowledge (zero points), 12 percent received one point
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and 17 percent two points (semiphonetici and semiphonetic
stages), 25 percent recelved three points, 14 percent four polnts,
and 20 percent were correct. While the actual scores are not

evenly distributed across the range of possible scores, 2¢s,

. N = 960) = €8.99, p<.01, there I3, nevertheless, a good deal of
dispersion. No score was assigned more than 25 percent nor less
than 12 percent of the time.

Ing m

| The results reported thus far confirm that the general
procedures used for scoring DST‘s in English can Indeed be
; extended to Spanish. At the same time It was necessary to change
1 some elements of the scoring system. Both Hudelson (1981-82) and
| Tempie (1979) suggested that children’s spelling in Spanish showed
greater vowel conslistency and more consonant ambiguity. The
scoring of the Spanish DST accounts for the greater salience of
vowels In the following ways: vowels were given equal weight to
congonants in scoring from the earllest spelling stages, vowels
had to be correct -- there were no logical vowel substitutions
permitted as there are In English, and a phonetic map of a word
(three point spellling) was defined as representing the correct
vowel of every syllable.

The information In Table 5 supports viewing vowels as an

early emerging and consistent feature of children‘’s spelling In

Sranish. The spellings of the vowels and consonants are reported

\'s
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for the chlldren who are Just beginning to establlish letter-sound
knowledge (klndergarteners at ihe semlphonetic stage) In contrast
to the spellings of children who have a solld grasp on
letter-sounds (first graders at the transitional stage). A&mong
the semlphonetic spellers, the vowel spellings were correct 92% of
the time and none of these kindergarteners used a wrong vowel.

The transitional stage children spelled the first letter of the
vowel words correctly in every case. These findings support a

scoring system that requires vowels to be correct at even the

earllest stages.

Ingert Table 5 ebout here

Consonant spellings are much more dlverse.' The
kindergarteners were able to correctly spell the first letter of
the consonant words only a little better than half of the time,
and thelr errors were of several klnds. By contrast, the
transitional s*age spellers used the correct consonant much more
often, and the incorrect spellings seemed to be limited to the
loglcal substitutions. (Flgure i lists the ambiguous consonants
that are considered acceptable.) These response patterns support
a scoring system that assigns the highest number of points to a
correct consonant spelllng, fewer points to an acceptable

substitution, and the fewest to a spelllng that is nelther correct

J\“
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nor acceptable. These flndings on the relative sallence of

consonants and vowels suggest that the spec!flc ways the English

scoring system was modifled for scoring Spanish words were

congistent with the spellings the chlidren actually produced.
DISCUSSION

The purpose of this study was to create and valldate a DST
that could provide teachers In transitional bilingual programs
where reading Instruction is flrst delivered In Spanish with a
means for predicting and measuring the Spanish language reading
ability of students In kindergarten and first grade. The results
reported.show that the Spanish DST Is such an indicator of reading
abllity.

The carly emphasis on vowel correctness represents a dramatic
departure from what ls expected from young children’s spellings In
English. Yet the results were very simllar to those found In the
literature on DST’s In English. Thus, it Is concluded, first,
that there a‘e Indeed some generallzed principles In spelling In
alphabetic languages and, second, that the modifications used to -
score words In Spanish were In fact consistent with developmental
spelling theory.

The DST has the potentlal for being of practical use to
teachers. It ls group administered, easlily learned, and sensitive
to the abllities of prereaders through first and even some second

graders., It also provides the teacher with a means to determine

.
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and document growth in small amounts as children take initlal
steps toward acquiring literacy. -

Valldating the DST leads to instructional Impllications.
Individual spellings are evaluated accqrdlng to the stages of
development they reflect. Stage ratings cdnceptuallze scores as
Indications of the strateglies children use when théy spell. This
develcpmental perspectlive, in turn, provides a dlagnostic
fremework in which teachers can analyze spellling errors and infer
the strategy that a chlld uses. Teachers might use such
information In placement and grouping decisions. Further, the
scoring system sets up a structure for looking at children’s
spelling In naturally occuring text. Recognlzing what children
know about how words are spelled can tell teachers what might be
expected and accepted in early writing efforts. Instruction might
be planned for preliterate stage spellers, for example, that
promotes print awareness and letter knowledge. Semiphonetic stage
gpellers might be provided with the letter-sound Instruction for
which they are demonstrating awareness and ability. Transitional
stage spellers are llkely ready for lnstruction in silent letters,
structural elements, and other spelling features that go beyond
the simple sound-for-sound encoding of spoken words characteristic
of phonetic stage spellers.

Further research with the Spanish DST Is needed with other

populations. Hispanic communities In the United States vary in

N~
o




Valldating a DST page 29

the degree to which they are Isolated from or integrated wlth
English speaking communitlies. Although Read;s (1971) early work
‘with a small and exceptional sample was later confirmed in other
English speaking communitles, It seems possible that Hispanic
students might differ from one community to another In thelr
performance on a DST. |
hs Hispanic communities in the U.S. differ, so, too, do
programs that seek to meet their needs. It seems likely that
students in schools that employ different program models might
perform differently. Future research might use a DST as part of a
means to Identify how the nature of instruction within the various
programs Impacts differently on children’s spelling strategies.
Valldating the SpanTsh DST makes a contributlon to the

research and knowledge basls relating to issues of transitlonal
reading and writing curricula. An especlaliy Intrlguing direction
for further research would be to employ DST’s In both languages
with the same subjects. Investigations along this iine could
contribute to understanding how literacy acqulsition in one
language Interacts with )lteracy acquisition in a second language.
The elusive questlon of what Is the optimal point at which to
transition second language students lﬁto English reading might be

partially answered by such research.
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.- Pootnote

! fTechnically, the word "maestras" does not Include a
diphthong as the E Is the vowel nucleus of [ts own geparate
syllable. However, as the vowels In these two syllables are
adJacent and not Interrupted by a consonant sound, it ls Justlifled

- to score and lhterpret the AE spelling feature according to the

provistons for true diphthongs.




Validating a DST page 35
Table 1§
Intercorrelations Among All Measures
Measures . 1 2 3 4 5 6
First Year
1' Lettef‘ PFOdUCtiOD ——-— 059 080 051 079 082
2. Concept of VWord - .69 .43 .64 .62
3. DST Year 1 -—— .85 .67 .71
4. Yord Reading ——— R<HE .34%
Second Year
50 DST Yeaf 2 —— 085

6. Reading Comprehension

¥ p < .05; all other correlations p < .01
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Table 2

Means and Standard Deviations

| First Year

page 36

Second Year
Al Kdg ist 2nd 1st Grade
Spelling
n 80 40 27 13 30
mean 32.6 18.4 46.1 48.2 43.1
SD . 17.4 12.1 5.2 10.0 12.5
~¥Word Reading
n 80 40 27 13
mean 16.8 2.9 28.6 35.2
SD 17.1 5.8 13.5 10.0
Letter Writing
n : 38
mean 18.7
SD 5.2
Wordness '
n | 38
mean 9.9
SD 3.2
Reading Comp.
n 31
mean 10.3
SD 4.3
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Table 3

Percent of Students at Each Spellina Stage -- Plrst Year

Developmental Spelling Stage

Pre- Semi- Semi- Phon- Trans- Corr-
Grade lit Phon 1 Phon 2 etic Ition ect
Kindergarten 20 35 28 15 3
(n=40)
First Grade 26 74
(n=27)
Second Grade 8 8 7 8
(n=13)
All 10 19 14 . 18 39 1
(n=80)

-
9
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Table 4

Movement Across Spelling Stages from Kindergarten to First Grade

Kindergarten

Validating a DST

page 38

First Grade

Tot

Preliterate
Semiphonetict
Semlphonetlcz

Phonetlc

(Pre)
(st
(s2)
(Ph)

" Transltional/Correct (T/C)

Total

w v O

10
10

30
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Table 5

Consonant and Vowel Spellings of Semiphonetic Versus Transitlonal

Stage Opellers

How the First Letter Was Spelled

Correct nacceptable Other Omltted No

c/v Subgtitute C/V Response
Semiphonetic
Consonants 56 17 12 10 5
Vowels 92 a 0 7 1
Transgitional
Consonants g8 11 i 0 0
Vowels 100 a 0 0 0

N = 29 for the kindergarten semiphonetic spellers
N = 12 for the first grade transitional spellers

a - The scoring procedures accept no vowel substitutions.




Figure |{

“alidating a DST

Spanish DST Scoring Criteria

0 points

{ point

2 points

3 points

4 points

S polnts

-~ A "preliterate® spelling 1s one in which there 138 no
letter-sound relationship between the sounds in the first
syllable and the first symbol written (saquen = CIT).

-- In a *semiphonetici® spelling the first letter written
represents* EITHER the first consonant or the first vowel
(gente = GR or ER; estrella = EIU or SA).

-- A "semlphonetic2" spelling represents
a) the initial consonant and another consonant in the
target word (brincando = BCN), or

b) the Initlal consonant and the first vowel (suenc =
SUE)Y, or

c) the Initial vowel and one consonant (estrella = ESAH).

-- A *phonetic® speller produces the vowel In each
syllable. No vowel substitutions are accepted. In
single vowel cases, the vowels have to speiled correctly
(brincandp = BINADO). Vowel palrs may be accounted for
by corvectly spelling either letter of the vowel pair
(balle = BILE; sueno = SUNO).

-- In "transitional® stage spellings every sound must be
accounted for (gente = JENTE; brincando = BRINKANDO).

One deviation from correct spelling is permitted so long
as no sound ls omltted (JENTE = 4, but GETE or JETE = 3),
Diphthonglzed vowels must be ®marked® by using two
consecutive vowels or one vewel followed by Y, LL or ~.

The spelling of SAQUEN maintains the /k/ sound with a K
or Q between the vowels.

-- correact.

% Ambiguous consonant letters, while Incorrect, are accepted as
*representing® the target sound. B and V may be interchanged as
mayt J and G; C, S, and 23 C, K and Q; LL and Y, and RR and R.
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Figure 2

DST Protocols Illustrating Fach Score

Word 0 Polnts 1 Polnt 2 Polnts '3 Points 4 Points
VERANO Hapo BPLA VRNO beao berano

" GENTE 8 Gr gtet GETE Jente
BAILE SDe Vn BLE bale valle
SUENO no ST SUE selNo cuenllo
ACERCA rar AoPTR ACOR aseca aserca
ARROZ vAu AotRt arei aros arros
CALLATE eTe At calete KALATE caiate
SAQUEN | olt SeeA cacn sacen saken

- LEYENDO {L1 L Leel leendo leieNDO
BRINCANDO E BLR BCN lao br Incanbo
MAESTRAS  StoE eM MA marta maestrac
ESTRELLA VX Elu esah esreya estrela
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