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ABSTRACT

This study was designed to investigate the possibility of using
-
oral reading miscues during a single observat n period to place beginning
readers Into hierarchial stages.

The forty children which constituted the sample were chosen from
five .rade one classrooms within the Edmonton Separate School System.  The

sample was llmited to children who scored within one standard-deviation of

the mean on the Lorge-Therndike Intelligence Test, and who possessed ade-

quate visual and auditory efficiency. The sample was stratified with
respect to reading achievement and students wer. selected from various
achievement levels.

The number of childrens' oral reading miscues to be analyzed

were determined through the use of three different criteria: 1) a base

level in which each child's miscues on the first five passages of the

Diagnostic Reading Scales were analvzed; 2) a celling level invwhich the

child's miscues up. to and including the paragraph 1in which he exceeded the
number of errors as specified by the test author; and 3) the lé Eer cent
level as determined by Biemiller (1969) which identified the cut-off
point as thé passage in which twelve per ceﬁt of the total number of
words in the paragraph were miscued. The miscues were anaiyzed on the
basis of thelr graphic and syntactic or semantic similarity to the words
of the test passages and on the basis of the analysis were placed into
stages of beginning reading. An analysis of variance was computed to
determine the independence of the stages with respect to reading achieve-
ment and readiﬁg comprehension. The children's placement into stages was
also compared with their teachers' perceptions of them as achilevers in

1

reading.

iv



ey

Findings trom the analveis of the data indicated the tollowing

1)

3)

4)

6)

7)

It is posstbie to place children into diserete stapes ot
beptouing reading, usiogy their oral reading miscues Inoa
single testing session,

Although tlve steps were desceribed as possiblv existing,

\
children wore allocated to only four stapes on the basin of

.
their miscucs,  There were no children in stage ], probably
due to rhe fact rthat the children had already received
)
cipht months of classroen instruction and had propressed
bevond this point .
The ceiling criterion as opposed to the base and 12 _per cent
Ay
levels, seemed to provide the best cut-off point for miscue
analysis,
The teachers' perceptions of their childrens' reading achieve-
ment was highly correlated with the childrens' placement into
stages using the miscue criteria.
{
When teachers' ratings were compared on the basis of experi-
ence, the more experienced teachers' perceptions were less
Likelv o Cuhfl‘iv:_t with the placement ~1'm:o stages as deter-
mined { the miscue criteria.
Aw childreg In stages 3 and 4 did not differ from each other
throughout the studv, these two stages mav be consideried as,
one for further research or instructional purposes.
When comparing high and low readers' use of s?ntax at the post-
phrase level, the high readers excelled in using this portion

of context, but did not differ in their use of pre~phrase

material.
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CHAPTER T

INTRODUCTLON AND PROBLEM

The importance of beinp able to read is becoming increasingly
evident -in aﬁ exceedingly complex world. Bc;ausc of the vést amount of
information available, and because of én increased emphasis on individ-
uvalization, students are finding themselves doing considerably more
reading on their own than was previously the case. The problem érises
that despite the increcased volume of knowledge that must be digested,

-there is a greater number of students who find themselves unable to read

the - material at thelr preseunt grade level. Governments have poured mil-

- —

lions of dollars into programs to ''remediate" these readers who have been
side-tracked somewhere in their school career.

The_grade-one‘student brings to his classroom a degree of oral
and/or reading >tency depending on his past experiences. If by using
this competen-e a te. ther is able to move beginning ... ders through the
initial stage: rv>:iﬁg perhaps more children may ~ii.dn sﬁccess in

'reading.
I. PURPOSE

The purpose of the present study is to determine if, by ana-
lyzing oral reading miscues, stages of beginning reading competency can

be determined.

The relationship between the student's ability and the teacher's
: B A\

assessment of that ability will also be determined.



IT. DEFINITION OF TIRMS

i . .
For the purposes of this study, the following definitions will
be used.
Stages of reading refers to the levels or phases thac»a begip—
‘ niﬁg reader passes through on his way to becoming a proficient, mature
reader.

Reading achievement indicates the child's performance on the

Oates-MacGinitie Reading Test, Primary A, Form 2.

- N .
Teacher's ratings of reading achievement refers to the teacher's

4

perceptions of her children's reading achievement as measured by a five-
point scale.
Comprehension is defined operationally for this study and indi~"

cates the child's performance on the comprehension questions of the

Diagnostic Reading Scales.

Miscue refers to the unexpected responses Or non-responses a
child makes while reading orally. Miscues to Se analyzed in this study
include substitutions, insertions, omissions, and non-responses. The
word "miscue" is ;sed Syﬁonymously with "error'". The term miscue is

‘used-“to avoid any-value judgments.
K \ ©

Base péssages refer to the first fivé\basﬁ?ges of the “iagnost.c

-~

Reading Scales. FRach child of the sample was required to read t.~se

passages. Tﬁe total number and type of miscues on the first five pass-
ages ére used to determine a.child's stage in beginning reading using
this criterion.

Ceiling passage refers to the passage in which a child exéeeds

the number of errors specified by the author of the test. The total



s

mumber and type of miscues up to and including this passage are used to
determine a child's stage in beglnning reading using this criterion.

12 per cent passage is the passage In which more than 12 acr
cent of the total number of words in a given passage are miscued. The
total number and type of miscues up to and including this passage are
used to determine a child's stage in 5eginning reading using tﬁis criterion

]
This was the criterion used in the Biemiller study (1969) and on which this’

study 1is based.

Contextual information refers to the way in which the reader

combines the semantic and syntactic Information of the material he has

just read with the iﬁformation he has brought to the situation-to_aid-in word
identrification. See the definition of "syntactically acceptable" and
"semantically acceptable” in the discussion of Miscue Analysis, p. 39,
Chapter 3.

Orthographic information refers to the reader's use of his .

-

knowledge about letters and strings of letters to identify a single word.
See the definition of "graphically similar" in the 8dscussion of Miscue

Analysis, p. 39, Chapter 3. ( ‘ -~

-

III. HYPOTHESES

In order to pursue the purposes of the study, the following

hypo.heses have been constructed. They are stated In research and null

form. The significance level for rejecting the pull hypothesis is .05.

Research Hypothesis 1

Grade one children placed in the various stages of the readi
process, as determined by their use of orthographic and contextual |

information on the base passages will differ in their scores o



reading achievement test. The children in the most advanced stage will
score highest.

Null Hypothesis |

There is no signifilcant difference between the reading achleve-
ment scores of children placed in various stages as determined by analysis
of their oral reading miscues on the base passages.

Research Hypothesis 2

Grade one children placed in various stapes of the reading pro=

ual informa-

cess  as determinef by their use of orthographic and ¢

tion on the base passages will differ 11 r performance on the compre-

hension questions. The childrg n the most advanced stage will score

highest.
¥

Null Hypothesj

There s no significant difference between the performance on

e comprehension questions of children placed in various stages as

determined by analysis of their oral reading miscues on the base pass-
apes.

Research liypothesis 3

Grade one children placed in the various stages of the reading
process as determined by their use of orthographic and contextual infor-

mation on the ceiling passages will differ in their seéres on a reading

achievement test. The children in the most advanced stage will score

highest.

Null Hypothesis

There is no significant difference between the reading achieve-,
ment scofes of children placed in various stages as determined by analy-

sis of their oral reading miscues on the cejiling passages.



Rescarch Hypothesis 4

Grade one children placed in various stages of the reading pro-
cess  as determined by their use of orthographic and contextual informa-
tion on the ceiling passages will differ in their performance on the
comprehension questions,  The children in the most advanced stage will
score highest.
Fll},l }1Vl’()t['L'5,Lf
dipnificant difference between the performance on
the comprehension questions of ¢ m placed in various stages as deter-

mined by analysis of thair oral reading miscudssQn the ceiling passages.
\ ) ) z ! 4

Bgﬁen[ch ”VP“Lhﬁili,E

g pro-

Grade one children placed in various stages of the re:
coss  as determined by their use of orthographic and contextual informa
tion on thé 12 per cent criter ion passages will differ in their scores
on a reading achievement test. The children in the most advanced stage

wil} score highest.

Null Hypothesis

There is no significant difference between the reading achieve-

ment scores of children placed in various stages as determined by analy-

- .

sis of their oral reading miscues on the 12 per cent criterion passages.

Research Hypothesis 6

o Grade one children placed in varioys stages>of the reading pro-
cess as determined by their use of orthogra%hic and contextual informa-
tion on the 12 per cent criterionpassages will differ on their perform-
ance on the comprehension questions. The children in the most advanced

stage will score highest.
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Null Hypothesis

There 1s no significant difference between the performance on

the comprehension questions of children placed in the various stages as

determined by analysis of their oral reading miscues on the 12 per cent

critérion passapes.

Research Hypothesis 7

. . ¢
The placement of grade one children into stages of the reading

process as determined by the base, ceiling and 12 per cent criteria will

correspond with their teachers' rating of these children as achievers in
g

reading.

Null Hypothesis

—_There is no significant correlation between the placement of

children into stages as determined by the base, ceiling and 12 per cent

criteria and their teachers' rating of these children as‘achievers in
reading.
| IV. ASSUMPTIONS

|

1t is assumeq:thac the childrens' performances ‘are indicative

i
of their actual abilitf to perform on the tasks used in this study.

A second as%umption is that the three criteria (base, ceiling,

i

r cent) used to/ﬁlace the students into stages provide valid

of the childrens' performances on these tasks.

i

= A\third assumption is that on the basis of the base, cejling

criiteria, one can pinpoint the stages’in the reading pro-

and 12 per cen

cess.of beginning Xeaders during a single testing session.



V. LIMITATTONS

The following factors are recognized as limiting the peneraliz~
abllity of the data collected in this study.
Y

(1) The criteria used to place the children into stages of beginning

reading are based on the use of the Diagnostic Reading Scales devised

by George Spache. Children's performance on other oral reading
tasks may produce different results.

(2) Children scoring more than one standard deviation below the mean T1.0.
score were eliminated from the sample. Gencralizations, therefore,
would not be applicable to children in ghis category.

(3) The sample for the current study was selected from four urban
schools in the city of Fdmonton, Alberta, and the results can be

peneralized only to similar populations.
VI. SIGNIFICANCE OF THE STUDY

The Importance of attaining success in the beginning stages of

readjn. w- . sed in thé introduction of this chapter. Should the
present . ! viate o relationship between étages in the reading
process o: o “eaders, and

a) Readi: o .. cores . or

b) Performarce e ion ta. l . or ~

c) . Teach: "s ¢ - 11~ as ‘ievers or non;achievers in

reading,
it would suggest th: th rma: = cc :1d be used to determine the
stage in reading of a given c¢..1d, d: ‘ng on- test./ng session. Once the

child's stage is known, it would -em beneficial to develop teaching



stratepies that would help move the child onto the next staye.
VI, OVERVIEW OF THE STUDY

In Chapter Il the writer will review the literature which is
considered pertinent to the study. Such a review would provide a frame-
work for the present study.

The experimental desipn of the study will be outlined in
Chapter I11. Information regarding the sample selection, test adr is-
tration and‘mothod of analysis of the data will be presented.

The results of the research will be presented and explained
in Chapter 1IV.

The final chapter will present the summary, conclusion, impli-

cations and suggestions for further research.



CHAPTER 11
REVIEW OF RELATED RESEARCH

1f the purpose of reading Is to effect communication
between reader and author then the purpose of the
teacher of reading is to assist in the communication
process. But teachers need to have a systematic
knowledge of how children learn to read if they are
to approach their task with any depth of understand-
ing. They must know whether certain phenomena at
different stages in the reading development demand
corrective or remedial attention or whether they are
merely benign and will disappear with further devel-
opment  (Becker, 1970, pp. 13 - 14).

Reading begins with the graphic input and ends with meaning as
output. What happens between input and output has been hypothesiéed by
numerous resedrchers, and is often referred to as the reading ”brocess".
Since one cannot get inside a child's head to find out what is happening,
one could examine the "product" or output of the reading process to
determine what is happening. There are two "products" of éhe reading
process that one might examine: 1) the child's comprehension of what
he has read; or 2) the oral output in an oral reading situation.

In recent years, re;earchers have realized that errors children

~ make in their oral reading are clue§ to their reading development. This
\ﬁ\\zg\Ih~€ohtrast to researchers (Munroe, 1928; McCullough, et al, 1946) who
were first concerned with evaluating reading skill and diagnostic weak-
nesses to provide a starting point for remedial instruction.

This study is concerned with analyzing the oral output dn an

oral reading situation. Research has shown that the child's performance

'

in an oral reading situation is iIndicative of how he is processing the
information on the printed page. The purpose of this chapter is to

review the literature related to the nature of the miscues a child makes
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while reading orally. A sccond purpose is to review related literature

regarding the different stages of development with respect to read ing.
1. NATURE OF MISCUES IN READING

Perhaps the first use of studying the oral miscues of readers
was to identify their reading levels in a test sftuation. Thus commonly

standardized oral reading tests such as the Gray Oral Reading Test, the

Gilmore Oral Reading Test and the Neale Analysis of Reading Ability allow-

od for the counting of errors or miscues which children madg while readj
ing. The common types of errors noted were additions, omissioné, substi-
tations énd mispronunciations. Although the quality of the miscues was
noted, only the quantity of the errors was used in assigning a grade
placement. Support for this$ point of view may have been derived from
studies such as that conducted by Malmquist (1958). In a study of oral
reading errors of first grade readers of-differing reading ability, she
posited that the difference between the errors of the groups was merely
quantitative in nature. Poor readers made the same kinds of errors as
good readers but only in larger quantities.

Goodman 5) presented the first of a series of articles in
a descriptive study of the oral reading of first, second and third grade
childfen. For Goodman, reading is ''the active reconstruction of a mess-
,age from written langdzge” (Goodman, 1965, p. 639). He viewed reading
as "a psycholinguistic process" which is cued or miscued during the
child's interaction with written language. The cue systems considered
included those within words, those in the flow of language and those
within the reader himself. Goodman concluded that children were more

able to pronounce or recognize words in context than words in 1solationm.



He also concluded that the child's knowledge of language cnables him to
self—gorrect any dérrors he might make in oral reading, and regressions
are the means by which the child corrects himself and learns.

In her descriptive study of oral reading phenomena of six grade
one readers, Y. Goodman (1967) noted that all the children in her sample
made miscues and most of these errors were at the word or phrase level.
The grammatical function of the response was identical to the grammatical
function of thc stimulus. VY. Goodman noted that knowledge of syntax had
a greater influence on miscues than did a knowledge of meaning, but as
the children became more profiéient they could use both syntax and seman-
tics équally well. She aleo noted that when the language of the reading
material was not like their own, the children attempted to translate it
into their own language patterns.

In 1969, the Goodmans devised an elaborate taxonomy of cues
and miscues in reading in order to anélyze oral reading errors. Their
classification system involved three general linguistic levels: phoneme-
grapheme or letter-sound levei, word-morpheme lcvel, and grammatical-
syntactical level. This taxonomy has served as the basis of a number of
studies which have attempted to analyze children's reading miscues.

Weber (1970), one of Goodman's students, was interested in the
qualitative aspects of childrens' miscues. In her study of grade one
children, Weber became involved in the interplay between grammatical
acceptability and graphic similarity of oral reading miscues. She
devised a Graphic Similari:y Index to indicate gﬁ% degree to which the
graphi% similarity of an oral reading miscue approximated the stimulus
word. The Graphic Similarity Index showed that the children 1in the high

reading group (mean score = 407.87) scored over one hundred points above



the low reading group (mean score = 265.47) In their use of graphic cues.
Weber also analyzed thkz grammatical acceptability of a substitution,
insertion, or omission miscue using the preceding context up to and
ftncluding the error. She found that the percentage difference in gram-
matical acceptability of miscues between the high reading group (92.3

per cent) and the low reading group (88.9 per cent) was negligible. She
concluded that the children bring to the printed page their knowledge of
English language structures which shape their reading responseé igto fam-
iliar language structures. This fundamental linguistic ability also
determined whether a miscue was corrected of disrcgardea. 5Miscues that
were grammatical in-terms of the preceding context were disregarded twice
as often as they were corvected. Conversely errors which were ungramma-
tical in terms of the preceding context were corrected twice as often a:
they were ignored. Data confirming the lack of differenceAin the number
of grammatically acceptable ;}rors of high and low reading achievers was
also presented by Weber from a second study by Robinson (1966). 1In a
grade one classroom an analysis of reading.miscueé indicated that over

88 per cent of the responses were grammatically acceptable and that there
was ifttle difference between achievement groups.

Of particular interest iﬁ Weber's (1970) study is the inter-
action between the gfaphic similarity of a miscue and its grammaticai
acceptability. When Weber used the inverse relation between graphic
similérity and grammatical acceptability, she found that the grammati-

.
cally unacceptable responses shared more graphic features with the stim-
ulus word than the responses that‘conformed to the preceding context;

From this finding, Weber }nferred that when readers neglected the con-

straints of the preceding grammatical context, 'they were attending to the
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task of identifying and perhaps decoding the features of the x}aphic dig-
play" (p. 157).

Shandling (1970) analyzed the oral reading miscues of ten dyﬁ:
lexic boys, between tlHe apes of cight and ten, still at the acquigition
stage of reading. She concluded that in relation to the processing of
graphic-phonemic, syntactic and semantic information "it was found that
all subjects weve strongest fn the processing of s?ntnctic,Informatin%
-as they read" (Shandling, p. 267). Thus it appears that whether children
experience or do not expericence difficulty in reading, they tend to be
more aware of syntax than of semantics or of the graphic form of words,
and most of their miscues tend to be grammatically acceptable.

Coomber (1972) worked with third gprade children of differing
reading ability levels and used Weber's "7y Graphic Similaritv Index.
He found that the higher reader's respon ould be more likely to match
the stimulus wogd in initial andvfinal position of the word as.well as
the interior of the word. When comparing the results of the syntactic
measures, he concluded:that the difference between the réadihg groups
was not significant. Both measures of phrase reading - location of the
error in the phrase and the conformity of repetitions to pﬂfaée struc~
ture grammar, revealed highly significant results and supported the
hypotheéis that children tend to.read bv phrases. Such evidence would
give further support to Weber's (1970) resgmrch.

A further study dealing with leVelg of reading ability was
‘conducted by Cromer and Wiener (1966). They aefined reading as a

skill that requires the individual to be able
to utilize the partial information derived from
scanning the printed material and have available
patterns of responding to these cues which ‘are

congruent with the patterns of occurrences
within his own language (p. 1).
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'ThUHU tvo rescarchers posited that the ditterence between vood and poor
readers can be attrvibuted to the fact that the "pm.n"' reader uaes Jditton
ont ("Uu:: in reading than the "pood" reader. Thiv difterence in respond-
ing may be due to the fact that the "poor" readers mav not have legrned
consensual patterns or thev mav have learned idiosvacraric .r¢\ﬂ;u1n:;v;; too
wel ],
To explore the differences between "pood” and "poor' readers'
FQSDUHSCS to print, Cromer and Wiener (1966) used two ditferent tvpes of
self~referent material: 1) first person present-tense material which
simulnﬁeg an individual's own experiences and ecvokes self~roforent res-
p&nding and 2)  material with a strong afrective content which ovokes
perse il associations and intervupts the student's scanning of the mate-
rial. Thev vaothesized that both "good" and "poor" readers would
respond ldiosvneratically using both kinds of material, but for the "poor"
reéder the mismatch betweenlscimulus and response would be more evident.
Also, as a result of the greater number of mismatches for the "poor"
~reader, his scanning would break down and cause further disruption.
- , Cromer and Wiener (1966) conclu "rom this study that both
sources of material plaved a significant rolc¢ in dis¢riminating "poor"
readers from "good" readers. The "poor" readers were more prone to
evoke non-consensual responses on both self-referent and affective-con-
tent material. On a word association task the "poor" readers also gave
significantly fewer consensugl or common associatioﬁs as did "good"
readers.
Many educators have suggested solutions to the varving and

incongruous responses of beginning readers. Sims (1972) set out to

determine the effect of using dialect-specific material for beginning

o
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reading instruction and used the Goodman Taxonomy of Cues and Miscues in

Reading to evaluate its effectiveness. On comparing the miscues gener-
ated during the oral reading oflStandard English material and dialect-
specific material Sims concluded that thé ten Black second'graders had
not learned to make cffective use of the semantic and syntactic contexts
of the material to help them make predictions-about the material they
were reading.' As .a result only one~quartér to one-half of their miscues
resulted in structures that were acceptable within the semantic and syn-
tactic contexts of either the Standard English or dialect-specific pass-
ages they were reading. 1In direct contrast to WGber;s (1970) study,

Sims conCludea that the>readef's usé of corrective strategies was direct-
ly related to their reading proficiency réther than the childis knowledge
of oral language. The more proficient readers tended to make more effec—

tive use of corrective strategies and their miscues tended to be of a

higher quality in terms of semanti nd syntactic similariﬁy with tﬂ;
expected response. Sims, however, aléo reported that the.degree of
graphic.similarity of the miscue .to the expected response was due to .
reading proficiency which lends support to Weber'slhypOLhesis. Miscue
quantity was not related to miscﬁe quality for 51m'§ subjects except
that the children who had fewer miscues per hundred words scored higher
on the comprehension tasks.

Barr (1972) described the patterns of word recognition errors
-of first grade children, based on two different instructional methodsQ
She hypothesized that more non-response and graphically-constrained
errors would occur for the phonic instruction method than for the sight

word method. Barr concluded that through the sight word method, the

children were able to remember the group of aural responses and some of

J
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the graphic sequences. For words they were not sure of, the children
subsc.ituted another aural response from words already taught. For the
phonic method, the ervor vesponses consisted mainly of substitution er-
rors that did not come from the words already taught. "A substantial
number were either nonsense words or came from the child's tot;l aural
vocabulary" (Barr, 1972, p. 523) but tended to be graphical” tonsgrained
as she had hypothesized. Barr agrees with Bruce (1964) that the phonic
method identifies inforwation so abstract that the child does not remem—
ber it. The résult, honsenée and phoneme gsubstitutions, suggests that
some children have not developed the concept that a graphic seﬁuence ~
corresponds to an agural word. Thus, for Barr, the '"findings suggested
that different instvuctional methods influence differentially the pattern
of word recognition errots' (Bar;: 1972, p. 527). However, Barr did note
errér patterns whiéh'resembled those identified in a stud& by Biemiller
(1969), [to‘be reviewed later in this:chapter]. Her interpretation of
the error patterns, howéver, differs from‘Biemiller's interpretation.
Barr suggests that non-résponse errors are a signal that a - .4 has
* changed strategies for responding to print. Biemiller, on the other
1

hand, would interp£et non-response errors as ah indication of rez  iness
for phonic instruction. .

Ianummary, {t appears that the quality of oral reading miscu
is dependent on the proficiencybof~the reader. From the very begjsiing,
children make use of thejr oral language when reading orallysand their
miscues are dominated by the child's control over the#£ymntax of the lan-
'gpage. There appears to be no difference betw ability groups in
their use of syntax as tﬁey read. As y become more proficient read-

ers, their miscues tend to be easingly dominated by their knowiedge




of semantics. The proficient reader's Aiscues also appear to be more

praphically similar than the miscuesfof less proficient readers.
Goodman's (1970) definifion of reading aptly summarizes the
results of the research studiey/ reviewed in the preceding pages of this
study.
Reading is complex process by which a reader
reconstry/ts, to some degree, a message encoded
bv a wrgfer in graphic language (Goodman, 1970,
p. 5)

ToAmderstand the reading process, one must

derstand: the nature of the graphic input,
ww language works and is used by the reader,
how meaning is reconstructed from the rcaderis
prior learning and experience, what perceptual
system 1s involved in reading. As we come to
see the reader as a user of language, we will
understand that reading is a psycholinguistic
process, an interaction between thought and
language (Goodman, 1970, p. 6).

II. STAGES IN THE DEVELOPMENT OF READING

Jenkinson (1969) in.a discussion of theories of reading stress-
ed the need for different modeis of reading depending on whether the
skill involved was the acquisition of reading skills or the interrelé—

-

tionship between skills, techniques, materféls and media involved in.thn
decoding process. Jenkinson also stréssed that how a child assimilatz=<
the meaning of a word is not identical with that of a mature reader.
Shé.stated "that we shall‘ﬁake greater progress if we do not attempt to
account, at least in the same model, for both the beginning and the
mature reader" (p.\58).

The develppment of reading comprehension in young children is

sequential and deperyds on certain prerequisite perceptual, intellectual

and personality féctors. At any age level, readiness for reading



depends upon the individual's previous acquisition of knowledge and
skills., Physical and mental capaclities and, environmental influences
constitute the foundation for the development of reading skills. Sen-
sory impressions build visual and auditory conditions for perception
which are vital to word recognition skills and vocabulary development.

Strang (1970) posited that for beginning readefs, the sequence
seems to take this order: sengory input, discrimination of letters,
spelling patterns aﬁd wbrd forms, identification with the pronunciation
of the word, and then comprehension of the meaning. '"The relationships
developed in this hierarchy are not only reciprocal but countless and
intricate" (p. 8). Comprehension can occur without. actual word pronun-
ciation, but for the beginning reader some form of association with the
printed symbol is necessary. The ability to read critically and crea-
tively is dependent on basicivocabulary and word recognition skills, and
these skills may be developed through whatever thoughtful reading the
child might do. ' - \

Wiener and Cromer (1967) tend to see reading as a two stage
process ~ identification and comprehension. In attempting to conceptu-
alize reading they noted several issues which have resulted 1in confusion
and ambiguity in the study of reading. They emphasize that several
definitions of reading equate the‘acquisition'of reading skills with
identification behavior while accomplished reading is associated with
comprehension behavior. Yet these'definitiéns fail to note the relation-
ship between identification and comprehension. For the child in the
acquisition Stage,~identification is a necessary antecedent to comprehén—

sion, but for the accomplished reader this may not be so.



Jenkinson's (1969) view supports Wicner and Cromer (1967) 1in
that the failure to distinguish between the acquisition stages of reading
and the accomplished stages of reading has resulted in much confusion in
the field of reading. Wiener and Cromer (1967) view reading as a form
of communication in which there must be 1) Aiscriminative response to
the graphic cues, 2) decoding of graphic svmbols to speech, and finaliy
3) getting meaning from the printed page. Although the mature reader
cén perform all these functions, "a child in the early stages of acquir-
ing reéding skill may not be doing all these things" (Gibson, 1965, p.
1066). Further "some aspects of reading must he mastered before others
and have an essential function in a sequence of development of the final
skill" (Gibson 1.1067).
Fries (1962) views the acquisition éf reading skills from a
linguistic point of view. in the first stage, the chiid-is attempting
to transfer from the auditory to the visual signs of the language. 'This
stage is éémplete when the child can rapidlv and accurately respond to
the visual signs that represent language signals. According to Fries,
the second stage culminates when thé child's responses to the graphic shapes
are'automatic, and‘"his comprehension of the meaning enables him to supply
those portions of the signals which are not in graphic representation them-
selves" (p. 132). The third stage culmiAateS Qhen "the child relies more on
reading than on language to develop further experience' (p. 132). From
Fries' conceptualization ofvreading, it appears that there are stages
in the reading pJ;;%ssT~and each stage 1s dominated by specific behaviors.
Goodman (1970) has focused on the beginning reader. He has

devised a model of a beginning silent reader and a proficient silent
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reader. By studyirg his models, the idea of stages in reading'is fully
supported ~ Goodman calls them proficiency levels. "Insufficient evi-
dence 1s available to indicate here that all children or.any individual
child must pass through each proficiency leQel. But those I have studied
do seem to pass through these levels'" (Goodman, 1967, p. 20). Goodman's
study of children tended to focus on their oral reading miscues - that

is the errors they made while reading passages orally; Although Goodman
himself admits tﬁat there is considerable difference between a proficignt
reader when he reads orally apd silently his entire miscue analysis is
hased on the assumption that for the beginning reader, the oral and
silent,reading process 1s similar (Goodman, 1968, p. 18). For Goodman, .
oral reading (recoding) is not as important -as comprehension (decoding)
but when it is combined with comprehension,vit can provide important
clues which can contribute to‘a better understanding Qf the reading pro-
cess.

Goodman (1968, pp. 16 - 20) describes the .stages of reading
proficiency through which the mature reader has proceeded and in doing
50 shows how oral and silent reading differ.

In the earliest stage of reading, the-child uses his oral
language to derive meaning from the printed page, as shown in the dia-

gram below,

EARLY READING

S T N decodes —=—~——memmmmmmmmm el
Graphic recodes Oral ‘Aural
Input | Output Input
—~—————>
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Here the child recodes the graphic input as speech and then utilizing

hils own speech as aural input decodes to meaning (Wiener and Cromer,
1967). This process is similar to that of listening. It should be noted
that some decoding directly from the graphic input can occur even at the
earliest stages.

A second stage in the process would be needed '"to help the
learner adapt his recoding strategies and techniques in a full language
situation in which all information is available and decoding may result"
(Goodman, 1970, p. 18).

For the mature reader recoding is not necessary to derive

‘meaning, as indicated in the diagram below:

PROFICIENT READING

~
\\
~

Graphic Input deCOdEd‘g% Meaning
\\\\ A
o~ .~ E Oral
*edi;\\ "l Output
@Qw \\\ :
i
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At this ;hird stagé‘og proficiency, the recéding~and decoding
oceur simul&aneously with the reader decoding meaning directly from
graphic input. Recoding now becomes a rapid series of guesses. The less
available information the reader uses, the more rapid and efficient is
hisgreading. At this stage oral reading becomes from a different process
that which occurs in the earlier stages. For the proficient reader, the

process of decoding directly from graphic print has become so habitual



that the student must first decode and then encode as oral output. The
result is often considerable change from the original graphic input to
oral output. To produce completely accurate oral reading the child must
be able to adjust his normal pace éhd his mode of information processing
to encode orally at the same time he {s decoding.

Although Weber (1970) did not indicate that the students went
through a series of develoémental steps she does imply such phases in
her study. In one phase the students made grammatfcally acceptable but
graphically dissimilar errors. Weber attributed this to the fundamental
linguistic ability that the child brings to the printed page. Phase *two
of Weber's study showed a high percentage of errors that were graphically
similar but not consistent with preceding context. In this phase the
students were attending to thevtask of identifying and decoding features
of the graphic display. A beginning reader in this stage doeé not apﬁear
to use both sources of information: Although a”third phase would quite’
naturaliy follow here in which the student is able to use both context
and graphic information, Weber does not mention this.third phase.

Biemiller (1969) in a 1oﬁgitudinal study with grade one stu-
dents (N = 42), showed there were three stages in the reading process of
beginning readers. Initially the student uses his knowledge of oral
language when asked to read passages orally without always attending to )
the print or graphic shépe of letters aﬁd words.‘ This sﬁage was identi-~
fied as the Pre Non-Response stage. The student might sycceed in idén~
tifying‘one word us;ng graphic information, and‘using the syntactic and
semantic information of his oral language, he would guess at the next

word or words based on these constrainfs. "This proceduye would frequently

yield contextually-acceptable miscues. The second stage, Non-Response,
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wias characterized by the student stopping before a4 word he did not
know, and then skipping the word/words. According to Biemiller, a stu-~
dent o this stage 1s attending to the graphic features of the word but
he 1s unable to recognize the word or use the preceding context to aid
word jidentification. A student in the third stage, Post Nt sponse,
was attending to the visual forms of letters and words as we sing
his knowledge of language to guide his responses in orai read.

Biemiller found that students who reached the Non=-Respo
stage very quickly in the school year and continued on to the Post Nc -
Response stage were categorized'by their teachers as. being the better
readers at the end of the school year.

Although there has been some research into stages of the read-
ing process with beginning readers, there has been little research into
stages in reading at the intermediate grade level.

Becker (1970) in her study of grade four children found the
boys in her sample and the children‘in the High I.Q. groups made more
miscues than the girls in the Medium or Low I.Q. groups. Becker found
that the boys and the High I.Q. groups were more intent upon obtaining
gganing, and may have been using certain meaning-getting strategies des-
pite the increased number of oral reading miscues. She postulated that
these children were silently decoding to meaning directly from the gra-
phic input, and then encoding meaning as an pral output, resulting in an
increased number of miscues. She postulated t tage would correspond
to Goodman's third level of reading proficiency. Becker also concluded
that her grade four students wére at a critical developmental stage-in

the Qomprehension of relationships, and thus fifty per cent of the miscues

were function words which affected relationships. The children at this



a continuum which progresses from an awareness of synta
of meaning.

In the beginning stage of learning to read, oral and silent
readidg are, quite probably, identical processes. McCracken (1967) in a
study of reading rates concluded th oral and silent reading rates for
children in grade one and two are identical. From this, McCracken con-
cluded that the reading process for these children is very similar
whether they are reading silently or orally. foodman (1968, p. 18) sup-
ports this view. He notes that by gradeébthree or four, children can
read silently at a slightly faster rate, but it is not until grade six
that there is a pronounced difference between oral and silent reading
rates. As Eagan (1973) states, "It would seem, then, that not until
sixth grade are the oral and silent reading processes of children quite
‘distihct” (p. 48). |

Jenkinson (1957) focused on the comprehension aspect of read-
ing in a study with senior high school students. She postulated that
the "cloze" procedure was a useful device to study the product and pro-
cess of reading comprehension for students in grades ten to twelve.
Jenkinson concluded that the total '"cloze'" scores increased from grade
to grade, with grade twelve sLudents scoring the highest. In an empiri-
cal test of the deéree of difficulty of different parts of speech,
Jenkinson concluéed that the material classified as "easy", "more‘diffi—
cult" and "hard" by adult readers was not categorized by high school

students in the same way. This led her to conclude that "processes used

by adolescents might not be so highly integrated and synthesized as
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those of adults, and thus more susceptible to analysis, and yet more
comprehensive than those used by younger children" (Jenkinson, p. 67).

Cromer (1970) worked with éixty—four college freshmen and
sophomores for he wanted c¢ study accomplished readers to determine how
they organize their reading input into meaningful units. He cited Wiener
and Cromer's (1967) study in which reading was defined as a two-stage
process—ideﬁtification and then comprehension. By studying accomplished
readers he, like Jenkinson, was more concerned with comprehension of
reading material. Using Wiener and Cfomer's (1967) difference-deficit
model of poor mature readeré, Cromer-organized reading material in four
différent formats ~ regular sentences, meaningful phrases, single words4
and fragmented groups of words. He postulated that these ”diffgrence"
readers who, like the 'good" readers, had adequate intelligence? language
skillsg and vocabulary skills but were low in comprehension skills, had
the skill to read'aloud and pronéunce individual words correctly but did
not organize their reading material in a meaningful way. He alsq postu-
lated that these 'difference" readers could organize input into meaningful
units but for some reason they persisted in reading word by word. Cromer
then demonstrated that for thé "difference" readers, when input was pre-
organized into méaningful units (phrases), their comprehension was im~
proved. Yet on a word by word pfesentation, comprehension was not sig-
nificantly affected as” it was for the good readers. This would support
the contention that this type of reader is typically a w0rd—by—worq

reader.  Cromer also discussed th. "deficit" reader who possessed the

same qualities as the "difference" reader except’ that he had considerably

lower vocabulary skills. For this group Cromer found that none of four

formats produced a significant improvement in comprehension. Cromer

RN
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concluded by stating that
the transformation of siugle words into auditory
stimuli (identification) may facilitate the deri-
vation of meaning at the earliest stages of
learning to read, and this approach may be neces~
sary, but a child must begin quickly to learn that
the meaning rather than a perfect naming of all
words individually is paramount (p. 483).
Cromer agrees with Goodman (1965) that children should begtaught almost
immediately that words derive part of their meaning from context.
Carver (1970) in a study of mature college readers produced

results that conflict with those of Cromer (1970). Using the Nelson

Denny Reading Test, Form B, and comparing the comprehension of material

which was "chunked" into .five experimental formats, Carver concluded
that the spatial separation of reading material into
meaningfully related groups of words will probably
not improve the reading efficiency of mature readers,
reading at their normal rate,. no matter what method
is used to separate the material (p. 296).
The important difference between Carver (1970) and Cromer (1967) however,
is that Cromer was using ''poor" mature readers as his sample. Carver
(1970) did not specify either the reading achievement level of his stu-
dents or give any indication of their reading proficiency.

Latham's (1973) study also focused on the mature reader. ile
used mature college level stu@ents in his research on cognitive synthesis
and comprehension. He chose comprehension because he felt the "mature"
reader was beyond the word recognition stage. He found that "good"
mature readers make use of their internalized tacit knowledge of gramma-
‘tical stfucture when they read. More specifically they employed the

lowest major constituent (a chunked segment ofy language) as identified

by Latham, or a grammatical structure similar tc . "In comparison the
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"poor" mature readers, regardless of how the material was presented,
responded to the written language a word or two at a time.
For these readers, language, in its written form, is
processed In an essentially linear fashion. The’
meaning of a written sentence 1s pursued by a process
of simple summation of individual word meagnings
(p. 374). o
It would seem then that these "poor' readers may still be at the stage of

LY
identifying words on an individual basis rather than realizing that mean-

ing is gained from the identification of the meaning of connected words.

. I1I. SUMMARY

\

In summary, the reviewed literature tends to suggest that an
dindividual's oral language is very iméértant in determining how he reads
and many of his miscues may be explained in tefms of his oral language
proficiency. The literature also indicates ‘that there are distinct
differences bétween the characteristics of a'reader at the acquisition
stage of learning to read as opposed to the mature accomplished reader.
More specifically, Biemiller (1969) showed that beginning readers pass
through a series of stages (Pre Non-Response, Non—Respdnse, Post Non-
Response) when learning to read. These beginning readers seemed to mani-
feét different reading behaviors in terms of types of miscues made as
they progressed through these stages.

This study willlbe an ¢ tension of the Biemiller (1969) study. -
Instead of using a five month longitudinal experiment to determine
stages in the reading process of beginning réaders, this study will
attempt to pihpoint these different stages during one testing session.
The implication being that if stagés can be pinpointed at any time dur-—

ing the first year of schooling, then the teacher could help the child



Jdevelop reading strategies

the tollowing chapter, the

that would move

design for such

him onto the next staye.

a study will be described.



CHAPTER TITT

THE EXPERTMENTAL DESIGN

This chapter describes the deg , sample selection, test

instruments 3s well as their ability and validity, pilot study,

on and finally the statistical measurces used.

method of data coll

I. DESIGN OF THE STUDY

4

The main purpose of the study is to investigate the possibility

of pinpointing stages in the reading process of beginning rcaders during

a single testing situation. It is partly a replication of a study by

Biemiller (1969) who identified stages of beginning readers through

observations over an eight month period. A sample of grade one readers,
- of at least average I1.Q. was chosen for the study. The distribution

‘included students of high, average, and low reading ability. Students

wé;e plaéed in stages on the basis of various miscue criteria and analy-
sis of variance was cohputed to determine tﬁe independence of the stagés
with respect to reading aghievemenp.

The child(s miscues 4re én;ivzed using three different
criteria: 1) a base level in whi&h each child's miscues on the first

five stories of the Diagnostic Reading Scales will be analyzed; 2) a

ceiling level in which the child's miscues up to and including the para-

graph deemed to be too difficult as determined by the Spache criteria;

and 3) the 12 per cent criterionas determined by Biemiller (1969).

" Here the child's miscues up to and including the paragraph in which 12

per cent of bhé“total number of words in the paragraph are miscued will

be analyzed.

29
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II. SAMPLE SELECTION

The sample for this study was chosen from five ggédc one class-
rooms within the Edmonton Separate School System. In order to ensure a
range of high, average, and low readers, the sample was choéen through a
stratified random sampling proéedure.

The entire grade one population in the five schools (N = 104)

was divided into six groups on the basis of their comprehension scores

on the Gates-MacGinitie Reading Test, Primary A, Form 2. The mean of

the comprehension scores was computed, and the cut-off poin&s between
the groups were set at the following intervais: one-half standard devi-
ation above and below the mean, one standard deviation above and below
the meag, and more than one standard‘deviation above and below the mean.

It was decided that below average 1.Q. may be a factor in reading per-

formance. Consequently the Lorge-Thorndike Inteliigence Test, Level I,

Form A, Pfimary Battery was administered to the total grade one popula-

tion, and children whose scores were more than one standard deviation
below the mean were excluded from the sample. One child was eliminated
on the basis of this criterion. Also eliminated from the study were
five children who were absentlfor the administration of the intelligence
test.

Since visual.difficulties might influence the students perform-
ance on the reading tasks, the entire sample of‘students;eligible after

the- administration of the Lorge-Thorndike Intelligence Test, was admin-

istered a visual screening test. The Keystone Telebinocular was used to

. t
assess each child's visual efficiency. The students were tested on two

of the Keystone Visual Survey Tests - fusion, and useable vision with
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bgth eyes, both at the near point. These two basic areas were considered
to be essential for unhampered visual functioning while reading the pass-
ages of the study. On the basis of the fest, two children were elimin-
ated from the sample ;nd referred for further visual testing.

From the students who remained eligible, the following numbers
of subjects were chosen from the various intervals. From the intervals
of one-half standard deviation above and below the mean on the Gates-

Y

MacGinitie Reading Test six children were chosen. From the interval of
!

one standard deviation above and below *' - mean seven children were

selected, Frqm intervals of more than one standard deviation above and
below the mean seven children were « vected. The final sample, there-
fore, "consisted of 40 grade‘one children with a mean age of 78.72 and a
standard deviation of 5.88 months. Table 1 summarizes the cbronological

ages, 1.Q. scores and reading achievement scores of the sample.
TABLE 1

MEAN CHRONOLOGICAL AGE, READING COMPREHENSION AND
INTELLIGENCE SCORES OF THE SAMPLE

- BOYS ' GIRLS
Reading Achievement T T T  —
Groups ' : High | Average| Low | High |Average! Low-
! | | i
Chronological Age 78.23 | 78.01, 79.62 | 78.83 | 78.71! 78.77
L i i |
i | i i
kY
Reading Tomprehension| 28.24 ! 19.00! 9.81 27.00 | 22.63] 13.87
| | | |
1 [ i i
Intelligence Quotient| 124.83 | 106.50| 105.72 |113.38 | 105.63!104.44
| | i [
| ! i |
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ITL. TEST INSTRUMENTS

Standardized Tests

1. The Keystone Visual Survey Test

This visual screening device is produced by the Keystone View
Company of Meadville, Pennsylvania, U.S.A. It is an individually admin-
istered test which involves the use of the Keystone Telebinocuiar instru-
ment. This instrument requires the child to look through two.glass
lenses and respond to the examiner's questioné concerning the visually-
presented stimuli. The total test consists of fourteen card presenta-
tions or subtests, nine of which are placed at the far-point position,
which is the equivalent of twenty feet. The remaining five card presen-
tations ére placed at the near-point which is the equivalent of an actual
distance of sixteen inches.

As suggested in the Kevstone Instruction Manual (1961) a child
exberiencing difficulties in lateral posture, fusion and useable vision
at near-point would also be hampered in reading at near-point. There-
fore, conéidering the study involves reading of passages at the néér—
point, the foregoing subtests were used to screen out children experienc-
ing visual deficiencies in these areas. |

2. Auditory Screening

A check of the children's medical records with the school
nurses concerned indicate that the childr-n chosen for the sample had

adequate hearing.

" . 4 ’
3. Lorge-Thorndike Intelligence Test, Level I, Primary A,

Form 2
This instrument was designed to provide a measure of "abstract
intelligence", (the ability to work with ideas and the relationship

among ideas.expressed primarily in verbal symbols). At the Grade K-1
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level, the test consists entirely of pictorial type items divided into
three subtests, which are:
Eﬂﬂﬁi:;’_t"vlv:__()jﬁl;__\{g(j;1bulz\ry: The child is required to demon-
strate an unde%standing of orally expressed {ideas by marking
one of four possible plctures. There are twenty-five test
items as well.as four practice items.

Subtest 2 - Crossing Out: The child is required to demonstrate

an understanding of relationships between ideas by crossing out

the picture that does not belong. There are twenty test items

as well as two practice items.

Subtest 3 ~ Pairing: The chilﬂ is required to demonstrate an

understanding of relationships between ideas by circling the

two pictures which belong together. There are twenty test
items as well as two practice items.

Reviews (Buros, 1959) have indicated that test~retest reli-
ability coefficieunts range from .76 to .90 at all levels of this testg:
Validity was established by correlating test scores with the results from
the Stanford-Binet and the WISC. Correlations of .60 and higher would
indicate that the Lorge-Thorndike is one of the best tests available from
the point of view of the psychological constructs upon which it is based.
The major weakness of the Lorge-Thorndike is it's "lack of adequate data
on predictive and concurrent validity" (Buros, p. 479).

4. The Gates-MacGinitie Reading Test, Primary A, Form 2

This test was chosen as the measure of reading achievement
mainly because it is both easily administered and well standariized. At
the Primary A level, intended for first grade students, the test is

divided into two subtests:
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Subtest 1 - Vocabulary: This subtest samples the child's
abllity to recognize or analyze isolated words. Each test item

consists of four printed words and a picture illustrating the
meaning of one of the words. The students' task Is to circle
the word that best corresponds to the picturec. This subtest

contains forty-eight/ exercises as well as two practice items.

Subtest 2 «’Comprghension Teét: This subtest samples the
child's ability té read and understand whole sentences and
Paragraphs. Each passage is accompanied by a panel of four
pictures. The child's task is to mark thé plcture that best
£

illustrates the meaning of the passage or that answers the
question in the passage. This subtest contains thirty-four
items of increasing difficulty as well as two practice items.
Reviews (Burog, 1968) have indicated that the alternate-form

reliability coeffiqients vary from .67 to .87 at all levels of this test.

These coefficientsfmay be regarded as fairly satisfactory (Buros, p. 300).

Although the Gate?;MacGinitie Reading Test consists of two subtests -

Vocabulary and C%mprehension, only the scores on the Comprehension subtest

were used in seléctiné the sample for this study. The alternate form and
|

split=half reliaﬁility for the Comprehension section of Primarv A are .83

and .94, respecfivelv. |

f

5. Iiagnostic Reading Scales (Spache)

This test consists of six subtests used .o assess a child's
i .
veading difficulties. However, the two scores of interest in this study
are oral reading and oral reading comprehension. There are two passages

available at each of the following grade levels: 1.6, 1.8, 2.3, 2.8,

3.3, 3.8, 4.5, 5.5, 6.5, 7.5 and 8.5 as reflected by readability formulas
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which take into consideration vocabulary and sentence length.
The oral reading 1@&01 is determined by the highest level
'passage a child can read with no more than the average number of errors
(for children at that reading level) and with 60 per cent Comprehénsion.

The mecasures of validity cited in the manual suggest that the

Diagnostic Reading Scales reveal similar results to the California Read-~

ing Test and to ratings by first grade teachers. The results are not as

consistent with the results from the reading section of the Metropolitan

Achievement Tests and the paragraph meaning section of the Stanford

Achievement Test. According to Buros (1968) the Diagnostic Reading
Scales

-+ .provide one of the most quickly obtainable
and most meaningful approaches presently avail-
able for the diagnosis of reading skills and
difficulties (p. 822). The reliability coeffi-~
cient for the Instructional level as determined
by the K-R formula 21 is .84,

The Diagnostic Reading Scales were selected after the initial

pilot study based on the Gilmore Oral Reading Test, revealed that the ._

better oral readers were being penalized aé a result of non-responses on
more difficult material. There were so few passages on the Gilmore, and
the ascent of difficulty was very rapid. Good readers persisted into

the more difficult pass:ges and the errors made tended to be o% the non-
response type. Since they usually made few efrors in total, non-response
errors made up at least 50 per cent of their total errors and consequently
they were classified into a stage of reading not consistent with their

teaciiers' ratings. The Gilmore Oral Reading Test, then, was discarded as

a test of oral reading.
Whereas the passages used by Biemiller (1969) appeared more

appropriate than the Gilmore, the Diagndstic Reading Scales contained
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more passages,[uuticuiarly at the lower grade levels. .

A second pilot study was then conducged using the Diagnostic
Re;ding Scales; the students' performance in ‘the oral reading of these
passages was more consistent with their teachers' rating of them as

achievers or non-achievers in reading.

6. DProcedures and Directions for Administration

After rapport was established, each child was asked to read
one paragraph and answer -the comprehension questions from the Gilmore

Oral Reading Test, Form D. This was treated as the trial run for each

child and as such was not included in the formal analysis. FEach child
was then asked to read at least the first five stories from the Diagnos-

tic Reading Scales and answer the compreheggion questions related to

each story. If the .child exceeded the nine miscueé'prescribed for the
fifth story,’the oral reading was discontinued. If he achieved less

than nine errors, the oral reading continued until he reached his ceiliﬁg
paragraph, as determined by the author of the test.

The passages of the Diagnostic Reading Scales were prefaced

with these instructions: " I have some stories I would like
you to read out loud for me. These stories Qill get h;rder and you will-
not know all the words but I want ydu to try as many as, you can. Wheﬁ
yvou don't know a word I will point for you to move on to:the next word.

" After you have fead each story I will ask you some questions about the
story. Do you have any questiéns? This is story number one.'

7. Teacher Ratings of Beginning Readers

Research has indicated that teacher ratings of beginning read-

ers are as valid as readiness tests in predicting reading achievement.

Kermonian (1962) compared teacher ratings with scores on the Metropolitan
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Readiness Test.  Thoe test scures correlated (73 and the majority of errors

were made by teachers over-rating thelr students. ‘the major weakness of

the Kermonjan studv was that no comparison of the teacher ratings or
Metropolitan achjevoment tests was made with later rfading achievement.
Henig (1949) used a five~point categorization of rdadiness ratings for

both the readiness tests and the teacher ra&ings./ The results indicated
b

that the teacher ratings were as valid as the rcédiness tests in terms of
predicting later reading success. Kottemever (1947) also concludéd from
his work that teacher ratjugs are valid indicators of reading achievement.
Rottemeyer's study also indicated that teachers with ten years or more nf

)
experience made more accurate predictions of their students' read
achievement than teachers with less than ten years experience.

The five teachers dnvolved in this study were asked to rate

their children's reading achievement on a five-point scale.

1 2 3 4 5
Low Average High
Experiences much Is reading , Reading above
difficulty in at present . grade level.
reading. Has grade placement. " Works fairly
achieved practi-~ independently.

cally no success.

The teachers were given the following directions in connection
with using the scale: JYodr assistance is appreciated in rating the
children (whose names gppear enclosed) on- the following scale according
to their reading achievémeﬂﬁ. Points 1, 3, and 5 have been described.
If you feel a child fits between points 1 and 3, or 3 and 5 please rate

[y

him 2 or 4 respectively.

A



38
V. DATA ANALYGSIS

A. Phrase Level

Research has shown that whén children initially begin to read,

.

their responses to the print on the page are guided by their knowledpe
of oral languape. The responses may be\ponsistent or inconsistent with
various segments of language from a word to a sentence. Much of the
work on oral reading miscues analyzed miscues in terms of the phrase.

Since “"phrase" is arbitrarily defined, in this study a phrase was defined
e 'p y defined, vy ap

as being synonymous with the lowest major constituent (Latham, 1973).

The entire eleven passages in the Diqgﬁostic Reading Scales were divided
into phrases or lower major constituents and the child's miscues were
nnaiyzed in terms of their svntactic or semantic acceptability at the
phrase level. If the miscue'occurred at a phrase boundary it was analyzed
in terms of its congruency with the words in the preceding or succeeding
phrases; if it occurred within a phrase, it was analvzed in terms of the
words preceding or succeeding it up to the phrase boundarvy.
B. Miscues

The following types of miscues that a child makes while read-
ing orally were noted for analysis.

a. Substitutions - the child says a different 'real" word

than that on the printed page.

e.g. Jane likes her cat. (Text version)

Jane likes here cat. (Stv‘-n+t version®
b. Insertions - the child adds a -or~- the text of the
passage.

e.g. Jane likes her cat. (Text version)

\ Jane likes her pretty cat. (St.dent version)



39

c. Mispronunciation - the child pronounces a nonsense word

for a real word.
e.g. The boy threw the ball. (Text version)
The boy tur the ball. (Student version)
d. Non—ResBonse - the child hesitates for a minimum of five
seconds and then skips the word or says that he doesn't
know the word. If the child is attempting to mgdiatc the

word, he is allowed ten seconds to synthesize the sounds

before he is directed to move onto the next word.

©

Omission - the student leaves out a word, but does not
hesitate for a minimum of five seconds.
e.g. Dick takes good care of Spot. (Text version)

Dick takes care of Spot. (Student version)

C. Miscue Analysis

ways:

The above indicated miscues were analyzed in the following

a. Graphically similar — the child pronounces a word for the

printed word that has an initial similar letter or a
sequence of two letters which are contiguous and which may
be reversed.

1

b. Syntactically acceptable - at the phfase level, a word has

been replaced with another word perfor. .g the same gram-

matical function.

e.g. a noun for a noun etc., or when the word/words
‘inserted or omitted are grammatical in terms of its
co—occurrence.with the other words at the phrase

level.
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¢. Semantically acceptable - words which are substituted,

inserted or omitted are meaningful at the phrase level.

An overview of the Miscues and their analysis is given in the

diagram below.

Substitutions

[ - 1
Graphically Syntactically Semantically
Similar Acceptable Acceptable

Inse “ions

ya
[ '// }
Syntactigadly Semantically
Acceptable Acceptable
Mispronunciations
- 1
Graphically
Similar

Omissions

|

I 1
Syntactically N Semantically
Acceptable Acceptable

D. Criteria for Determining Stages in the Reading Process

Biemiller (1969) iqiti;lly hypéthesized four ;£ages in the
reading process of beginning readers. Once tﬁe child came out of the
non-response stage, Biemiller hypothesized the child would make predom-
inately graphically~similar miscﬁes for a period of time before he was

able to use both the orthographic features and the context of the story
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as he reads. lowever, he found the differences between these two stages
were not significant so he conflated his findings to include thrce
stages. This study initially began with the assumption of Biemiller's
three stages, but through a pilot project was found necessary to expand

the assumption to five sta: s to incorporate some individual perform-

ances which™ere not accounted for using the three stage distinction.

The ' riteria fof the five stages hypothesized are given béelow.

Stage 1 -~ Of the totai number of miscues less than 50 per cent
are graphically similar but at leaét 50 per cent are
semantically or syntactically éoceptéble but not
semantic substitutes.

Stage 2 -~ Of the total number of miscues at least 50 per cent

are no response.

L

L

Stage 3 - Of the totai number of miscues less than 50 per cent
are graphically similar, less than 50 per cent are
semantically or syntactically acceptable and less
than 50 per cent are no response.

Stage 4 - Of the total number of errors at least 50 per cent
are gEaphiCally similar but less than 50 per cent
are semantically or syntactically acceptable.

Stage 5 - Of the total number of errors more than 50 per cent
are grapﬁically similar and at least 50 per cent are
semantically or syntactically acceptable including

semantic substitutes.

+E. Inter-rater Reliabilitz

-The oral reading miscues of four children, selected at random,
were analyzed by another rater'to'establish\the reliability of the

measuring instrument. There was perfect agreement between the two raters



with respect to the number and type of miscues noted and the realing

stages into which they would be placed.
V. PILOT STUDY

A pilot study, using fifteen grade one students, was conducted
in January, 1974. The students were distributed err high, average and -
low reading ability on the basis of their tcacher's ratings. The pur-
pose of the pilot study wés to obtain further information with regard to
the fbllowing areas:

a) to determine the feasibility of‘using the Gilmore Oral

Reading Test, Form D as a measure of readinyg ability.

b) to test whether there was evidence of differing performances
in oral.reading by the high and low readers.

c) to check out the test instructions to be used.

d) to determine if the student's stage in beginning reading
could be determined on the basis of the number and type of
miscués noted while the student read orally.

e) to test whether there was:;evidence of differing performances

on the comprehension questions of the Gilmere Oral Reading

Test, Form D by the high, average and low vreaders.

. f) to test if the teacher's perceptions of her students'
achievement in reading was consis;ent with Ehe student's
performance on the various tasks. |

On the basis of the results of the Dilog study, the'following

decisions were made:

a) the Gilmore QOral Reading Test, Form D was found unsuitable,
: =

and was, therefore, discarded. The Diagnostic Reading
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Scales, devised by George D. Spache, were selected as tho.
the basic material for the oral reading.

b) there was evidence of differing performances in oral read-
ing by the high and low readers.

c) the children appeared to comprehend the instructions with-
out difficulty.

d) the majority of the children in the pilot study coula be

appropriately placed into stages based on tﬁe number and

types of miscues noted.

e) there was a difference between high and low readers 1in
their performance on the comprehension questions of the
test.

£) the teacher's perceptions of her children's achievement
in féading was consistent with the majority of ‘the child-
ren's performances on the various tasks.

;3
A second pilot study was conducted in April to determine the

feasibility of the Reading Diagnostic Scales as the set of reading pass-

ages. These were found to be suitable but it was decided to administer

the reading passages according to three sets of criteria - base, ceiling

and 12 per cent.
VI. COLLECTION OF DATA

The visual screening tests were administered by the experi-
menter and an assistant to each subject iq Ehe sample. This screening
proces§ lasted'three to five minutes per child."

The Gates-MacGinitie Reading Tests were_administered'to éaq@‘

W

grade one class as a tota group within their respective classroom, with
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the assistance of their teacher. Approximately forty-five minutes was

involved in each administration.

The Lorge-Thorndike Intelligence Test was administered to each

grade one class as a total group within their respective classroom. The

. test author recommends éne proctor per ten to fifteen children being
tested in groups. Therefore, the classron teacher and the writer were
involved {in the administration of the 1.Q. test. The testing was con~
ducted during class times_at_threé'&ifferent sessions with rest intervals
allotted for between cach session. Approximately forty minutes was
required for each administrat#on.

The administration of the oral reading of the stories and the
answering of the comprehension questions was completed on an indi?idual
basis, in a private room, by the experimenter. fhese sessions were
recorded on tape and required approximately twenty-five minutes per
Sgtudent, |

VII. ANALYSIS OF DATA

The data for this study were analyzed, using the following

analysis:

1. Pearson-Product Moment Correlation (DESTO02)
Using this test correlation matrices were computed for the
28, the Gates-MacGinitie scores, the comprehension scores and the

.achers’ ~within each of the criteria (base, ceiling, 12 per

cent).

2. _ne 3y Analysis of Variance (ANOV 15)
This c.e way analysis of variance was used to determine whether

differences existed between the reading groups ﬁithin stages on their
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reading achievement comprehension scores on the base, cefling and 12 per

cent passageis.

3. ﬁcﬂeffé Multiple Comparison of Means (ANOV 15)

This procedure was used to determine the difference between
the Gates-MacGinitie Reading Achievement scores and between the Oral

Reading Comprehension scores for children grouped according to various

stages of beginuing reading.



CHAPTER TV
ANALYSTS AND INTERPRETATION OF DATA

The purpose of this study was to determine the possibility of
placing children, who are beginning to read, into stages according to
their performance on an oral reading task. E-—h child read the first
. five paragraphs from the Diagnostic Reading Scales. These five passages
éonstitute the base le;el. If, on the fifth paragraph, the child exceeded
the number of errors established by the aunthor, the oral reading was dis-~
continued. Otherwise the oral reading continued until ﬁhe child reacﬁed
his ceiling level (a cert;in number of errors specified by the test
author). The child's oral reading performance was also analvzed in terms
of Biemiller's 12 per cent criterion which referred to the passage in which
the number of miscues was at least 12 per cent of the number of words 1in
the passage. These data were compiled to provide a comparison with Biemiller'é
data.

The purpose of this chapter is to pxeéenr nnd discuss the analysis
of the test results from each of the criterion sove un. -r the fbllowing

headings: N

1) Stages of learning to read as determined by the base pass-

ages.
2) Stages of learning to read as determined by the ceiling

passages.

3) ‘Stages of learning to read as determined by Biemiller's
s

12 per cent criterion.

4) Teachers' ratings andbplacement in stages as determined by

@

the base, ceiling and 12 per cent criteria passages.

\
~ {f
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5) Implications of different stage~placement criterion.
6) ~ An analysis of graphic and syntactic miscues of high and

low readers.

I. STAGES OF LEARNING TO READ AS DETERMINED BY THE BASE PASSAGES

Reading Achievement - Four Stages

The children were divided into groups according to the criterion
as specified on page 30, Chapter 3. An analysis of the data on the basis
of the base passages indicated that there were no children who would be

placed in stage 1. Consequently, there were no subjects in this cell.

- (This finding held regardless of the criterion used for analysis of mis-

cues). If this study had been completed earlier in the school year,
there would most likely have been some students in stage 1. This was
indicated during the pilot study in January, 1974. For example, one
child made up a story about his friend and himself playing. The story
lasted for three paragraphs and the experimenter had to continue to ask
the child which line he was reading. This is a typical performance of a
stage 1 reader, aé defined by Biemiller (1969).

The medns and standard deviations on the Gates—MacGinitie

Reading Test of the children placed in stages 2 to 5, as determined by
the number and tvpesof miscues made by each child on the base passages
are shown in Table 2. Ch ' 'dren in stage 2 scored the lowest on the read-

ing achievement task while children in each succeeding stage scored

higher.

5

To determine if the reading acﬁievemqnt scores differed signi-
ficantly between stages, an "analysis of variance was conducted. The data

are shown in Table 3.
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Results indicate that there is a significant difference between the

veading achievement scores of children placed in the four stages (p <.01).

- TABLE 2
\

v

/ MEANS AND STANDARD DEVIATIONS ON READING ACHIEVEMENT
AND NUMBER OF SUBJECTS FOR THE FOUR STAGES AS DETERMINED BY BASE PASSAGES

!
/
i

, . —
‘ 2 3 4 5 TOTAL
: S S S
Mean 14.45 17.000 18.33 24.41 19.72
prﬁ,vwxﬂ,,-a,4-I_,~,,_~A__,<%~*A,,v~“, A
/Standard
; Deviation . '5.05 8.97 6.80 5.23 7.11
Number of .
/ Subjects 12 4 7 16 N=39
i ot

TABLE 3

j, SUMMARY OF ANALYSIS OF VARIANCE OF THE READING ACHIEVEMENT TEST
OVER FOUR STAGES AS DETERMINED BY BASE PASSAGES

o
Source of Variance
Variance Sum of Squares Estimate df F
S i L .
///ﬂﬂ’vVNA‘Among Means Co727.71 242.57 3 | 6.81%%
L .
Within Means 1246.18 35.61 35

e~

*#*Significant at the .01 level

In order to determine between what specific stages there was a

difference, a Scheffé test on the comparison of means was calculated.
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These data arce shown in Table 4. The only significant difference existed

between stage 2 and stape 5.

TABLE 4

THE SCHEFFE COMPAL (SOK OF MEANS ON READING ACHIEVEMENT
OVER FOUR STAGES aS DETERMINED BY BASE PASSAGES

2 3 4 5
2 NS NS * ¢
3 ! NS NS
4 NS
: ]

**Significant at the 0.01 level

NS-Not Significant

Thus, although children in each succeeding stage scored higher, it was

-only the stages at the ends of the continuum which appeared to be dis-

tinctly different.’

Comprehension Questions -~ Four Stages

In addition to reading the base stories orally, the children

were asked & series of comprehension questions regarding the story content.

.The use of comprehension questions is one way of analyzing student

achievement in reading. In related research studies there has also been
disagreement about the relationship of number and types of miscues to the
level of reading comprehension. Table 5 reveals the children's perform-

ance on the comprehension questions of the base stories..



TABLE 5

MEANS AND STANDARD DEVIATIONS ON COMPREHENSION QUESTIONS AND
NUMBER OF SUBJECTS FOR FOUR STAGES AS DETERMINED BY BASE PASSAGES

2 3 4 -5 I TOTAL
Mean 11.00 16.40 22.17. 26.94 20.35
Standard
Deviation 8.52 12.30 . 6.79 3.70 9.58
Number of .
Sub jects 12 4 7 16 N=39
S ]

The same pattern emerged as for.the relationship between scores

on the Gates-MacGinitie test., Children in stage 2 scored lowest while

chlldren 1n each succeeding stage scored higher.

A one-way analysis of variance was calculated to determine if
tﬁere were any significant differerces between the children's performance
on the comprehension questions ove. the four stages. Table 6 indicates
that the difference between stages is sigﬁificant at the .01 level.

The écheffé teét Qas calculated to determine ;Hére the differ-
ence between performance‘on the comprehension task existed. fable 7
indicates that three of the stages were significantly different in terms
of the children's performance on the comprehension questions; Children
" 1n stage 2 were significantly different from children in stage 4 and stage
5 at the .05 1evel: Likewise children in stage 3 differed significantly
from children in stage 5 also. AThus, it would seem that the children in
the lowest stages, 2 and 3, perfofm'significantly different from their ”

classmates who are placed at least two stages above them.
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TABLE 6

SUMMARY OF ANALYSIS OF VARIANCE ON COMPREHENSION QUESTIONS
OVER FOUR STAGES AS. DETERMINED BY BASE PASSAGES

Source of g Variance
Variance Sum of Squares Estimate df F
Among Means 1798.00 599.33 | 3 11.78%%*

_ Within Means L 1780.98 L 50.89 35

**Signdficant at the .Ol.leVQl

TABLE 7

THE SCHEFFE COMPARISON OF MEANS ON COMPREHENSION QUESTIONS
OVER FOUR STAGES AS DETERMINED BY BASE PASSAGES

2 3 4 5 \
2 NS * *
3 NS *
4 NS
5

*Significant at 0.05 level

NS-Not Significant
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Since children WUrJ\FTﬁbgg in stages on the number and type of miscues,
resulfs algso indicate a rc}\{gonship between miscues and reading compre-
hension. As expetted those children with most non-respouses scored lowest
on comprehension while those children whose miscues were mainly graphically
and scmqnticall; or syntactically acceptable scored highest on the compre-
hension questions.

Reading Achicvement - Three Stages (2, 3 - 4, 5)

Becauge of the small number of students in stages 3 and &
{(four and seven respectively) it was decided to conflate these two stages
into one for further statistical analvsis. When conflated to three
stages, the new stage 3 - 4 still contained the least number of children.
Table 8 summarizes the results of the readiﬁg achievement scores for

the children in each stage.

TABLE 8

MEANS AND STANDARD DEVIATIONS ON READING ACHIEVEMENT AND %
NUMBER OF SUBJECTS FOR THREE STAGES AS DETERMINED BY BASE PASSAGES ‘

2 3 -4 5 TOTAL
]
Mean 14.45 17.72 24.41 19.71
1
Standard ‘ .
Deviation 5.04 7.47 5.23 7.11
Nuﬁber of ) -
Subjects 12 11 16 N=39
L ] '
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Children 1in stage 2 scored the lowest with children in succeed-
ing stapes scoring higher. The results of the analysls of variance com-
puted to determine if significant differences now existed between reading

achievement scoregpsH _various stages are shown in Table 9. Differ-
’

)

- el f

ences betyeen: 5 ol kignificant at the .01 level.

SUMMARY OF “ANRLYSTS OF VARIANCE ON READING ACHIEVEMENT
OVER THREE STAGES AS DETERMINED BY BASE PASSAGES

Source of Variance
Variance Sum of Squares ‘Estimate df F
S S
—
Among Means 722.87 361.43 2 10.40%%
R
Within Means 1251.03 34.75 36

*%Significant at the .01 level

The results of the Scheffé test, compafison of means are shown
in Table 10, and indicate that the differences between stage 3 and stage
2 and stage 5 and 3 - 4 are significant. It wopld appear that the per-
formance of children in stage 3 -~ 4 are more like their peers in the

3

stage at the lower end of the continuum than they are like thelr peers

in the topmost stage.

Comprehension Questions - Three Stages

To further determine if gtages in reading were consistent with
performance on the comprehetsion questions, the means and standard devi-

ations of the childrens' performances in comprehension were calculated

and are shown in Table 11. The data in this table continued to support

Ns

!



the hypothesis that children in stage 2 scored lowest while children in

succeeding stages scoved higher.

e TABLE 10

-~ .
THE SCHEFFE COMPARISON OF MEANS ON READING ACHLIEVEMENT
OVER THREE STAGES AS DETERMINED BY BASE PASSAGES

: ]

2 3 -4 5
2 NS *k
3 -4 X

xSignificant at the 0.05 level
**Significant at the 0.01 level

NS-Not Significant

TABLE 11

S A

MEANS AND STANDARD DEVIATIONS ON COMPREHENSION QUESTIONS AND
NUMBER OF SUBJECTS FOR THE THREE STAGES AS DETERMINED BY BASE PASSAGES

2 3 -4 5 ) TOTAL
Mean 11.00 19.541 26.94 20.36

- Standard
Deviation 8.52 9.63 3.70 9.58

Number of
Subjects 12 11 16 N=39
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An analysis of variance (Table 12) indicates that differences
between the stages on the comprechension scores were significant at the

.01 level,
TABLE 12

SUMMARY OF ANALYSIS OF VARIANCE ON COMPREHENSTON QUESTIONS
OVER THREE STAGES AS DETERMINED BY BASE PASSAGES

Source of Variance
Variance Sum of Squares Estimate df F
| .
Among Means 1707.30 853.65 | *2 16. 4%
. ey
Within Means 1871.67 51.99 T8
JL - ' ‘ﬂ,,\J

**Significant at the .01 level

The Scheffé test comparison of means (Table 13) showed that each

stage differed significantly from the other in terms of comprehensive

scores.

~ When the base passages are uéed as the criteri for analysis
regardless of whether the children are grouped into tkf;e or four stages,
it is evident that the most significant differences exiéted betweéﬁ
children in stage 2 and children in stage 5. The children in the inter-
mediate stage(s) sometimes performed significantly different from £heir

classmates at éffﬁéﬁgendAof the continuum. More differences were apparent

when comprehension scores on the Diagnostic Reading Scales, rather tha-

‘l
reading achievement scores on the Gates-MacGinitie Test, were analyzed,




TABLE 13

THE SCHEFFE COMPARLSON O MEANS ON COMPREHENSION QUEST LONS
OVER THREE STAGES As DETERMINED BY BASE PASSAGES

*Sdgnificant at 0.05 level

**Significant at 0.01 level

IT. STAGES OF LEARNING TO READ AS DETERMINED BY THE CEILING PASSAGES

ReadingrAch2§emént - Four-Stages

The child's ceiling was established after the child read the
base pa#sages., More than eight errors on the fifth base passage meant the
oral reading was discontinued; otherwise the child continued to read
until he exceeded the number of miscues per passage as determined by the
test author. 1In some cases the child had reached his ceiling on an ear-
lier passage than five, but all ~ere encouro2ed to continue through pass-
age five. The total number and types of%ﬁiséues madé by the child were
calculated up to and including the ceiling passage, and the child was
placed in a stage as outlined in Qhapter 3. The sample W%; distri-~

buted int’ four stages. As there were no children in sgéé% 1, it has

been omitted from the table. The weans and standard deviations .on the

Gates~MacGinitie Reading Test and the number of children per cell are
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shown in Table 14. . P
TABLE 14 -

MEANS AND STANDARD DEVIATIONS ON READING ACHIEVEMENT AND
NUMBER OF SUBJECTS FOR THE FOUR STAGES AS DETERMINED BY CEILING PASSAGES

LS
Mr\,\/\ _ *
2 3 4 5 TOTAL
S S e e S|
Mean . 14.15 22.50 21.81 24.00|  19.97
_— SO _
-ad®
Standard . P
Deviation w39 6.92 7.21 . 4.08 7.21
{ .
Number of ‘ _
Subjects 13 6 VR 11 N=40 :
WWLWW\A__.‘JW 1 e ’:AAL‘ J

“mildren in stage 2 scored the lowest, and children in stage 5 scored thé,

J'J’

tighest. However, children in stage 3 scored higher than childredgéﬁlé:
stage 4. This may prpértIy explained by the relatively few children
(six) in stage 3 and the‘smaller standafd»deviation of their scéfgs.
Thé:fesults of a one way analysis of variance COmphEed to dgtér—
mine if sigﬁifiCant differentes existed between the stages on tﬁe reading

achievement scores are shown in Table 15. Differences were significant at
the .01 level. h ' <:::: S : °
) To indicate where;the difference betwééh stages and reading

}ach;évement existed, the Scheff¢ test was ‘coamputed. Table 16 reveals

e

wHich stages are significantly different'from each other. . “\
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TABLE 15

SUMMARY OF ANALYSIS OF VARLANCE ON READLNG ACHIEVEMENT
OVER FOUR STAGES AS DETERMINED BY CEILING + SAGES

ST B
Source of ) ‘ Variance
Variance 4 ~aum vl Squares Cistimate df F
— R I | AN, A e
3
CAInong Mogis ' 678.1 _ 226.05 3 5.82%%
r.P” ﬁg@“. . 14 5.05
—_ R SR DS A
within Means - { 1398.83 38. 86 36
_\ﬁ;;;17w7au_gi;.J :

T
\

“*ASignificant at the .01 level
"ABLE 16

THE SCHEFFE COMPARISON OF MEANS ON READING ACHIEVEMENT %
OVER FOUR STAGES AS DETERMINED BY CEILING PASSAGES

)

R I

: 2 3 4 5

2 ' NS x .
T T x

3 v NS NS ;

4 ‘ NS

5 a4 .

) . \-Jc_» l )
e % —

*SignifiCantbat the 0.05 level
**S{gnificant at the 0.01 level

* NS-Not Significant
1} SR ‘ . '
ol Results of the Scheffé test showed that stage 2 differed from

“v

. o P : ) P
stage &4 and stage 5. Although the mean scores of stage 3 were slightly



higher than in stage 4, they did not differ significantly from the mean

scores of the children iv . ay 2. ,The lack of significant differences |
hetween these stages apg e due to the smaller number ofi 4 }#m&s

N RN
in stage 3. R A
Comprehensdion Questions — Four Stages

‘ ~To further indicate that different stages meant different per-

formances on the part of grade one children, the means and standard devi-

ations of the comprehension scores for the children were calculated.

The results are shown in Table 17. Children in stage 2 scored the lowest

on this task whereas children in stage 5 scored the highest. Howéver, as

3

n the case of £he Gates-MacGinitie achievement scores children in stage
.

i)

3 scored higher than children in stage 4. B , -

TABLE 17

MEANS AND STANDARD DEVIATIONS ON THE COMPREHENSION QUESTIONS AND
3ER OF SUBJECTS FOR FOUR STAGES AS DETAS%INRD BY CEILING PASSAGES

-4
+- —————,
3
2 3 b 5 TOTAL
Mean 8.15 31.83 31.00 34.30 24.53
3 . R )
Standard . '
Deviation 11.93 15.94 15.07 12.59 17.25
Number of : .
Subjects . 13 6 I 10 N=40

To determine if the comprehension scores differed significantly
within ,the stages an analysis of variance was conducted. The data are
shows in Table 18 and indicate that differences b. ween stages were

4

1 ‘ N

L=
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significant at the .01 level.

TABLL 18

SUMMARY OF ANALYS1S OF VARTANCE ON COMPREHENSION QUESTIONS
OVER FOUR STAGES AS DETERMINED BY CEILING PASSAGES

— ~Y

Source of Variance
Variance . Sam of Squares Estimates df ¥
e ] R S ]
) " :
Among Means 5221.34 1740.45 -3 G.38%*

Within Means 6678.63 185.52 36

¥*Sipnificant at the .01 level

The results of the Scheffé test of multiple comparisons of
means (Table 19) was computed to determine where tH;ldifferences between
stages existed. Children's comprehension scores 1in étage 2 differed

. |
significantly from those in stage 3, stage 4 and stage 5 (p <.01 in all
cases). These data are,unlike those when the scores are analysed usipgr
the base passage criterion. Here, stage 2 children or children at the
lower end of the scale teﬁd'to be most different from the peers at the
the upper levels (staées 3, 4, 5) who seem to ;erform soméwhat similarly.

When the base passages were used as thé criterion of analysis, children

in stage 3 tended- to group with their classmates in stage 2 in terms of
2 Y
-

their performance on the comprehension scores.
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TABLE 19

I
THE SCHEFFE COMPARISON OF MEANS ON COMPREHENSTON QUESTIONS
OVER FOUR STAGES AS DETYERMINED BY CEILING PASSAGES

Y

7

[ e R
2 3 4 5 )
2 *'-'7}4?;;*.*4 i ®%k Lk
I
’ NS NS
‘ NS
5 ’“—*‘vyﬂly\ﬁj ﬂ—\LvaA/V

**Significant at the .01 level

s NS-Not Significant

Reading Achievement ~ Three Stages (2, 3 ~ 4, 5) .
Because there were,feWméhildren in stage 3 (¢ix) and because

they scored higher than those children in stage 4 it was decided to group

the children in stageé 3 and 4 for further analysis. Table 20 summarizes

the means and stardard deviations in the reading achievement task and the

vaumber of children per cell. ) s

The resnlts of a one way analysis of variance (Table 21) reveal

that the diffeﬁaﬁcg1between'thc stages on the reading achievement task is
. b Ve ’ .
sigﬁificant at the .pi.lavel. When the data from stages 3 and 4 are

grouped, the mean for each susceeding stage is higher than the stage pre-

ceding it. tew

-



62

TABLE 20

MEANS AND STANDARD DEVIATIONS ON READENG ACHTEVEMENT AND

m——

2 3 - 4 5 TOTAL
—_— e e -
Mean | . 14.15 22.06 24,00 . 19.97

Standard :
Deviation 6.39 6.89 4.08 7.21
— A — ]

'Numher of .
Subjects L3 17 10 N=§Q

—

TABLE 21
i\

SUMMARY OF ANALYSIS OF VARIANOESDN READING ACHIEVEMENT
" OVER THREE STAGES AS DETERMINRD LY CEILING PASSAGES

Source of ¢ y Variance
Variance® - -Sum of Squatres ' Estimate df F
A S .
Among Means . 676.14 1 338.17 2 8,935
. 1 ’ . . ) S
Within Mean_iJ 1400.67 : 37.86 37 o
. . ) 5 . Lo

**Significant at the .0l level

In prder t& detérmine between what specific stages there was a
differenée, fhe Scbéfférggft was/éomputed. Thé data are shown in Table 22.
Children in stage 2.were significantly diffegént from éhildren in sgage
3 -4 (p<.01) and children in stagé-Zvalso/differed significantly from

children in stage 5 on their reading achievement scores (p<.0L). ~
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TABLE 22

e
THE SCHEFFE COMPARLSON OF MEANS ON READING ACHIEVEMENT
OVER THREL STAGES AS DETERMINED BY CEILING PASSAGES

N\ * % KKk

3~ 4 " NS

**Sjgdifiéant at the 0.01 level '

NS~Not: Significant

y

Comprehension Questions - Three Stages (2, 3 - 4, 5)
The means and standard deviations and the number of children
per cell for the comprehension questions are displayed in Table 23. The

-

trend of scores was similar for the Gates-MacGinitie reading achlevement

scores with children in stage 2 scoring the lowest and children in suc-
cceding stages sc'ripg higher.

The results of the analysis @f varigpce, comfivted to determine
if significant differences now existed are shown in Table 24, Differences

between stages were significant at the .01 level.
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MEANS AND STANDARD DEVIATIONS ON COMPREHENSLON QUESTIONS AND
NUMBER OF SUBJECTS OVER THREE STAGES AS DETERMINED BY CETLING PASSAGES

I,
) 1~ 4 5 TOTAL
Mean 8,15 31.29 14.30 24.53
B ] ]
‘Standard o
Deviation 11.93 14.89 12.59 17.25
Number of
Subjects 13 17 .10 N=40
S S A I N
TABLE 24

SUMMARY OF ANALYS1S OF VARTANCE -ON COMPREHENSION QUESTIONS
-OVER THREE STAGES AS DETERMINED BY CEILING PASIAGES

e

Source of
Variance

Sum of

Within Means

Among Means S

5218.64

6681.33

e
.

Squares

| T
i Variance
Estimate df F
2609.32 2 14.45%%
e o |
180.58 37
S F

**Significant at the .0l level

The results of the Scheffé/test, see Table 25, show that the

difference between children in stage

significant at the

2 and children in stage 3 ~ 4 is

<

.01 'evel as is also the difference in the comprehen-

sion scores between children in stage 2 and those in stage 3.
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TABLE 25

s
THE SCHEFEFE COMPARISON OF . MFANS ON COMPREHENSTON QUESTIONS
OVER THRELE STAGES AS DETERMINED BY CELLING PASSAGES

~

) 1< 4 5
b i - =
2 Kok * %

R ES e S —
3 -4 NS
SR
5
,,,,,, S S

**Significant at the 0.01 level

NS-Not Significant

The results of the analysls indicate that there is a difference
with childrens' performances depending on which analysis is adopted. For
example, children in the lower stapes (2 and 3) appear more homogeneous on

their reading achievement scores when the stages are determined by the
G

s

base passages, while the upper stages (4 and 5) appear more homogeneous
when the ceiling criterion 13 applied. The children in the upperm st

stage score extremely well on the five passage base but when they are allowed
to reach their ceiling, ﬁhey tend to go over their depth and struggle with
w0rd$ at a much higher grade level tﬁan gra&e two, and consequently reduce
their mean, and thus do not appear that different from children in a lower
grade. However, regardlegs of the criterion used children in stage 2 are

low aud perform significantly different from their peers in the upper

stages in either rcading achievement or comprehension.
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1T, STACES OF LEARNING TO READ AS DETURMINED BY

Reading Achievement - Four Stages

When Biemiller (196Y) conducted hig study of grade one children

- .

he used a 12 per cent criterion to determine the cut-off point 1for} the
passages the children were asked to read. That js, when a child's
miscues totalled ,1_2_),)_‘:};\‘}1‘# of the number of words In the passage, the
reading was discontinued. This study also used the 12 per cent criterion
to determine if the findings of tests given Juring a gingle occasion
paralleled the findings of Biemiller who observ‘cd children over an eight
month period. The results of 12 per cent analvsis were compared with
the base and ceiling results of this study.

The means and standard deviatlons and Lj,he number of subjects
per cell on the Gates-MacGinitic Reading Test over four stages are shown
in Table 26: Regardless of the criterion for apnalysis, children in
stage 2 score the lowest o7 rhe reading achjevement task, and this was

ent criterion. Unlike the

evident in this énalys is usine rhe 12
other two griteria, however, . . .ldren in stage 4 scored marginally higher
than child;en in stage 5. When distributed over foﬁr stages, the ends of
the continuum, stage 2 and stage 5, contained the most children. A one-
way analysis of yariance was cdnduaced to determine if there were any

significant differences between the childreﬁ's readiﬂg achlevement scores
over four‘stages. Table 27 reveals that the difference betheen stages

was ot signi@rlt.

«



TABLE 26

MEANS AND STANDARD DEVIATIONS ON READING ACHIEVLMENT AND
NUMBER OF SUBJECTS OVER FOUR STAGES AS
DETERMINED BY 12 PER CENT CRITERTON

2 3 4 5 TOTAL
Means -14.80 20.00 22.55 22.33 19.97
-
Syandard :
Deviation 6.55. 8.40 7.20 5.738 7.21
Number of . -
Subjecrs W 10 9 “ 9 12 TN=40

4 ; : \\C
TABLL 7/

SUMMARY OF ANALYSIS OF VARIANCE ON READING ACHIEVEMENT
OVER FOUR STAGES AS I)I"IIRM]NII) BY 12 PER CENT CRITERLION

- - —
Source of Variance
Variance Sum of Squares Estimate df F
Among Means 39%.48 131.49 3 2.81NS
Within. Means 1682.49 46.74 36
—

NS-Not Significant

Although the 12 per cent criterion and the ceiling level were
similar in that4they indicated a cut-off point‘yben the number of miscues
are proportionate to the number of words’ in the passage, differences
between stages existed for \he ]atter and not for the former. A possible

ex%&anation lies in thelactual number of miscues permitted under each
A,(':‘ ) j B

o
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criterfon.  For the tirst i{our passages, more miscues are allowed under
the ¢eiling level than under the 12 per ceut criterion. For example,

Jf‘
when the cefling level is used, a child may make eight miscues on passage
one and be allowed to continue, wherecas under the 172 per cent criterion
he would be stopped if he made three errors. For passages five and six,

the number of miscues is approximately equal for both criterin and for

passage seven and beyond, more miscues are permitte under the 12 oer
cent as comwpared to the ceiling level. Thus it rs tha' -ind. - the

12 per cent criterion the lower readers were stopped very carly.  Because
the words in passage one and two were very sinn!o. they were possible
sight word. nd the miscues made on such eagy passages were usually sem—
antle or syntactic. A preponderance of these errors usually:meant-éllo—
cating a child to a highér stage. On the other haﬁd, the-higher readers
easily read .the first several passages and continued into much higher
passages. Some children, for example, read to passage ten. Beéause many
of the words in those passages were far beyond.a grade two level, the

children's, general reaction was no response and when the miscues werc

s

e

analyzed, a‘majority of non~response type errors placed the child in stage
. 2. This explanation would be supported bv Biemiller (1969) in that he
“found that more able readers tended to revert to lower levels of process~

ing information when encountering more difficult material.

:

Comprehension Questions - Four Stages

The children's performance on the comprehension questions over

the four stages was also analyze%L Theimeans and standard deviations of
the-comprehension and the number of students per cell for stages 2 to 5
‘are summarized in Table 28. According to the data, the children in stage

2 scored the lowest on the comprehension questions with the children in

A 7



1
each succeeding stage scoring higher.

TABLE 28

MEANS AND STANDARD DEVIAT!ONS

NUMBER OF

DETERMTNED BY 12

ON COMPREHENS
SUBJECTS” OVER FOUR STAGES AS
“PER CENT CRLTERION

d
e g e e —
2 ) 3 4 5 TOTAL
— —
Means 7.70 23.00 30.67 29,75 22.93
SR i -
Standard :
. Deviations 11.77 19.93 16.69 16.53 18.08
} ' N
Number of
Subjects "10 9 9 12 N=40 J
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OUESTTONS AND

The results of a one wav analysis of varlance, computed to

determine if significant differences existed between the stages on the

comprehension scores, are shown in Table 29,

were significant at the .01 level.

TABLE

29

Differences between stages

SUMMARY OF ANALYSIS OF VARIANCE ON COMPREHENSION QUESTIONS

OVER FOUR STAGES AS DETERMINED BY 12 PER CENT CRITERION

Source of Variance

Variance Sum of Squares Estimate df F

Among Mea?s' 3416.43 1138.81 3 4 25%%

Vithin Means 9656.35 268.23 36 -
*#*%Sipgnificant at the .01 leQel - e



Results of the Scheffe test comparison of means are shown 1.

. n _ ) .
Table 30. A significant difference does exfst between stape 2 and stage

4 as well as between stage 2 and stage 5 (. the .05 level ip hoth cases).
Thus when using the 12 per cent criterion and four stages, ¢ven though

there -were no significant differences in reading achicvement, there were

differences between the comprehension scores wirhin the stages.

TABLE 30

7

THE SCHEFFE COMPARISON OF MEANS ON COMPREHENSION QUESTIONS
OVER FOUR STAGES AS DETERMINED BY 12 PER CENT CRITFRION
" e

2 3 4 5 |
2 NS x *

, 3 R NS He
]
4 . . NS‘ <

*Significant at the 0.05 levél

NS—NOGDSignificant

I

Reading Achievement - Three Stages (2, 3 - 4, 5

Because of the low number of children in stage 3 and stage 4
(nine in each stage), these two stages were conflated for further statis-

tical analysis. In considering only three stages, the children in stage

2 scored the lowest in reading achievement while children in each succeed- %;s

\

ing stage scored higher. Children 1n stage 5 score the highest, as the

Vo

L
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data in Table 31 Show.

¥l

TABLE 31 " '

MEANS AND STANDARD DEVIATIONS ON READING ACHIEVEMENT AND NUMBER .
OF SURTECTS OVER THREE STAGES AS DETERMINED BY 12 PER CENT, (IRI'I‘}'T}ﬂ,m\?“g‘ii

e D S
-~ —

3 -4 b - TOTAL

o

SN

S 1 S R ——

{

f

|

’ Mpans , 14.80 21.28 22.13 19.97
1

i

S S S I S S SR —

Standard o
Deviations 6.55 7.70 5.38 7.21°

Number pfoo. . : » o
‘Subjects _ 10 ' s 18 N=40

" An analysis of variance reveals that there wer Iguificant R L
tl?/ v ’V " N L . o PN s . L ‘;\‘ 3’ B < . N
ditferences between the'reading athievement scares of stag‘es\_using‘ the. % ©

[¥] . . )
&8ble 32 reveals. that, this difféfence is signifi-

P rry

12 per cenF (_rlt%r.an..:h

L
cantoat the: (95 Tevel, ¢ ;}} ’
< . C 4 C ’

) i@ , TABLE §2 |
- . , . \‘y

SUMMARY OF e TS OF VARIANCE ON READING ACHIEVEMENT

OV 'FHR\I:‘I"; STaGES L DE'T_‘ERMINE.D “BY 12 PER CENT CRITERION o
7”_,,_-_ - M,Mj,m.\m : . : e
; arce of } . - Variance
: oMo f snnm ot Squares Estimates Todi F

e ) : 365,00 182
i
!
- At Hhed T e T s S e e }
! S iy D I T 46,27 37 I
S e — L s MA«MJM\MA
. D
L v i iant t the .05 lewol
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The results of the schetfe test of multiple comparison of means

55

”(I 1blu 373) mdl(atc that there is a significant dlffo(,l\LC‘ laLLWLen child-

& .
ren's re:“i\;1g‘~g1cllie\/ement in stage 2 and stage 5 at the 05 level.

TABLE 33

“

. THE SCHEFFE COMPARLSON OF MEANS ON READING ACH1RVEMENT
T INr. VER THREE STAGES AS DITLLMINID BY 12 PER CENT CRUTERTON

! 3

&

SR

'/,‘

W
The chlldren s comprehen51on scores uelng the 12 er _cent cri-

terion were then analyzed.ﬂ Table 34 indicates fhet the cxlldren in stage

T A

2 scored the lowest and children in each stheedgﬁ% étageg'SCOted higher

W%

v

which is 1milar to the results on the Gates Mac(xlnltle test
2 . .

An analyeis of- var;%gce revealed that;there was a SLgniflcant i

difference (p <.Ol) between children' S performances on the comprehension
4 ¢

R e
<3’

que“tlons by stages according to the 12 per cent criterion (Table 35)

and the results ofqthe ScheL e test’ of multiple compa on of means

(Table 36) reveal that differences are between children in stage 2 and

stage 3 - 4 and betwe 1ildren “in stage 2 and stége 5.
o ) ; . . 7
e - -
2 B q 2
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¥ s

MEANS AND

TABI

STANDARD DEVIATIONS
NUMBER OF SuBJuCTS
DETERMINED BY 12

PO ¥/

3

ON COMPREHENSTION

OVER  THREE

STAGES

QUESTTIONS AND
AS

PER CLNI CRITERION

- =

5 TOTAL :
Mean 29.75 22,93
;, Cstandard’
“ Devilations 16.52 18.08
e B
N_umbez"}of\ -
Bubgects 12 . N=40
o . ~ C”:J ‘§‘ '
ag 'TABLE 35 P :
R @i}: ‘C}. . ’ : “ L3t
QUMI*IARY OF -ANALY QIS OT VARIANCE ON CO‘%PI\EHENSIQN QUESIIONb ,
OVER '%"HREE ST%A(,ES AS DETERMINED BY.12.PER- C}:,NT CRTTERION D
#a Variance : o
. Sum of Squares Estimate df " F
TN N - - '
Among Means. 3151.92 1575.96 2 5.88%%
".l o
‘Within Means 9920.85Vv 268.13 - 37
: P , .
v **Signifieant at'the .01 level

!
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OPABLE 36

.
T CHEFPE COMPARISON OF MEARS OGN
THREE STAGES AS. DETERMEY

MPREHENS TON QUEST1ONS
12 PER CENT  cr1PR o™

AN
{51
!
I~
(al

e Sl

#*Significant at’the 0.05 level

NS-Not Significant ' . :

NG

”.5

When compared with the base and ceiliqgrcriterion, it would. .

»0

R

appwnr that the 12 Qer cent criterion is less succe&qful in discrimtnat-

lng batxeen stages when both feading achievement &hd comprehension scores
: ' gt

4 o

are ahalyzed.

. Although this study differed frbm Biemiller's studv in a number

e IS Ps
4

cof ways it is possible to make some comparisons. [t is first necessary,
. S

-

however's ta mention certainy, aspects of Biémiller's study which are differ-
. o : '

* . -

ent from thiscstudy. His study was a longitudinal study of eight months N
. 1 A\ : A .
P

: ' ‘8 .
duration in which he indicated that the higheér readers during that time-

TN ' e - 3

the passages on which he analyzed the miscue data. Biemiller's unit of

language allalysis fof determining grammatical acceptability of the

.
i
]
i
|
!
i
{
!
i
)
ﬂ'/

N . - . . '(
of three stages in learning Zo read. ,Biemlllep . _\,15
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\ .
responses was the preceding context up to and including the miscue.  This

study used the preceding and suceeceding context at the phrase level as

the unit ot 1lysis. i ‘

The tocal point or the Blemiller studv was the Non=response stage

which oceur-ed when 50 per cent of a child's miscues were of the non-
. X N -
; ‘ Y
vresponse type.  The non-response was stage 2 in Bilemiller's sequence of

- St
.

stages.  Children who had not vgached this stage were automaticallv in stape

o~
<} and children who had moved bhosordd it were. in stage 3 which was defined
. ;e ot

s PN 5

- . , , A ’ .
as the two consecutive months in which less than 50 per dent of the child’s

\

%

miscues were of the non-reésponse type. Biemiller used the Metropolitan
S |

ndependent Yariable for his study and which

s et A - 4
2o tomieading Achievement Test as the |

. . e : W . a

SET Al ' o .. . , | |
<787 he used to determine i%‘difftrences existed between stages. ) ‘_w
o J

, 7 In"this study the child's Nan-response stage appeared to t
3 );v: »r;{‘ . . .

N ~

lar to Biemiller's. This experimenter allowed the child. a maximum of ten -~

s

seconds to respond before a miscue was termed a Non-response. It is not

clear if Biemiller used a time Iimit fow this type of miscue. As this
3 , " :
studv ‘involved a single testing session, it was not possible to determine
K > :
EEf students actually pmsed thrdugh stages as indicated in Biemiller's
. o ® . . o . . ’ s
loigitudinal studv but it appears that stages can be pinpoigted,during a
* = . a ¢ -
sirgle testing period. This experimenter hypothesized five stages but

~

- _
observed only f(gr (there were no children in stage 1). This may be
& . ‘ ' - :

accounied for because of the time of vear in which the 'study -occurted. P

< v TN

N.Howg,vol;m Riemiller did find that of the fortv-two children in his study

three children were in. the first 'Sta‘gu at a similar time of vear.

Biemiller noted that sixteen percent of his sample was in the second. Stage'
as compared to twenty-five percent in tlllis study. Pupils beyond the

- second stage accoyntel for seventy-six percent of Biemiller”s sample in

> v

w



\ ~7()

contrast to the seventy-five percent noted in this study.  Biemiller did:

+
.not tind any ditferences (n reading achlevencnl between fhe two stapes
. ; ) i
bevond the Non-response Q&ﬁugu and conf lated those into one.  For the
: " . v .
A

R i
present study three stages had been judicated as possibly existing bevond

the Non-response staye,, However, regardless atf whether the cell Ing or
} . L ; .
12 per cent criter fon was used as the basis of analvsi® nd sipnificant

differences existed between any ol the stages, beyond the Non-respouse

’

stage which ]ends support to Biemiller' tmdln;m that perhaps wnlv one
. e ;vﬁ o o

(lnt inct stage c@stx bevond the ‘\Ion response wr mo - When tide base

' LK : )

& L} o8 o? 3
']uvul was used, si,y,nific:mt di_,-Ffo.rczm;us h‘owevor.. were fovnd between the
conflated stages 3 - 4 and stage 5. In this study, the Gates-MacGinitjic

f
4

B £ : : . .
. Tt - . . N ' . . . PR
\oadmg Lst was Lhe L@endentvamahlc which way used to-ddtermine it

.‘9\‘A
K Bio
significant leucncus Lxmted hetweﬁ;ﬂilw stages.
» el

o
K

Iv. TEACHERS " RATINGS AND ... MENT /lN STAGES AS DETERMINED BY
BASE, CEILING AND 12 PER CENT CRITERTA  PASSAGES

N .Research has shown that teacher‘s"rat_\irl‘gs of beginning readers

are as valid as readiness tests in terms of predicting reading dchievement

L3 B . . n;
(Kermonian, 1962; Henig, 1949 Kottemeyer, 1947). HKottemeyer (1947)

-
-

found that teachers with more than ten years expericn. were motre able
. - . -\ i b N “ o

to determine a child's reading achievement than teachers with less than
. B ' N : v . “
ten years experience. &4

- . ' N
The teachers involved in this studyv were asked to ratc their

R A 2R -
childréna' readlng achievement on as,? ive point scale as discussed in

Chapter 3.‘

BRS8N
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The -data in Table 37 revealed that placing the children into

e
v . Y

/7

stages, based on dither the base, cellgnyg or 12 pexr cent miscue criterion

is gignificantly correlated with the teacher!

v

M
”A =t L
R | TABLE 37
,  CORRELATIONS BETWEEN TEACHERS' RATTNGS: *

Yo »

wrt

AND STAGES AS DI[IL“LNLD RBY MIS(UL (hf]LhLA

s rating of their

children.

. *significant at the .05 level

w
e oo

R . v =

“y

The cdrrelaLion betwbvn the teacerq

of children into stagesmaccording“to the base passages reached the

level of significance'Whilg the correlations between the teacherg®
N R . A wa .‘f‘

S e

- . g ’ “
Base § Ceiliny ’ '312 Per Cent
Sy Sea i . - . “: o L')"t_
Ratings ERSACTLTI S .38 .35%
L0 Y d X :
ij ) *%ipnifEcant at the .01 level
4 ’ e . v %y

.01

@

ratings and .the placement

ratings

12 per

cent passages were significant at the .05 level.

4

“

l,'and'thq plecement of c¢hildren into étages h#sed on the ceiling and

Results tend to corroborate the findings of studies such

P

Kermonian' (1962), Hnig (1949) and Kottemeyer (1947).

;

to accuratelv rate the reading .achievement level ;;/fﬁ?mﬁ grade one

pupils. -

~ I3

as

Information on ratings of, teachers with different years ¢

-

experience was obtained by.noting the percentage of children placed into

’

stages an the basis of the three miscue criteria and the correspondence

of these placements with teachers' ratings. Table»ﬁl, Appendix A shows

that for the teachers who possessed ten or moré years of experientce

. -

. =

approximately eight per cent of the children were placBd in level one,

Teacherg are able
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sixteen per cent in O two, torty~nine per cent in lLevel three, eipht
per cent In both level four and level five.®  1n comparison those teachers
with less than ten vears experience placed nw children in level one,

. ‘G\ .

Fourteen per cent in level two, and twentv-cvight per cent in levels three,

tour and five. lLevel 2 appearcd to he the level in which tl» more experi-
>

enced and the less expericnced tearhers' ratings agreed most closelv.  For

levels three, tour andg Tive the loss expericenced teachers placed twentv-

L8
cight per cent ofe tteir children in each of these three stages.  The more
evxperienced teacher, on the other hand, tended to rate their children

predominantly in about level 3 (fortv-nine per cent) 4s compared to about

eight per cent in each o e two higher Jevels. Generally the experi—: o

o o
: - gl Ny . . ! Lo .
enced teachers tended » Pheir children more toward the average
[ i :
‘ L

while the less experienced teachers appeared to place equal numbers of
Y, . T

children at the upper levels. This generalization appears to hold fer
M - : :

)

elther the base, ceiling or 12 per cent criterion.

A second informal, 1nmalysis .was conducted to detect discrepancies

between placement of, children into stagcs'using the three miscue criteria

and the teacher ratings when number oﬁ?r ars teaching experiencé:is con#
),.;, ‘v s : ) . 'y e )
sidered. The children's identification “Sumber for the studv was placed.in
. R Bl

: AL
the ccil tEgt corresponded with the miscue rating and the teacher's rating

- 0

for that particula?/child. In an examination of the data {(Table'42 and
. i ° i . ) :
Table 43, Appendix A) to detecr any discrepancigﬁ'bctween placement in
: . . I

g 1 -
stages using the miscue criteria and teachers' ratings, it is evident that

q‘,~ y .
#The levels on the five point. scale and the five stages of beginning read-

ing discussed in this study are not in a one to one relationship but do
correspond in terms of a hierarchy of reading achlevement.
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the :Uhlysi:; using the base passapes reveiled the Teast ditferences.

_— N . ; :
An the statistical analvsis between achicvement scores indigated,

it was often verv ditficult to difforon&ltc between the middle sthapes so

!
A discrepancy of one stage between sL:lg«\ placement by miscue criteria and

teacher ratings was not consider-d Lo be scrious. A discrepancy of two
. . 4 A S
stages was deemed to indicate more disagreement.  On the base p;lssa;zcrség

there were two children whose placement differed by two levels bgtween

. . A . A
miscue critert? and the more experienced teachers' ratings. For the less
experienced teachers, there were tfive children whose placement on the
S
. . . . . s . . )
criteria differed by two levels. On the ceiling pasenpes, there was one

child whose placement differed bv two levels between miscue criteria and

the more experienced teachers' ratings while there was disavreement on six

‘ »
¢hildren between miscue criteria and the less experignced teachers'

ratings. On the 12 per cent passage, there were ‘three children whose
pladement by tne sove experienced teachers' ratings and miscue criferia

differed bv two levels as compared to.seven {or the legs experienced

teachers. N

It would appear that’ the teachars' ratings and the m e criteria

r-

d&'_ffer least for the moye experienced teacher. The number of cases in
b ’ \

.

: i1l . . . v e
which fhere is a mismatch of twé Mlevels is least for the basé passages
. ) © , ' —_—

: % ’ .
which corroborates with the significant correlation (p €.01) between ;
. .

* ache~ r. ‘ngs and miscue placemént. -~

~ .
\ IMPLICATIONS OF DIFFERENT STAGE~PLACEMENT CRITERIA

.
This study is considered an extension of Biemiller's (1969)

'study, vet whereas he usud a 12 per cent criterion to plap’beginning

.readers into stages, this studv also used a base ‘and ceiling level. . During

! 1 . ) o “

f
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h
x

oy v

the pilot study tt beoome obvious that the 12 per cent criterion penalized

80

the high reader, whose crrors although then were very tew, tended to be

of the non-vesponse tvpe.  This scemed to be because these students
Q
attempted more and more difriculr passages and were meeting words tfar

bevond their grade level and bo which they did not respond. Since the
W ) . . “~
criterion for placing students In stape 2 was 50 per cent of non-response u

exgors, Lf these students made five errors and three ware ol the non-

response type, they would be placed in stage 2. This was not consistent
a ‘.
with their twacher's vating. The cedling level, although initially some-

what more lenient in terms of the number of miscues permitled perVYpassage

(since to reach the ceiling J¥fyel the nxx:& of responses woulu be approx—
o :

. L N . e . - .

imately seventeen per cent off{p *’.‘)4.101‘(,1(: in TH¥ passage), produced similar

~ vy ~
\‘i?'\ 57 \

limitations in terms of penaligding the high reader. The base level seemed
B . T ,"
most {fair to all, although the low readers o~ orienced some difficulty

with the upper passages of the bafge, and they needed encouragement to

* continue through the fifth passage. !
The five passages, whicMLituted the base, 'were selected ~
) : . YR o .
S R N R
oo for all children to read because the mean grade level For>the reading
- R .

¢ L

achisvement tebscores of the sample was gradé 2.1. The degre'c of diffi-

»

‘\\C\ulty of the fifth 'basy passage corresponded closely to a grade level N

which resembled this mean. Thus the base passages were considered to be -
R . Wl e ' 7oL :
' B Tevr

appropriate for most{ic

i

hildren, yet it would provide a range of difficulty

with some children reading less than five passages and some children reaq'-—

%
~

ing more.
- - .

Observations during the main-‘study were vety similar to those

*of the pilot study. The more advanced readers read from three to five
. ; ’
passages above the base level while many of the lower readers were

1
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~u

obviouslv beyond their level by the fitth passage. The ditferences be-

tween stages using the base, ceiling and 1 2. per cent criteria, and ofther

the tour or three stage distribution are shown in Tables 38 and 39,

TALLE 138

4

SIMMARY OF STGNIFICANT DIFFERENCES BETWEEN FOUR STAGES
ON READING ACHLEVEMENT AND COMPRENENSLON AS DETERMINED BY
BASE, CEILING AND 12 PER CENT CRITERIA

A

Differences Between Stages
on Reading Achicvement

Ditference Between Stages
2 Comprehension

. | 425
Base
Ced lin 2
‘12 Per Cent { oW
, *Significant at the .05 level
£y .. - . tb
**Significant Aat the .01 level . R
, B .
- TABLE 39
£) . - ‘ )
SUMMARY OF STIGNIFICANT DIFFERENCES -BE&WEENU%HREE STAGE
ON READING ACHIEVEMENT AND COMPREHENSION AS DETERMINED BY
a - BASE, CEILING AND 17 PER CENT CRITERIA K
§ o L T . .
/’k ‘Differences Betwecen Stages Differences Be veen Stages N
) D on Reading Achievement on Comprehénsion N
3
(3-4) " 2-5  13-4)-5 [ 2-G0) | 0-5 | (3-4)-5
Base #k . ! * # * * i
. , . \ 9
‘Ceillng’ fok Rk i # A% B
. |12 Per Cent ¥ {I oy %

*Significant at the .05 level

*%#Signific..it at the .01 level



UoLs obvious drom the data of the tables that the ceil fllgi

Tevel eriterion best discriminates between stages as identitied for this

‘ .
study,  Since there were neve - any significant differences betweoen stage

!
3 -4, it mav be better to consider these as a single stape for further
research purposes.  When the children were assigned to three stages,
more sipnificant’ ditferences woere apparent between comprehension scores
ror the base than for the ceiling criterion.  Since the comprehension
scores are not independent o1 the miscues by which .children were assigned

.

toostages, it is best to use the <1;1tcs—r~mc(iixﬂjt.io scores (the' independeut

e
variable) to evaluate the hetter criterion for s'tfage placement. 1t is on
N . "":‘j“:ru . ’ \N_ g
this measure that the eiling level is obvioudly the better criterion to

use in 'miscuc anadysis for the purpose of p]_';lcing'"ch;;;ldr'en i\11t<7 Stx’;xesl
of beginning reading.
VI.. AN ANALYSIS OF GRAPHIC AND SYNTACTIC MLSCUES '
‘; OF HIGH AND LOW READERS o
& - _ N .

4

In Chapter 2, several studies were reviewed with regard to the
{ , !

use of syntactic and graphic information which children use when the
y nd grap y

.. : N e s . )
first learn to read. The researsh indicated that, when children begin to

-

read their responses to unknown words tend to be dominated by their know-
lcdg'e of the syntex of oral language (Y. Goodman, 1967; Clay, 1968;

Shandling, 1970). More specifically, Weber (1970) and Coomber (1972)

’ -~ ) ‘ . ' ’
indicated there was no difference between high and low readers in terms

‘

of processing the svntactic information using the preceding context.

N [T )

However, both of. these geséarchers found significant differences be-,

tween high and low readers in the processing of graphic information. The

oral reading responses to an unknown word for high readers shared more
1
‘ -

»



praphic teatures with the stimalus word than the 1\\{_{1)(5(1:;05 ol low readers.

I

To determine if the findings that were reviewed (n Chapter 2

were evident fu this studv, the sample of Forty children was divided into

high and. tow readers using the mean on the Gates-MacGinitic Readlng Test.

The high and Low, readers’ use of svatactic awd praphic intormation while

reading is summarized in T(Ib"‘&“.

3% T { . . . K i
~ter 2. More of the high Teaders" miscues were grammaticallv acceptable
. ¥

E=
N . TABLE 40, \
Y v'\'_'j b . s ’ J . i - .
b*}(}’ o PERCENTAGE OF SYNTACTYCod LY »ACCEPTARLE AND GRAPHICALLY SIMILAR
B © UMLSCUES OF HICH AND LOW READERS e
) U OHIGH READERS & LOW READERS
. (Per Cent) (Per Céht)
. ” o ' ) . ) . )
EC INFORMATION | Pre-Phgase Level | 30 30..5
s I - 4 PR 4 S
; ' Post~Phrase Level 22,7 20
TJGRAPHIC . INFORMAT 10N> 47.6 . | - 501 ’
= BSOS s ‘

. ' e . v .
The results indicate that the differences between the high and
. , . 4 o * - N ., ]
Low readers’ use of svntactic information at the -Are~phrase level is neg-
ligible which-is similar to the findingg of the studies reviewed iam Chap-
! . - K .
4

d o

with the'post—phrgse, however, than were those of the low readers. In
A O o ’ : o L .

this study, the low! eaders appearcd to make more use of graphic inform-
. ’ Y e ' . - -

ation than did high readers. This finding s in disagreement with Weber

(1970) in that the low veaders of this study surpassed the high readers

A
in their usg of graphig information.” It must he remembered, hevever, that
TN .
the graphic miscues are analvzed i~dependently of the other miscue types

and if{ the graphic miscues were considered in to%ms of the number of sem-
L ' )

antically and/or svntactically acceptable:miscues, the data mav have

revealed different results. : : : /
\

LN



V. SUMMARY (00 FINDINGS R : @

. There were no children in stape | orepardless of whether the

Mt criterion was osed to determine the cat-otf

hase, ,"_?L,i;].‘,i,’lﬂ or 12 per ¢

point for analvsis of miscues,

2 Distinet stages of beginning reading achievement could be

%"(‘“' ,,,,,,,,, ) . .

. L
. o ;. ' , . . a . ,
3. nﬂ‘{‘l)ﬁig’ re not distinet with regard to 1‘;.\51(1111@( achivvement
, “ L § S .

v

sgores when the %’%pcr cont criterion was uscd. [--“”'“
: . [ T J i
. \v";‘,: . ' . Ly
4. Regardless of the orit erion, stages werwe distinct on e \
‘ - e 4 o & !
comprehenysion scores. . . -
5. The teachers' Fatings correspe led sigundficantlvwith the
’ . b"j . N - ~ :‘-". , . .
placement imto stages using Gnv ot the three crtrerion (bhasc, reiling,
_ - ‘ wy
L2 per cont). ' L : e
.”‘“lﬁf““‘”‘ . ' ., o .
. : M [IYERN

iy ‘ - i . N . €
6. Teachers with more than ten vears ¢xperience secemed more =
aceurate in their assdssment of their cnildrengk reading achievement.,
7. -Stage 3 and stage 4 did not differ throughout the study,

N

and for further research or instructional purposcs, these two stages may

" ; N N BN v
2 be considered as ol o : :
i . . . ‘ .
. ) - »_" L u' - ‘- .
8. When miscues were analvzod dm“tuu passages determined by P
£iltng criterion, more différentis werd siznificant hetween stages

étermine the

~ 1

than when the base or 12 per.cent criterion was used to d

‘passages for miscue pnalvsis.: | = N

\
\

N

9. When coémparing high and Tow readers' USS§Qf syntax at they

post-phrase level, the high readerd cxcelled in using -this portion of

. ’ . N . 5
context but did not differ in their use of pre-phrase material.
. v



~
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CHAPTER v
.‘iUMM/\RY s CONCILUSTONS » IMPLTCATTONS AND
SUGGESTIONS FOR FURTHER RESEARCH

v

I, SUMMARY

The major purpose of this study was to fnvestigate the

possil)ility of using oral reading misecues during -pne testing session
to place beginning roaders Into stages bascd on a base, ceilin& and r
ig per cent level. Fjve grade one c¢lasses in four schools in the

Edmonton Separate Schop] System constituted the sample population and
were administered the Gates-MgcCGinitie ReaQiEg Tgét PrimarZ A form 2

. to ensure a range of high, avorngg and low readers in selecting the
samplgt The grade one population was also administered the.Logge—
Thorndike Intelligence Tést to ensure that the low readers to be chosen
— o cltetligence Test

were not hindered in their attempts to read by low intelligence. The
sample of forty children was obtained by using one half standard'deviation_
intervals abové and Below the mean on the reading achievement scores.
The saﬁple was then administered the visual screening test using

the Keystone telebinocular. Cumulative‘records of the sample were

checked to ensure that the sample  sesged adequate hearing.

Once the sample was sel ~ &, each child was asked to read

y

aloud a number of stories from the Diagnostié}Reading Scales. The

child's miscues were analyzed, and the child was placed into a étage
dépending on the number and types of mjscues observed. After all the
sample had been placed into stages, their perfofmance on a reading
achievement test and a comprehension task were compared with their

peers' performances in the other stages.

85 .
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A one=way analviis ol vatianee wis comput od to determine

o stages were distinet in terms ol statisticallv d ifferent

N x
performances.  The Scheffo test of comparlson of means was aoa
calculated to ascertain between which stages the perforo oo o the

two tasks difteroed.
Since research has shown hat grade one teachers!' percept ions
4 .
of their childreny' readine achicvement is a valid prediction of
future success in reading, the five teachers involved in the study
were asiood to rate their students ou 2 fivé~point scale. Correlation
coelficients were calculated to determine the relationships between
the placement into stages using the miscue criterion and the teachers'
-
perceptions of these children as achlevers in reading.
Each of the hypotheses formulated in connection with this

study and with their rejection or ‘non-rejection data is found on the

following pages. .

L. MAIN FINDINGS

Hypothesis 1. : X

Statement: There is no significant difference between the reading
achievement scores of children placed into various stages
as determined by analysis of their oral reading miscues

v on the base passages.

This hypothesis was rejected when students were allocated
'either to four stages or threé stages on the basis of the analysis gf
their oral reading miscues.' Differences bétween stages fér each
groupingiwere significant at the .01 level.
Discussion

.The data for this hypothesis jindicate that it is possible

to group students into distinct stages of reading achievement on

~ <



the basis of miscues they make while r(:ld ing orally. When the
students were pronned into four stages, sipntticant dit, rences (p. 7 101)
were noted be owec wtage 2 and stage 5. (No students in che studv were
assigned to stage T oon the basis of the miscues analysed) . Because
of the small number of students in stage 3, and stage 4, thev were >
g?ouqod for further analvsis.  Results showcd pint with a thrée gtdgv
arrangement of the miscuce dhta, différcncvn between stage 2 and

) .

stage 5 reached the AL level of significance.  Althougn the mean

reading achievement scores tended to increase sequentially over thc\
stages, the distinctness of scores was ovidént only for the stages at
the extremeties of the continuum,

Hypothesis 2

Statement: There is no significant difference between the performance
on the comprehension questions of children placed into
various stages as determined by analysis of their oral
reading miscues on the base passage-.

The hypothesis was rejected when the children were placed
into either the four or three stage distribution. The.differences
between the stages for each grouping reached the .0l level of
significance.

Discussion.»
/

The data ovtained from the bage passagbs indicated that the
children at each end of the continuum were disﬁinctly different
from €ach other. Using either the four or three stages, children
in stage 2 were significantly different frém children in stage 5 at
.01 level on the comprehension scores. Using the base criterion,
’ it would appear that the children at the upper end of the‘continuuﬁ
are similar since stage 4 was also different from stage 2 at the .05_

~

level. When reduced to three stages, because of insufficient numbers
: .



. . , o § N . . X ) 88
n stage 3 and A, ondy the children in Stape Doand stage S ocont inued
to be distinet (p <.0p),

The comproprension quest fons were asked on the same 1);1.\‘:i{1gt‘§
from which the miscng data was obrained to place children in stages.
Since those childron scorine hieh on the comprehension que  ions
were pencrally allocated 1o the upper stgﬂus_and those scoring low
wele ansivned co the lower stapes, 1t appears that there is a relation-
ship between the 1+ her and types of miscues a child makes when
reading orally and the depree of comprehension he derives from what

.

he has read.

Hypothesis 3
Statement:  There is no significant difference between the reading
achievement scores of children placed into various
stages as determ%ned by analysis of their oral reading
miscues m the ceiling passages.
On the basis of this crite;ion, the hypothesis was rejected
as the differences between the stages were signifiéant at the .01
.level regardless of whether rhe sample was grouped into four or three
stages.
Discussion
Children at the upper end of the continuum (stage 4 and
~stage 5) continued to gcore significantly higher on reacing
aCﬁievement than the_children at the l?Wer end ot the scale when
miscue data were analysed on the ceiling passages. The scores of students
in stage‘Z were significantly different a. the .01 level from those
in stage 5 using both the four and three stage grouping. The differences
between scores id stage 4 and stage 2 were- significant at the .05
Jevel. As there were Insufficient numbers of children in stage 3,

that stage and stage 4 were grouped together because of similar

L ,«»‘5{7;

N
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means on the reading achicvement test.  On the basis of three stages.
the children at the upper end of the coit jnuum, now stage 3-4 and stage
5 were significantly different from their counterparts in stage
2 (p €.01). Thus it‘would appear that the ceiling passapes discriminate
but;cen those children in stage 2, who are sgillbover—uttcnding

to the graphic feature of words, from their peers who have moved to

later stages in beginning reading.

b

Hvpothesis 4
statement: There is no significant difference between the performance

on the comprehension questions of children placed into

various stages as determined by analysis of their oral

reading miscues on the ceiling passages. :

This hypothesis was rejectéd as the difference between
the stages reached the .01 level, irrespective of the four or three
stage distribution when the childrens' wmiscues were analyzed using ceiling
AN
criterion.
Discussion
As mentioned in the introduction to this study, a

child's comprehension of the storv he reads is one way to measure the
"product' of the reading process. This study, particularly using the
. - . I
ceiling, passages, provides statistical evidence for Cromer and Wiener's
(1966)° contention that identification is an antecedent to comprehension.
Those children in stage 2 scored significantly lower than their
peers in the other stages, rcyardless of wyhether the children were
grouped into four stages or three stages. The difference was

significant at the .01 level in all instances. ' Thus those children

who had moved beyond stage 2, had begun to focus more on meaning and

,r

surpassed their classmates who still remained in stage 2 on the

“thVthe results

comprehension task. This finding is comsistent

of'Biemiller's observations. He noted that the farlier in the



year children moved out of stage 2, the hipher they achieved in

reading at thU/uw1d.(H- the school vear.

Hypothesis o

statement:  Theredis no significant difference between the reading
achievement scores of children placed into various stages
i determined bv analysis of thefr oral reéading miscues
on the 12 per cent criterion passages,

This hypothesis was purtially'rejected as differences

significant at the .05 level were revealed when the subjects were

90

grouped into three stages. No differences, however, were found between

o

stages <in the four-stage grouping.
Discussion

The 12 per cent passages were unable to discriminate
between any of the four stages on the readiné achievement test.

As indicated in Chapter Four, this may be explained by the fact .

that as the higher readers encountered more and more difficult material

o

for their grade level, ;peir miscues, although these were few, tended
to be of the non-response br graphically similar type. If these
‘ o

miscues totalled more than 50 per cent of the-rotal number of errors,

the child was placed in stage 2 or stage 3. There were‘four,children

in the"stq@y who were placed in stage 5 on the base criterion, but
when readi;gimbre difficult material, they reverted to either stage
2 or stage 3'on thé basis of the number ané typeé of miscues. When
étage 3 and stage 4 were conflated the only significant difference
that existed between those children were for stages at eachAend of

the continuum (stage 2 and stage 5). This difference reached the .

.05 level of 'significance.
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llypothesis 6

statement:  There {s no significant difference between the performance
oy the comprehension questions of children placed jnto
various stages as determined by analysis of their oval
reading miscues on the 12 per cent criterion passapes.

This hypothesis was rejected as the differeﬁco‘in the
comprehension scores for ecither the four or three stage grouping, was
significant at the .01 leyel. |
Discussion

Although there were no significant differences in reading

.

achievement over the four stages using this criterion, the differences

between stage 2 and.each of stapges 4 and 5 were significant at the
.05 leyel for the comprehensiod gcores. Thus the children in the
lower end of the scale werewsignificantly different from tﬁeir peers
at the uppermost stages (4 and 5). This generalization held true
when the study waslfeduced to three stages: Those children in stage ‘
2 scored significantly different from their classmates in either

stage 3-4 or stage 5 (p <.05).

Hypothesis 7

Statement: There is no significant correlation betweerr the placement
of children into stages as determined by the base, ceiling,
and 12 per cent criteria and their teachers' ratings
of these children as achievers in reading. -

. e

~.

This hypothesis was rejé&ted as the correlation between
the placement into stages using the base passages and their teachers'
ratings was significant at the .01 level. This hypothesis was also

rejected using the ceiling and 12 per cent passages as the

correlation between the placement into stages on this basis of these
two criteria and their teachers' ratingswere both significant at

the .05 level. e

91



Discussion

The-tfindings on t\n’blt‘rll('rx' ratings corroborate the ti ml’in;v,s;
of Kormoninn.(]962), Henijp (1949), Kottemeyer (1947) Lhnp grade one
teachers are perceptive in terms of assessing thcir childrens' reading
achievement. Regardless of whether the base, ceiling or 12 per
cent criterion was used Lo assign Children to stages’ the teache£s'
ratingﬁ>6f their children were highly correlated with the placement
into stayges on the basis of oral reading miscues, Converselv, since
the correlation between teacheré' ratings and miscue placement is
significant, then the placement into stages on the basis of- the miscue
criterion must be equall? valid. The advan®age the miscue chtefion

has over the teacher ratings is that it can be carried out by a new

92

teacher who does not have moﬁ%hs of experience in interacting with the -

.

~

éﬁild. The ﬁiscue data also provides valulble diagnostic information
regafding the child's perforwance as he feads. The miscue analysis
also may p:ové more éfficieﬁc when combined wigh the teachers' ratings
in that the.teacher may prefer only to analyse in detail the miscues

of ;hgse children whom he rates at the lower end of the scale.

)

/
III. LIMITATIONS OF THE STUDY

In addition té‘those limitations already outlined in
Chapter I, the following factors became apparent“auring the testing,
whiéh may tend to limit the applicability of the findings.

1. There were nv children in stage 1 as identified

by Biemiller (1969) and described in Chapter III.

This may meah that this sample is -atypical but more

likely was due to the fact that the study was completed

’
-—

[ A



in April of the grade onc vear when children had passed
beyond this stage. During the pilot study in January
there were children identified who weroe candidates for

this category.

2. Although the teachers in this study used primarily a

. a

phonic approach or a combination of a sight-word and phonic
approach, specific data regarding the teaching strategies
3
* and their reldtionship to the number and tvpe of miscues
made by the children was not analyzed.
Iv. SUGG&STIONS FOR FURTHER RESEARCH .

This study has suggested that it is possible to place

‘beginning readers hto stages, during one testing session, based

on their performance using base, ceiling and 12 Per cent criterig,

achievement levels. | An analysis of their performance on a reading

achievement and a comprehension task would provide further insight

into the reading process of beginning readers. w
The aﬁplication of the miscue criteria to the oral

reading errors of readers with gsevere reading dlfflculties at other

grade levels would be most interesting It is possible that such

readers are "stuck" in a developmental stage of the reading process,

This could happen particularly with st:ge 2, where children
must change their Strategies if they are to move to the next stage

A case study approach of children in various stages might

A
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tocu . the teachers' attention on specific areas whioh and tUFthq \
development before g chlld is ready to becomk pi‘c)f Lcu,nt\;mroadflm
Nl

’m

This tvpe of study wight reveal deficiencies 1n»c§g areas of\ylsunl
or auditory memory, perceptual difficulties“or ﬁosﬁfhly 16%t~rjght
discriﬁinat[on problems which requiré further development. As the
chi’d brings his ki wledge of language to the printed page, such a
study may hypothesize that the environmental backgrouﬁd is critical
in dctcrminipg the laﬁguage facility that-a child brings to school,
and this factor or a cémbination of many facgors may determine
the child's readiness to move through the stages of beginning
reading. ! |
Alstudy might be conducted involving periodic retesting to \
determine thé léngth of time that a child remains in a particular |
stage. Biemiller (1969) noted that the sooner a child-reached'stage
2, the non-response stage, and proceeded to the post non-response
stage, the better reader the individual was at the end of the year.
Further research into the relatio&sﬁip Qetween specific teaching
‘strategies and their effect on the number and type of miscues a
‘child makes when reading orélly is needed. Barr (1972) in an attempt
_ to deal with this problem prove  inconclusively that sfeciflc
strategles had a dlfferential effect on the word recognition errors
of beginning readersx
Investigations into teach@rs' ratings.of‘their pupils'
levels of reading achievement earlier in the scgool year would update
the present knowledge in this area. Teachers' ratings of students

at different grade levels would extend research into this seldom

discussed area of teacher perception of individual achievement. It

P <
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may bolnutvd Lhat two of the three studles on Ceachers! perceptions
of reading @ ohievement reported in this scudy, were completed twenty-
five years ago.

It is Suggested that on tﬁc basi- of rhe‘findings ot this
study, the ceiling.criterion be.used to assess childrens' oral
reading miscues. 1t may be advisable to conflate stagés 3 and 4
since no differences ever cxisted hetweén these stages in the findings

of this study.

V. [IMPLICATIONS

1. The findings indicate that an analysis of the oral reading
miscues of childreg provides importanF diagnostic information for the
. 8rouping of students for effective instruction. Though not all of the
stages appeared to be significantly different from each other, the means
»@f the differen; stages generally increased over stage levels.

To maximize the difference betwe; the tages, it is recommended

that educators use the/ceiling cric - rion as outlined in Cﬁapter 111

in analysing oral reading miscues.

2. An analysis of the oral reading miscues (based on the
ceiling cfiterion),coupled with the teéchers' ratings of these

children as aghievers in reading, should prove very effective in
pinéointing stages in reading achievement reached by the various

pupils.
»
3. Since it is possible to place children into stages on the

basis of the number and types of miscues they make when reading orally
the challenge for teachers would be that of moving these children.

through the various stages'of beginnine reading. Biemiller (1969)
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~pointed out that the children in the non~response stage, stage .2
this‘xtudy, ware over —attending to the graphit features of trhe
word to the extent that thov knew Lhe word was unknown to them, vet
they wérc unible to use brecedjng context to ald word identification.
A child in stage 2 must be enc;uraged to retain‘his focus on the
graphic display, vet he must begin to use the syntactic’and

semantic cues of his 1anguagp. Since a ¢hild'g know]edge of lanpuag
1s crucial in beginning reading; three vays arg Suggested which may
help improve 'his use ok this knowledgc in becoming a more efficient

reader.

a) The "cloze" technigue in which every nth word or 2 selected

word (e.g. a noun) is deleted from a paragraph may be used. As it

is evident from research that children beginning to read use phrases
as a unit of context, the use of the "cloze" technique to delete words
at the Pre and post-phrase levels would be beneflCial for children

experiencing dlfflcultv in using contextual language cues.
S~

el

e.g. A boy had a ) T
—_—

e wanted to feed dog.
e

He put some outside,
—

but the dog not cone.
—_———————

Another dog along
—_—

and took the .
——

Then the boys' dog home
i

but it was late.
—

Such a paragraph would be presented on a sentence by sentence basis.

. The children would be asked to supply words which would fit into the-
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blank. Once sceveral responses had bern noted on thesboard, cach one

would be . discussed ,wi'Lh the children and responses which were not
conﬁistcnt’wiLh the rest of the sentence in terms of semnnnﬁp and
syntactic hcccptqbi]ity, would b? eliminatod,

The next sentence in the paragraph would be presented and
the same proéedur(‘ followed. The discnssion about each response
~w0uid attempt to make the. child aware that he must use both prccbd<ng
nAd s;cceeding context when reading. Once all the sentences have
been discussed, the teacher would ask some of the children té read

the story out loud in order to develop fluency for the passage as a

unit.
b) A" second suggestion to further develop knowledge about

language may involve the discussion with the child regarding his oral

v

reading miscues,
y

L

E.g. The horse wandered in the middle of the road (Text
- version)

The house wandered iq the middle of the road (Student
version)

[N

Examples similar to this may be used to help the child understand
that the yord he produced (miscue) is inconsistent with the rest of
,‘the sentence. Research has shown that the higher readers would, in
all likelihood, correct such a miscue, because their knowledge of
language from the sucéeeding context wquld tend to make them aware

of the inconsistency. The lower readers, with insufficient knowledge
of language, would continue to read despité the error. In order to
increase the low readers' awareness of his miscue and to help

prevent similar occﬁrrences,the,graphic features (letters and

. ‘
sequence) of the words "horse" and "house' may be discussed with



them through probing qucst,i__(pm. The sentence could then be placed

on the board and the two words put_in a bracket. The children could

be asked to print to their exercise bouks the word which would best
complete the sentenco.

3. Another way to develop oral and writtren language fluency
involves a program of the following nature. | The teacher chooses |

@ story within the common experience of the children in the group.

One example might be "a day at the zoo."” The topic yould be discussed
with the class in an attempt to gcf the child thinking about the

snofy Bcforc he begins to read. By answering questions and'listening
to his classmates' experience wjth.the topié the child's lack of
experience would be minimizcd; This is imp&rtant since the fiﬁal

goal is to have the child become involved in appreciating the fluency
of writpen language rather than trying .to cope with the content

of the story. - As the children aiscuss the topic, some of the key words
they use would be written on the board in an attempt to highlight |
them for possible recogniti hen the story is later read. ane the .
topic has been discussed‘t_orough 7, the teacher and the childre-.

read the story aloud. Thu: o t icher provides a model for pattciuing
the various pgrases and other ‘suage segments. The teacher may then
aék children individually or as a group, to read sentgnces or
paragraphs to expose them to the flow of words in written laﬁguage.
Should the teacher feel any specific language patterns‘need discussing,
she would isolate them and discuss them separately, after the story

has beén read.

4, Because children were eliminated from this study as a

result of hearing or visual deficiencies, or as a result of a lack
2 S _
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of data on cumulative records, it is recommended that testing fov
sensory difficdltics be completed early in the year. If children
transfer from school to school during the year, up-to-date vﬁmulative
records are essential to help fﬁ% teacher know as much allout the
! : o .
child as is ﬁossible.
CONCLUDIN§ STATEMENT

This study has indicated that 1t is possible to place
beginning fcaders into stages on the basis of their oral reading
miscues in a single testing session.  Such information can be a
valuable diagnostic tool for teachers to assist them in: the placement
of their children into groups for iﬂstructional purposes. Once a
child's stage has been determined, the challenge for the teacher is
to move the child on”to the next stage by developiﬁg Strategies
that will help the child in reaching a higher reading achievement
level, |
L Further researchwinto the use of this stage-placement
criﬁeria is needed for students earlier in the school year and‘for
severely retarded readers at different grade levels, whose oral reading

miscues may indicate that they are still performing at. the acquisition

stage of reading.
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APPENDIX A

STAGES AS DETERMINED BY MISGUE CRITERIA
AND TEACHERS' RATINGS BASED ON THEIR TEACHING EXPERIENCE
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