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| ABSTRACT hl

L]

The purpose of this study was to examine stages of development

~in learninq to read of children who were below average reading
‘achievers in grades one and two. The research was conductedxin May

of the schoo] year in order to investigate further ,the findings of
Biemf]ler (1969) and F1eming (]974) and thereby obtain a clearer
description of these be]ow average readers in grades one and two.

~Such a description ds 1mportant in view of the concerns voiced by \
parents and educators of readers who are achiev1ng at a level below \\
their peers. Th1s study a1so investigated student performances on:
self-correction rates, words 1dentified in context compared to words
identified in iso]at1on,_and 1nf1uence of instructional approach and
.passage level difficulty on read1ng strategies.

The student sanp]e consisted of 39 below average readingv
achieVers from five grade one and five grade two classrooms in a small
urban central A]berta,school system. Subjects were selected on the
basis of teachers' judgements and on their performanCe on the Gates-
MacG1n1t1e Reading Test (comprehens1on section, Leve]s A ‘and B, Form 1).
Each,subJect in the mp]e‘was asked to_read tota] passages on The

AGray Oral Reading/4:zf/which were desjgnated as base passages (first

7

three passages on The Gray Oral Reading Test) and passages up to and

1nc1ud1ng two consecutive ce111ng passages on which the student pro-
.duced seven or more errors. Prior to read1ng each passage subJects
individually read a 1lst of randomly ordered words from each passage.

In add1t1on four comprehens1on quest1ons were asked fo]low1ng each

' passage. Student responses whi]e read1ng passages and words in



isolation, and while answering comprehension questions werk recorded

and transcribed for further analysis.
' e basis o percenta of Jraphica y similar, syntac-

Og the basis of gws f S} 1 imil t‘
‘tically acceptable, semantiealgﬁi ) é;pﬁdfnon-response errors

made while reading total passageéibn

1y Oral Reading_Test, an
' attempt wasﬂmade to place each subject first into one of F1ém1ng's five
deveJOpmentai stages in reading or §econd1y fnto,one of stages four or
f{ve,of Fleming redefined by the present researcher. A1l 39 subJects
'selected for the present study were achieving in one of F]em1ng 3
f1ve stages in reading

A one-way analysis of variance revealed statistically s1gn1f1-

‘ cant differences between, first, the scores on the Gates- MacG1n1t1e

Read1ng Test, for grade two but not grade one, and second scores on

The Gray Oral Reading Test, for grades one and two, among developmental

stages in learning to read. The Scheffé mul tiple comparison of‘means
further revealed that some but‘nOt all of the developmental stages in
reading were statistica]]y significaztly different, one from the other.

The additiona]Qana1yses of student performantes 1nd€é$téd that:
(1) grade two ;eading achievers torreqted a greater percentage of \ :
errors than grade one, (2) both grade one and gfade two students
identified a greater percentage of words in cont®xt than in isolation,
< and (3) the instructional approach and passage level difficu1ty seemed
to influence reading strategies of students in both grades one and two.
| Imp1ications for'teaching of beginning reading and suggestions
for further research'into chi]dren's_deve]opmental stages in;the

process of learning to read were suages ted.
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Chapter\1

INTRODUCTION

. ¥
A well known researcher in the field of reading, K. Goodman

(1972),»described reading as a language processing activity in which
the reader haS'available'three kinds of information for processing:
graphic,"Syntactic, and semantic All readers, regard]ess of read1ng
proficiency level, process these, three kinds of 1nformation but
d1fferent1y, d1st1ngu1sh1ng the better from the poorer readers.

Dur1ng the past decade, qua11tat1ve ana1y51s of oral read1ng
miscues has remained popular in examining how readers process graph1c,
‘syntactic, and semant1c.1nformat10n from print providing insight into’
Athe’way chi]dkenllearn to‘read. Studies, described be]dw,‘employing
miscue analyses have reperted several differences in the way better
andbpoorer first grade readers process information. |

One difference among ?rade one readers revealed.in qua]ftative
miscue analysis studies is that although poorer reeders do process ///
graphic information, these poorer readers process that graphic //
information 1eSsvwe11 than better readers. In a discussion of a |
longitudinal study, over a period of seven years, of three average :
and three slower grade one readers, Y. Goodman (1976) reported that
as the average and slower readers matured, both groups' miseuesv
developed closer graphic'simi1arity to the text.indicating that

better as well as poorer readers, described by her as average and



sTower readers respectively, do process graphic information doring'
oral reading. Weber (1970a) investigated the oral neading errors -
generated by high and low reading achievers from December to June of
the same year.ﬁ She noted that the better, high reading achievers,
produced a greater proportion of graphically constrained errors than
the poorer, low reading achievers, suggesting that the better readers
were processing more graphic information than poorer readers.

‘ -Andther difference amhng grade one readers is evident in -
their correctional behav1or An 1nvest1gat1on of 100 first grade
chi]dren over the period of one year was conducted by Clay (1968).

The better readers described by Clay in high and h1gh middle reading
achievement groups corrected moré errors than did the poorer readers

in low middle and Tow. groups' A study conf1rm1n;‘f1ndings of Clay

. (1968) was conducted by Carson (1979) in the sprwng of the school year.

- She found that the six h1gh read1ng achievers who were- the better

readers in grade one corrected a highér proportion of errors\than the

~.
~o

six low reading achievers who were the poorer readers in grade one.
| Another difference in the way grade one readers process
1nformation is seen in the proport1ons of contextua]]y (syntact1ca11y
~ and semantically) acceptab]e miscues produced by these readers.
Recently a study by Keith, Carnine, and Carnine (1981) of ten high
~and ten low abiiity reading achievers fn‘grade one in June examined
proportions of contextually constrained errors and reported that the
better readers.who were high in\reading ability produced more
syntactically and semantically acceptab]e miscues than poorer readers

who were low.in reading abi]ity. Most recently, a study by March
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(in progress) exploring the reading behavior of 16 better-pr ‘
proficient readers as described by Marnch and 16 poorer (less proficient)
readers in Qrade one 1n.Aprii confirm;§ findinqs of Keith, Carnine,
and Carnine (1981). In an°ear1ier analysis of oral reading errors
produced by 42 grade one chi]dren from October to May, Biemiller (1969)‘
stud1ed the use of graphlc and contextual 1nformat1on as these children
learned to read over an eight month period. Oral reading errors were
collected on a_weekly basis and pooled for monthly analysis in terms
.of»their‘grephic and contextdaT,constraints (syntactic and semantic).
Biemiller showed that.t;ese'beginning readers in grade’one'pass_through
a series of three phases in' the fo]fowfng order: .

‘ 1. Pre ﬁon-response phase, cheracterized by a predominance
of contextually cohstrained errors~(syntactic andgsemantic)

2. Non-response phase, d1st1nguished by a preponderance of
non- response errors in wh1ch the reader is looking at and seems to be
attending to the graphic 1nformatJon but is unable to produce a word.
response. Accoxding to Biemiller the non-response phase begins in a
month where SOfpercent of theterrors produced are non-responses.'

This same'non-resporse phase termfnates following two ' consecutive
month5wwhere‘1ess than 50 percent of errors‘are:non—reSponse.

3. Post nonfreSponse phase, characterizedﬁby a high proportion
of both contextually (syntactic and semantic) and graphically con-

strained errors. Percentagesﬂof contextually constrained and
graphica11y similar errors among total errors (des1gnated by
B1em111er as substitutions, om1ss1ons, and, 1nsert10ns) were calculated

" over eight months as children progressed through the three stages in



learning to read and are noted in Table 1.1 |

Aﬁcording to Biemiller, a substitution error produced during
oral readihg could be classified as grabhica]iy nstrained and/or
contextually €onstrained, therefore the errors in\qny one stage do
not necéssari1y toté] 100 percent. Graphically conétraihéd errors as
defined by Biemiller were substitution errors in wh%ch'the first
letter of.the observed response was the same aébthe first letter of
the expected response. Contextually constrained errors were sub- )
stitption, omission, and insertion errors which were grammatically
and sémantical]y acceptable up to and including the error.

Biemiller (1969) observed that‘the.proportion of all con- L@
textually constrained substitutions, qmissions, and insertions
~declined in the'ndn-reSponse‘Phase when compared with the pre non-
response phase but increased:in the post don-resbonse phase. The
proportion of all substitution errors that were graphically similar
increased as the readers pfog;essed from the first to the second agd
finally to the third phase of reading acquisitidn. It should be ’
noted that the péfcentage of-all contextuéﬁ]y constrained miscues
was higher Fhan the percentage of graphically simf]ar miscues in all.
three phases. The non-réSponse phase was marked by a dramatic
increése in non-response errors which declined in the post non-response
phase. - In summarizing the results of his study, Biemi]1grvsuggested
that the non-fesponse phase idenfified a shift in grade one children's
reading behavior from use of contextual constraints towards increased
use of gréphic information. According tb Biemiller, during this

“second phase of reading”acquiSjtion, children relied on either

4
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contextual or graphic information not on both types of informat1on.,
These children remained unable to relate both types of information
successfully until the third phase. The ability of readers to
simultaneously use graphic and contextual information in the third
phase separated the better from the poorer readers. Although not
evident in Table 1.1, at the end of the schoo] year in May better
readers were found to be performing in the post non-responsé phase of
reading acquisition compared with poorer readers who were performing

in the non-respbnse or pre non-response phases on the basis of their
miscue proportions.

Fleming (1974) hypothesized five stages in the process of
learning to read in an extension of Biemiller's study of better and
_ﬁpoorer readers in grade one (Table 1.2). Fieming examined tﬁe per-
Centage of semantic or syntactic and graphic errors among total errors
: '?substitution,-mispronunc1at10n -omission, insertion, and non- response
errors) of 40 better and poorer first grade readers during one testing
session in April. A]though Fleming (1974) descr1bed stages of deve]op;
ment in read1ng and Biemiller (1969) descr1bed phases of development
in read1ng, both terms (stage and phase) refer to grade one children' S
development in the process of learning to read anq will be used as
synonymous terms for the present study.

Fleming initially began with the same three stqges described
- by Biemiller but through a pilot study found it necessary to expand
to five stages'to accomﬁodate some individual reading performances.
The first two stages projected by Fleming were similar to Biemiller's

first two stages, pre non-response and non-response, in terms of
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describing a higher proportion of con;extua]]y acceptable thanv
graphically similar errors in stage one followed by an 1ncre§se in
non-response errors in stage two. Fleming's stage two doe§ differ
somewhat from Biemiller's non-response stage two in that Biemiller
noted a decline in contextually acceptable errors in stage two whereas
Fleming did not predict‘such a decline until stages three and four.
. A further difference apparent in these two researchers' stages 1is
that the pekcentage of contextually acceptable errors in the post
non-response stage three was found to be higher by Biemiller than the
percentage of graphically similar errors. Fleming predicted that in
his stages four and five, percentages of graphically similar errbrs
would be higher than contextualiy acceptable errors. This projection
of higher percentagés of graphic and cohtéxtué] information used by
beginning readers in both reséarchers' Tater stages notably sets
Fleming's stage descriptions apart from that of Biemiller. A sub-
stantial similarity is, however, inherent inlbothfresearchers' stages;
graphica]Ty similar errors increased across all stages reported by
Biemiiler and across a]j stages projected by Fleming.

The reader is reminded that in Table 1.2, according to Fleming,

an error can be classified according to one or both categories

therefore the percentage of errors in any one stage may not necessarily
total 100 percent.

During his one testing session in April, Fleming found that
the bettéf and poorer grade one readers could be groupéd into three

of his projected five stages on the basis of their oral reading miscues.



He reported that there were not any grade one children in stage one
in April and he suggested conflating stages three and four since no
significant differences were evident between these stages.

Grade one children's stages of development in Tearning to
read reported by Biemiller (1969) and projected by Fleming (1974) as
described in this chapter are presented in Table 1.3 to faci]itate
comparison of three stages of Biemiller and five stages of F]em1ng
The reader is reminded that the percentage of errors in any one stage
may not total 100 percent because an error can often be classified by
B1em111er as graphically constrained and/or contextually constrained
and by Fleming as graphically similar and/or semantically or syntac-
tically acceptable. To aid the comparison of Biemiller's and Fleming's
stages in reading presented in Table 1. 3, Fleming's use of the term
Jgraph1ca11y similar has been equated to B1em11]er s term graphically
constrained. In addition Fleming's categorical term, semantically or
syntactically acceptable, has been conflated to Biémif]er's contextually
Eonstrained categorical term. .

On the‘basis;of findings pre?ious]y'reported in this chapter,
it was indicated by Fleming that the better grade one readers processed
information different1y than the poorer grade one children learning to
read producing different proportions of contextually acceptable,
graphically s1mi1ar and non-response errors as they progressed through
various stages of deve]opment An ana]ys1s then, of grade one
ch11dren s ora] read1ng errors made it possible by Fleming to p]ace
~ these better and poorer grade one readers into four of five projected

stages of development in reading and to show how these two groups



Table 1.3

age of Contextual and Graphic Errors Among Total Errors® as found by Biewmiller

‘

Supma| 4 g pydafouy

Perce(

-«
. Byg WONIE Ul S0Py |
wO Weuy 03 i‘q pacnpoI¢ ﬂ 3 § 5
40443 o sbvjueduey | K g ~ 5
X
-
M X
3 84y4 8buyg ou SRy 40| |jma)g i
®
_ Sujmel £ paasefouy g 2
0 anog sbnig uy Jepeay ‘ § z§
WO 3pray YIv3 A PEINPOLY 2 -
g_ $40443 O SBRIUBIIRg o S 2
1 ‘ [
3L , —
8 &
2 !‘ 4noy B6EIS OU SEY JB[||Ea}Q b=t
2 ¥ -
£ . =
i
- Bujwe| 4 £q pi;aorud ' €
b4 . YT .3-;; u} Jepeay g 2 ?,
E 3u) pru9 Yol Aq padnpody i ‘§ ,§ ,,§
g £ 540443 jo sbwjueduny | o f: i g
S
s || 2 T
< £ 431 [ walg Aq puncy sauyy ebuig by
-4 " ISUOASIY-UON 3504 UL SJPRdY bt »t
3 Il = U pwig (€ £q PEONPOIY 33 %
S M $40443 JO 3BRIUPdAN4 BSRIBAY K]
[ -
>
o .
°© suwag Aq pe3dafoug o
g —_ om| abeig U} Japeey £
2 X up pviY Yo Ag PIINPOUg [ »n
e E 540443 JO bwuadady | o 2
[-9 o .
s $ = -
° | 431w} Aq punog omy bmys | &
-1 .S , IsUOdSaY-uoN U SRy = v .
2 U0 e GE Aq penpouy B R g
$40443 JO 36RIudaag abraday $ -~
]
Sujwaly AQ pa3dsfouy o w i
- aug Wns uj soprey | € 3 £
) sw spwy yoo3 Aq panposg | B S8 o8
- $40443 JO 3BRIUIdNAY ol £ H
£ :
& 49| |jwdig Aq punoj sug sbw3g H
'8 ISUOdSIY-UON ddgd uj SIIPENY - [
's a0 pesg 9z Aq panpoud | §| X s
n $4044] JO RUIOIY4 Wedaay >
-m
> v ]
5 32 33 %
£ sSv g8 8¢
$e Sa e f i wp L P
Tt h c , -
zv 885 58x §&

Total Errors of Fleming refer to substitutions, omissions, insertions, wispronunciations, and non-respomses.

Total Errors of Riewiller refer to substituttions, omissions and insertions.
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progressed. Although Fleming placed children into four of five stages
in reading, differences were not great between stage three and four and
therefore he subsequently conflated these two stages.

However, further information is needed about children's stages
of development in reading at grade one to: (1) confirm findings of
(q1emiller and Fleming about poorer feaders and (2) more clearly describe’
the reading behavior of these poorer or below average readers. Many
research studies (Y. Goodman, 1976; Weber, 1970; Clay, 1968;

K. Goodman, 1973; Keith, Carnine, and Carnine, 1981; March, in progress)
which employed below average readers did so in order to investigate how
the reading behavior of the poorer subjects differed from that of the
better reader. As a result of such studies, valuable information

was édded to the field of reading. However, research has not focused

exclusively on the processing strategies of below average readers as

a discrete group in order to examine and more clearly describe stages
of development in learning to read. guch an ex;mination is crucial in
Tight of the concerns voiced by parents and educators of today's
readers who are achieving at a level below their peers.

In addition, beyond the grade one level, researchers have not
classified readers' miscues according to those stages described by
Biemiller or Fleming. Fleming suggested that poorer readers at other
grade levels may be "stuck" in a stage, partigularly stage two, where
the reader must change strategies before proceeding to stage three.
~ Further information then, is needed to investigate whether poorér

readers at the grade two level could be placed into stages similar to

those proposed by Biemiller and Fleming on the basis of their oral
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/ readiﬁg miscues. As noted earlier, the reading behavior of below

average children who are not achieving at a level commensurate with

their peers is a constant .concern for parents and educators. It was

L of this concern for the below average reader that the following

-pur ose of the present study was formulated.

Purpose

The purpose of this study was to exam1ne stages of deve]opment
in learning to read of children who are be]ow average achievers in
their reading in grades one and two. . The research was conducted in
May of the school year .in order to fnvestiéate further the findings of
Biemiller (1969) and Fleming (1974) and thereby obtain a clearer

description of these below average readers in grades one and two.

Definition of Terhs

For the purposes of this study, the following definitions will

be used.

€

Stages of reading refer to the levels or phases a reader

passes through on h1s way to becoming a prof1c1ent mature reader
(Fleming, 1974). The .present study described three phases of Biemiller
(1969), five stages of Fleming (1974);?§nd two stagés of this investi-
gator using the terms phases and stages as comparable terms. On the
basis of quantitafive and qualitative analyses of‘miscues, a child
was placed into either 5ne of F]éhing;s projected five developmerital
stages in reéding oriinto hfs stage four or five as defined by the

present researcher. -
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Miscue refers to an observed resuonse that differs from the
text or a non-response a child makes whi1ebrea ing orally. The word
miscue is used synonymous1y with reading=erhor. rcentages of four
kinds of miscues were analyzed for the pnesEﬁt study: A

1. Percentage of graphically similar substitution.and
mispronunciation miscues out of the total number of substitution,

- mispronunciation, insertion, omission;’andvnon-response.miscues.

2. Percentage of syntactically acceptable substitution,

1nsert1on and om1ss1on miscues out of the tota]fnumber of substitu- o
t1on m1spronunc1at1on, insertion, om1ss1on and non-response miscues.

3. Percentage of semantically acceptable substitution,

insertion, and omission miscues out of the total number of subst1tu-
t1on mispronunciation, insertion?,’ om1ss1on, and non-response miscues.

4. Percentage of non-response miscues out of the total number

of substitution, mispronunciation, insertion, omission, and non-
response miscues.

For the purposes of the present study, percentaqes of syntac-
t1ca1]y acceptable and semantically acceutagle miscues were analyzed
separately and not conflated as ”contextua]]y-acceptab1e," the

.category used by Biemiller.

Base passages refer to the first three passages of The Gray

Oral Reading Test.  Each child in the sample was required to read these

rpassages to establish'a common starting point on which below average
readers in. grades one and two would not exceed the number of errors
specified by the Gray test author. Biemiller (1979), Kibby (1979),

Christie and Alonso (1980) reported that reading errors changed



hua]itatfve]y as readefs progressed from less to more difficult
- passages therefore the present researcher analyzed“and compared the
percentage of oral read1ng errors produced wh11e subjects in grades
one and two read passages that progressed from the Tess difficult base
passagesfo the more difficult ceiling passages on wh1ch subJects
produced seven OF more errors. Percentages of the four k1nds of
miscues described above were calculated to attempt to determine whigh
of the five stages of development in readihg projected by F]éming or
which of the two stages modified by the present researcher each child
reached. This definition of base passages is not comparable to that

of F]eqyng 1n which he spec1f1ed ‘the first five passages of the

Diagnostic Reading Scales (Spache, 1963) as base passages.

Total passages:read refer to the three basebpassages aﬁd to the
passages following them, including the two consecutive cei]ing
passages in which a child produced seven or more errors specified by

the author of The Gray Oral Reading Test as the child's ceiling.

Percentages of the four kinds of miscues described above were calcu-
Tated to determine which stage of development in réading, projected

by Fleming or modified by the present‘researcher, each child reached.

Syntactic informatiorf refers to the reader's knowledge of
English language patterns. Use of syntactic information is observed
when the‘reader substitutes a word for the text word, omits or inserts

a word without changing the grammatical structure of the phrase.

Semantic information refers to the information the reader

brings to the situation (knowledge of subject matter from background
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experience). Use of semantic information is observed when the reader

substitutes a word for the text word, omits, or inserts a word without

altering the meaning of the phrase. —

Graphic information refers to the sounds of'language and their
graphic represeﬁtatibns. Use of graphic information is observed when
© the initial letter of the child's substitution or mispronunciation’is

the same as the initial letter of th%\fgkt wofd.

Below average reader reéfers to: (1) subjects in grade one

who, in their teachers' judgements, were the poorer readers in the

- c]assvand who sub;equent]y scored at either the third or the fourth

stanine on the comprehension section of the Gates-MacGinitie Reading
Test, Level A, Form 1 (Canadian norms); (2) subjects in grade two
who, in their teachers' judgements, were the poorer readers in the

class and who subsequently scored at either the third or fourth

stanine on the comprehension section of the Gates-MacGinitie Reading -

Test, Level B, Form 1 (Canadian norms).

Experimental Desian

Sample
. Forty-four children, who in their teachers' judgements were

below average in reading achievement in five grade one and five grade

two e]emenfary school c]asSrooms located in a small urban center in'

permission and appropriate screening. Then the appropriate compre-

hension sections of fhe Gates-MacGinitie Reading Test were administered
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to the 44 students. Three chi]@ren scored'below and two children above

e —

the criteria set by this researcher for below ave?égéTFéga{ng achievers

‘oh the Gates-MacGinitie Reading Test so were rejected from the study.

The total sample then, consisted of.39 children; 19 children jbelow
average in reading achievement in grade one and 20 children below

‘average in reading achievement in grade two.

Instrument and Procedure, v
Each child in the sample read the first three passages orally

on The Gray Oral Reading Test‘to establish a common startingiboint at

which below average readers in grades one and two would not excegd the
number of errors specified, by the Gray test author, to terminate
readfng. Any readér iﬁ grade one or two who did e&ceeﬁ the specified

~ number of errors would have been excluded from the study, however, all
below average readers in grades one and two read the base passages .
with fewer errors than required by the Gray test aﬁthOr to ferminate
reading. bEach child then continued réading beyond base passages hp to*fﬂ
and incTuding.two qongecutive éei]inglpassages on which»he made seven

or more errors on The Gray Oral Reading Test.

As previously stated in this chapter; a common starting point

.on The Gray Oral Reading Test was necessary in light of previous

| reseérch (Biemiller, 1979; Kibby; 1979; Christie and Alonson, 1980)
which‘repofted that reading errors changed qualitatively as readers
progressed ffom less to more‘difficult passages. Thérefore, this
| researcher analyzed and compared types of errors proddéed whilé subjects
read less difficult base passages up to and including more difficuit

ceiling passages (two consecutive passages on which subjects exceeded



the number of erbprs specified by the Gray test author) in order to
examine qualitative changes in errors.

Base'passages together with passages up to and including two

consecutive ceiling passages on The GrayOral Reading Test were défined
as total passages for the present study. Following the reading of

each passage on The Gray Oral Reading Test, ComprehenSion questions

as given on that test were asked.

Ih addition, all words from passages each“child read were
randomly ordered in isolated lists and read by each child prior to
reading‘each‘corresponding passage (Potter, 1980). The child's oral
reading of word lists and passages as ;e11'as his responses to compre-
hension questions were recorded and transcribed for data analysis.

Oral reading miscues produced by subjects in'grades one and
.two while reading total passages were then analyzed to explore which
of the five stages of development in reading described by’ Fleming
(1974) or which of his stages four or five redefined by the present
researcher by reference to Biemiller k1969) each grade one and two

reader reached. -

The reading performance of these grade one and two children

on both the comprehension section of the Gates-MacGinitie Reading Test

and the comprehension questions on The Gray Oral Reading Test was

then compared to one of the five developmental stages in learning to
read set out by F]em1ng or stage four or five of Fleming as redef1ned
by the present researcher in light of Biemiller which each ch11d
reached on the basis of his oral reading miscues on total passages

which, of course, included the base passages.

17
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Hypotheses -

- In order to facilitate the reader of this investigation in

" reading the following six research hypotheses, Table 1.4 has been
prepared. Each ]étter, A to L, designates a group of subjettsk(be1ow
average readers in grades one‘of two) who scored higher or lower whife o -

reading either the Gates-MacGinifie Reading Test or The Gray Oral

Readigg.Test; A line connecting two 1etpers under each hypothesis

indicates the two groups of readers being ¢ompared.

N

Research Hypothesis One

Below average readers in grade one who scored higher than
other below average readers .in grade one on the comprehension section

~ of the Gates-MacGinitie Reading Test will reach a more advanced

developmental stage in reading as determined by an ana]ysi§vof their

oral reading miscues on The Gray Oral Reading Test.

More specifically, children identified by their teachers as

below average in reading achievement in grade ONE and whose raw score

on the éomprehension section of the Gates-MacGinitie Reading Tesf,
Level A, Form 1 was HIGHER (Group A in Table 1.4) than other children
identified by their teachers as be1owbaverage in reédiﬁa-achievement
in grade ONE (Group B in Table 1.4) will reach a more advanced

deve]opmentaI‘stage in reading as determined by an ana]ysjs of their

oral reading misches on The Gray Oral Reaang Test on total passages:

read.
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Research Hypothesis Two

Below average readers in grade one who scored higher than other
- below average readers in grade one on comprehension questions of

The Gray Oral Reading Test will reach a more advanced stage in reading

as determined by an analysis of their oral reading miscues on The Gray

Oral Reading Test.'

B} Moré specifically, children identified by their teachers as below
average in reading achievement in grade ONE and\who answered a HIGHER

. percentage of comprehension questions correctly on The Gray Oral Reading .

Test (Group C in Table 1.4) than other children identified by their
teachers as below avérage in reading achievement in grade ONE (Group D
in Table 1.4) will reach a more advanced devéTopmenta] stage ih reading
as determined by an analysis of their oral reading miscues on The Grax

Oral Reading Test on -total passages read.

In order to confirm findings of Fleming who compared each

child's performance on comprehension questions on Spache Diagnostic

Reading Scales to his/her stage of development reached, this researcher

asked children comprehension questions from a comparable test, The Gray

Oral Reading Test.

Research Hypothesis Three

Below average readers in grade two who scored higher than other
below average readers in grade two on the comprehension section of the

Gates-MacGinitie Reading Test will reach a more advanced developmental

stage in reading as determined by an analysis of their oral reading

miscues on The Gray Oral Reading Test.
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More specifically, children identified by their teachers as
below average in reading achievement in grade TWO and whose raw score

B
~on the comprehension section of the Gates-MacGinitie Reading Test,

Level B, Form 1 was HIGHER (Group E in Table 1.4) than other children
identified by their teachers as below average in reading achievement in
grade TWO (Group F in Table 1.4) wiTl-reach a mofe advanced develop-
mental stage in reading as determined by an analysis of their oral

reading m{scues on The Gray Oral Reading Test on total passages read.

Research: Hypothesis Four

Below average readers in grade two who scored higher than other ‘
below average readers in grade two on comprehension questions of The

Gray Oral Reading Test will reach a more advanced developmental stage

in reading as determined by an analysis of their oral reddfng miscues

on The GrayEOra1 Rééding Test.

More specifically, children identified by their teachers as
below average in reading achievement in grade TWO and who answered’E“‘\\;
HIGHER percentage of comprehension questions correctly on Thg Gray \\;

Oral Reading Test (Group G in Table 1.4) than other children identified

by their teachers as below average in reading achievement in grade TWO
(Group H in Table 1.4) will reach a more advanced deve]opmenta] stage
in reading as determined by anbanalysis of their oral reading miscues

on The Gray Oral Reading Test on total passages read.

Research Hypothesis Five .

,

Be]ow'averagé readers in grade one who scored higher than other

below averagé readers in grade one on the comprehension section of



the Gates-MacGinitie Reading Test and below average readers in grade two

who scored lower on the comprehension section of'the Gates-MacGinitie

Reading Test will reach the same developmental stages_in readihg as‘
determined by an analysis of their oral.reading miscues on The Gray

Oral Reading Test.

More specifically, children identified by their teachers as
below average in read1ng achievement in grade ONE who scored at the

FOURTH stanine on the comprehens1on sect1on of the Gates- MacG1n1t1e

Reading Test, Level A, Form 1 (Group I in Table 1.4) and children

identified by their teachers as below average in reading achievement
in grade TWO who scored at the THIRD stanine on the comprehension

section of the Gates-MacGinitie Reading Test, Level B, Form 1 (Group J

in Table 1.4) will all reach the same developmental stages in reading as
determined by an analysis of their oral reading miscues on The Gray

Oral Reading Test on total passages read. The basis for this

hypothesis -was the professional judgement of the present researcher

based upon two years of observétion of children.

Research Hypothesis Six

Below average readers in grade one who scored higher than other
below average readers in grade one on the comprehension questions of

The Gray Oral Reading Test and below average readers in grade two who

scored lower than other below average readers in grade two on the

comprehension questions of The Gray Oral Reading Test will reach the

22

same developmental stages inreading as determined by an analysis of their

oral reading miscues on The Gray Oral Reading Test.

More specifically, children identified by their teachers as
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below average in reading achievement in grade ONE who answered a HIGHER

percentage of comprehension questions correctly on The Gray Oral Reading

Test (Group K in Table 1.4) than other children identified by their

teachers as below average in reading athieyement in grade ONE and
children identified by their teachers as below average in reading
achievement in grede TWO who answered a LOWER percentage of comprehen-

sion questions correctly on The Gray Oral Reading Test (Group L in

Table 1.4) than other children identified as below average in reading
achievement in grade TWO will all reach the same developmental stages
in reading as determined by an enalysis of their oral reading miscues

on The Gray Oral Reading Test on total passages read. The basis for

this hypothesis was the same as in hypothesis five.
Limitations .

The following ]imite%ions should be observed when considering
the findings of the study. I |

1. The sample for‘the current study was selected from a sma]i;\\ \
‘centra1 Alberta urban center with a population of approximate]y 4,000. ‘\\»
The reading program used by teachers of the sample was the Nelson
Language Development Reading Program and phonics teaching strands
which were carried over from the previously used Cdpp Clark Reading
Program. The results can be generalized only to comparable populations
with similar instruction using similar emphasis in the teaching program.

2. Simi]ar]y; results can be generalized only to the below
average readers as defined for the study in comparable grade groups.

The average and above average readers were excluded from the sample.

/’



Assumptions

1. Having known and taught with nine of ten teachers for a
one year period, it was assumed by this resea}cher that these teachers
would recommend all below average reading achievers in their classrooms
for testing. ‘

2. It was assumed by the present researcher that during testing
sessions, the réading performance of be]dw average reading achievers in

grades one and two would be comparable to their reading performance in

the regular classroom.

Significance

The purpose of this study was to examine developmental stages
“in Tearning to read of children who were below average reading achievers
as determined by their teachers' judgements and by their pupil scores

on the comprehension section of the Gates-MacGinitie Reading Test in

grades one and two in May. Examining stages of deve]opment of below

average achievers 1s(s1gn1f1cant to reveal a clearer description of
‘the read1ng behav1or ;f those ch11dren who are not ach1ev1ng at the
same 1eve1 of reading: prof1c1ency as the1r classmates. Such a descrip-
tion should prov1de insight into processing strategies of those below
average readers and should enable educators to develop lessons better
designed to facilitate movement of readers into the next stage in the
reading process.

Love (1981) in a study of only grade two readers concluded that

a description of the reading behavior of below average readers in

particular, made it possible to design appropriate reading strategy

24
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Tessons which were effective in developing the reading proficiency of

below average readers.
Overview

Literature pertinent to the study will be reviewed in Chapter 2
to provide a theoretical base for the present study. The experimental
design of the study will follow in Chapter 3. An analysis of the
data will be presented in Chapter 4. Finally, Chapter 5 wil) 1nc1ude%
the overview of the study, main findings and a discussion of them, ~
conclusions, implications, and suggestions for further research.

(A
¢
J
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Chapter 2 v

REVIEW OF THE LITERATURE

Chapter 2, divided into five sections, will review iiterature
relevant to this‘investigation of stages of devé]opment in 1earnihg to
read of below average reading achievers in grades one and two. The
first section of this chapter briefiy discusses the function of error
ana]ysis in oral reading. The second section deals with senSitiv1ty
to contextua] constraints of 1anguage demonstrated by young readers.

The third section notes young readers' sensitivity to graphic con-
straints of the‘printed word, Stages of development in reading are
presented in the fourth section.  Finally, the fifth section deals w1th

’

factors inf]uencing oral reading strategies.

Function of Error Analysis in Oral Reading -

For many years, researchers have recognized that errors
readers make while reeding Efaiiy provide information about their
reading performance. Early researchers (Montoe, 1928, 1932;

‘McCullough et al., 1946) focused on children's reading errors to

- obtain diagnostie information revealing weaknesses which then created
e basis for remedial instruction. Another groub'of researchers, to
be reviewed later, concerned more with the actual broéess of reading
and stfategies used by beginning readers o gain meaning from print
also observed and analyzed children's errors. However, unlike their

precursors, this latter group of researchers analyzed the syntactic

26



27

and semantic appropriateness of errors based on the reader's knowledges
of contextual constraints. Prior to this time; as Weber (1968) noted
in a review of the literature, most errors were'viewed as indicationé
of perceptual inaccuracies or evidence of a poor sight vocabulary.

K. Goodman (1970) described reading as a psycholinguistic
guessing game requiring the reader to interne]atg language and thodght
in an effort to reconstruct the author's wrftten nessage; To aid the ;
reader in reconstructing the message, Goodman noted three interrelated é%g
Cue systems‘simu1taneous1y available to the reader: graphophonic,‘
syntactie, ana semantic. Accordihg to K. Goodman, efficient-readfng
involves selecting the fewest most productive cues necessary to "guess"
correctly. An incorrect "guess," noted when the child's observed
response does not match the.expectedfnéébonse, is termed a miscue.

K. Ggodman (1972) described miscues ﬁs "windows on the reading process"
because through an analysis of oral reading miscues, insight is gained
into strategjes uééd by children to obtain meaning from print.

CIn order to do an indepth qualitative anaTySis of ora]iréading
miscues, Y. Goodman and Burke (1972) developed a combﬁex taxonomy |
designéd to evaluate dialect, intonation, graphic and.soundusimi1arity,

|

semantic acceptability, and meaning change. Other researchers,

- grammatical function, correction, grammatical acceptability anJ

included in the following sections, have either applied Goodman and

- Burke's taxonomy in their own research or have devised similar

taxonomies to facilitate investigation of researc@ questions.
Regardless of the taxonomy favored by researchers, an under-

~ lying assumption common to all taxonomies is that miscues provide
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va]uab]elinsight into oral reading and strategies uséa to gain meaning
from print.” The present study placed chi]dreh into developmental
stages of the 1earningrto read process on the basis of four types of
miscues: graphica]iy similar, syntactically acceptable, semantically
acceptable, énd non-response miscues. While Goodman and Burke (1972)
Jjudged errors for graph1c similarity in 1n1t1a1 medial, anmd:final
word positions, this study Judged errors in the initial word position
only as did Biem111er (1969) and Fleming (1974). An additional differ-
énce among taxonomies is evident in that errors were judged by

Y. Goodman andeurké (1972) for syntactic and semantic acceptabi]iﬁy
at the sentenée Tevel whereas this researcher analyzed errors for
‘syntactic and semantic acceptability at the phrase level as did
Fleming (1974). The term "phrase Tevel" is explained in Chapter 3.

Sensitivity to Contextual Constraints of Language
Demonstrated by Young Readers

Thé fb]]owing studies, many of which utilize miscue analysis,
discuss young readers' sensitivjty to contextual (syntactic and
semantic) constraints of language during oral reading. This section
is divided into five parts. The first part discusées young readers'
Qse of syntactic information. The second part descr1g;s young readers'
use of syntactic informatton comparS;Lto their use of semantic 1nforma—
tion. The third part compares better and poorer readers' use of

‘syntact1c‘and semantic information. Self correctional behavior of
better and poorer readers is described in the fourth part. The fifth
part discusses word fdentification in context and in isolation by

young readers.
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Young Readers' Use of Syntactic Information

Severatl researchers (MacK{nnon, 1959; Weber, 1970b; Coomber,
_ ]972; Brody, 1973) showed that all children, regardless of age or
reading proficiency level, produced syntactically acceptable erro}s
‘ demonstrating,éensitivity‘to both syntactic.information in" the print
and grammatical structure of the 1anguage.v In‘view of these reported ‘
findings,'the_present researcher assumed first ana second grade children
" who were below average in readiné achievement would produce résults |
similar to studies reviewed in this section in their use of syntactic
information.‘

'One of the earliest stUdies‘thch examined readers' use of
syntactic information was conducted by MacKinnon (1959) who focused
on the grade one readers of various proficiency Tevels. Profiles df
these first grade children's reading performance noted that they made
use of syntactic information, descr}bed as grammaf ~kcon$traints in
MacKinngn's study, by adding or“omittjngQwords'which made the sentence
grammatically correct as well as corréﬁting grammatically unacceptable
errors over grammatically acceptable errors.

Weber (1970b), also intefestea in grade one readers, conducted
a 1ongitudfna1 study investigating oral reading miscues of two classes
. of first grade readers including 21 subjects from December to May and
24 subjects from November to June. The subjects, divided into high and
Yow reading achievers in both classes made rBsponses which were
grammatically acceptab}e with respect tq the preceding éonféxt
indicating that.both groups of readers were making use of syntactic

information during oral reading.
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In an analysis of oral reading errors'pfoduced by a class of
good, average, and pook third grade readers, Coomber (1972) found
findings similar to thése reported by Weber (]970b). Readers iz a11'
three proficiency groups made use of syntactic information. These 5
readers were described by Coomber as sensitive to the sentence struc-
ture on the basis of their grammatically acceptable miscues.

While Weber and Coomber investigated the ora]ereading behavior
of seveka] subjects, Brbdy (1973) exam{ned the oral reading errors of
Six réadérs on a grade four passage. Threé of the four subjects who
were better readers were described by Brody as proficient third grade
readers and three poorer readers described by Brody as retarded readers
were two fifth and one sixth grade reader. Consistent with findings
) cited in Weber and Coomben'on readers'-use of syntactic ihformation,
both better and poorer readers prodgced syntactically acceptable érrors
demonstrating sensitivity to the grammatical structure of language.

The presenf study focused on the poorer readers (below average
reading achievers) in grades one and two. In ]1ghf of finding; reported
by MacKinnon (1959), Weber (1970b), Coomber (1972), anderod; (1973)
it was expected by the present researcher that below éverage readers
in grades one and two would demonstrate sensitivity to both syntactic'
infdrmation in print and grammatical structure of the language by
producing syntactical]y acceptable errors during oral reading.

Young Readers' Use of Syntactic Information

Compared to Their Use of Semantic
Information

While researchers (MacKinnon, 1959; Weber, 1970b; Coomber, 1972;

Brody, 1973) have shown'that young readers process syntactic information

f‘ /



during oral reading by ‘producing syntactically acceptable errors, 6ther
researchers (C. Burke, 1969, 1976; Allen, 1969; Menosky, 1971) have
compared the amount of syntactic information processed by young.

readers to the amount of semantic 1nformat1on processed by them.’

In an ana]ys1s of six proficient grade six subjects reading
‘one or more years above grade level, C.- Burke (1969) found 81 percent
of the subjects' miscues'to be totally syntactically acceptable whiTe

K‘on]y 61 percent wére totally semantically acceptable. C; Burke (1976)
also no%ed in a study of average grade two énd average grade six
readers' errors that the syntactic acceptability of errors was higher
than the semantic acceptability for both grade two (71 percent-43 |
percent) and grade six (74 percent-44 percent). : _

Allen (1969) reported that syntactic acceptability was higher
than sehantic acceptability for Qrades two, fohr, and six average
readers' errors. Menosky (1971) conducted a'study of grades two, fouf,
s}x, andleight and found all groups produced an overall higher per-
centage of syntactically acceptable miscues than semantically
-acceptable miscues. Menosky suggested that a11.réaders, eSpecia]]y
the younger ones,ﬁgs:f;5p1e to éontro1 the syntactic structures better
than meaning structures. This latter sugge§tion séems to be in agrfe-

" ment with findings reported by C. Burke (1969, 1976) and Allen (1965).

‘ Consistent with research reported ébove, the present researcher
expected the below average readers in gr;;es one and two to produce a

- higher proportion of syntactically acceptab]e miscues than semantically
acceptable miscues. in order to test this expectatibn, the percentage
of'syntactically‘and semantically acceptable miscues pro#uced by grade

one and two readers were calculated for the present study.

3
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Use of Syntactic and Semantic Information :
by Better and Poorer Readers ' /
&

~ Several resgarcheks whose studies w111.be reviewed here com-
bafé& thé better andégoorer feaders in terms of the percentage of
syntactically and/or ;emantica11y acceptable errors produced. Although
* the present reseafcher.did not include an analysis of the more profi-
- cient reader, it was felt that the below average readéfs se]ecteddfor
'the present ;tudy weu]d produce some degreé of contextually constrained
errors as did readers identified as boorer in the fof]owing studies.

In an ear]y study, Y. Goodman (1967) examined the oral reading
behavior of six graderne readers at nine succéssive month]yvintervals.
Cdmparing'the better readers whom she defined as-average with the poorer
readers whom she described as slower than average rea&ers, Y. Goodhan
found that the average beginning,reéders in grade one produced a greater
percentage’ of miscues that were syntactically ahd semantically accept-
able suggesting that the .average readers were more efficient in their
use of context_thap the slower group of readers.

A more re;ent study, in agreement wfth Y. Goodman (1967) was
conducted by Au (1977). She analyzed oral reading errors produced
by 15 good and pobr second grade Hawaiian children over a ten day
peridd; Au reported that the better readers, described as good reéders
in the study, demonstrated greater use of context in producing a
greater percentage of meaningful substitutions and less use of visual
phonic information than did poorer readers. Good readers used context
in 72 percent of their errors compared to poor readers who used context
in only 38 percent of their errors. A higher percentage of nonmeaning-

ful substitutions and omissions were genefated by the poor group as they
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relied on visualphonic information ‘during oral reading.

Leslie (1980) reported on an 1nvéstigation of the use of graphic
and contextual 1nformat1on by 40 average grade two subjects and 40 below
average grade three to grade six subjects during one testing session.
Miscue rates were equated for both groups as all subjects read a
fictional narrative and non-fictional informational selection. On both
stories, average feaders produced more semantically acceptable errors
as well as more omissions than poorer readers. in contrast to the
average réaders, poorer readers, who were below average in reading
ability, produced a higher propohtion of graphically similar errors and
semantica11y unacceptable errors, although these semantically unacéept—
able errors were syntactically acceBtab]e.

Keith, Carnine, and Carnine (1981) analyzed oral reading errors
of 10 high and 10 low reading achievers at theAend of the grade one
schéo] year. The proportion of sehantica]]y and syntactically
acceptable errors for poorér readers described as low in reading
ability was found to be sianificantly lower thah the proportion of
semantically and-syntactically acceptable errors for better high
ability readers on the same test suggesting that better readers were
more sensitive to contextual constraints. ‘

In another recent study, Christie (1981) examined the oral
~>r‘ead1'ng eriors produced by 120 high andv1ow ability readers in grades
two, four, and six while reading four passages ranging in difficulty
from grades one to seven. All children in the sample read one passage
of 300 words which corresponded most»c1osé1y to their grade level.

Errors made while reading orally were analyzed for graphic Simi]arity,



syntactic, and semantic acceptability at the sentence level. The
better readers specified by Christie as high in reading ability made
a higher percentage of contextually (syntactically and semantically)
acceptable miscues than poorer readers, lower in reading ability.
Christie also noted that the percentage of contextually acceptable
miscues increased with grade level. An earlier stuay by E. Burke (1976)
investigated average seven, eight, and nine year old readers' miscues
during one testing session and showed use of syntactic and semantic
information increased with the age of readers. In addition, no
significant increase in the use of graphic informaffon was reported
for older subjects; the méan score for nine year olds was only
s1ight1y higher than that for the seven year olds. Moreover, the
graphic similarity score calculated for the eight year old group was
significantly lower than that for the seven and nine year olds.
Recently Potter (1980) conducted a study specifically testing
fhe validity of syntactically andtsemantica11y acceptable e;rors as
indicators of readers' use of conéexti Potter suggested that readers
who processed g?aphic information in the final word ppsition were more ”
likely if they made errors, to make a syﬁtactica11y acceptable error
than if they processed information from the beginning or middle of the
“word. On the basis of research (Marchbanks and Levin, 1965; Timko,
1970; Williams et al., 1970) it has been indicated that children
learning to read make use of graphic information primarily in the
initial word position. In view of this finding, Potger‘hypothesized
that better readers, like poorer readers would process information

from initial word positions but being more advanced than poorer readers,

34



35

better readers would process moré information from final word positions
than poorer readers and consequently would produce more graphiqe11y
similar miscues than poorer readers. ' |
Since graphically similar miscues produced in final word
positions were more likely to be syntactically accep%ab1e than miscues
produced in either initial or medial positions, bet%%r readers who
produced more graphically similar miscues in final word pdsitidns;were
hypothesized by Potter to be also producing more syntactica]]y accept-
able errors than poorer readers. Therefore Potter‘suggested that
research, specifically that of E. Burke (1976), reporting greater use of
cohtextual.information based on a higher percentage of syntactically
and semantically acceptable errors by better readers than poorer
readers may have been due simply to more efficient processing of
grabhic information from final word positions rather than more
efficient processing of contextual information by better readers. To
investigate his assumption, Potter selected 16 better and 12 poorer
readers from first year c{asses of a junior school. One h§1fvthe
subjects from each group of good and poor readers read words out
of context first (randomly ordered word Iists)mand wofds in context
second (passages corresponding to word lists). The oiher one half of
subjects from each gfoup read passages first and‘lists second. A‘oné
week interval separatéd the two presentatjons of passages and word
lists. Words read in and out of context were ana]&zed for syntactic
as we]] as semantic aéﬁeptabi]ity. The findings of Potter supported
previously cited research in this chapter in that Setter readers pro- |

duced errors that were syntactically more acceptable than were errors
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produced’by poorer readers in paésages. Howevef, unlike previously
cited research, Potter stressed thaf the better _eaders who generatedy
syntactically more acceptable errors may have processed graphic |
information more efficiently from final word positions than .poorer
readers inSfead of having processed contextual (syntactic and semanticf
information more efficiently. In contrast, the semantfc measure was
considered valid in that d{fferent scores were reported for semanti-
cally acceptable errors in isolation and in context. - In concluding
remarks Potter (1980) suggested that, "despite the invalidity of the
syntactic acceptability measures, it is possible to draw conclusions
‘about the reader's use of the syntactic and semantic context by
analyzing oral reading errors as long aé one compares the contextual
acceptability of the errors to words in and out of context" (p. 127).

’ In view of Potter's findings, the present study did include a
measure of syntactic and semantic acceptability .of words in isolation
as well as in context. |

Unlike studies reviewed in this section, the present study
focused on be[ow average reading achievers and did not investigate
‘average or above aVerage readers. The findings from studies comparing
better and poorer readers are however of relevance to the present study
in that poorer readers in studies reviewed Were found‘to be sensitive
to contextual constraints and used syntactic and semantic information
to some degree during oral reading. Based on these studies, it was
assumed by the present researcher that poorer readers who were below
average in reading achievement in all stages in reading would be able

to make use of syntactic and semantic information during oral reading.
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It was also hypothesized by this investigator that if: (1) poorer
readers use context (syntactic and semantic information) less well than
better readers (Y. Goodman, 1967; Au, 1977; Leslie, 1980; Keith;
Carnine, and Carnine, 1981; Christie, 1981), (2) use of context
(syntactic and semantic information) increases as reéders mature
(Christie, 1981: E. Burke, 1976), (3) the reader achieving in a higher
deve]&pmenta] stage of reading fs a better reader than the reader
achieving in a Jower stage (Biemiller, 1969;vF1eming, 1974) then the '
better reader who will be achieving in a higher deve]opmenta] stage
should be generating a higher percentage of contextually (syntactically
and semantically) qcceptab]e miscues than the reader in a lower stage.
Stages four and five proposed by Fleming (1974) were redef{ned by the
present researcher to reflect such an increase, from stage three to
stage four to stage five, in the quantitative use and in the better
qualitative use of contextual jnformation for below average readers in
grade§ one and two. Fleming's stage five showed an increase in the use
of contextual information from stage four to stage five but stage four
did not show any increase in contextual use from stage three.

Research findings of.Biemiller (1969), Weber (1970a) and
Juel (1980) reporting thét better readers use equal or less amounts
of contextual information compared to poorer readers contradict
findings of Y. Goodman (1967), Au (1977), Leslje (1980), Keith,
Carnine, and Carnine (1981), Christie (1981), and Potter (1980).

Biemiller (1969), to be discussed in greater detail later in
this chapter, analyzed the oral reading errors of 42 children in two

first grade classes from October to May. He reported that high, average
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| and iow réading ability groups processed equal amounts of contextual
information over the eight month period.

A study conducted by Nebef (1970a) analyzed oral reading errors
Aoi 21 high and low reading achievers in grade one from December to
June and reported on grammatic acceptability and semantic acceptability
of these subjects' errors. The better readers described by Weber as
high rgadingAachievers and poorer readers described as low reading
achievers produced negligible differences in the percentage of errors
that were grammatically appropriaterto the preceding context. However,
the poorer readers produced a greater percentage ©of errors (95.3 percent)
that were semantically appropriate in the sentence compafed to the‘.
percéntage of errors reported for the better readers (91.1 percent)
suggesting that at the sentence level, better readers appeared to
process- less of the meaning context than poorer readers.

In a more recent study than Weber's, Juel (1980) analyzed
the use of graphic and contextual information by high, average, and
low ability readers from grades two and three. These subjects read
20 target words in isolation, and 20 sentences where the subject and/or
verb was related directly to the targét word (designatéd as moderate
context condition by Juel). One week later, the same subjects read
20 other target words in isolation andiin 20 sentences in which the
subject and/or verb was not directly related to the targef word
(designated as poor context conditions by Juel). She found that all
readers  used context ddring oral reading but as readers became more
skilled, they relied on context less than poorer readers. Juel

reported that poorer readers with low reading ability utilized context
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to identify both easy and hard decodable words whereas better readers,
described as high in reading ability, utilized context primarily in
identifying low frequency, hard decodable words during oral reading.
On the basis of findings of Y. Goodman (1967), Au (1977),

Leslie (1980), Keith, Carnine, and Carnine (1981), Christie (1981), and
Potter (1980), this researcher expected below average reading achievers
in grades one and two to Process some contextual information from the
text by producing syntactically and semantically acceptable errors.
Findings of Biemiller (1969), Weber (1970a) and Juel (1980) add - (o)
further support to the present researcher's expectation even though
findings of researchers reviewé!‘hsre are in disagreement as to wh1ch

readers, better oﬁ poorer, prﬁpaiﬁed more contextual information.

Correctional Behavior of Better
and Poprer‘Readers

Sevg;al research studies reviewed investigating correctional
behavior during oral reading have consistently reported significant
differences between better and poorer readers. These studies
suggested that better readers were more sensitive to the context as
exhibited\by their correctional behavior. This regearcher did not
compare better and poofer readers but focused instead on poorér_readers
who were below average in reading in order to obtain a clearer descrip-
tion of these reader;. Thes following comments are, however,’}e1evant
to the present study in that below average readers achieving in a
Tower stage in reading were expected to correc% fess errors than below

average readers ach1ev1ng in a higher stage in read1ng

Over the period of one year Clay (1967) conducted a longitudinal
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study of 100 grade one children. The grade one readers in the sample
| were divided into high, high middle, low middle, and Tow reading
proficiency groups at‘the end of the school year. based on a -word
recognition task. She noted that the better readers in high and high
middle read1ng achievement groups corrected one in three or four
errors while the poorer readers in low middie and low groups corrected
one 1in eight errors and one in'twenty errors respectivel} Clay
indicated that the high se]f correction rates observed’ for -r= high
and h1gh middle groups resulted from these readers attending to and
relating syntactic, semantic, and graphic information efficiently
whereas the low group ‘corrected errors less frequently so the -afore
o attended to andfredated infonﬁation less efficient]y.

While Clay observed the correctional behavior of readers at
the grade.one Ieve], Au (1977) reported on the behavior of 15 good and'
15 poor readers at the grade two' level. The better readers descrdbed
by Au as good readers were characterized by a preponderance of self
corrections compared to the poorer readers who rarely corrected errors.

An investigation of 15 good grade four and 15_poor grade six
readers was conducted by King (1978) in the springvof the school year:
She also noted differences betweeh better readers and poorer reeders;
the better readers corrected a higher percentage of errors than the
poorer readers, espec1a11y errors .which changed the meaning of the
text ‘

Another study which reported on readers' se]f—corre@¢1ona]
behavior was conducted by Pflaum and Bryan (1980). §§gject$ partici-

pating in the study were 36 learning disabled children and 43 "normal"



chi]drén. Pf]aum'and Bryan noted that the learning disabled who were
poorer readers made fewer corrections on "serious meaning change"
errors than did "normal" better readers which suggested learning
disabled readers were poorer users of context.than better "normal"
readers.

Most recently D;Angelo (1981) investigated the number of
corrections made by good and poor readers but also reported on th?
effect of passage level difficulty on correctional behav1or Subjects
selected for the study were 60 good and 60 poor readers from grades
four to eight. At both instructional and frUstration levels, good
(better) readers. corrected a higher percentage of errors than poor
readers. As the passages became more difficult the poor readers
relied more on graphic and less on syntact1c and semantic information
to make corrections whereas good readers_ét frustration 1evei corrected
a higher percentage of syntattical]y and semantically unacceptable
errors, than they did at instructional level.

| Previ0us1y cited research studies have compared better and
poorer readers while Menosky (1971) examined the errors produced by -
38 children se]ected from grades two, four, six, and e1ght She
reported that ch11dren in all grades attended to the context to some
- degree by not correéting syntactically acceptable errors. Children in
4grades two, four, six, and eight showed_some tendency not to correct
errors that were totally semantically acceptable.

Correctiona]Abéhavipr of below average reading achievers in
grades one and two was recorded for observation by this reséarcher.

In view of previqusly reported findings in this chapter,regardiﬁﬁ%ivw\

a1
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correctional behavior of better and poorer readers, it was expected
that the better readers achieving ie a higher stage in reading would
correct a greater percentage of errors than poorer readers who were
achieving in a 1ower'stage in reading.

Word Identification in Context and
Isolation by Young Readers

A few'researchefs, whosebstudies will be reviewed, have compared
words read in isolation or "no context” conditions and words read in
context to examine the extent to which readers use context to féci]itate
word identification. Findings reﬁefted in the following studies
indicate that both better and poorer readers are sensitive to con-

textual- constraints during oral reading suggesting these readers can

. employ available syntactic and semantic language cues to reduce

inaccuracies during oral reading. The present researcher expected to
find similar;eésults for below average reading achievers in both grades
one and tWo. |

A In“a study which explored the relative abi]ipg of children to
identify words isolated in 1ists and words in stofy context, K. Goodman
(1965) found that 100 children in grades one, two, and three read
correctly in story context at-least one half’of the'wordsﬂthey could

not fecognize on word 1ists. The ability of children in successive

‘ grades to 1dentzfy words in cantext 1ncreased 67 percent of grade three

Y
Y

children rec@gnﬁzed four out of five words in context that were missed

ﬁnv]1sts, whereas 50 percent and 26 percent of grade two and grade one

\

3
children respectively recognized the same number of words in context

as grade three. In view of these findings, it wgs}1nd1cated that
s

(e
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children in successive grades were increasingly sensitive to contextual
constraints of the language during oral reading. -

A study investigating the effects of conﬁext on high frequency
words was conducted by Allington and F1emiqg (1978). Subjects included*
12 good and 12 poor readers in grade four. Each subject read one passage

at high grade two level twice; one version of this passage contained

randomly ordered words %o make it more difficult to read (no context

condition) whereas tﬁ%}@tﬂarf&@rsion was the original story by the
author‘(context condition passage). Allington found negligible differ-
ences between good and poof'readers' ability to recognize high
frequency words in the context condition péssage. However, in the

random order, "no context" condition passage, good readers were more

accurate in identifying high frequéncy:words. Poor readers' performance o B3
on "no context" condition dropped in comparison to their performance
on context condition while good readers' performance on both conditions
was similar.

Potter (1980) rgported onwthe reading behavior of 16 good and
12 poor readers from first year classes of a juﬁior school and fouhd
bréaders were significantly more accurate at reading wdrds in context
than in isolation. |

'Anothefésyudy comparing children's ability to read words in
isolation and in context was conducted by Allington (1979). Subjects
selected for his study were reading at a grade two level which was at
least two years below their potential. Findings of the study indicated
that some poor readers were able to use contextual infbrmation in word

identification. However, Allington also noted from the data that some
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.
poor readers could identify words in isolation tha itere read
incorrectly in coptext. Type of instruction that readers reéeived _
was suggested as/é possible factor accounting for the discrepa c; in
use of contextua]Ainformation'to aid word identification. T

4

. In view of Allington's (1979) suggestion pertaining to effects
of i;Struction on readers' use of contextual information to aid word
'identification, the present researcher noted and commentéd on the
instructional reading method used to teach the sample population when
analyzing percentages of their errors produced whi]e'reading words inf
isolation and in. context. | J

Most recently, Krieger (1981) examined fhe ability of poér
readers to identify high frequency words in %so]ation and in context.
A group of 17 fourth grade poor readers enrolled in a university
reading clinic and 13 fodrth grade poor readers from classrooms were

‘identified as accurate and inaccurate wordmidentifiers of high |

frequency words in isolation. Kriégersfound that poor readers,

whether accurate or inaccurate iniidentifying'high frequency words‘iﬂ \

iselatfon all idenfified.a greater number of these high frequency \

words in context than jn isolation. | | \\\
The present study, reported heré, compared the oral reading of \\

below average reading achievers on not only high frequency words but

all words in isolation and in context oﬁ total passages in which base

passageé were included. Ba;ed on studies presented in this section,

it was assumed that bé;ow average reading achievers in both grades

one and two would identify more words in context than in isolation.

Since this present study did not separate poor readers into accurate



and inaccurate identifiers of words in isolation for ana]yéis of data,
Krieger's (1981) results are of particular significance because they
indicate that negligible differences were found between both groups of
poor readers in their ability to’fecognize high frequency words in
isolation and in context. This finding justifies not separating
readers into accurate and inaccurate identifiers of words for the
present study. |

Beforeka review of thé research dfscussing stages of develop-
ment in reading and factors iqf]uencing oral reading strategies is
presenfed, a review of readers' sensitivity to graphic constraints of
the printed word will be discugsed.

Sensitivity to Graphis, Constraints of the Printed
Word Demonstrated by Better and Poorer Readers

Weber (1970b), Clay (1968), toomber (1972), Brody (1973),
then (1974), and E. Burke (1976)_examined the extent that better
"readers used gfaphophonic information from the prinéed page in
comparison to the poorer readers. This discussion of readers' use.
of graphic information is of importance to the present study in that
findings reported in studies to follow indicated that the poorer
readers made less efficieﬁt use of graphic information than better
readers. It was expected by the present researcher that poorer readers
wou]d‘bé those readers écﬁieving in a lower stage in reading than
better readers who would be achieving in a‘more advanced stage as
determined by an ana]ysfé of their oral reading errors. |

Weber (1970b)'aha1yzed the degree to which errors of 21 grade

one ‘children approximated the correct response graphically by devising
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a graphic similarity index and calculating a graphic similarity score

for‘those substitution errors which shared letters with the text word.
The mean graphic similarity score noted foI the better reader in the
high group (407.87) exceeded the mean score for poorer réaders in the '
Tow group (265.47) by over 100 points. Similar findings were reported
by Weber (1970b) in an ana]ysfs of the errors of a second group of
24 grade one readers from November to June. She found the mean graphic
.simi1arity score for the better readers in the high group to be 396.11
wﬁi]e'thé score for the poorer readers in the low group was 315.05.
A]thoggh better readers in both groups approximated the correct
response more closely than the poorer readers, Weber reportéd that
there was an increase in the use‘of graphic information for all groups
over the year. ' | g

In a ﬁongitudina] study conducted by Clay (1968), oral reading
errors of 100 children were analyzed over the period of one year. The
better readérs in the high reading ability group produced more substitu-
tions (56 percent) which showed graphic correspondence'to the/text than
substitutions (43 percent) prodﬁced by poorer readers in the Tow group.»

In another investigation of readeﬁs' use of gfaphic constraints,
Coomber (1972) found that bétter third grade readers produced a higher
number o; graphica11y similar miscuesL;haﬁ did the poorer readers.
Results of Qoomber's error analysis suggest that the better readers
demonstrated greater sensitivity to graphic constraints of the
printed word than the poorer readers

While Weber (7970b) and Coomber 2) investigated the oral

reading behavior of several subjects, Brody (1973) examined the oral
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read{ng errors of six readers on a grade four passage. Three of the
éubjects were proficient third grade readers and three poorer readers
were two fiffhand one sixth gradé reader. The errors generated by the
proficient group approximated the expected response in terms of graphic
similarity moreso than did fhe errors of the poor group.

Cohen (1974), to be reported on in greater detail later in
this chapter, analyzed the oral reading errors of 50 children during
the last eight months of grade one. In agreemeht with Weber, she
fdund that the percentage of graphicé]1y similar errors increased for
both better and poorer readers over the eight months but were always
higher for thg better readers suggesting that better. readers were
more sensitive to the graphic constraints than were poorer readers.

In another study of reaaers' use of graphic constraints,

E. Burke (1976) investigated the mean graphic similarity scores for
18 seven, eight, énd nine year old average readefs. She found the

- scores for seven and nine,yéar olds to be similar, suggesting these
readers processed equal amounts of graphic information from the text.
A S]ight increase in the graphic scores was reported for the nine year
olds (5i.49) compared to the eight year old readers (48.14) suggesting
the older, better reéders used more gréphic information than readersv
one year younger.

n contrast -to findings of Weber (1970b), Clay (1968),

Coomber (1972), Brody (1973), Cohen (1974), and E. Burke (1976), other
researchers reported that better readers processed 1€ss graphic ‘
informatjon than poorer readers. ‘&3‘

Au (1977) investigated oral.reading errors of 15 second grade
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chi]dren over a ten day period. She found that poorer readers pro-
duced a higher proportion of graph1ca11y(s1m1]ar errors (32 percent)
than did better readers (18 percent). '

' In agreement with Au (1977), K. Goodman and Y. Goodman (1977)
refer to a study reporting on the use of graphic information used by
sixth, eighth, and tenth grade readers. The poorer readers in low
reading achievement groups in the three grades were found to be using
more graphic information than better readers in h1gh reading achieve-
ment groups

" The present researcher expected below average reading achiévers
in grades one and two to be prdcessingAsome of the graphic information
from the text by producing graphically similar errors. Findings of
Au (1977) and K. téoodman and Y. 'Goodman (1977) support this expectation
although these researchers are in disagreement with findings of Weber

-(1970b) C]ay (1968) Coomber (1972), Brody (1973) Cohen (1974), and
E. Burke(1976)regard1ng which readers, better or poorer, processed

‘more of thevgraphié information during oral reading.
A . .

Stages of Development in Learning to Read

“

Stages of deve]opment in 1earn1ng to read have been proposed
on the bas1s of ora] reading miscue analyses. This discussion of stages
of development described by Biemiller (1969) and Fleming (1974) i
of particular importance to the present study in that the present
researcher investfgate& whether below average readers in grades one
and th could be placed into one of five stages projected by Fleming

or into his stage four or five as redefined by the present researcher,
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on the basis of proportions of miscues produced during oral reading |
of total passages in May.

Stages of Development in Learning to Read
for Grade One Proposed by Biemiller (1969)

L4

Biemiller (1969) conducted a lTongitudinal study of oral reading
errors made by 42 children in two first grade classes from October to
May. By analyzing oral reading prkors of these children, Biemiller
investigated the dévelopment of use of contextual andbgraphic informa-
tion in word identification as these children learned to read. Three
Phases or stages of deve]opmenf (pre non-response, non-rééi\ se, post
non-response) were identified based on percentages of contextually
(syntactica11y and semantically) acceptable, graphically simiTar,
and non—responsé errors. Biemiller noted that a high proportion of
grade one children's errors in the pre non-response phase were
contextually constraiﬁed as well as restricted to Qords taught; Errors
in this phase very rarely showed graphic resemblance to the text
indicating grade one children in the pre non-reéponse phase of develop-
ment relied heavily on context during the reading task.

The pre non-response phase was followed by a non-response phase.
This second phase was marked by a preponderance of non-response errors
in which grade one children did not verbally attempt to pronounce én
unknown word. The grade one reader did, however, visually attend to
" the word in what B%emi]]er suggested was an attempt to progess the
graphic information. Conversely, children in phase one, instead of
attempting to process graphic information, generally resbonded to an
unknown word by substituting a contextually constrained word already

taught.
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Following the non-response phase Biemiller noted a post non-
response phase characterized by both contextually and graphically
constrained errors. Biemiller reported that throughout phases one to
“three the percentage of contextually constrained errors we;e higher
than the percentage of graphically constrained errors a]though/a
slight decline in contextué1 errors was noted in fhe second phase
followed by an increase in these errors in the final phase. The
crucial factor separating the good from the poor reader was observed
in the use of graphic and contextual information simultaneously.
During the first two stages, pre non-response and noh-response stages,
"ﬁETémiliér reporéed that about 30 percent of graphic substitutions
" were contextually constrained whereas in stage three, the post non-
response stage, about 70 percent of graphic substitutions were
contéxtua]]y constrained indicating simultaneous use of graphic and
contextual information by grade one children in the third stage.
Children whb proceeded to the non-response stage early in the year,
making increased use of graphic information, were the better readers
at the end of grade one.

While Biemiller -(1969) reported on a class of grade one
children, the present study analyzed oral reading errors of below
average reading achievers in grade two as well as grade one. The ;
percentages of graphically and contextually constrained errors repOrtéd
in the post non-response stage three described by Biemiller are of |
particular importancedand interest to the present study. Biemiller
reported that the use of contextual information by grade one subjects

remained high throughout the three stages (pre non-response,
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non-response, and posf non-response stages) although a slight decline
in the use of contextual information was noted in stage two. These
same grade one subjects demonstrated a gradual increase in their use
of graphic information as they progressed through developmental stages
but in the final stage of Biemiller (post non-response stage three),
the percentage of graphically constrained errors produced by grade one
readers was loyer than the percentage of contextua]]y'constrained
errors. In recognition of this finding, the present study redefined
Fleming's (1974) latter stages four and five to account for Biemiller's
reported lower percentage of. graphically constrained errors compared
to percentage of contextua]]y constrained errors.

As the reader will remember from Chapter 1, ¢ tage four
) criteria projected by Fleming specified that of the Lal number of
errors, at least 50 percent would be graphically similar but less than %ggf“‘
50 percent would be semantically or syntactically acceptable. The F
stage five criteria projeeted by Fleming specified that of the total
number of errors, more than 50 percent would be graphically similar
and at least 50 percent wou]d be semantically or syntact1ca11y
acceptab]e The reader of this research will also remember that an
error produced during oral reading can often be classified into more
than one of three categories (graphic similarity, syntactic accepta-
b111ty, semantic acceptability), therefore the percentage of errors in
any one stage does not necessarily equal 100 percent. |

| The present researcher, in redefining Fleming's stage fodr,

specified that of the total number of -errors less than 50 perced%

would be graphically simiier and at least 50 percent would be

'

%
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syntactically or semantically acceptable. In redefining Fleming's
stage five the current researcher specified that of the total number
of errors, at least 50 percent would be graphically similar but more
than 50 percent would be syntactically or semantically acceptable.
Therefore, this researcher hypothesized that below average readers
in grades one and two achieving in deve}ppmental stages four or five
would make simultaneous use of contextual (syntactic and semantic)
and graphic information although their use of contextual information
would exceed their use of graphic information on tota] passagés.
Studies reporting on below average as well as average and above
average readers' use of syntactic and graphic information (Clay, 1968;
Allen, 1969; Burke and K. Goodman, 1970) indicated readers of different
proficiency levels processed/; greater percentage of syntactic than
graphic information during oral reading.

Over the period of one year, Clay (1968) examined the oral
reading behavior of 100 first grade readers assigned to one of four

groups on the basis of their oral reading proficiency 1eve1 1ow; t

lTow middle, high middle, and high. She found that the four groups
generated a h1gher percentage of syntactically acceptab]e errors
(72 percent) ¢ compared to the percentage of graph1ca11y~s?m11ar grrﬁ?si

(41 percent).

B
oy

Another study 1nvest1gat1ng oral reading errors vn'&' ms of .~
their grammatical appropriateness and graphic s1m11ar1ty to.tﬁe

- expected response was conducted by Allen (1969). SubJectSase]ected

for his study included 15 average readers, five each froy grages two,

four, and six. Allen also included phonemic and semantig Aq1§tionship;
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in the analysis and found that the syntactic relat1onsh1p was the
highest of the four relationships studied for average readers in
grades two, four, and six. In other words, these readers produced a
higher percentage of syntactically acceptable errors than graphically
similar, phonemically similar, or semantically acceptable errors.

In agreement with Clay (1968) and Allen (1969), Burke and
K. Goodman (1970) conducted a study of a fourth orade profiqient
reader's miscues and found this r@hder's miscues were more contextually
acceptable (82 percent) than graphically similar (60 percent) to the
originaT text.

The findings of Clay (1968), A11ep (1969), and Burke and K.
Goodman.(1970) are of particular relevanée to the present study in
that this researcher expected that the percentage of contextually
acceptable errors for below average first and second grade readers,

achieving in Fleming's stages four and five modified by the present

researcher, would exceed the percentage of graphically constrained
2 " ;
errors for these readers. o

?

juf; Stages of Development in Learning to Read
- for Grade One Proposed by Fleming (1974)

Fleming (1974) in a follow up study to Biemi11er,‘investigated
. the possibility of placing 40 grade one readers into stages of develop-
ment of learning to read on the basis of oral reading miscues attained
during one testing session in April. As indicated in Chapter 1 of
this study, Fleming originally began with three stages (pre non-
response, non-response and post non-response) found by Biemiller but

during a‘pi1ot study found it necessary to project five stages to
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incorporate readers' individual differences. Fleming's projected
stages one and two were comparable to Biemiller's pre non-response

stage one and non—respbnseﬁstage two in Whieh first grade' readers

R

progressed'from producing predominantly. contextual efrors and few
non-responseswto produping an increased number of non-response errors
in stage two. While Biemiller found grade one readers in his post
non-response stage three to be'processing a highef percentage of
c0ntextua1 (syntactic and semantic) information ‘than graphif infdrma-
tion, Fleming projected that in his stage three grade one readers
would process less than 50 percent of graphic and less.than 50 percent
e% contextua],information; In-other words, Fleming suggested that of
the total number of errors produced by grade one readers, less than
50 percent would ae Qraphica]]y similar to the text word and less
‘than 50 percent would be syntactically orJSemantically acceptable.
F]emiag projected two additional stages, beyond Biemiller's three_
stages, 1n‘Which the percentage of grabhic errors produced by first
grade readers would exceed their pefcehtage of contextual errors.
Subst1tut1ons, m1spronunc1at1ons, omissions, 1nsert1ons,
.and non- response errors were recorded by Fleming wh11e subJects read

(1) the f1rst five passages of the Diagnostic Read1ng Scales (Spache,

1963) designated as base passages by Fleming, (2) base passages as

wel] as add1t1ona] passages on Diagnostic Read1ng Scales (Spache,

1963) to exceed the number of e “ors specified by the test author
c- ated as ceiling passages by Fleming, (3) passages on D1agnostic
Reading Scales (Spache 1963) in which more than 12 percent of the

total number of words were miscued des1gnated as the 12 percent

¢
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passage by Fleming.

Fleming confirmed that grade one ch1vg;%n with h1gh average, o

[

and Tow read1ng ability could be placed %u

R 1

dlscrete stages of
development in 1earn1ng to read by ca]cu]a”(hg percentages of miscues
made while orally reading base and ceiling passages When compared
with base and ceJI1ng criteria, the 12 percent passage was less
successful in discriminating between stages.

In View of these findings regarding the base, ceiling, and
12 percent criteria of F]emjgg, the present study used criteria
similar to Fleming's cei]ing but\renamed his ceiling criterion as

total passage. - Renaming Fleming's ceiling criterion was done in order

to avoid confusion with ceiling passages on The Gray Oral Reading_jest

(defined by the test authors5as two consecutive passages in which

readers produced seven or more errors). ., Like Fleming's ceiling

criterion, the total passage criterion set by the present researcher
included all passages read by subjects thereby including base passages

(designated by this researcher as the first three passages on The Gray

Oral Read1ng Test) and passaoes up to and including two consecutive

ceiling. passages on wh1ch subjects produced seven or ‘more errors.
Regardless of the cr1ter1on used bx Fleming (base, ceiling,

or 12 percent) no chi]dren were achieving in stage one in April. ©

Fleming suggested that since his study was conducted in April, children

may have been beyond stage one due to e1ght months of instruction

although Biemiller did f1nd three children in stage one at a s1m11ar

time of year. The present researcherireta1ned stage one of F]em1ng |

since his stagé one was comparable to Bj@nﬁj]er's pre non-response

&
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stage one (high number of contextually constrained errors and low
number of graphically constrained errors) in ‘Which Biemiller found
three children in May, the same time of year as the present study.

| Fleming also noted that his stages thiee and four did not
differ throughout the study and so coéﬁ]uded that these stages three
and four should be conflated for further'research. However, in order
for the present researcher to attempt fg confirm this finding
reported by Fleming, his stagés thfee and four were\not conf]ated
for the present study. As the reader will femember, Fleming identified

stages in reading on the basis of percentages of oral reading errors

produced by first grade readers while reading Diagnostic Reading

Scales (Spache, 1963) while this researcher identified stages 1in
reading based on percentages of oral reading errors produced by below

average first and second grade readers while reading a compérab]e test,

The Gray Oral Reading Test. Since the Diagnostic Reading Scales and

The Gray Oral Reading Test were con%gderéd by this researcher as

comparable tests  (see support in next chapter);'it was expected that
Pt
g%émtages of errors produced

. / . o
by first and second grade readers while reading The Gray Oral Reading

following stage identification based,on pe

‘Iggg, an éttempt to confirm F]eﬁing's conc1usion'regardipg conflating
his stages three and four would be possible.

| In addifion to éndeavoring to place below average grade one and .
two reading achﬁevers into one of Fleming's five stages'of development
in reading, this-reSearchef attémpted to p)ace subjects in grades one
and two into either stage four Qr.five 6f Fleming which wefe kedéfined

by theApresent;researcher. Stages four and five of F1eming were

¢
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redefined by this researcher to account for findings noted by Bijemiller -
in his study of grade one readers in which the percentage of contextual

errors exceeded the percentage of graphic errors.

‘Factors Influencing Oral Reading Strategies

&

Factors influencing oral reading strategies discussed in the

following section include: method of reading instruction and level

[N

of passage difficulty.

The Influence of Instructional Reading
Methods on Oral Reading Strategies

.nThe main purpose of studies reviéwed‘was to examine whether a
relationship existed between children's mode of reading insfruction
~and or§1 reading strategies. Most researchers, reviewed in the
following section, compared Qra] reading errors of two groups of
children each taught by a different reading. method: a phonic method
or a word method. For the purposes of this study, Harris and Hodges'
(1981) definitions of phonic method and wo?d method will be used to
avoid confusion regarding the exact megning of such térms. A phdnféf
method defined by Harris and Hodges is: "a way of teaching reading]jn ‘
which the sounds represented by letters and 1é§§er4éombinationsf6re
emphasized in Tearning to identify word§; sometimeélca11ed phdnetic
method." A word method defined by Harrif and Hodges (1981) is:

"a way of teaching reading ih,whigﬁéa's;bstantia1 number of words are"
learned as whole units for readingvbefore word analysis is started."
‘ Findings reviewed in the fo11ow1ng~sectibn indicated that

different instructional methods do influence the pattern of word



recognition errors produced during oral reading.

The Nelson Language Development Reading Program (1977) was
used to teach children below average in reading achievement in grades
oﬁe and two who were selected for the present study. The authors of
The Nelson Lahguége Development Reading Program (1977) suggest that:

The skill development part of a reading program should assist
children in confirming their insights about how to get meaning
from print. It should deal with material in terms of units of
meaning, beginning with the largest unit (the whole selection)
and preceding to smaller units (paragraphs, sentences, words,
.and word parts). (p. viii) . )

According to Harris and Hodges' (1981) definitions of phonic method and
word method@~TheﬁNelson Language Development Reading Program seems to
emphasize a word method over a phonic method of teaching reading.

The purpose’of this investigator.was‘not to inVestigatevthe
inf]uence of the instructional method on children's reading strategies,
but to examine stages of development in learning to read. projected by
Fleming (1974) and redefined by the present Fesearcher based on oral
reading errors of below average readers in grades one and two. Errog§'

produced during oral reading may be a function of fhe instructional
v . .

approach as opposed to development. Chall (1969) raises this issue:

The most obvious question that arises is whether the same kinds

of errors and paqtitu1ar1y the developmental phases described

by Biemiller, would be found among first graders taught by other
than basal reader programs? Is it possible that the particular
methods and materials by which these children were taught (with
their use of illustrations, their emphasis on reading for meaning,
the learning of a limited number of sight words first with a slow
introduction of phonics and -the relatively limited vocabulary load)
influenced strategies they used to recognize words? Or are the
strategies part of a general developmental sequence in learning to
read, irrespective of the methods and materials used? (p. 565?

In view of the © :ue raised by Chall as well as findipgs

indicated in studies reviewed in this section, this researcher felt

;
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it necessary to report the instructional approach used as a possible
factor in'stages of development in the process of learning to read‘of
below average reading achievers selected for the present study.
Examining the effects of instructional methods on reading strategies
is d1scusseg as a suggest1on for further research in the final chapter
but is outside this present study.
| A study conducted by Elder (1971) compared the oral reading
achievement of a group of Scotiish and a gro&pof American children
after two and one half years of reading instruction. Scottish children
were taught by a phonic method which emphasized recogn1t1on of shapes
-of separate letters, groups of 1etters, and whole words, and associa-
tion of appropriate sounds with those letters or collection of letters
(Bullock, 1975) while American children were taught by a word method

emphasizing, as Harris and Hbdges (1981) would state, whole word

1eafning. Scottish children taught by a phonic method produced more

mispronunciations while reading passages than American children instruc-

ted by a word method. A significantly greater proportion of substitu-

tions produced by the first group changed the sentence meaning .and

remained’ﬁncorrected. Elder suggested these findings were related to ‘a

phonic method of reading instrucé%on which placed less emphasis.on word
meaning. In contrast, the American group exhibited a larger proportion
of real word substitution errors per total errors compared with the
Scottish group. In analyzing overall errors and reading rates, v
the Scottish phonic instructed group showed fewer word recognition‘

errors and were consequently more accurate but slower in reading than

>the American word instructed groug;yho showed*de ed accuracy but
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.increased reading rate.

| in a simi]ar investiéation Barr (1972) selected 41 prereading
first gradg;cb11dren to examine whether the1r error patterns could be
a function of instructional method. While Elder (1971) ana]yzed oral
read1ng errors produced. wh1]e reading passages, Barr (1972) analyzed
errors made on isolated word lists. Children instructed by a sight word
method, defined by Harris and Hodges (1981) as whole word learning,
substituted an aural response from words taught. In contrast, the
ehildren instructed by a phnnic method showed a high proportion of
 words other than those taught; a high number were nonsense words or
‘non-résponses. More graphically constrained responses were noted for
the phonic instructed group than for the sight word instructed group.
In view of these findings, it was indicated that different instruc-
tional methods influenced the pattern of word recognition errors. In
comparing error patterns supplied by phonic and s1ght word instructed
children with error patterns found in Biemiller's (1970) three stages,
Barr concluded that the error patterns of ch1]dren 1nstructed by a |
phonic method correlated with Biemiller's noniresponse stage two " wh11e
children instructed by a sight word method correlated to Biemiller's
first.stage.

In- another study investigating the 1nf]uence»of instruction on

reading strategies, Barr (1974) confirmed earlier findings that ’ Y
subjects ta%ght by a phonic strategy emphasizing letter-sound relation-

"~ ships were not constralnedﬁﬁy words previously tauaht while subjects’

using a word method or word meaning strategy were constrained by

prey1ous]y learned reading wards. Subjects included in the study were-
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While researchers previously reviewed compared oral reading

32 first grade children.

errors of children taught by two different approaches, Cohen (1974) H
analyzed oral reaqing errors made by 50 children instructed by a
phonic method. Results reported over an eight month period indicated
an initial preponderance of non-response errors for both good and
poor readers. Cohen suggested éar]y training in the use of lefter
sounds accounted for th%Q‘finding. Good readers shifted their
strategy from producing novresponse to producing nonsense words
and then to word substitutions that were graphically closer to the
stimulus. In contrast, at the end of thé eight month period, nonsense
errors generated by poor readers were high. Cohen concluded that
" the better readers shifted to use of nonsense words earlier in the
year than poorer readers. Nonsense errors appeared to be a function
of phonic instruction emphasizing blending of letter sounds.

Consistent with previoué]y reported findings, DeLawte;‘(1975)
showed children instructed in a phonic method produced twice as many
non-words as real words. 'The children taught by a word method, des-
cribed in Harris and Hodges (1981) as emphasizing whole word learning,
offered a higher percentage of real word miscues than non-words showing
Tittle graphophonemic similarity to test words. Both groups supplied
undi fferentiated proportions of syntactita]]y acceptable and semanti- |
cally acceptable real word substitutions.

Another study investigating the effect of instructional method
on oral reading errors was conducted by‘Norton (1976). - She observed

that a greater number of non-words énd words with high graphic
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similarity to the text word were produced by both high and low ability
first and third grade children instructed by a phonic method empha-
'sizing, as Harris and Hodges (1981) stafed, sounds representing letters
and letter. combinations in word identification. Children instructed by
an analytic eclectic meaning approach, emphasizing whole word learning,
relied heavi]y on semantic acceptability of the passage and corrected
errors which distorted meaning.

More recently another investigation which selected two differ-
ent approaches for beginning readers was conducted by Dank (1977) to
determine the effect of instruction on oral reading errors of‘second-
grade children. Goodman and Burke's taxonomy (1972) used to analyze
oral reading miscues produced by subjects while reading a story (509
words in length) indicated that the children taught by a phonic method
generated more oral reading miscues that were high in graphic similarity
as well as sound simi]arity to the expected story word. The children
taught by a language experience approach emphasizing whole word
1éarning broduéed a greater proportion of miscues that did not aTter
the author's message. Dank proposed that the difference between the
miscues generated by the two groups was attributable fo differences in .
the réading instructional approaches. The language experience approach
emphasi;edrobtaining meaninq ﬁﬁﬁm print whereas the phonic approach
focused on processing written symbols. |

. Most recently Ramig and Hall (1980) investioated gésging
strategies of first gfﬁde children taught by a language Q%Qé;ience
method emphasizin§ whole wbrd 1earning (Harris and HoQgegl 1981) and a

basal reading program consisting of rigidly controlled vocabulary and
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sequence of 1éarning experiences (Harris and Hodges, 1981). An ahalysig
of first gradé,children's errors made while reading a 140 word passage
at grade one 1éve1 indicated that children instructed by a basal and

a Tanguage experience method supplied undifferentiated error patterns,
therefore uti]izéd graphic, syntact{c, and semantic cues about equql]y.
In explanation of these findings, Ramig and Hall suggested that the
level of passage difficulty may have been a factor contributing to

the lack of differénce between the two groups. The language experiencé

instructed group did, however, differ from the basal ihstructed group

in generating more real words substituted on a word reading task.

taught by a Nelson Language Development Reading Program which emphasizes

\.

The present s;udy invéstigated oral reading errors of children ;
|
, 1earning units ‘of meaﬁing, beginning with the largest unit (the whole |
selection) and preceding to smaller units (paragraﬁ?s, sentences,
words, and word parts).r The present researcher expected below average
reading achievers in grades one and two to demonstrate reading
strategies simi]ar~to;reading strategies of children taught by a word ‘
meaning approach; broducihg real word substitutions and few nonseﬁse
~errors. This investigator assumed a stage of development, following
non-response errors, in which children produced nonsense words (Cohen,
1974) would not be exfensive]y used by children taught a word meaning

emphasis approach. \

4
A 4

The Influence of Passage Difficulty \
on Oral Reading Strategies :

| A few researchers (Biemiller, 1979; Kibby, 1979; Christie and \

Alonso, 1980) investigated effects of passage difficulty on children's
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oral reading error patterns. Studies reviewed consistently reported
the qualitative aspect of reading errors'changed as readers progressed
from less to more difficult passages. The following discussion is of
relevance to the present study in that this investigator expected
below average readers in grades one and two to make qualitatively
different errors as they read passages that progressed from the less

difficult base (first three passages on The Gray Oral Reading Test)

up to and including the more difficult ceiling passages (two consecu-
tive passages on which readers made seven Or' more errors on The Gray

Oral Reading Test).

A study conducted by Biemiller (1979) compared use of graphic,
synta;tic, and semantic information of grade one readers with various
proficiency levels as they read passages of increasing difficulty.
Results indicated that as passages became chreasihgly difficult,
poorer readers made proportionate]y fewer non-response errors than
did better readers. "Biemiller concluded that the poorest readers used
graphic information 1esslefficient1y than other réaders when reading
difficult material. In contrast, the better readers shifted from a
high proportion of contextual errors on easier passages to pr0p6rtion-
ately more non-response and graphic subst1tut1on errors on more
d1ff1cu]t passages.

While Biemiller studied better and poorer readers, Kibby (1979)
focused on 46 fourth, fifth, sixth, and seventh grade disabled readers
while reading difficult and less difficult passages. Findings reported
by Kibby indicated that réad1ng strategies of disabled readers were

affected when reading the difficult passages; 76 percent of all
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. readers showed inefficient use of grammatical relationship on the
difficult passage. |
A study by Christie and Alonso (1980) confirmed findings of
Biemi]]er (1979) and Kibby (1979) in that reading error patterns wefe
significantly affected by difficult passages. Average readers in
first and third grades read a series of increasingly difficult passages
~until frustration level was reached. These re;ders made errors which
were higher in graphic similarity, grammatical flunction, and gram-
matical acceptability and lower in semantic acceptab?]ity when reading
difficult material. These findings indicated that strategies on
difficult material emphaéized student attgnt%on to graphic and
grammatical information rather than meaning.

The present'study asked children to read total passages which

included: base passages (first three passages of The Gray Oral Reading

Test) and total passages (passages up to and including two consecutive
passages on which the reader made seven or more errors). It was
N

expected by the bresent researcher that all.below average readers in

grades one and two would read base passages without exceeding the

number of errors specified by the author of The Gray Ora Reading Test,
suggesting that these passages would not be at frustration level for
any of the subjects in grades one or two. Total passages on The Gray

Oral Reading Test did include two consecutive ceiling passages on

which children were expected to exceed the number of errors specified
by the test author. Therefore, it was assumed that the last two
consecutive passages read by each child would be. the most difficult

at frustration reading level. This researcher expected below average



readers in both grades one and two to produce quantitatiQe]y and
qualitatively different errors while reading base passages and

Y
T

passages up to and including two consecutive ceil%ng passages.

Summarx

This chapter discussed the following areas: function of error
analysis in o}a1 reading, sensitivity to contextual constraints of
Tanguage demonstrated by young readers, sensitivity to graphic
constraints of thé printed word demonstrated by young readers, stages
of development in learning to read, and factors inf]ueﬁcing oral reading
strategies. Conclusions from these studies were drawn:

1. Miscue analysis is a widely used tool assessing children's
use of graphic, syntactic, and semantic information during oral reading.
2. A1l readers, regardless of readfng proficiency level,
-demonstrated sensitivity to contextual constraints by producing

grammatically acceptable errors.

3. Better rgader? produced proportionately more syntactically
and semantically acceptabTe miscues than poorer readers and therefore
appeared to make increased use of contextual constraints than did
poorer readers. | |
| 3. Use of contextual information increaged as beginning
readers matured.

4. The proportion of syntactically acceptéble miscdés was
higher for most reader§ than the proportion bf semantically acceptable
miscues. | |

5. Better readers corrected a greater percentage of errors
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than did poorer readers e;ﬁg;1a11y errors t#hat changed the meaning
of the text.

6. AN régﬂers, regardless of proficiency level, identified
a greater number of words in contextual situations than in isolation.

7. Better readers generated proportionately more graphically
similar errors than aid poorer readers indicating more efficient use
of the graphic information.

8. Use of graphic information increased as beginning ;eaders
matured.

9. Stages gf qevelophent in the process of learning to read
described;fqgﬁbeginning readers suggested that these readers do make
diffgrent‘use/of cghtextua] and graphic information when learning to
' read.
10;1NBeginning readers préduéed a higher proportion of con-

: textUaT1yvacceptab1e errors than graph{ca1]y similar errors.

| . Il.l Ivstfuc;iona] methods employed to teach reading seemed to
Tnf]uencelthiﬂdrén's,oral reading strategies; word method instructed
chderéh préduced:rea1 word substitufioné from words taught whereas

: phonfa ihstrhcted chi]dren:ﬁfoduced nonsense words, words with high
grapﬁic-sihiiarity to the text and more words previously not taught.
" 2. Leve]fof passage difficulty seemed to influence chiidren’s
oral kééding strategieg-and the subsequent qualitative (graphic,
syntactic, and semantic) errors produced. '

Each of these twelve points was considered in the analyses

of chi]dren‘saoral reading miscues produced while reading total passages

of The Gray Oral Reading Test for the present study.

-
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(//P' ’; Chapter 3

THE EXPERIMENTAL DESIGN

This chapter will descr]be the design of the study, method of

samp]e se]ect1on, test 1nstruments 1nc1ud1ng their va11d1ty and

re11abﬂ11ty, and data collection and analyses.-

Design of the Study

The purpose of this study was to examine stages of deve]opnent '

1n learnwng to read of ch11dren below average 1n read1ng achievement
in grades one and two in May. The present study is in part a replica-

tion but also an extens1on of F]em1ng s study (1974) 1n wh1ch he found

it poss1b1e to p1npo1nt stages 1n 1earn1no to read of ch11dren with

h1gh average and 1ow read1ng abi]1ty in grade one dur1ng a s1ng1e

‘test1ng sess1on 1n Apr11

The present study rep]1cated F]emwno S research by analyzing

grade one ch11dren s oral read1ng errors for graphlc s1m11ar1ty,
VY

‘syntact1c acceptab111ty, semant1c acceptab111ty,and non responses

during one tést1ng session in May 1ngorder to “help teachers place

these grade one ch11dren 1nto stages of deve]opmedt in read1ng and to

'help teachers \dent1fy be]ow\average readers. The present study

d1ffered from and extended F]em1ng 3 research in the fo]]ow1ng ways :
(1) Wh11e F]em1ng selected a range of subJects from* h1gh to Tow read1ng
ach:evers in grade one, th1s study focused on the below average

eaders in grade one in order to. obta1n a clearer dcscr1pt1on of one

— oy i ~ o - ‘
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discrete group of readers. (2) While Fleming pinpointed'stages of
development in read%ag'on.the basis of arade one readers' miscues,
the present study'inCTUded an analysis of oral reading miscues pro-
duced by below average reading achievers,fn gra&e two. '(3) The
present study retained fiVe‘stages of deve]opment of Fleming but, in
addition, modified Fleming's stages four and five. ”Stages"one two;

and three of Fleming remained unchanged for the.present studyx’ Data

g

were analyzed using Fleming's original five stages as well a;ithe
modified stages’ four and five. It was expected by this 1nvest1gator
that chi]dren, below average in read1ng achievement 1n grades one and
_two, would be performing in one of five staaes of devé]opment in
reading of Fleming or in one of two stages oﬁtﬁevelopment in reading
modified by the present researcher.

' In order to p1npo1nt wh1ch stage of deve1opment of F1em1ng or
of t;e present researcher that ch11dren were perform1ng in basedgon

, read1ng mwscues, each subJect read orally total passages; including

base passages (first three passages on The Gray Oral Reading Test)

and- passages up to and 1nc1ud1ng two consecut1ve ceiling passages on

the same test, that 'is, passages on which seven or more miscues were

)

'produced,on The Gray”Ora1 Reading Test. Four comprehension questions

as set out 1n The Gray Oral Read1qngest per passages were then asked

following ora] reading of total passgges Pr]or to read1ng total -
-passages, each subject read orally a corresponding list of randomly
¢ ' v ,

ordered . passage words‘

69

L Neg1n (1981) examined the order effect of present1ng an 1so]ated '

word 11st contain1ng story words pr1or to or f0110w1ng the story He

1
]
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random]y assigned 51 grade one and 51 grade three subJects to one of

the foﬁ]owing three cond1t1ons (1) list/list cond1t1on in which the
subject read and. reread the same list of words; (2) ]1st/story condition
in whxch the subject read a word 1ist containing story words prior to
reading the story; (3) story/list condition in which the subJect read

a story and then a 115t of words contained in the story. Subjects 1n
grades one and three read words in the appropriate condition at an

"easy" level (pr1mer level for grade one and grade 32 1eve1 for grade

‘three) and a "hard" level (grade 22 for grade one and an 1pcred1b1e

grade seven for grade three). Neo1n found greater improvement in gain
scores for the, 1wst/story condition than the story/]1st or 11st/11st
cond1t1on. Negin suggestedcthat better performance on the list/story |
cond1t1on compared to the story/11st condition may have been due to
memory 1n that, "Uncerta1nty created in the first exposure of ‘the list/
story cond1t1on may carry over to the second exposure whereas the
complex stimulj of the first exposure in the story/11st cond1t1on could
overload a child's memory capacity" (p. 80)

Negin's study was based on subjects reading one 1list and one
story whereas the present researcher asked subjects to read five to
seven passages and accompanying word lists. For the present study,

a word 1ist was presented pr1or to each story so subjects read a

sequence of 1ist-story-list- -story for five to seven stories. Such a

'vsequence may have been perce1ved by subjects, after the f1rst passage,

- as story “1ist- -story- 11st or the reverse, therefore the order effect

reported by Negin may not be relevant to a presentat1on sequence of

morevthan one list and one ﬂtory.

e
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= Reading of words in 1so]at1on and passages as well as responses‘

- to comprehens1on questions by below average reading achievers 4n grades
one and two were recorded for data analyses. During oral reading of
word 1ists, subst1tut1on miscues produced by grades one and two were
ana]yzed for syntact1c and semant1c acceptab111ty (Potter, 1980). ~ Sub-
stitution, insertion, and omission m1scues produced by these same |
subjects in the sample during oral reading of total passages were
analyzed for syntactic and semantic acceptability, while substitution
and misprondn;iation miscues were ana]yaed for graphic simi]arity}

Non-response errors made by below average reading achievers while

reading total passag*4'3*;e also.recorded. Each below average reader

in both grades one and c -nwas then placed 1nto one of five stages .
fof deve]opment in rejd4 proaected by Fleming or one of two. staaes
mod1f1ed by th1s re;éarcher based on his percentage of graph1ca11y
similar, syntact1c/11y acceptable, semantica]]y acceptab]e, and*non—

response miscue$ out of the-total number of miscues obtained while

reading tota],{assages on The Gray Oral Reading Test. The stage of

deve]opment in read1ng, projected by F]em1ng or redefined by this
researcher, reached by each child in the sample while reading total
paSsages was compared to: (1) his/her achievement on the comprehension

section of the Gates-MacGinitie Reading Test (Hypotheses One and Three);

(2) his/her performance on comprehension quest1ons on The Gray Oral.

v'Read1ng Test (Hypotheses Two and Four). Finally the stage of deve]op--

"’"V

ment 1n read1ng pro;ected by- F]em1ng or redefined by the present

researcher reached by below average read1ng ach1evers in grade one who

scored in stanine four on the Gates-MacGinitie‘Reading Test was compared
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to the stage of development in reading reached by below average reading
achievers in grade two who scored in stanine three on the Gates-

MacGinitie Reading Test (Hypothesis Five). Also the stage of deve]opment

in reading reached hy below average reading achievers in grade one who

scored highest on the comprehension questions of The Gray Oral Reading

Test was compared to the stage of development in read1ng reached by

below average reading ach1evers in grade two who scored lowest on the

comprehension questions of The Gray 0(§l§§£§d1n9 Test (Hypothesis Six).'

Method of Sample Selection

The Samp1ej?hr thiSvstudy has eelecfed from the population of

105 ch11dren in grade one and 125 ch11dren in grade. two e]ementary
classtrooms located in. 2 small urban cente? in central Alberta. The
researcher, from persona] exper1ence Fn th1s schoo] tn? attest.to theg
fact that although teachers were using The Ne]son Language Deve;opment
Reading ?rogram, a more extensive phon}c-instruetion sequénce was added.
-Children described by their teachers as the poorer readers in grade one
(24 children) and in grade two (22 children) were selected for ferther
~ testing after parental perhission had been received;‘vPermission was not
granted for two poorer readers in grade one and three poorer readers in
grade two because the parents fe]t these children were already spending
part of the school day in reSOurce room for add1t1ona1 reading instruc-
tion and therefore cou]d not afford the time involved in participating

in the present study or they reported that the ch11dren requested not

-to be selected for ‘the study. Since.lnagequate 1nteIJ1gence (1ess than

84 on the Slosson Intelligence Test), inadequate viSiohf(determined by

-
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s
chvldren s performance on the Sne11en acuity test administered by the
rural hea1th nurse), and 1nadequate hearing (determined by children' 3@#
performanqe on pure tone hearing screening administered by the rura]
hea]th nurse) may have been factors contributing to below average
reading achievement, theﬂcumu]at1ve fi]es, of children in grades one
and two identified by the1r teachers as below average reading ach1ever§,

were read by this 1nvest1gator On the basis of Eumu1§ lve file

screening. Cumu]at1ve f1#e>$ﬂp0hts on the remaining 44 below average

reading achievers, 22 in grade one and 22 in grade two did not indicate
that these readers had either inadequate vision on the Snellen acuity
test or inadequate hearing on pure tqnsgﬁﬁaring scréenjng administered
by the rural health nurse, so these subjects were retained for
additional testino. ‘ L

The comprehension section of the Gates-MacGinitie Reading Test,

Level. A;Form 1 was administered to each of the 22 first grade readers

and the comprehension section of the Gates-MacGinitie Reading Test,

Level B Form 1 was administered to each of the 22 second grade

readers Both levels-A and B of the Gates- MacG1n1t1e Reading Test

were adm1n1s§§§fd separaggly to groups of not more than five children.
These chi]dren‘wefe asked to match a sentehée or paragraph with one of
- four pictures by shading in the space between two lines of a bar under

the corresnonding picture. The number of cqmprehens1on 1tem§ answered

-
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correctly determined each child's raw score from which a stanine was

derived (Teachers Manual, Gates-MacGinitie Reading Test). Children,

below average in reading achievement in grades one and -two, who scored

below the third or above the fourth stanines on the Gates-MacGinitie

'ReadingATest were rejected'from the study. On the basis of these ’ A

criteria, two readers in grade‘sne and one reader in grade two who &

scored below stanIne three and one. reader in grade one and one reader
in grade two who scored above stanine four were rejected from the
present study. Ch11dren below average in read1ng ach1evement in

grades one and two who scored .at e1ther the ¥h1rd or fourth stan1nes

< uNere reta1ned for the present study. The $ample therefore consisted

)

of a total of 39 ch1]dren, 19 below average read1ng achwevers
in grade one and 20 below average readwng achievers in grade two as
1nd1cated in Tahle 3.1 ) i%ég

Table 3.2 describes the number of below average readers in

grades One and two by their raw scores‘that set them in stanines three

and four on the Gates- MacG1n1t1e Read1ngﬁTest (comprehens1on sect1on)

Details of the. students' scores are found in Chapter a4,

Test Instruments

-

- Tests used to select the sample population (Snellen aeaity

test, pure tone hearing screening, S]osson Intelligence Test, ‘Gates-

MacGinitie Reading Test (comprehens1on section, Levels A and B Form 1)

» as well as the instrument used to collect data (The Gray Oral Reading

Test) winl be discussed in this section.

S



Table 3.1

.?ina1 Sample of Poorer Readers in Grades One and Two Selected

from the General Population of Readers
in Grades One and Two '

Number of ‘ , _ Grade One Grade Two

;\y; Ch%ﬁdrén'ﬁn“the general population | 105 125

Readers identified as poorer by 26 25

their teachers o o ‘

Poorer readers not granted parental oy 3

permission for this study = ° p

Poorer readers scoring less than 84 2 0

on the Slosson Intelligence Test

Poorer'feaders scofing below stanine o 2 1

three on the Gates-MacGinitie Reading Tests

Poorer readers scofing above stanine ‘ 1 1

four on the Gates-MacGinitie Re:: g Tests

20

Final sample of poorer readers 19

A

N
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Table 3.2
Number of Below Average Readers in Grades One and Two by Sex
in Stanines Three and Four as Measured by Raw Scores on
the Gates-MacGinitie Reading Test,
(Comprehension Section, Levels A
‘ and B, Form 1)
.Sex éf" Grade One : Grade Two .
Readers Stanine 3 Stanine 4 Stanine 3 Stanine 4
o 12-16* 17-23 17-23 24-28
' (raw score) (raw score) (raw score) (raw score)
Males | 6 11 3 10
Females o 0 2 4 3
Total 6 13 a1 13

* - .
Range of raw scores as reported for grades one and two in stanines.
three and four on the Gates-MacGinitie Reading Test (comprehension
section, Levels A and B, Form 1).




77

Tests Used in Sample Selection

1. Vision and Hearing Screening 2
‘ The pure tone audiometer used in hearing screening testing of
the sample population provides pure tones at discrete frequencies and
é%@bntrolled output intensify levels. Four different dials on the audio-
meter (frequency dial in Hz, intensity dial in dB, test tone interrupter
dial, and right/left ear dial) allow the tester to regulate the
frequency and intensity levels and deliver the tone to either the
subject's right or left ear. The procedure genera11y accepted for
hearing screening as stated by Anderson in Katz (1978) involves using
"at least the frequencies 1000, 2000, and 4000 Hz at levels no higher
than 25 dB (ANSI, 1969) in the criteria for referral" (p. 53). If
the subject fails to hear the tone at any of these frequency levels,

he is referred to appropriate medical personnel for further testing.

s

The procedure,discussed'here for hearing sctreening was followed by the
health nurse who tested children in grades one and two.

. The Snellen acuity test used in viéion screening of~thé'samp1e
population provides a distanée measure of central visual acuity
(Jobe, 1976, p. 29). Square shaped symbols (Tetters) printed in rows of:
specified sizes are on a chart which is ﬁlaced 20 feet from the child
being examined with the 20/20 line at his eye level. One eye is
tested at a time while the subject keeps both eyes open but holds an
occluder over the eye not being tested. The health nurse who tested
children {ﬁ the samp1e‘popu1ation followed this procedure and referred
children to appropriate medical personnel for further festing if they

failed to recognize any letters on the 20/40 liné.
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2. The Slosson Intelligence Test (Slosson, 1963)

The Slosson Inté]]igence Test is a brief individual test of

intelligence, adapted from the Stanford-Binet Test, but with a lower

base (two weeks) and a ‘higher ceiling (27 years) than the Binet. Thq
author reports product moment correlations between the intelligence

quotients of the Slosson Inte]]fgence Test and the Stanford-Binet Test

ranging from .90 to .98 at each age from four to eighteen and above,‘@ﬁ
derived from a heterogenedus popuTation df 701 individuals (Buros, 1972).
A11;gge5tions on this teéf are presented verbally and require spoken
respohses. Areas tested include: mathematical reasoning, vocabulary,

auditory memory, and information.

3. The Gates-MacGinitie Reading Test (MacGiniti

The Gates MatGinitie Reading Test consists of two separate

sections, vocabulary and comprehensioh designed to cover grades one
to twelve.
a. Vocabulary. Thé vocabulary section measures abi1i£y to
recognize and structuraT]y analyze words in isolatipn. At both
Levels A and B, each-of the 45 items required children to match a word

with one of four pictures.

b. Comprehension. The comprehension section measures ability
to gain meaning from prose‘passages. At both levels, each of the 40
items required children to match a senténce"or baragraph with one of
four pictures. ‘

*Although the Gates—MacGinftié Reading Test consists of a

vocabulary and a comprehension section, only the comprehension section

was used for this study.



~grade one level on the Diagnostic Reading Scales to establish base

. ﬁ& 3
-passages. However, since henotedtf;:?;gwe of the grade one readers% S
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The Gates-MacGinitie Reading Test (Levels A and B, Form 1) is

a standardized achievement test based on Canadian norms of English
speaking students. The test developer include procedures taken‘to
assure validity and reliability (Kuder-Richardson Formula 20 reliability
coefficients—vocabulary .91, compfehension .92) in the Teacher's Manual

of the Gates-MacGinitie Reading Tests, Levels A and B, Form 1

(MacGinitie, Kamons, Kowalski, MacGinitie, and MacKay, 1980, pp. iv-v, -
23-27).

4. The Gray Oral Reading Test (Gray, 1963)

The Gray Oral Reading Test is designed to assess oral reading

skill and to aid in diagnosing reading difficulties. Four forms of
this test are provided, with each form containing 13 passages rang1ng

from preprimer level to adult or co]]ege levels

The Gray Oral Reading Test, a test comparable (see case made‘

~later in Chapter 3) to the Diagnostic Readino Scales (Spache, 1963)

used by Fleming (1974), was selected for the present study primarily
because three passages were available at the grade on® level which.

provided a common starting point for below average readers in both

-grades one and two. The Diagnostic Reading Scales employed by Fleming

offered four passages at grade one level, two passages at grade 1.6 and
two passages af grade 1.8. Fleming asked all his subjects in arade

one to read one grade two passagé’in addition to the four passages at--

Wy i%is
[

exceeded the number of errors specifi by Spache (1963) to terminate .
reading on the first five bassages,‘this researcher 3dnﬁnistered the .

L
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first three passages on The Gray OralnReading Test to ensure estab-

lishing a common starting point for all below average readers in grades

e
)
Al

i,
one and two.

As previously mentioned in Chapter 2, a common starting podnt“

on The Gray Oral Reading Test was established for both grade one and twe

readers in light of previous research (Biemiller, 1979; Kibby, 1979;
Christie and Alonso 1980) which reported that reading errors changed
qualitatively as readers progressed from less to more d1fficu1t passages.
Therefore, this researcher analyzed and compared types'p; errors
produced while subjects read less difficult base passages up to and
including more difficult ee111ng passages (two consecutive passages on
which subjects exceeded the number of errors specified by the Gray

test author) in order to examine qualitative changes in errors.

The Gray Oral Reading Test used‘by:the present researcher and .

the Diagnostic Reading Scales used by Fleming are comparable in that
both tests require the reader to orally read passages of increasing
diffjcu]ty until he reaches‘aicei1ing level in which his errors exceed
the number specified by each testkauthor. In‘addition,'comprehension
questions follow each passage of both tests and require oral answers
from the reader. But there were, however, differences between The Gray

Oral Reading Test and the Diagnostic Reading Scales and these differ-

ences include base criteria, ceiling criteria, and passéges available
at each grade level.
r ~ . Errors produced by be]ow aVerace readers in grades one and two .

wh11e read1ng passages from The Gray Oral Read1qg Test were scored

according to Gray (1963) as gross mispronunciations,® partial mispro-
. o . - [~

- nunciations, omissions, insertions, substitutions, repetitions, and



inverting word worder Hesitat1ons, salf corrections, and repetitions ‘
of less than one word are not errors, but affect.the score by increasing
the time taken. The present investigator reta1ned substitutions
(including inversions), mispronunciations (gross and partial),
onissions, 1nsertions, and self corrections for analyses. Hesitations
were coded as non-responses when the child hesitated for five seconds
before skipping the word or hesitated for ten seconds if attempting
“to pronounce the word. Of the niscues retained for the présent study,
the total number of miscues analyzed (in agreement with Fleming) to
place chi]dren into stages of development in reading projected by hin‘;y
. or modified by the present researcher includedi substitutions,
vmispronunciations, insertions, onissions, and -non-responses.

» Comprehension questions designed to meqSure literal recall

follow each passage of The Gray Oral Reading Test. A comprehension ‘ N

score is attained but not counted in the total 'score on the test

For the purposes of the present study, the stage of deve]opment in

réading, of Fleming (1974) or this researcher, reached by eaph child
was compared to h1s performance on comprehension questions on The Gray
Oral Reading Test. It was expected that grade one and ‘two, readers in |

/ |

the sample who ariswered the highest percentage of comprenens1on

questions would be in a more advanced stage of deve1opment in reading.

Fonﬂhﬂ\of The Gray Oral Reading Test was used a]though forms A, B, C,

and D are ava11ab1e Intercorre]at1ons among grade scores on fo/yg

'A, B C, and D are reported to be at approx1mate1y .98 1nd1cat1ng

consistency among forms. Harris (1n Buros, 1968) . reported that "fdce ;y
o . . .

validity and conStruct validity can be'accepted as being high" (p. 368).

] ' |
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—— Data Analyses ,
v ’
ﬁ%scues ‘ ‘ - . ]
\ ,The.fo11o;1néatypes of ora]-reading miscues produced by below
“avenage reading achﬁevens inyorades«one and two While;;e\ning total
| passages on The Gray Oral Reading Test were ‘ndted for ana]yses -8
a. Substitution. The child nesponds}w1th a "real” word for a
word in the word list or in the passage.
" e.g. here (word 1ist)
her (student response)
'Mother s here/ (passage text) .
Mother is her." (student response)
b. MiSpronunciation;; The chi]d.responds,with a nonsense word |
for a word in the‘word list or in the passage.. |
v e.g. p]@y (word 11st) | _ . " o N
/plfe/ (student response) |
Come and plqy. '(passage text) |

Come and /p]ae/. (student response)

‘c. 'Non-response.' Duning oral reeding the ohi]d7;euses for

at 1eest five seconds before skippfng~a passage word. ’If the child
is attempting to sound out the word; he is:given ten seconqs.beforeﬁ
.being requested to proﬁ%hnce tne next word in the passege

| d. Omission The child Teaves a word or group of words out
~ of the passage w1thout at least a five second pause
e.g. You are a good gqirl. (passage text)

“You are a girl. _ \ (student response)

‘



‘1ater ana]yses. they were not included 1n the total number of miscues.

e. ’insertion. The ch11d'adds-a word or group of words to the
passage. a : T R o “ ‘

€.g.- A caf wanted to find her_kittens. : (passage text)

A cat wanted,to find her pretty kittens (student response)

f. Self Corrections. The ch1]d repeats a. word or group of
words in order to correcc~a_previous error.
e.g. 1Eome and’p]ay. (passage text)
Come ahd oay '(Studentlswinitia1 response)
~ Come and play ~ (student correcc1on) |

Although self corrections produced dur1ng oral reading were noted for

- .

Miscue Analysis

Subst1tut1on miscues produced wh11e reading words in isolation

© were ana]yzed for syntactlc and semantic acce tab111ty (Potter, 1980)
3

and will be compared to subst1tut1on miscues produced in context.

'Subst1tut1ons, m1spronunc1at1ons, om1ss1ons, and insertion miscues

'produced dur1ng oral reading of passages on ‘The Gray Oral Read1ng Test

were ana]yzed in the fo]10w1ng ways as shown in Tab]e 3.3:

a. Gr;ph1ca]]y s1m1]ar. The initial letter of the child's

. N . .
substitution or mispronunciation is the same as the initial letter

- of the printed word.

e.g. I @ant to play. (passage text)
I wish to play. (student response)

b, Syntact1ca]1y acceptab]e The child replaces a word

wifh another word, omits or inserts a word without changing.the

grammatical structure of the phrase (phrase is defined later in

TNk,
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this chapter).

e.g. The ChiId-subStitutes a noun for a noun, a'verb for a

verb, etc., or when the word/words 1nserted or omitted

are grammaticaI in terms of the other wor& at the

phrase’ 1eve1.

(The child's observed responses'rather‘than the expected responses
at-the phrase level were taken 1nto account for error ana1ysis

‘In the following example, the chde s error "brown" would be: analyzed
wfth his error "the" not "a" from the passage and his error "the" is

ana]yzed with his error "brown“ not “black.")

L

e.g. a black dog (passage'text)

¢

the brown dog (student response)

c. Semantically acceptable. The Chde replaces a word with

ahother word, omifs or inserts a word without altering the meaning
of the phrase. | |
;ig. can play with Mother (passage text)

could play with Mother (student response)

The first seven passages of The Gray Oral Reading Test were
‘divided into noun phrases and verb phrases Substitution omissibn,'
~ and 1nsert1on errors produced by below average readers 1n grades one

and two while reading total passages on The Gray 0ra1 Read1ng Test

were then analyzed in one of the following four ways at the phrase
level for syntactic and semantic acceptab111ty (1) errors that
occurred at the beginning of the phrase boundary were analyzed in

terms of the succeeding context, e.g., /ggjfh;-;?f%ens/; (2) errors

85
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‘that occurred at ﬁhg end of the phrase boundary were analyzed inypéhmé
of the preceding context, e.g., /fjdﬁ—a;\hitténs/{ (3) errors tﬁat
occurred in :the middle of the ph?ase’werg‘ané]yied in terms of the
precéeding and §QCCeedihg context within the phrase,ke.g., | | /
z-/fi;a\hgjfi?itens/; (45 one word phra§e errbrs that oécurred‘between
phrasé boundaries were analyzed in férmé of the preceding or |

" succeeding phrasg (within the same sentence). HIn the fo]]owihg
example, the errof "he" occurred betwéen phrases "said Mother" and

"can make sométhing for you" but within the sentence "I can make |
something for you." Therefore the error "he" was ana]yéed with the
succeeding coﬁie#%z”éaﬂ-maké ;omething for you." |

. /said Mother/. - I/ can make.something for you/. (paﬁsage'text)

/said Mother/. He/ can make something for you/. (student
: response)

F]eming“(1974) divided 11 passages on the Diagnostic Reading
Scé]esAinto phrases which he defined as the Towest major constituent
(Latham, 1973). 1In defining lowest major constituent, Latham (1973)

stated:

a surface structure tree except Texical nodes. They are nd
by locating those nodes which are immediately above the lexical -
nodes and deciding whether or not theré are sister nodes to the
lexical nodes. If there are no sister nodes to a specific
lexical node then the node immediately above the lexical node,
f.e., its dominating node is an LMC. If there are sister nodes
to a specific lexical node, then the LMC associated with that
node is the node which immediately dominates all sisters of

the lexical node in question. (p. 190) '

Lowest major constituents (LMC) may be formed from all 'noc;g'in

The surface structure Bhrase marker for the sentence, "He

is an ignorant fool" would be:



\
"

Al

NP (LMC) VP (LMC)
NPro
Lexical and‘
‘N § Sister Node
Level
\

LHe| Lis | | an ' ignorant . fool |

' The present researcher, unlike Fleming, did not define phrase -
as_the Towest major constituent but as noun phrases and verb phrases.
This was done because the present researcher found'when a sentence

was divided into Towest major constituents, many errors occurred at

87

the phrase boundary. It was not known for certain, by this researcher, |

how‘F1eming analyzed errors at the Phrase bbundary for syntactic and'

semantic acceptabi]ity a¥though an exp]anation was .given by him in
his study. Therefore! this researcher did not attempt to replicate
Fleming's lowest major constituent ana]ysis procedure but instead

divided the first seven passages of The Gray Oral Reading Test- into

noun and verb phrases (a noun phrase that followed a verb was
considered with that verb as a verb phrase). The fol]owiﬁg examples

are used to i]lustraté this procedure.

N
"~ -



NPro MV _ NP \
v D/ Adj . N
LHe, L Is an ignorant. fool |

Adv Vi Adv. ~ ~ Prep . Pro

LThe fishy pquickly swam away with it
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Criteria for Detérm1n1n9¥5tagés\of Development
in Learning to Read

"As 1nd{cated in Chapter 1, Biemiller (1969) described three
stages of development in reading for high, average, and low reading
achievers in May. Stage one (pre non-response stage) was characterized
by a preponderance of contextually constrained errors, stage two
(non-response stage) was distinguished by a predominance of non-

R

.response errors, and stage three (post non-response Stage)hgiﬁﬁ

characterized by a high proportion Qf both cbntextua1 and ngEﬁ?éWi
errors. Fleming (1974), in an extension of Biemiller's work,
described the following criteria as determining five stages of develop- °
" ment in reéding for high, aVerage, and low reading achievers in grade
one'in Apri].‘ |

Stage One. Of the total number of substitution, mispronuncia-

tion, non-response, omission, and insertion miscues less than 50 percent

are graphida]]y similar while at least 50 percent are semantically or
syntactically acceptab]e;
- Stage Two. Of the total number of substitution, mispronuncia-

tion, non-response, omission, and insertion miscues at least 50 percent

are non-response miscues.

‘Stage Three. Of the'tQ}al number of substitution, mispronuncia-

tion, non-response, omission, and insertion miscues less than 50 percent

LY

are gnaphica]]y similar, less than 50 percent are semantically or

syntactically accepfable. and less than 50 percent are non-response.

Stage Four. Of the total number of substitution, mispronuncia-

tion, non-response, omission, and insertion miscues at least 50 percent

4
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are graphically ::E&Jar but less than 50 percent are semantica]]& or
' ‘

syntactically acceptah{it (
-~ Stage Fiv Of ‘the total number of subeiituf}bn/ mispronuncia-

tion, non- response, omission, and insertion miscues more than SOAQercent

‘are graphica]]y similar and at least 50 percent are semantically or

syntactical]y acceptable.

On the basis of research reviewed in Chapter 2 (Christie f981;
Burke, 1976; Biemiller, 1969; Clay, 1968; Allen, 1969 Burke ahd
Goodman 1970), this 1nvestigator rev1sed stages four and five
projected by Fleming. The criteria for the fourth and fifth stages
of deve]opment in learning to read modified for below average reading
achievers in grades one and two are listed below:

Revised Stage Four. OFf the total number of substitution,

mispronunciation, non-response, omission, and insertion miscues less

"~ than 50 percent are graphi5a11y similar and at 1east 50 percent are
syntactically or semantically acceptable. This revised stage four is
different from Fleming's stage four, in terms of different percentages
of,projected graphic and synfactic or semantic miscues. Both Fleming's
stage four and this researcher's stage four can be incorporated into
Biemiller's stage three.

Revised Stage Five. Of the total number of substitution,

m1spronunc1at1on, non- -response, omission, and insertion miscues at

least 50 percent are graph1ca11y s1m11ar and more than 50 percent are

syntactically or semantically acceptab]e. This revised stage five is
also different‘from Fleming's stage five, in terms of different

percentages of projected graphic and syntactic or semantic miscues.
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Both Fleming's stage five and this researcher's stage five can also

be incorporated into Biemiller's stage three.

Inter-rater Reliability

The ora]_readin§ errors produced by four subjects (two below
average readers in grade one and two below average readers in grade
two, randomly selected) while reading- orally words in isolation and

words in total passages on The Gray Oral Reading Test were ana]yzed

qualitatively to establish reliability by this researcher and a
former teacher. Words read in isolation by four subjects were
analyzed for syntactic and semantic acceptability while words read in
total passages for the same four subjects were analyzed for graphic
similarity, syntactic accepfabi]ity and semantic acceptability. The
Arrington Reliability Formula (Feigel and Lorge, 1950) was used to
compute the reliability score betwéen this investigator and a former

teacher: 2 x total agreements .
2 x (total agreements and disagreements)

A score of 87 percent was calculated which was considered by this

researcher an acceptable level of agreement.

\
\

Collection of Data

The appropriate comprehension section of the Gates-MacGinitie

Reading Test was administered by this investigator to the below average

grade one and two readers in groups of five in a private room. The
time allotted for the comprehension section for grades one and two
was 35 minutes each. Al but one subject in grade one completed thg

test within the stringent time constraints. This child's correct
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responses on questions he completed within “the time constraints on

the Gates-MacGinitie Reading Test were recorded.

The Gray Oral Reading Test was administered by this investi-

gator to each of the 39 children in the sample on an individual basis

in the room previously used to administer the Gates-MacGinitie Reading

7Test. Children in the sample were asked to read ofa]ly a word 1ist
followed by an accompanying story until they made seven or more errors
on two consecutive ceiling passages. In addition, children were

asked comprehension questions following their reading of edch story.
Oral reading of word lists and passages as well as responses to compre-
hension questions were recorded on tape for further analysis. Total

time involved in administration of The Gray Oral Reading Test approxi-

mated 25 minutes per child.

Data Analyses

The computer facilities in the Division of Educational Research
Services, University of Alberta, were used to analyze the data. Four
types of data analyses described below were used to examine the six
research hypotheses of the present study.

Pearson Product-Moment Correlation
Coefficient

_The Pearson product-moment correlation coefficient was used to
examine whether correlations were‘statistica11y significant between

raw scores, for grade one (hypothesis one) and grade two (hypothesis

three), on the Gates-MacGinitie Reading Test (comprehension sggtion)

and (1) stages of development in reading found by the present researcher
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and (2) four variables in determining stages in reading (percentages of
graphically simi]gr errors, percentages of non-response crfors. per-
centage of syntactically acceptable errors, and percentages of seman-
tically acceptable errors on total passages of The Gray Oral Reading
Test). The Pearson product-moment correlation coefficient was also
used to examine wﬁeth;r correlations were statistically significant
between comprehension scores, for grade one (hypothesis two) and grade

two (hypothesis four), on The Gray Oral Reading Test and (1) stages of

development in reading found by the present researcher, (2) variables
in determining stages in reading (as listed above), and (3) raw scores

on the Gates-MacGinitie Reading Test (comprehension section).

The .05 level of significance was used to analyze all
correlation coefficients. Hopkins and Glass (1978) stated, "Since a

stands for the probability of making a certain type of incorrect

decision, we prefer to keep it small. It is customary to let o equal

.05 or .01" (p. 278).

One-Way Analysis of Variance

Research hypotheses one to four of the present study were
&nalyzed by us1ng a one-way analysis of variance to examine whether

(1) the mean raw scores on the Gatés-MacGinitie Reading Test (compre-

hension section) of first, grade one subjects (hypothesis one) and
second, grade two subjects (hypothesis three), in each of the
identified stages of reading, differed significantly among stages in

reading and (2) the mean comprehension scores on The Gray Oral Reading

Test of first, grade one subjects (hypothesis two) and second, grade



»

two subljects (hypothesis four), in each of the ident!fied stages of
rending. differed significantly among stages in reading.

Scngrfg Myltiple Comparison of Means . !

The Scheffé multiple comparison of means was used to examine

where the difference between stages in reading and raw scores of the
Gates -Magginitig Reading Test (comprehension section) for grade one
(hypothesis one) and grade two (hypothesis three) was statistically
s1gnif1cant.~ The Scheffé test was also used to examine where the
difference between stages in reading and comprehension scores on

The Gray Oral Reading Test for grade one (hypothesis two) and grade

two (hypothesis four) was .statistically significant.

Chi Square

The Chi Square was plqnned to examine the degree of associa-

tion betwedh below aVerage reading achievers in grade one who scored

higher than other below average reading achievers in grade one and

below average reading achievers in grade two who scored lower than

- other below average reading achievers in grade two on {1) the Gates-

MacGinitie Reading Test (comprehension section) raw scores (hypothesis

f1ve) and (2) The Gray Oral Reading Test comprehension scores

hypoihes1s six).

Summary

Following parenta] permission analysis of screening test

results (hearing,,v1sion and intelligence) and administration of the

L d

appropriate level of the comprehension section on the Gates-Machpitie
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Reading Te'st to childrén Judged by their teachers as below average

in reading achievement in five grade one and five grade two classrooms
‘located in a small urhan nter in centra1 Alberta, 19 grade one and
20 grade two children were selected for the present study. Each
-subject in grades one and two read orally total passages which

included: base passages (f1rst three passages on The Gray Oral

" Reading Test) and passages up to and 1nc1ud1ng two consecutive ceiling

.passages on which a reader produced seven or more errors. Subjects
in both grades one and two were then requested to verbally answer
comprehension questions which were asked fo]1ow1ng each passage on

The Gray Oral Readino Test In addition, subJects orally read word

lists conta1n1ng randomly ordéred passage words prior to reading each
passage. Percentages of syntactically acceptable and semantica]]y
acceptable errors produced by each subject in grades one and two,
whi]éjneading words in isolation, were ca1cu]ated. Also, percentages
| ot syntactically acceptable and semantically acceptable'as well as
percentages of graphfca11y similar and non-response errors produced
by'each below average reader fn grades one and two, whﬁ]e reading
words in passages, were ca]CuTated Based on percentages of these
errors. produced while read1ng total passages, subJects were placed
1nto one of five stages of deve]opment in the process of 1earning to ‘
read described by Fleming (1974) or stage four or f1ve of Fleming,
mod1f1ed by the present researcher. The‘s1x research hypotheses were
then stat1st1ca11y ana]yzed by use of Pearson product;nnnent correla-
tions, one-way analysis of variance, and Chi square on the data.'

Findings of the present study are reported in Chapter 4.



Chapter 4

FINDINGS OF THE STUDY

This chapter presents first the data on student performances

on: (1) the Gates-MacGinitie Reading Test (comprehension section,

Levels Axand B, Form 1), (2) The Gray Oral Reading Test (comprehension

questions) and (3) The Gray Oral Reading Test (total passages read).

Secondly, this chapter reports findings of the study for research
hypotheses one through ?our inclusive which are reported statistically
and also the findings for research hypotheses five and six which are
reporfed descriptive]yf , ﬂ;

In addition, this chapter also presents student performance
and ané]ysgs of it as findings for below average reading achievers in
grades one and two on: (1) self correctfon rates, (2) words identified
in context compared to words 1den;ified in isolation, (3) influence of
instructional approach on reading strategies, and (4) influence of
passage difficulty on reading strategies. These four additional

analyses of student perfdrmance were not covered formally by hypotheses

but .offer insights into areas of main focus in the study.

Data on Student Performances

Data on student performances on the Gates-MacGinitie Reading

Test (comprehension section, Levels A and B, Form 1) and The Gray Oral

Reading Testcare shown in Tables 4.1 to 4.7 inclusive. The Gates-

MacGinitie Readina Test scores are-shohn first in Table 4.1 for

96
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Grade Ope Children's (N =

" Level A,

w . Table 4.1

19) Scores on the Gates-
MacGinitie Reading Test (Comprehension Section),

Form 1

Below Average Reading Achievers

Below Average Reading Achievers

Stanine 4 Stanine 3
Comprehension - Comprehension
‘ - (Total (Total
Gradege Subjects Possible = 40)| Grade One Subjects Possible = 40)
Males O 22 Males 14 15
02 22 15 15
03 22 16 14
04 22 7 14
05 21 18 14
06 21 19 12
07 21
08 20
09 20
10 17
1 17
Females 12 22
13 ‘19
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correctly on the same test. %he highest and lowest percentages of

grade one and in Table 4.2 for grade two. Thirteen below average
reading achievers in both grades one and two placed at the fourth

stanine on the basis of their raw scores on the Gates-HacGinitie

Reading Test (comprehension section, Levels A and B, Form 1) while
six children, bel 'verage in feading achievemenf in grade ope and
seven chi]dren,,gi:;: average in reading achievement in grade two
placed at the third stanine on the comprehension section (LévelAA
and B) of the.samé test.

The raw score and perceni~correct on The Gray Oral Reading

Test, -comprehension questions, are shown in Table 4.3 for grade one

and Table 4.4 for grade two subjects. Less than 50 percent of the

comprehension questions were answered correctly by 12 out of 19

grade one children while 7 out of 19 children cokrect]y answered more

than 50 percent of questions on The Gray Oral .Reading Test. The

highest and lowest percentages of comprehensfon questions answeréd
correctly by grade one subjects were 68 percent'and 33 percent
respectively. |

In contrast to findings reported for grade one, all children

in the grade two sample answered more than 50upercent of questions'

comprehension questions answered correctly by grade two subjects were
83 percent and 54 percent respectively. Children in the grade two

as-well as in the gradg one sample read passages up to and including
two consecutive passages on which they produted seven_br more errors

on The Gray Oral Reading Test. Therefore, children in both these

gradés did not necessarily read the same number of passages (the
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Table 4.2

Gra&g Two Children's (N = 20) Scores on the Gates-
MacGinitie Reading Test (Comprehension Section),
Level B, Form 1

Below Average Reading Achievers | Below Average Reading Achievers
Stanine 4 Stanine 3 ”
' Comprehension - . Comprehension
| . ' . (Total - (Total
Grade Two Subjects Possible =.40) Grade Two Subjects Possible = 40)
Males 01 . 28 Males 14 23
02 S B 2
03 28 - 16 17
04 28
- 05 28
06 27 _
07 27 BN
08 27 o T
09 26 |
10 25
Females 11 2 Females 17 23
| 12 27 .18 23
13 v 25 S | Y
| | 20 17
B
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‘Table 4.3

Raw Score and Percent Corréct.on The -Grdy Oral Reading Test,
Comprehension Questions, for Grade One Subjects

L Raw Score on Percent Correct on :
Grade One The Gray Oral Reading Test, The Gray Oral Reading Test,
Subjects Comprehension Questions Comprehension Questions
01 12/20 60
02 - 13.5/20 68
03 ) 12.5/20 v 63
04 o 9/20 B -
05 ©9/20 ' 45 '»
06 13.5/20 | 68
07 11.5/20 1 58
08 11/20 55
09 | 9/20 - 45
10 8.5/20 | 43
1 9/20 . 45
12 12/20 « ' 60
13 7.5/20 ~ 38
14 6.5/20 - - 33
5 1520 38
16 7.5/20 . 38
17 | -~ 9/20 = ' 45
18 gs20 ‘ 43

19 , 8.5/20 *43
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Table 4.4

Raw Score and Percent Correct on The Gra Oral Reading Test,
Comprehension Questions, for Grade Iwo Su Jects

' . - Raw Score on Percent Correct on
Grade Two The Gray Oral Reading Test, The Gray Oral Reading Test,
Subjects Comprehension Questions Compreheqsion.ouestions

01 17.5/28 , ‘ i53
02 - 2028 ' n
03 21/28 | 75
04 - | 20/24 | 83
05 20.5/28 ) 73
06 . 19.5/28 70
07 - 19/28 | | 68
08 16.5/24 69
09 17/24 | 7
10 21/28 ' _ 75
N 22/28 79 \
12 15.5/24 ' S 65
13 19/28 68
14 . 13/24 . 5
15 | 14.5/24 ' 60
16 13/24. * 54
17 1e/24 _ 87
18 14/24 | 58
19 « - 16/28 67

20 o 14/26 | 58
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« total grade one sample read the first five passages while grade two
read the first six or seven passages).
The number and percehtage of errors were calculated for grade

one and two students on total passages read on.The Gray Oral Reading

Ig§g in order to place these students into one of five deve]opmental
stages‘of Fleming or one of stages four or five of Fleming as modified
by the.pregent researcher. Students in both grades were found to be
achieving in one of Fleming's five devé]opmenta1 stages based on an
ana]ysfs of their oral reading errors. The number and percentage of
graphically simi]af, noh-response, syntactica11yvacceptabfe,.and
semantiéél1y acceptable errors produced by three grade one children
and two grade two children on total passages read are presented in
Table 4.5 to illustrate developmental stages one through five of
Fleming. Tables 4.6 and 4.7 show thg number and percentage of errors
made by ‘each grade one and two student on base and total passages

read on The Gray Oral Reading Test and subsequent development stages

in reading.

Research Hybothesis One

The hypothesis states: . Below average readers in grade one who

scored higher than other below average readers in grade one on the

comprehension section of the Gates-MacGinitie Reading Test wi]] reach
a more advanced developmehta] stage in reading as determined by an
'///~~~\aqglx§1§ of their oral‘reading miscues on The Gray Oral Reading Test.

T
- More specifically, children identified by their teachers as

below average in reading achievement in grade ONE and whose raw score
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on the comprehension section of the Gates-MacGinitie Reading Test,

Level A, Form 1 was HIGHER than other children identified as below
average in reading achievement in grade ONE will reach a more advanced
developmental stage in reading as determined by an analysis of their

oral reading miscues on The Gray Oral Reading Test on total passages

read. : : .

Research hypothesis one was analyzed by using the Pearson
product-moment correlation coefficient, a one-way analysis of variance,
and a Scheffé multiple comparison of means. ‘

The Pearson product-moment correlation coefficient§ for grade
one student performances are shown in Taple 4.8. The analysis

revealed significant positive correlation coefficients at the .05

level of significance between raw scores on the Gates-MacGinitie

Reading Testb(comprehension section, Level A, Form 1) and (1) stages

of development in reading found by the present researcher (r = .6202)
and (2) percentage of graphically similar errors (r = .5040). The
positive correlation coefficients indicate that as raw scores for

below averagé readers in grade one on the Gétes—MacGinitie Reading

Tesf increased, higher stages of deve]opment in reading were reached

and the percentage of graphically similar errors on total passages

read on The Gray Oral Reading Test also increased.

The means and standard deviations on the student raw scores

obtained on the Gates-MacGinjtie Reading Test (comprehension section,
Level A, Form 1) and number of chi]dren in each developmental stage
‘were computed for grade one and are shown in Table 4.9. The

sample of grade one readers was distributed from stage one to

106



Table 4.8

Correlation Coefficients for Students in Grade One between Raw
Scores on the Gates-MacGinitie Reading Test

(Comprehension

ction, Leve s FOM

and (1) Stages in Reading, (2) Variables
in Determining Stages in Reading

Correlations with Raw
Scores on the Gates-

MacGinitie Readin
Test (Comprehension

Probability
Section, Level A, Form 1) Scores
r p
I. Stages of Development in .6202 .002*
Reading Found by the
Present Researcher
II. Four Variables in Deter-
mining Stages in Reading
Based on Total Errors
Prodiced on The Gray
- Oral Reading Test:
1. Percentage of Graphically .5040 014>
Similar Errors
2. Percentage of Non- -.2074 .197
Response Errors
3. Percentage of Syntac- .1269 .302
tically Acce Te
Erro
4. Percefitage of Seman- 719 .241

tically Acceptable
Errors

il

*Significant at the .05 level.
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stage four inclusive based on an analysis of their oral reading errors

produced while read1ng total passages on The Gray Oral Reading Test.

“Only one subJect ach1eved in stage one and since a minimum of two
chifzaxgper stagei1s recommended for reliable stat1st1ca1 analysis,
’thevsubjéct achieving in stage one was exc]dded from the statistical
analysis. That one child's raw score was 14. No subjects were

1dent1f1ed in stage five based on an ana1ys1s of their oral reading

errors on total passages read of The Gray Oral Reading Test. - Therefore,

since no subjects were identified in stage five and less than two
‘:SUQjects were identified in stage one, means and standard deviations

for these stages could not be calculated o; reported in Table 4.9.

The means and standard deviations repo;ted’in that same table for

other children achieving in stages two, three, and four show that below
average reaﬂefs in grade one who scored higher than other below N
average readers in grade one7on'the comprehension section of the

‘Gates-MacGinitie Reading Test Level A, Form 1 reached a more advanced

deve1opmenta1 stage in read1ng as determ1ned by an analysis of their

- oral reading miscues on total passages on The Gray Oral Reading Test.
However, the standard deviations reported in Table 4.9 indicated that
the raw scores of grade one subjects by stage were close.

A one-way ana]ysis'of variance was cbnducted to examine whether

the mean raw scores on the Gates- MacGwn1t1e Reading Test (comprehens1on

section, level A Form 1) for grade one subjects, in.each of the
identified stages in reading,;differedwsignificant1y among stages in
reading. The results of this test for g%adé one students shown in Table

4.10 suggest that the differences between the raw scores on the



Table 4.10

Summany of One-Way Analysis of Variance on the Gates-
MacGinitie Reading Test Raw Scores (Comprehension
Section, Level A, Form 1) Over Three Stages
(Two, Three, and Four) as Determined
by Total Errors on Total Passages
Read by Grade One Students

Source of '

Variance Sum of Squares . Mean Squares df - F P
Between A 63.3282 ~ 31.6641 2 3.580 .0536
Groups ,

Within 132.6749 8.8450 15

Groups
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Gates- MacG1n1t1e Reading Test among developmental_stages aoproached

.s1gnif1cance but were not statistically swgn1f1cant at the .05 level.
To examine where the difference between stages in reading and

raw scores on the Gates-MacGinitie Reading Test (comprehension section,

Level A, Form'])'were.statistica]1y significant for grade one, the
Scheffé comparison of means was employed. This test revealed no two

stages were statistically different at the .05 level of significance.

Research Hypothesis Two

The hypothesis states: Below average readers in grade one who

scored higher than other below average readers in grade one on compre-

~ hension questions of The Gray Oral Reading Test will reach a more

~advanced developmental stage in reading as determined by an analysis

of theiF'dfal reading miscues on The Gray Oral Reading Test.

More specifically, children identified by their teachers as

be]ow’average in reading achievement‘in grade ONE and who answered a

HIGHER percentage of comprehension questioné correctly on The Gray Oral

Reading Test than‘other children identified by their teachers as below
average in reading achievement in grade ONE, will reach a more advanced

developmental stage in reading as determined by an analysis of their

oral reading miscues on The Gray Qra] Reading Test on total passages
read. |

As for research hypothesis one, research hypothesis two was
analyzed by using the bearson product-moment correlation coefficient,
a one-way analysis of variance, and a Séheffé mu]tip1e,compar{son of

-
;

means.



The Pear§qn product-moment correlation coefficients for grade
one student performances are shown in Table 4.11. The analysis
revealed significant positive correlation coefficients at the .05 level

of significance between comprehension scores on The Gray Oral Reading

Test and (1) stages of development in reading found by the present
researcher (r = .6008), (2) percentage of graphically similar Lerrors

(r = .4629) and (3) raw scores on the Gates-MacGinitie Reading Test,

Level A, Form 1 (r = .7132). These positive correlation coefficients
indicate that as comprehension scores for the below average readers
~in grade ohé increased, stages of development in reading, percentage

of graph1ca11y similar errors on total passages of The Gray Oral Reading

12

Jest and raw scores on the Gates MacGinitie Reading Test, Level A, Form

.1 also increased.

The means and standard deviations on The Gray Oral Reading

Test and number of children in each deve]opmenta] stage were computed
for grade one and are shown in Table 4.12. As previously mentioned,
the samp]e population of grade one readers was distributed into
stages one to four w1;h one subject cch1ev1ng in stage:one and no
subjects achieving in stage five. That one child of stage one
achicved a raw §core of 43. Therefore, means and standard deviaticns
for stages one and five could not be reported in Table 4.12. The
means and standard deviations reported in that same table for other
children achieving in stages two, three, and four show that below

average readers in grade one who scored'higher than other below

average readers in grade one on comprehension questions of The Gggg

Oral Reading Test reached a more advanced developmental stage in.



Table 4.11

S
Correlation Coefficients for Students in Grade One between
Comprehension Scores on The Gray Oral Reading Test
. and (1) Stages in Reading, (2) Variables in
Determining Stages in Reading, (3) Raw -4
Scores on the Gates-MacGinitie Reading

Test (Comorehension Section,
Level A, Form 1

Correlations with
. Comprehension Scores -
‘ on.The Gray Oral Probability
J ) Reading Test Scores

ro. P

1. Stages of Development in .6008 " .003*
Reading Found by the .
Present Researcher

-3

II. Four Variables in Deter-
mining Stages in Reading
Based on Total Errors
Produced on The Gray
Qral Reading Test:

1. Percentage ¥T Graphically .4629 .023*
Similar Errors : -

2. Percentage of Non-
Response Errors -.2128 .191

3. Percentage of Syntac- | .2668 .135
tically Acceptable
Errors , ‘ £l

4, Percentaée:of Seman- L3412 | .076
- tically Acceptable '
Errors

Raw Scores on the Gates-MacGinitie 7132 . .000*
. Reading Test (Comprehension S
Section, Level A, Form 1)

*Significabt,at the .05 level.
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;reading as determined by an analysis of their oral reading miscues on

The Gray Oral Reading Test on total passages. The standard deviations

By stage reported for grade one students on The Gray Oral Reading Test

shown in Table 4.12 were greater than the standard deviations reported

for the same subjects on the Gates-MacGinitie Reading Test (Table 4.9)

indicating that grade one students showed a greater range of scores

by stage on The Gray Oral Reading Test than on the Gates-MacGinitie

J

* Reading Test.

The results of a one-way analysis of variance for grade one

are presented in Table 4.13 and indicate»tnat the differences between

the comprehension scores on The Gray Oral Reading Test among deve]op-
mental siages were statistically significant at the .05 level.

The results of the Scheffé comparison of: means are shown in
Table 4.14 and revealed that stage two was different from stage four
but not different from stage three and thef stage three was not differ-

ent from stage four.

Research Hypothesis Three

Thé _hypothesis states: Below average readers in grade two
who scored higher than other below average readers in grade two.on

the comprehension Section of the Gates-MacGinitie Reading Test will

reach a more advanced developmental stage in reading as determined

by an analysis of the#L oral reading miscueé on The Gray Ordal Reading
Test. ‘ ‘
More specifically, children identified by their teachers as

below average in readino achievement in grade TWO and whose raw score
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Table 4.13 .
Summary of One-Way Analysis of Variance on The Gray Oral
Reading Test Comprehension Questions over Three
Stages (Two, Three, and Four) as Determined
by Total Errors on Total Passages Read
by Grade One Students

Source of | ,

Variance Sum of Squares Mean Squares  df F P
Between 796.5425 398.2712 2 4.787 0.0247*
Groups ‘ )

Within 1247.8992 83.1933 15

Groups : &

*Significant at the 0.05 level.
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Table 4.14

The Scheffé Comparison of Means on Comprehension Questions
on The Gray Oral Reading Test over Three Stages as
- Determined by Total Errors on Total Passages !
Read by Grade One Students

Stage 2 Stage 3 Stage 4
Stage 2
Stage 3 NS

Stage 4 * -NS

*Significant at 0.05 level.

NS Not significant.
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on the comprehension section of the Gates-MacGinitie Reading Test,

Level B, Form 1 was HIGHER than other children identified as below
average in reading achievement in grade TWO will reach a more advanced

developmental stége in reading as determined by an analysis of their

oral reading miscues on The Gray Oral Regding Test on total passages
read. B |
As for grade one students in hypothesis one, research hypothé§i§
three was and]yzed by us{ng the Pearson product-moment correlation
coefficient, a one-way analysis of variancé, and a Scheffé multiple
comparison of means. 7
The Pearson product-moment correlation coefficients for grade .
_two students are shown in Table 4.15. The ana]ysislrevealed signifi-

_cant positive correlation coefficients at the .05 level of significance

between raw scores on the Gates-MacGinitfe Reading Test. and (1) stages

of development in“reading found,by the present researcher (r = .5939),
(2) percentage of graphically similar errors (r = .4779) and (3) per-
- centage of syntactically acceptable érrers (r = .4794). These positive

correlation coefficients indicate that as raw scores for below average

1readers in grade two on the Gates-MacGinitie Reading Test increased,
higher stages of development in reading were reached and the percentage
of graphically similar and syntactically acceptable errors on total

passages of The Gray Oral Reading Test also increased. Similar positive

correlation coefficients were reported for grade one between raw scores

on the Gates-MacGinitie Reading Test and stages of development and

percentage of graphical]y similar errors on The‘Gray'Oral Reading Test.

However, the correlation coefficient reported for grade one betwéen raw



19

Table 4.15

Correlation Coefficients for Students in Grade Two between Raw
' Scores on the Gates-MacGinitie Reading Test
(Comprehension Section, Level B, Form 1)
and (1) Stages in Reading, (2) Variables
1n Determining Stages in Reading

Correlations with Raw
Scores on the Gates-
MacGinitie Reading :
Test (Comprehension Probability
Sect?on, Level B, Form 1) Scores

r - P

I. Stages of Development in .5939 .003*
Reading Found by the '
Present Researcher

I1. Four Variables in Deter-
mining Stages in Reading
Based on Total Errors

Produced on The Gra

Oral Reading Test:

1. Percentage of Graphically - .4779 7 017*
Similar Errors .

2. Percentage of Non- : -.3293 . .078
Response Errors '

3. Percentage of Syntac-  .4794 .016*
tactically Acceptable
Errors

4. Percentage of Seman- 1770 .228
tically Acceptable o
Errors :

*Significant at the 0.05 level.

.
I Y
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scores on the Gates-MacGinitie Reading Test and percentage of syntac-

tically acceptable errors on The Gray Oral Reading Test was not

statistically significant at the .05 level.
The means and standard deviations on the student raw scores

obtained on the Gates-MacGinitie Reading Test (comprehension section,

Level B, Fofm 1) and number of childrgn in each developmental stage
were computed for grade two students and are shown in Table 4.16.

The sample ﬁopu]ation of grade two readers was distributed into
stages two, fgﬁr, and five based on an analysis of their oral reading
errors produced while reading total passages on The Gray Oral Reading

“~

Test. No subjects in grade two were achieving in stage one and only

one subject in grade two was achgeving in stage three. That subject's
raw score was 28. Since at least two children per stage is recommended
for reliable statistical analyses, the subject achieving in stage

~ three was excluded from statistical analyses. Therefore, siﬁce no
subjects were identified in stage one and less than two subjects weﬁe;\
vachieving,in stage three, means and standard deviations for these
stages could not be reported in Table 4.16. The means and standard

" deviations reported in that same table for other children achieving

in stages two, fouf, and five show that below average readers in grade
two who scdred higher than other below average reader§ﬂjn grade two on

I \\
the comprehension section of the Gates-MacGinitie Reading Test reached
. |

a more advanced deve]opmenta] stage in reading as deter%ined by an

analysis of their oral reading miscues on The Gray Oral Readﬁng Test.

However, the standard deviations reported in Table 4.16 indicated that

the raw scores of grade two subjects by stage were close.
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The results of a one-way analysis of varfance for grade two
students are shown in Table 4.17 and suggest that the differences

between the raw scores on the Gates-MacGinitie Reading Test among

developmental stages were statistically significant at the .05 level
of significance.

The results of the Scheffé comparison of means are shown in
Table 4.18 and reveal that stages two and four are significantly
different from stage five. However, stage two is not significantly

different from stage four.

Research Hypothesis Four

U
The hypothesis states: Below average readers in grade two

who scored higher than other below average readers in grade two on the

compréhension questions of The Gray Oral Reading Test will reach a

more advanced developmental stage in reading as determined by an

analysis of their oral reading miscues on The Gray Oral Reading Test.

More specifically, children identified by their teachers as
below average in reading achievement in grade TWO and who answered a

HIGHER percentage of comprehension questions correctly on The Gray Oral

Reading Test than other children identified by their teachers as below

‘average in reading achievement in arade TWO will reach a more advanced
devélopmenta] stage in-reading as determined by an analysis of their

oral reading-miscues on The Gray Oral Reading Test on total passages

read.
As for research hypothesis two, hypothesis four was analyzed

by using the Pearson product-moment correlation coefficient, a one-way
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Table 4.17

Summary of One-Way Analysis of Variance on the Gates-
MacGinitie Reading Test Raw Scores (Comprehension
Section, Level B, Form 1) over Three Stages
(Two, Four, and Five) -as Petermined
by Total Errors on Total Passages
Read by Grade Two Students

Source of

- Variance Sum of Squares . Mean Squares ~ df F p
Between 207.9391 103.9696 2 24.179 0.0000*
Groups ' .

Within 68.8000 ‘, | 4.3000 16
Groups ) '

*Significant at the 0.05 Tevel.
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Table 4.18

The Scheffé Comparison of Means on Raw Scores on the Gates- ( s
MacGinitie Reading Test (Comprehension Section,
Level B, Form 1) over Three Stages as
Determined by Total Errors on
Total Passages Read by
Grade Two Students

Stage 2~ Stage 4 Stage 5
Stage 2
Stage 4 s NS
Stage 5 , * o

*Significant at the 0.05 level.

NS Not significant. |
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éna]ysis of variance, and a Scheffé multiple comparieon of means.

The Pearson produgt-moment correlation coefficients for grade |
two students are shown in Table 4.19. The analysis revealed signifi-
cant'positive.c0rre1ation coefficients at the .05 level of significance

between comprehension scores on The Gray Oral Reading Test and

(1) stages of development in reading found by the present researcher
(r = .7865); (2) percentages of: graphically similar errors (r = .4627),
syntactically acceptable errors (r = .7377), and semantically acceptable

verrors (r = .4154); and (3) raw scores on the Gates-MacGinitie Reading

Test, Level B, Form1 (r = .6672). These positive correlation
coefficients indicate that as comprehension scores for below average

readers: in grade two on The Gray Oral Reading Test increased, stages

of development in read1ng,(percentaqes of graphically similar errors,
syntactically acceptable efners, and semantically acceptable errors on

total passage§ read of The Gray Oral Reading Test and raw scores on -

the Gates-MacGinitie Reading Test also increased.

-~

The analysis also revealed a significant negative correlation
coefficient at Lthe .05 Tevel of significance between comprehension

scores on The Gray Oral Reading Test and percentage ofinon-response

errors (r = -.4224) on total passages of The Gray Oral Readgng Test.

This negative correlation coefficient indicates that as comprehension
scores for below average readers in gradéﬁhone and two increased,. the
percentage of non- response errors on tota] passages decreased

The means and standard deviatieons on The Gray Oral Reading

Test and number of chifdren per stage were computed for grade two

and are shown in Table 4.20. As previously mentioned, the sample of



Table 4.19

CorreTation Coefficients for Students in Grade Two between

Comprehension Scores on The Gray Oral Reading Test

and (1) Stages in Reading, (2) Variables in

Determining Stages in Reading, (3) Raw
Scores on the Gates-MacGinitie Reading

Test (Comprehension Section,
Level B, Form 1)

Correlations with
Comprehension Scores

on The Gray Oral Probability
Reading Test Scores
r ) '
I. Stages of Development in . 7865 .000*
Reading Found by the
Presgnt Researcher
II. Four Variables in Deter-
mining Stages in Reading ,
Based on Total Errors
Produced on The Gray
Oral Reading Test:
1. Percentage of Graphically .4627
Similar Errors ‘ ,
2. Percentage of Non- -.4224 .032*
Response Errors
3. Percentage of Syntac- .7377 .000*
tically Acceptable d
Errors
4. Percentage of Seman- .4154 .034*
* ticdlly Acceptable
" Errors
Raw Scores-on the Gates-MacGinitie .6672" .001%

Reading Test (Comprehension

Section, Level B? Form 1)

‘*Signiffcant at ‘the .05 level.
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grade ;wo readers was distributed into stages two, four, and five with
one subject whose raw score was 63, in stage three and no. subjects

in stage one. Therefore means and standard deviations for stages

one and three coqu\not be reported in Table 4.20. The means and
standard deviations reported in—that same table for other children
achieving in stages two, four, and f1ve show that below average
readers in grade two who scored h1gher than other be]ow average

readers in grade two on comprehension questions of The Gray Oral

\
Reading Test reached a more advanced deve]opme\\aT stage in read1ng as

i

determined by an analysis of their oral reading miscues on The Gray

Oral Read1ng Test on total passages. However, the standard deviations

on total passages reported for grade two students’by stage on The

Gray Oral Reading Test shown in Table 4.20 were greater (for stages

four and five) than the standard deviations reported for the same

subjects on the Gates-MacGinitie Reading TestA(Tab]e 4.16) indicating

that grade two students in stage four and five showed a greater range

of scores on The Gray Oral Reading Test than on the Gates-MacGinitie

Reading Test.

The results of % one-way analysis of variance' for grade two
students are reported in Table 4.21 and indicate that the differences’

between the comprehension scores on The Gray Oral Reading Test

among developmental stages were statistically significant at the
.05 Tevel of significance.
The results of the Scheffé comparison of means are shown in
Tab]e 4.22 and reveal that stage two is statistically. d1fferent from
stage five but not d1fferent from. stage(f%ur Stage four is hoWever

different from stage five.
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Table '4.21
Summary of One-Way Analysis of Variance on The Gray Oral
Reading Test Comprehension Questions ‘over Three
Stages (Two, Four, and Five) as Determined
by Total Errors an Total Passages Read
by Grade Two Students

Source of , : :
Variance Sum of Squares Mean Squares df F )
Between 786.1741 393.0869 2 ' 16.987 .0001*
Groups . ‘ ~ '
Within 370.2495 23.1406 16

Groups

*Significant at the 0.05 level.



Table 4.22

The Scheffé Comparison of Means on Comprehension Questions
on The Gray Oral Reading Test over Three Stages as
Determined by Total Errors on Total Passages

Read by Grade Two Students

Stage 2 Stage 4 Stage 5
Stage 2
Stage 4 * NS
Stage 5 * ' *

*Significant at the 0.05 level.

NS Not significant.
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Research Hypothesis Five

The hypothesis states: Below average readers in grade one
who scored higher than other below average readers in grade one on

the comprehension section of the Gates-MacGinitie Reading Test and

below aVerage readers in grade two who scored lower on the compre-

hension section of the Gates-MacGinitie Reading Test will reach the

same developmental stages in reading as determined by an analysis of

their oral reading miscues on The Gray Oral Reading Test.

More specifically, children identified by their teachers as
below average in reading achievement in grade ONE who scored at the

FOURTH stanine on the comprehension section of the Gates-MacGinitie

Reading Test, Level A, Form 1 and children identified by their teachers

“as below average in reading achievement in grade TWO who scored at the

THIRD stanine on the comprehension section of the Gates-MacGinitie

Reading Test, Level B, Form 1, will all reach the same developmental

stages in read1ng as determ1ned by an ﬁpa1ys1s of the1r oral reading

miscues on The Gray Oral Reading Test ‘on total passages read.

Chi square was planned to- ana]yze'research hypothesis five
but less than five first grade subjects and less than five second
grade éubjects were in stages two and three, thereforg this test could
nof be completed. Number and percentage of subjects by stanine who
“were achieving in each stage were reported instead in Table 4.23.

That table shows 53.8 percent of grade one subjects achieving in stanine

four on the Gates-MacGinitie Reading Test (comprehension section,

Level A, Form 1) and 71.4 percent of grade two subjects %chieving in

131
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Table 4.23

Number and Percentage of Subjects by Stanine, on the Gates-
MacGinitie Reading Test, Achieving in Three Stages (Two,

Three, and Four) as Determined by Total Errors on
Total Passages Read by Grades One and: |

Two Students

Developmental Stage

Stage

Gates-MacGinitie Stage Stage Stage Stage
Reading Test 1 -2 3 4 5

Number of Grade One 0 2/13 4/13 713 0

Readers who Scored ‘ .

in Stanine Four

Percentage of Grade One 0 15.4 30.8 53.8 0

Readers who Scored

in Stanine Four

Number of Grade Two 0 - 2/7 0 5/7 0

Readers who Scored .

in Stanine Three

Percentage of Grade Two 0 28.6 - 0 71.4 0

Readers who Scored
in Stanine Three

132
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stanine three on that same test (comprehension se tion, Level B, Form 1)

reached the same stage in reading - stage four.

Research Hypothesis Six

The hypothesis states: Below average readers in grade one who
scored higher than other below average readers in grade one on the

comprehension questions of The Gray Oral Reéding Test and below average

readers in grade two who scored lower than other below average readers

in grade two on the comprehension questions of The Gray Oral Reading

" Test will reach the same developmental stages in reading as determined

by\an analysis of their oral reading miscues on The GrqxﬁOraf Reading
More specifically, chi]dren.identified by their teachers as
below average in reading achievement in grade ONE who answered a HIGHER

percentage of comprehension quest1ons correct]y on The Gray Oral Reading

Test than other children identified by their teachers as below average
in reading achievement in grade ONE and children identified by their
teachers as below average in reading achievement in grade TWO who
answered a LOWER percentage of comprehension questions correctly on

The Gray Oral Reading Test than other children identified as below

average in reading achievement in grade TWO will all reach the same
developmental stages in reading as determined by an analysis of their

oral reading miscues on The Gray Oral Reading Test on total passages

read.
Chi square was planned to analyze research hypothesis six but

less than five first grade subjects were in stages two and three and
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less than five second grade subjects were in stages two, three, and
five. Therefofe, this test could not be completed. Number and
percentage of’subjects who were/achieving in each stage were reported
instead in Table 4.24. That table shows that 85.7 percent of grade one
subjects who scored above the grade one mean on comprehension questions

on The Gray Oral Reading Test and 55.6 percent of grade two subjects

who scored below the grade two mean on comprehension questions on that

T

same test reached the same stage in reading: stage four.

Additional Analyses of Student Performances

This section reports analyses of student performances for below
average reading achievers in grédes‘one and two on: (1) self-correction
rates, (2) words identified in context compared to words identified
in isolation, (3) influence of instructional approach on reading

strategies and (4) influence of passdge difficulty on reading strategies.

Self-Correction Rates -

An analysis of the number and precentage of errors corrected

out of total errors minus non-responses plus self-corrections. produced

'on total passages on The Gray Oral Reading Test for grades one and two
are shown in Tables 4.25 and 4.26 respectively. Total errors, in |
keeping with Fleming, were def{ned as substitution, mispronunciation,
insertion, omission, and non-response errors. The analysis

revealed that below average reading achievers in grade one corrected
13.5 percent of errors produced (Table 4.25) while below average

readers in grade two corrected 20.9 percent of errors produced while



Table 4.24

Number and Percentage of Subjects by Comprehension Scores on

The Gray Oral Reading Test, Achieving in Four Stages

{Two, Three, Four, and Five) as Determined by

Total Errors on Total Passages Read
by Grades One and Two Students

Developmental Stage

Readers below the
Grade Two Mean Score

The Gray Oral Stage Stage Stage Stage Stage

- Reading Test 1 2 3 4 5
/

Number of Grade One 0 0/7 1/7 6/7 0

Readers above the ' ‘

Grade One Mean Score

Percentage of Grade One 0 0 14.3 85.7 0

Readers above the

Grade One Mean Score

Number of Grade Two 0 2/9 1/9 5/9 1/9

Readers below the

Grade Two Mean Score

Percentage of Grade Two 0 22.2 111 55.6 11.1
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Table 4.25

Number and Percentage of Errors Correctedyout of Total Errors
Minus Non-Responses Plus Self-Corrections by Grade One
Students on Total Passages Read on
The Gray Oral Reading Test

ot

Number of Errors Corrected Percentage of Errors
of Errors Made on Total Corrected on Total
Grade One Passages Read on The Passages Read on The
Subjects Gray Oral Reading Test Gray Oral Reading Test
01 5/22% 22.7 '
02 | 2/34 5.9
03 3/37 8.1
04 .25/18 27.8
05 9/20 45.0
06 2/25 8.0
07 ‘ 3/34 8.8
08 S 6/48 12.5
09 3/25 12.0
10 2/42 - 4.8
1 | 1/28 3.6
12 | 6/21 28.6
13 3/16 \ 18.8
14 - 6/48 12.5
15 | 7/32 21.9
16 4/8 : 50.0
17 4/41 9.8
18 . 2/68" 2.9
19 6/18 33.3
Number and - 79/585 13.5
Percent of ’
Errors Corrected
by Grade One

*Errors corrected/errors made. :



Number and Percentage of Errors Cor?ected out of Total Errors
Minus Non-Responses Plus Self-Corrections b
Students on Total Passages Read on

Table 4.26

The Gray Oral Reading Test

N

y Grade Two

Number of Errors Corrected
of Errors Made on Total

Grade Two

Percentage of Errors
Corrected on Total

Passages Read on The Passages’ Read on The

"Subjects Gray Oral Reading Test Gray Oral Reading Test

01 9/25% 36.0

02 6/32 -18.8

03 11/34 32.4

04 3/33 9.1

05 6/20 30.0

06 15728 53.6

07 6/35 17.1

08 2/99-— 6.9

09 5/24 N 20.8

10 7/20 35.0

11 4/14 28.6

12 4/26 15.4

13 6/28 21.4

14 5/16 31.3

15 4/27 14.8

16 3/19 15.8

17 .9/30 '30.0

18 3/29 10.3

19 4/29 13.8

0 1/33 3.0
Number and 113/541 20.9 .
_Percent of '§g

Errors Corrected
by Grade Two

*Errors corrected/errors made.
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reading total passages on The Gray Oral Reading Test (Table 4.26).

The highest and lowest percentages of errors corrected by grade one
subjects were 50.0 percent Ahd 2.9 percent respectively. and by grade

<
two, 53.6 percent and 3.0 percent respectively.. '

A Comparison of Words Identified in
Iso]ation»and in Context

A quantitative comparative analysis of errors, produced by
subjects in the present study during oral reading of words in isolation -
and in context is shown in Table 4 27 for grade one and 4.28 for grade
two. Grade one 1dent1f1ed 66.8 percent of words in 1so]at1on and 83 0
percent of words in context while grade two identified 84.0 percent of
words in isolation and 91.6 percent of words in context. The percentage’
of words identified in isolation (84.0 percent)'and in eontext (91.6
percent) by grade two exceeded the percentage of words identified iﬁ
isolation (66.8 percent) and in context (83.0 percent) by grade one
but the q1fference between the Qefcentage of words identified in
| iso]atioﬁ and in context was greater for grade one (16.2 percent) than
for grade two QUbjects (7,6 percent).

Inf]uence of Passaoe Leve] Difficulty
on Reading Strateg1es

_ “The percentage of errors on the three base pasages and total
T :
passages minus base passages on The Gray Oral Reading Test for grade one

in stages two, three, and four are shown in Table 4.29. . The percentage
of graphica]}y simiYar; syntactically acceptable, and semantically
acceptable errors produced by grade one decreased and non-response

errors increased while reading passages of increasing difficulty. 0n€%§§<
TR
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the more difficult passages (total minus base passages), the percentage
of ng:Lresponse errors produced by grade one subjects in stages two and
three (72.2 and 39.9 percent) exceeded the percentage of graphically
similar (22.7 and 36.4 percent), syntactically acceptable ﬁ12.5 and .
27.8 percent), and semantically acceptable errors (8.0 and 23.2 percent)
produced by these same squects. In contrast, the percentage of
graphically similar (56.3 percent) and syntactically acceptable errors
(36.0 percent) produced by subjects in stage four exceeded the per-
centage of non-response errors (28.0 percent) on total minus base
passages.' While all subjects in stages two, three, énd four produced
fewer graphically similar (22.7, 36.4, and 56.3 percent), syntactically
acceptable (12.5, 27.8, and 36.0 percent), and semanticé11y acceptable
_errors (8.0, 23.2, and 21.5 percent) on more difficult ceiling

passages than on less difficult base passages, subjects in stage four
produced a higher percentage of graphically similar (56.3 percent) and
syntactically acceptable errors (36.0 percent) than-subjects in either
stages two (22l7 and 12.5 percent) or three (36.4 and 27.é percént).
The percentage of semantically acceptable errors produced by stage four
subjects (21.5 percent) exceeded the percentage of semantically
aéceptéb]e errors produced py Siage two subjects (8.0 percent) but

did not exceed the percentage of the same errors produced by stage
three subjects (23.2 percent).

The percentage of errors on base and on passages up to and

including two consecutive ceiling passages on The Gray Oral Reading
Test for grade two subjects in stages two, four, and five are shown in

Table 4.30. The percentage of syntactically acceptable (66.7 and
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72.0 percent) and semantically acceptable errors (50.0 and 68.0 percent)
declined as grade two subjects achieving in stages two and four read
passages that progréssed from less difficult base passages up to and

including the more difficult ceiling passages on The Gray Oral Reading

Test. The percentage of syntactically acceptable errors (54.2 percent)
produced by grade two students—in stage five remained the same as
stage five éubjects read passages of increasing difficulty, while
semantically acceptable errors (54.2 percent) declined on the more
difficult passages. The percentage of graphically similar errors
declined for stage two subjects (19.4 percent) and increased for stage
four (61.3 percent) and five (70.1 percent) subjects as passages
increaséd in difficu]ty; The percentage of non-response errors (33.3,
0, 8.3 percent) also ihcreased as subjects in stagé§ two, four, and
five read more difficult passages. Subjects achieving in stage two
‘produced a higher percentage of non-response errors (68.1 percent)
compared with the same errors produced by SUbJECtS in stages four

~

(25 5 percent) and five (11.9 percent).

Influencé of Instructional Method
on_Reading Strategies

In order to consider the influence of instructional method on
réading strategies, the’percentage of araphically similar, non-response,
syntactically aec;ptab1e, semantically acceptable, and mispronuncia-
tion errors out of total errors produced,oh total passagés of The’Grax

Oral Reading Test were calculated and are shown in Table 4. 31 for grades

one and two. Of the total errors produced by subjects in Evhde one,

the majority of errors were graphically similar (43.1 percent) followed
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by non-response errors (36.4 percent), syntactically acceptable errors
(33.2 percent), and semantically acceptable errors (24.4 percent).
A very few of the total errors were mispronunciations (1.1 percent)
produced by grade one subjects.

0f the total error§ produced by subjects in grade two, as in
grade one, the majority of the errors were graphically siﬁi]ar to the
text (58.5 percent). ngever, unlike results for grade one, the
percentage of syntactically acceptable errors (46.4 percent) and
semantically acceptable errors (32.6 percent) exceeded the‘percentage‘
‘ of'non-reSponse errors (23 percent) produced by these same subjects.
Fé@ mispronunciation errors (6.5 percent) of the total errors were
produced by grade -two, although the perﬁentage of these errors for
arade two subjects exceeded the percentége of the same errorsAfor

grade one subjects.

Summary

This chapter has presented findings relevant to research
hypotheses one to six inclusive as well as findings relevant to self-
correction rates of below ave}age reading achievers, number of words
read in context compared to number of wor&s read in isolation, and
the influence of passage difficulty and instructional approach on

reading strategies. -

O

Findings Relevant to Hypothesis One (Grade One)

1. Significant positive correlation coefficients were

noted between the raw scores on the Gates-MacGinitie Reading Test

(comprehension section, Level A, Form 1) and stages of development in

146
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learning to read and percentage of graphically similar errors.

2. Means on the raw scores on the Gates-MacGinitie

Reading Test (comprehension section) increased across stages two,

three, and four.
3. The one-way analysis of variance test indicated raw scofes

on the Gates-MacGinitie Readino Test among developmental stages did

not differ significantly.
4. The Scheffé test indicated no two deVe1opmenta] stages in

reading were different.

Findings Relevant to Hypothesis Two (Grade One)

1. Significant positive correlation coefficients were noted

“between comprehension scores on The Gray Oral Reading Test and develop-

mental stages, percent of graphic errors, and raw scores on the

Gates-MacGinitie Reading Test (comprehension section, Level A, Form 1).

2. Means and standard deviations on The Gray Oral Reading

Test comprehension scores increased across stages two, three, and
four.
3. The one-way analysis._of variance test indicated that the

comprehension scores on The Gray Oral Reading Test wereksignificantly

different among stages two, three, and four.
4. The Scheffé test indicated stage two differed significantly

from stage four.

Findings Relevant to H}pothesis Three (Grade Two)

1. Significant positive correlation coefficients were noted

between raw scores on the Gates-MacGinitie Reading Test (comprehension
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section, Level B, Form 1) and developmental stages, percent of graphic
and syntactic errors.

2. Means on the Gates-MacGinitie Reading Test raw scores

increased across stages two, four, and five.
3. The one-way analysis of variance indicated that raw scores

on the Gates-MacGinitie Reéding Test were significantly different among

stages two, four, and five.

4. The Schéffé test indicated stage five was significantly

different from stages two and four.

Findings Relevant to Hypothesis Four (Grade Two)

1. Significant positive correlation coefficients were noted

between The Gray Oral Reading Test comprehension scores and . op-
mental stages, percent of graphic, syntactic, and semantic errors

and raw scores on the Gates-MacGinitie Reading Test (comprehension

section, Level B, Form 1). A significant negative correlation

coefficient was noted between The Gray Oral Reading Test comprehension
scores and non-responses. |

2. Means and standard deviations on The Gray Oral Reading Test

conprehension scores increased across stages two, four, and five.
3. The one-way analysis of variance test indicated that

comprehension scores on The Gray Oral Reading Test were significantly

different among stages two, four, and five.

4. The Scheffé test indicated stage five was significantfy
/
different from stages two and four.
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Findings Relevant to Hypothesis Five

1. 53.8 percent of grade one reading achievers in stanine four

on the Gates-MacGinitie Reading Test (comprehension section, Level A,

Form 1) and 71.4 percent of grade two reading achievers in stanine

three on the Gates-MacGinitie Reading Test (comprehension section,

Level B, Form 1) reached the same developmental stage in reading:

stage four.

Findings Relevant to Hypothesis Six . |

1. 85.7 percent of grade one reading achievers scoring above

the grade one mean on The Gray Oral Reading Test comprehension scores

and 55.6 percent of grade two reading achievers scoring below the

grade two mean on The Gray Oral Reading Test, comprehension questions,

reached the same developmental stage in reading: stage four.

Findings Relevant to Additional
Analyses of Student Performance

Self correction rates -

1. Grade one studeﬁ}s corrected 13.5 percent of errors.

produced on total passages read on The Gray Oral Read1ng Test while

grade two students corrected 20.9 percent of errors produced on the

i

same test.

A comparison of words 1dent1f1ed in context and isolati dh

A

1.° Grade one students identified 66.8 percent of words reﬁﬁ"

in isolation and 83.0 percent of words read in context while grade two

Students identified 84.0 percent of words read in isolation andﬁ 1f6{

percent of words read in context.
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Influence of passage difficulty on reading strategies

1. Reading strategies and subsequent qualitative errors
appeared to change as grade one and two students read passages from
base to more difficult cefling passages. The majority of students
processed less graphic, syntactic, and semantic information from the

text as passages increased in difficulty level.

Influence of instructional aﬁbroach on reading strategies ~

1. The percentage of graphically similar errors exceeded the
percentage of other types of errors produced by both grade one and two

students on total passages read on The Gray Oral Reading Test.




Chapter 5

OVERVIEW OF THE STUDY, MAJOR FINDINGS, CONCLUSIONS,
“~. . IMPLICATIONS, AND SUGGESTIONS FOR
FURTHER RESEARCH

‘Overview of the Study

Findings of Biemiller (1969) and Fleming (1974) indicated
that stages of development in reading were evident for high, average,
and low reading achjevers in gradebone | However, researeh has hot
focused exclusively on the process1ng strategies of be'low average
readers as a discrete. group in order to examine and more clearly
describe their stages of deve]opment in learning to read. : Such an
exam1nat1on as reported 1n Chapter 1, is cruc1a1 7n light of the
concerns voiced by parents and educators of today‘s readers who are
achieving at a level below their peers. In addition, researchers
have not examined whether the same stages of deve]opment 1dent1f1ed
for grade one readers are ev1dent for ch11dren at other arade levels
although F]em1ng (1974). proaected that readers beyond -the grade one
Tevel may be "stuck” in a grade one staqe of deve]opment in 1earn1ng
. to read, part1cu]ar]y;stage two where- the reader has tomsw1tch
strategies to move onto the next stage in reading. In support of
Fleming's projectian, the present study found two second«gradewchiidren
achieviﬁ; stage two.\ . | |

| The purpose of this study was to examine stages of development

in Tearning to read of children who are below average reading achievers
3 s -
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in grades one and two in'May of the school year in order to investigate

further the findings of Biemiller (1969) and F]em1n-

1974) and thereby

obtain a c]earer descr1pt1on of these be]ow aved aders in grades

pne and two.
Forty-four children, who in tneir‘teachers' jpdgements; were
below average in reading achievement in five grade one and‘five grade
. two elementary school classrooms Tocated in a small urban center in
B ‘centfa1 Alberta:were selected for further testing afterbparenta1

permission and appropriate screening. Then the appropriate‘compre-

Y

ghension sections of the Gates-MacGinitie Reading Test were administered
to the 44 students of which 39 students aChieved the required stanine
three or four on thfs test to qua1ify for participation in the present
study The tota] sample then, cons1sted of .39 children; 19 children
be]ow average in reading ach1evement in grade qne and 20 children be]ow
average in read1ng ach1evement‘1n grade two. ‘

Below average readers in the samp]e were then asked to read ,v'

~

passages which were: the f1rst three passages of The Gray Oral Read1ng

Test (desi ated as base passages by this researcher) as well as
~passages up- t and 1nc1ud1ng two consecutive ce111ng passaoes on

wh1ch readers p oduced seven or more errors on ‘The Gray Oral Read1ng

Test. These pass\ges read were referred to as "total" passages
mean1ng total number of passages read. Following the read1ng of each

passage, comprehension questlons, as g1ven in The Gray Ora1 Read1nd

- Test, were asked. In addition a11 words from passages each child read
were randomly ordered in isolated lists and read by,each child pr1or

to reading each corresponding passage. The’dhi]d’s oral neading of

&
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word 1ists and passages as well as his responses to comprehension

questions were recorded and transcpibed for data aﬁg]yses. Oral

reading miscues werg‘analyzed to examine whether stages in reading

vdescribedfby Fleming (1974) and rodefined oy the present researcher -

by reference to Biémi]]er were evident for tﬁese readers. The

reading performance of these grade one and two subjects on both the

comprehension section of the Gates-MacGinitiewReadingﬁTest and the

comprehens1on questions of The Gray" Ora] Reading Test was then compared

to the deve]opmenta] stages one to five in Tearning to read set out by
Fleming and stages four and five of Fleming redefined by the present .
fesearcher'in'lfght.of Biemii]er,aeach stage desckibedkby types of
oral reading miscues on total passages subjects .read.

Research hypotheses one to four inclusive were analyzed by
using'thekPearson'prodoct—moment correlation coefficient, one-way
aﬁa]ysis of varianceAand Scheffé multiple Comparison of means.

. .Chi'souare w;s planned to oxamine the degree of association

between grade one subjects ‘who scored higﬁ%r than other grade one

. subjects on first the Gafes-MacGinitie Reading Tiggy'COmprehension

section (hypothesis fivé), and then on The Gray Oral Reading Test,

comprehension questions (hypothesis six) and grade twp subjects who
: ' >
scored lower than other grade two subjects on first the Gates-

MacGinitie Reading Test, comprehension section (hypothesis five) and

then on The Gray Ofal Reading Test (hypothesis six). But less than

five first and seCond'orade children were in some of the stages,

thefefore this test could not be used.
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Major Findings

Research Hypothesis One

The hypothesis stated: Below average readers in grade one who
scored higher than other below average readers 1n grade one on the

comprehension section of the Gates-MacGinitie Read1ng Test will réach

a more advanced developmental stage in reading as determined by an

analysis of their oral reading miscues on The Gray Oral Reading Test.

More specifically, children identyfied by their*teachers as
below average in reading achievement in grade ONE and whose raw score

on the comprehension section of the Gates-MacGinitie Reading Test,

Level A, Form 1 was HIGHER than other children identified as below

average in reading achievement in grade ONE will reach a more advanced
[

~developmental stage in reading as determined by an analysis of their

oral reading miscues on The Gray Oral Reading Test on total passages

read.

The analyses revealed that (1) raw scores onthe Gates-MacGinitie

ReadingﬁTest (comprehensfon section, Level A, Form 1) were correlated

with Fleming's stages in reading and percentage of graphically similar

errors of total passages read on The Gray Oral Reading Test at the .05

level of significance, (2) mean raw scores on the Gatei-MacG1n1t1e

Read1ng Test (comprehension section, Level A, Form 1) 1ncreased

sequentia]]y over the stages, and (3) differences between Fleming's
stages were not significantly different atg@he(fﬁs Tevel. Research
hypothesis one Was rejected for the re1at§onship between raw scores

on the Gates-MacGinitie Reading Test~(comprehensiqn section, Level A,

Form 1) and discrete developmental stages in leapning to read as no
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two developmental stages were found to be s1gn1f1cant1y different the
one from the other.

While Fleming analyzed children's érrors pn base passages

» (designated‘as the first five passages on Diagnostic Reading Scales,
Speche 1963), passages up_ to and including a ceiling passage (des1a-
nated as the passage in which a child exceeds the number of errors
specif1ed by Spache, ]963), and a 12 percent passage (designated as

“the passage in which more than 12 percent of the total number,of wohds

in a given passage on Diagnostic Reading Scales are miscued), the
present researcher analyzed children's errors on total passages
(des{gnated as pééséges up to and including two consecutive ‘passages

on which the child produced seven or more errors -on The Gray Oral

Reading Teét). Therefore the results of the present study were

compared only to Fleming's findings:whi]e his subjeéts read ceiling
hessages.
In agreement with Fleming's (1974) findings pertaining to

grade one readers' scoreson the Gates-MacGinitie Reading Test

(Primahy A, Form 2) and stages in reading, the means and standard
deviations on a different form of the same test employed by the present
researcher, showed graee‘one below average reading achievers in a

| hi@her deve]ophenta1 stage éf learning to read‘produced higher raw
student scores than scores of subjects in ahlower'stage However,

the one-way ana]ys1s of variance conducted by the present researcher
revealed no stat1st1ca11y significant d1fferences between stages and

raw scores of students on the Gates-MacGinitie Reading Test (Level A,

Form 1) for those below averag: grade one readers, whereas Fleming

4
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noted his ;tage two differed statistically from his stages three—
four, and five; .Fleming used“subjects ranging in reading ability from
below average to above average in contrast to the more limited group
of be]owuaverage:readers used by this researcher. The greatef rangé
in reading ability of Fleming's grade one subjects and therefore

greater range in their reading achievement scores on the Gates-MacGinitie

Reading;Test (Primary A, Form 2) compared to the lesser range of scores

used in the present study mdy have accounted for significant differ-

ences noted by Fleming between stages in reading and scores on the

Gatés-MacGinitie Reading Test (Primary A, Form 2). The present

~ researcher found it was possible to place a limited group;f1ike Se]ow
average reading achievers in grade one, into developmental stages in
learning to read but either real differences Between’these groups do
not exist to an appreciable degree or other factors are masking real
differences. JPerhaps the stage criteria set out for grade one by
Fleming was not rigorous énough to show where the differences, if any,
kexfsted betWeen a group of below average readers whose achievement

range was more limited, and hence, more similar between groups.

Research Hypothesis Two

The hypothesis stated: Be19w avefage readers in grade one
who scored higher than other below average readers‘in grade oné on

comprehension questions of The Gray Oral Reading Test will reach a

more advanced developmental stage in reading as determined by an

ana1ysis of fheir oral reading miscues'on The Gray Oral Reading Test.
More specifically, éhi]dren identified by their teachers as

below average fn reading achievement in g@ﬁde ONE and
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HIGHER percentage of comprehension questions~correctly on The Gray
Oral Réadigg Test than other éhildren identified by 'their teachers

as below average in read1ng achievement in grade ONE, will reach a

more advanced deveTaémental stage in reading as determ1ned by an

ana]ysis of their oral readlng miscues‘on_The Gray Oral Reading Test
o .
on tot: passages read.
The analyses revealed that (1) comprehension scores on the

total passages of The Gray Oral Readina Test were positively correlated

with F]éming's stages in reading, percentage of graphically similar

errors and raw scores on the Gdtes—MacGinitie Reading“Test (compre-

hension section, Level A, Form 1) at the .05 level of significance,

(2) mean comprehension scores on The Gray Oral Reading Test increased

sequentially over the stages, and (3) differences between Fleming's
stages two and four were statistically sianificant at the .05 level.
Research hypothesis two was accepted in part for the relationship

between mean comprehension scores on The Gray Oral Reading Test and

discrete stages in reading as deve]opmepta] stages two and four in
learning to read were significantly different one fr%P the other.

An aﬁa1ysis of oral reading errors produced by below average
reading achievers in grade one made it possibie to place these sub-
jects into the.first four of five developmental stages of F]eming‘
during one testing<§ession in May; no subjects were found to be
achieving in stage{fiQe. The finding that miscue analysis facilitated
placement of children into_stagesﬁis in support of Fleming (1974) for
grade one; he p]aced grade one réaﬁgis into the ]after four of five

stages of development during one testing session in April but did not
. . 8 :

o
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find any children achieving in stage one. While Fleming did not find
any low, average, or high reading achievers in stage one as deter-
mined by an ana]ysis:of'their oral reading errors on total passages
(designated as ceiling passages by Fleming) in April, this researcher
found one below average~reading achiever in grade one in stage one in
May. Biemiller (1969) analyzed era1 reading errors of low, average,
and high read1ng achievers in grade one over a period of eight months
and 1dent1f1ed three Tow read1ng achievers in stage one in May.

The present researcher, unlike Fleming, did not find any
subjects achieving 1nkstage five. Fleming's sample population con-
sisted ofla range of reading achievers from below average to above
average Whereas the.samp1e popuTation of the present study contained
only below average readers. This difference in sample popﬁ]atiohs
may have reasonably accounted for no children achieving in stage fire
of the»present study. | |

Stages one and two of Fleming, identified for grade oee
subJects in the present study, were similar to Biemiller's pre non-
response stage one and non-response stage two in specifying a higher
percentage of contextually constrained than graphica]]y constraiped
'errors in stage one and a dramatic increaee~in non—response errors in
stage two. The final stage five of F]em1ng 1dent1f1ed for subjects in
the present study differed from the final post non-response stage
three of Biemiller in the percentages of graphically and contextually
(syntactic and semantic) constra1ned errors produced by subjects.
While Biemiller found the percentage of contextua]ly constra1ned errors

exceeded the percentage of graph1ca11y constra1ned errors, this
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researcher found opposite results for grade one; the percentage of
graphically constrained errors exceeded the percentage of contextua11y
constrained errors produced.

| | On the "average, grade one children in the present study, who
achieved a higher comprehension score than other grade one children on

The Gray Oral Reading Test reached a more advanced stage in learning

to read than grade one children who achieved a lower score. However,
only children in stages two and four were found to have significantly
different comprehension scores. Fleming, in his study of grade one

readers' performance on comprehehsion questions an Spache Diagnostic

Reading Scales, found stage two differed significantly from stage
‘three, four, and five. No'grade one children were found to be achie?ing
in stage five of the present study and stage three/did not differ from
stages two or four. The percentage of errors noted for some stage

three students in grade one (slightly less thWan 50 percent non-response
errors) seem to indicate that these students may have recently pro-
gressed frdm stage two to stage three where non-respdnse errors

declined (compared to stage twd) as the child begins to make greater

use of.the graphic information.

Research Hypothesis  Three

The hypothesis stated: Below average readers in grade two who

scored higher than other below average readers in grade two on the

1

comprehension section of the Gates-MacGinitie Read1ng Test will reach

a more advanced deve]opmental stage in read1ng as determ1ned by an '

analysis of the1r oral reading miscues on The Gray Oral Read1ng Test.

More specifically, children identified by their teachers as
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below average in reading achievement in grade TWO and whose raw score

on the comprehension section of the Gates-MacGinitie Reading Test,

Level B, Form 1 was HIGHER than other children identified as below
average fn reading achievement in grade TWO will reach a more advanced
developmental stage in reading as determined by an analysis of their

oral reading miscues on The Gray Oral Reading Test on total passages

read.
The analyses révea]ed that (1) raw scores on the Gates-

MacGinitie Reading Test (comprehension section, Level B, Form 1)

were positively correlated with Fleming's stages in reading, per-
centage of graphically similar and syntactically acceptable errors

on total passages read on The Gray Oral Reading Test at the .05

_level of significance, (2) mean raw scores on the Gates-MacGinitie.

Reading Test (comprehension section, Level B, Form 1) were close for

.subjeéts in stages two and four but were not close in stage five, and
(3) differences betWeen.Fleming's stages two and five ana between
F1eming's stages four and«five were statisticaljy significant at the
.05 level of significance. Research hypothesis three was accepted in

part for the relationship between raw scores on the Gates-MacGinitie

Reading Test (comprehension section, Level B, Form 1) and selected

discrete developmental stages in learning to read as stages two and
five and stages four and five were found to be significantly different
the one from the other. ;

An analysis of oral reading errors produced by below average
reading achievers in grade two made it possible to place these sub-

Jects into the latter four of five stages of development of Fleming
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during one testing session 1n'May; no subjects were found achieving
in stage one. |

Stage two of Fleming identified for grade two subjects in
the present study was similar to Biemiller's non-response stage two
in specifying a dramatic increase in non-response errors in stage two
compared with stage one. In the final stage, the post non-response
stage three, Biemiller found that the percentage of contextually con-
s€%hined errors produced by grade one subjects in his study exceeded
the percentageof graphically constrained errors produced by the same
subjects. Only one subject.of the present study was fouﬁd achieving
in)the final revised stage of the present researcher, stage five,
revised in 1ight of Biemiller's findings. Since this one grade two
Subjebt produced greater than 50 percent graphic and greater than
50 percent syntaétic or semantic errors, he placed, not only in the
revised stage five of the present researcher, but also in stage fibe
as defined by Fleming. Since this sfng]e subject was the only subject
from the grade two sample pobulation who placed in thesrevised stage
five of the present résearcher as well as stage fivelas defined by
Fleming, he was classified for analyses with the rest of the grade two
sample who reached stage five of Fleming. None of grade two subjects
selected for the present study were achieving in the revised.stage
four of ‘the present researcher which was by definition a stage
distinctly different from‘stage four of Fleming.

On the average, grade two children in the present study, who
achieved a higher raw score than other grade two children on the §g§g§;

MacGinitie Reading Test (comprehension section, Level B, Form 1)
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reached a more advanced stage in learning to read than grade two
children who achieved a loweri raw score. However, only children in
stages two and five and in stages four and five were found to have
significantly different raw scores. |

In summéry, Tooking back over hypotheses one, two, and three, an
analysis of below average reading achievers in both grades one and two ,
made it possible to place these readers into one of five stages of devel-
opment in the process of learning to read of Fleming. ﬂhe means and
standard deviations reported for grade one and two re;;ers' performance

on the Gates-MacGinitie Reading Test and The Gray Oral Reading Test

showed that mean scores on tﬁese tests increased across stages suggesting
that the subject achieving in a higher stage was a better reader than
the subject achieving in a lower stage. Grade one readers reached
stages one to four while grade two readers reached Stages two to five
suggesting that reading improvemént was evident for grade two. Bevond
stage three all subjects in grade one and all but one subject in grade
two produced a highe} percentage of graphically constrained errors .than
syntactically or semantically constrained errors suggesting that these
readers in grades one and two processed thé graphic 1nforma£ion moa effi-
cieﬁtly than the contextual information from the text during oral reading.

The single grade two reader in stage five, who produced a
slightly higher percentage of contextual errors than graphic errors,
processed contextual information more efficiently than graphic
“information from the text and is in support of Biemiller (1969), Clay
(1968), Allen (1969), Burke and Goodman (1970).

The findings of the present study are in agreement with those
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of C. Burke (1969, 1976), Allen (1969), and Menosky (1971) pertaining
to readers' use of syntactic and semantic information. The present
investigator found below average reading achiévers in both grades one
and two produced a higher proportion of syntactically acceptable
errors than semantically acceptable errors. fhis finding confirmed
the present researcher's expectation that these readers in grades one
and two would make more use of the grammatical structure than meaning

of the text to identify words.

Research Hypothesis Four

The hypothesis stated: Below average readers in grade two

who scored hjgher than other below average readers in grade two on

the comprehension questions of The Gray Oral Reading Test will reach
a more advanced developmental stage in reading as determined by an.

analysis of their oral reading miscues on The Gray Oral Reading Test.

More specifically, children identified by their teachgrs as
below average in reading achievement in grade TWO and who answered
a HIGHER'percentage of comprehénsiOn questions correctly on The Gray S~

Oral Reading Test than other children identified by their teachers as

below average in reading achievement in Grade TWO will reach a more
advanced developmental stage in reading as determined by an analysis

of their oral reading miscues on The Gray Oral Reading Test on total

passages read.

The analyses revealed (1) comprehension scores on total

4

passages of The Gray Oral Reading Test were pbsitive]y corre]gted

with Fleming's stages in reading, percentages of graphically similar,

syntactically acceptab1é, and semantically acceptable errors on. The
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Gray Oral Reading Test, and. raw scores on the Ga &65 MacGinitie Reading

Test (comprehension section, Level B, Form 1), (2) comprehension

scores on total passages read on The Gray Oral Reading Test were

negatively correlated wifﬁ!non-response errars on The Gray Oral

Reading Test, (3) mean comprehension scores on The Gray Oral Reading

Test increased sequentially over the stages, and (4) differences
between_F]eming's stages two and five and four and five were statis-
tically significant at the .05 level. Research hypothesis four was ~

’accepted in part for the relationship between comprehension scores of

students in grade two on The Gray Oral Reading Test and discrete devel-
opmental stageg in~ieafa1ng'to read as stages two aﬁH five and four and
five were found ‘to beasfgnificantly different the one from the other.
As reported for h;pothesis three,§grade two reading achievers
were p]aced intp'stages of development in 1earning to read as deter-
mined by taeir ofa] reading miscues on tota]vpassages read on The Gray

Oral Reading'Test; The reader of‘the presentuinvestigation will

remember from the discussion of hypothesis three, no grade two readers
were achieving in Sgage one of Fleming and only one grade two reader
was ach1ev1ng in the revised stage f1ve of the present res€archer.
'Th1s s1ng1e grade two subject who w3s a]so achieving in stage five

as def1ned by Fleming was c]ass1f1ed for analyses with the rest of

the grade two sample who reigped stage five of Fleming.

On the average, grade“%wo children in the present study, who

achieved a h1gher comprehens1on score than other grade two children on

The Gray Oral Rea31ng Test reached a more advanced developmental stage

in 1earn1ng to read. However, only children in stages two and five agde

)
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four and f1ve were. found to have s1gn1f1cant1y d1fferent raw scores
1nd1cating ¢//t real d1fferences between the stages do not exist or
- the criteria used to separate students 1nto stages were not rigorous
Aenough\to delineate the djfferences. | '

In view of research findings reviewed in Chapter 2 (Weber,
1970b; C]ay,“1968'1000mber, 1972, Brody; 1973; Cohen, 1574' E Burke,
1976) the present researcher expected on the bas1s of F]em1ng s b
research that ggttg[_be]ow average readers in both grades one and |
" two: achwev1ng ina h1gher stage of deve)opment in 1earn1ng to read
than other ‘below average readers 1n grades one and two would prodace
a greater percentage of graph1ca1]y s1m11ar errors than those below
average read1ng achievers in grades one and two ach1ev1no in a 1ower
stage The f1nd1ngs of th1s .present study support research rev1ewed
and the expectat1on of the present researcher for both grades one and
two. Subjects ach1ev1na in déve]opmenta] Stage two in grades one_ and
two produced the {owest percentage df graph1ca11y s1m11ar errors
(26 0. and &1, 8 percent) while the percentage of these same errors
1ncreased for grade' one (38 8 and- 58.8 percent) and grade twov(33.3,
59.9, -and 69.5 percent) in each succeed1ng stage. ’ L,

In view of‘gesearch f]nd1ngs reporteq in. Chapter 2 (Goodman,

1967 Au, 1977 Leslie, 1980; Ke1th Carn1ne and Carn1n% 1981

_Chr1st1e,n]981 Potter 1980) the present researcher expected that

the better below average readers in both grades one and two ach1ev1ng .

in a hwgher stage of deve]opment than other be]ow average readers in

grades oné and two would produce a greater percentage of syntact1ca]1y‘

and semantica]]y acceptable errors than those be]ow average readlng

7 A
W
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achievers in grades one and two achieving in a lower stage. The
findings of the present stud} partia11y confirmed the expectation
of ‘the present researcher for both grades one and two. Subjects
achieving in stage two produced the lowest percentage of syntactic
(17.0 and 17.9 percent) and semantic errors (10.5 and 12.8 percent)
and the percentage of syntactic errors increased for grade one
subjects (32;1 and 39;2 percent) and grade two subjects (37 5, 45. 7,(X
and 55.1 percent) im each succeeding stage. However the percenfage ‘&
of semantic errors for grade one in stages three £27.2 percent) and
four (26 5 per&ent) were the same and. the percentage of these same
errors were also the same for grade two readers in stages four
(36 4 percent) and f1ve (36.3 percent) (see Append1x B).

’ Potter (]980) reviewed in. Chapter 2 indicated that better

readers who processed more syntactic and semantic information in

context than poorer readers may have actua]1y processed_more of N ”
Jar L3 .

the graph1c 1nformat1on from f1
In. view of this prOJectwon the present researcher analyzed syntactic
and semantic acceptab111ty of substitution errors in isolation and in
'context. The ana]ysis revea]ed that grade one and two readers
produced similar percentages of syntact1c (23.5 and 27 1 percent) and
semant1c (13.8 and ]0.6-percent) errors while read1ng‘words in

‘ isolation but grade‘two students produced a greater percentage of

| syntactic (65.9 percent) and semantic (45.3 percent) errors than
grade one (51.4 and,36t4~percent) while reading words in'context
Since grade one and tWo'students syntactic and semant1c scores were
1‘s1m11ar while read1ng in 1501ation, it did not appear that grade two ‘

~ \ . }

/



readers wené processing more graphiz‘infprmation from final kord
'poéitions than grade one readera.

N . Since a]i develapmental stages in learning to read were not
;$§nificaht1y different, one from the other, any apparent differences
between some of these stages were due simply to chance so a student
making more or Iesa use of graphic, syntactic or semantic information
in one stage, compared to a student in another stage; was doing so
only by chance. -Hdwever, although this present‘researcher ackngw-
ledges that differences notad between some stages were due to #hance
’aione; other factors nat rigorously éontra11éd may be}masking‘rea1
differences or the de&e]opmenta] stage criteiia were not rigofous
enough to show real differences between all developmental stages in

learning to read.

Research Hypothesis Five
The hypothesis stated: Below average readers in grade one who
s
scoéé& higher than other below average readers in .grade one on the

comprehension section of the Gates-MacGinitié Reading Test and below

average readers in grade two who scored lower on the comprehension

section of the Gates-MacGinitie Reading Test will reach the same
|

- developmental stages in reading as determined by an analysis of their

oral reading miscues on The Gray Oral Reading Test.

More spec1f1ca11y, children identified by their teachers as
be]ow average 1n read1nq ach1evement in grade ONE who scored at the

FOURTH stanlne on the comprehension sect1on of the Gates-MacGinitie

Read1ng Test, Level A, Form 1 and children identified by their teathers

,as,beiow average in reading athievément"in grade TWO who scdred at the

-4
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THIRD stanime on the comprehension section of the Gates-MacGinitie

Reading Test, teve1 B, Form 1 will all reach the same developmental

stages in reading as determined by an analysis of their oral reading

‘miscues on The Gray Oral Reading Test on total passages read.

The analysis revealed that less than five first grade readers
- and less than five second grade readers were in stages two and three,
‘therefore the Ch1 square test could not be comp]eted but percentages
of students ach1ev1ng in each stage were reported The majority Qf

grade one readers (53.8 percent) who were achieving in stanine four

on the Gates-MacGinitie Read1ng Test (comprehension section, Level A,

Form 1) and the maJor1ty of‘r

"gltwo readers, (71.4 percent) achieving

1n stanine three on the Gates-"f-Ginitie Reading Test (comprehension

sect1on Level B, Form 1) re d the same deve]opmenta] stage in
read1ng stage four 1s basis, research hypothes1s four was
accepted for the re]at1od/h1p between grade one. and two readers' A

stan1nes on the Gatesfﬁ;tG1n1t1e Reading Test (comprehension section,

Levels A and B, Form(1) and their stages in reading.
In view of this fihding, it appears that a majority of below:

average readers in grade two who performed less well than other below

average readers in grade two on the Gates-MacGinitie Reading Test
(comprehension section) were demonstrating oral reading strategies
simi]ar to grade one readers who performed better than other.below :
average grade one readers These grade two readers whb were achieving
in stage fdgr may .be progressing through the developmental stages at
a slower gradual rate than ‘other grade two readers, or they may be

"stuck” in stage fdur'because.as'yet they haven't increased their use
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of contextual iﬁformation as well as grabhic information to proceed
onto the next stage, stage five, in reéding’&here at 1east‘50 percent
of a reader's errors are contextually constrainéd (syntactic or
semantic). Prior to reaéhing stage four, grade two readers could
have been "stuck" longer in the beginning stages of reading indicating

an irrégu1ar rather than slow gradual progression through the stages.

Research Hypothesis Six

£y

f¢rs in grade one who

The hypothesis stated: Below average re
" scored gigher than other below average readers in grade one on the
S ;

compréh

rigion qﬁestions of The Gray Oral Reading Iest and below average

. : g . ; .
readers in grade two who scored-lower than other below average readers *!
in grade two on the comprehensjdh questions of,Thé;GrayzOra1 Reading

Test will reach the séme developmental stagesﬁp rééang as determined .
. et W

by an analysis of their oral reading miscues on The Gray Oral Réading wu.

 JTest. _

More specifically, children identified by their teachers as
below average in readihg a;hievement in grade ONE who answered a
HIGHER percentage of comprehension questions correctly on The Gray

Oral Reading Test than other children identified by their teachers

as below average in reading achievement in grade ONE and children
identified by their teachers as below average inbreading achievement

in grade TWO who answered a LOWER bercentage of comprehension questions

correctly on The Gray Oral Reading Test than bther children identified
.as below average in réadingnachjevement in'gradé TWO will all reach

the same'deve]opmenia].stégés{n'reading as‘detefmined by an éﬂa]ySis

- of their oral reading miscues on The Gray Oral Reading Test on total



170

%

passages read.

| The analysis revea]ed:that*less than five grade one réaders
were in ;tages two and three and less than five grade two readers were
1h stages two, three, and f%ve, therefore the Chi square test could not
be completed but percentages oﬁfstudents in each stage were reported.
The majority of the grade one readers, 85.7 percenf ofkthe’grade study

sample scoring higher than the.grade one mean on The Gray

4“3‘ .
,3at1onsh1p between grade one and t‘o Peaders eomprehens1on scores

The Gray Oral Reading Test and their developmental stages in

learning to read. _ 5

As stated in the discussion for hypoﬂ%@%?s five, the.grade tho
readers achievihg in stage four may gither‘bgqbrogfessing through the
developmental stages at a slower graéﬁa] rate than other'grade two
readers or they could be "stuck" longer in stages one, two, or three -
" and Just reached stage four 1nd1cat1ng a d1fferent time pattern of
progress1on through stages. A third possibility for finding grade two
‘reading a;hievers in the same stage, stage four, as grade one reading
achievers is that present]jfwthese grade two readers may be "stgck"
in stage four unabf%gto process contextual and graph1c information
efficiently enough to advance to the next deve]opmenta] stage stage

five. - Another prOJect1on regard1ng reasons for grade two students in

»
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stage four, mentioned previously, is tvzt stages as set out for grade
one may be inappropriate for grade two as the stage criteria may not

be powerful enough to detect differences between students‘ performance

across all stages.

Additional Analyses of Student Performances

R

In v1ew of the 11terature reviewed in Chapter 2, the present

researcher analyzed oral reading errors produced by below average

reading achievers in gradeslone and two on The Gray Qral Read1ngﬁTest
i N /1 T

to investigate informally these readers se1f-coﬁrettion rates, per-

centag® of words identified in isolation versus*%encentage of words
joo

identified in context effect of instructional approach on reading

strateg1es and effect of passage difficulty on reading strategies.

e,

F1nd1ngs pertaining e@ these four areas are_discussed below. ‘%Q&

Self-Correction Rates
An analysis of grade one and two subjects' self-correction

rates on total passages read on The Gray Oral Reading Test indicai@d

that below average reading achievers in grade two corrected a higher
percentage, 20.9 percent, of errors than be]ow average reading
achievers in grade one who corrected 13.5 percent of their errors
suggesting that grade two’readers processed the contextua1-and
graphic information, euring oral readtng, more efficiently than grade
“one readers. This finding is in agreenent with research and with the
expectations of this researcher as stated in Chapter 2 of the present
study and f1nd1ngs reported by Clay (1968), Au (1977), K1na (1978),
Pflaum and Bryan (1980), D'Angelo (1981), and Menosky (1972).

&

17N
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A Comparison of WOrds Identified in
Isolation and in Context <:/

>Ba§ed on,findihgs reported in Chapter 2 of the‘present study
by K. Goodman (1965), A]iington.and Fleming (1978), Allington (1979),
Potter (1980), and Krieger (1981) the present researcher expected
below average readers in both grqdes bne and two to make use of context
Fo aid word identification during oral reading by identifying a

- greater percentage of words in context than in isolation. A quantita-

N

tive ana]ysfé,o¥'érrors, produced by subjects in the present study
during oral reading of words in isolation and in contex;,’supported
this expectation. The grade two subjecfs identifféd a greater per-
centage of words in isolation (84.0&@efcgnt) and words fn context
(91.6 percent) than did grade one subjects who identified words in

~ isolation (66.8 percent) and in context (83.0 percent) suggesting the
grade two subjeﬁts were more accurate in word identificatipn in both
conditions. However, the difference between percenfaggs of Qords
identified in isolation and in contex - greater for grade one than
for grade two subjects indicating that .rade one showed a greater
'qifferencev(16.2 percent) than grade two (7.6 percent) in their
abi]fty to identify words in context compared to in iso]ation. This
~ difference could be attributed fo less efficient processing of graphic
information in isolation by grade one than gradé two.

Ihf]uence of Passage Level Difficulty
on Reading Strategies

In view of the findings reported in previous research in
Chapter 2 (Biemiller, 1979; Kibby; 1979; Christie and Alonso, 1980)

regarding the effect of passage difficulty on errors produced while
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reading orally, this researcher projected that below average reading
achievers in grades one and two would produce qualitatively different
~errors as they read less difficult base passages (first three passages

|
on The Gray Oral Reading Test) up to and including more difficult

\
ceiling passages (two consecutive passages on which the reader pro-

duced seven or more errors on The Gray Oral Reading Test). Results

of the present study confirmed that errors produced by subjects in
grades one and twa*during oral reading changed as passages became more
.gdﬁff%cu1t. N

| On-base passagés, the percentages of graphic (50.0 percent)

and syntactic err%;ék(so.o percent) processed by stage two subjects

in grade one were équa] as were the percentages of non-response (33.3

percent) and semantic errors (29.2 percent) produced by the same
subjects. As passages became increasingly more difficult, noﬁ-response
errors increased dramatically (7é.2 percent) accompanied by 'a decrease
in all other errors (22.7, 12:5, and 8.0 percent) suggesting that as
passagés became increasingly more difficult, these readers were less
able to process contextua]m(syntactic and semantic) information to aid

_word jdentification on ceiling passages than on base passages. -

Grade one subject; achieving in stage three demonstrated a -
similar increase in ﬁon-respohse errors (39.9 percent) and decrease
in other érrors as passage§ increased jn difficulty. Howé&er, the
percénfages of graphic~(36:4 percent), syntactic (27.8 percent), and
semantic‘errors (23.2 percent)}reported for stage three subjects '

were greater than the percentages of the same errors reported for stage

two subjects and the percentage of non-response errors (39.9'pefcent)



reported for the subjects in stage three was less than the percentage
of non-response errors reported for stage two subjects (72.2 percent).
Therefore, as passages became more difficult, subjects in stage three
processed information less well on total minus base passages than on
baseﬁ%assages, but processed graphic, syntactic, and semantic informa-
tion more efficiently than grade one readers in stage two during oral

reading of more difficult passages on The Gray Oral Reading Test.

Stage four subjects in grade one produced a higher percentage

of graphically similar errors (73.3 and 56.3 percent) than synpagtic
(57.8 and 36.0 percent), semantic (55.6 and 21.5 percent), and non-
response errors (2.2 and 28.0 percent) on base and total minus base
passages’although, like subjects in stages two and three, they pro-
cessed graphic information less well on total minus base passages

than on base péssages. Stage four squects were also less able to
process syntactic and‘semantié information from the text as they'read»
passages of increasing difficulty, however these readers processed
synfactic and graphic information more efficiently than stage two

or threeisubjects.» Stage - four SUbiects processed slightly less
semantic information from the text than stage three subjects but
processed more information than stage two subjects. The small number
--of subjects fn stages two, three, and four may have accounted for fhese

results.

In summary, the reading strategies and subsequent qualitative
errors produced. by grade one readers achieving in stages two, three,

and four seemed to change as these subjects read passages of increasing

~difficulty; graphic, syntactic, and semantic errors decreased while

non-response errors increased.

174
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Grade two subjects, like grade one, seemed to show a decreese
in the percentage of syntactically acceptable and semantically
acceptable errors and an increase in non-response errors as they read
Passages that progressed from the less difficult base passages to '

more difficult total minus base passages on The Gray Oral Reading

Test. However, the decline in the production of syntactic and semantic
errors was ]ess for subjects in a higher stage than for subjects in a
Tower stage suggest4n§ that subjects in each succeeding higher stage
processedQSyntactic and semanﬁ$h information more efficiently than
subjects in a lower stage of deve]opment.

uGrade two subjects in stage two demons -ated reading strategies

similar to grade one in produc1ng a high percentage of onse
errors and a Tow percentage-of graphic, syntact1c, and semantic errors
suggesting these readers were unable to process graphic and contextual
information efficiently in order to produce a response on more d{ffi-
cult passages. |

Stages four and five subJects in grade two d1ffered from grade

one in producing a higher percentage of graphic errors on passages up
to and including ceiling passages than on base Passages suggesting that
the grade two readers relied more on graphic information as passages
incneased in difficulty. Like grade one, syntactic and semantic errors
decreased and non-response errors increased as passages became more
difficult to read although syntactic errors for stage five students
remained the same. |

In summary, as passages increased in difficulty level, most

~ subjects in grades one and two processed less ofythe syntactic and
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sémantic information and produced more non-response errors or éraphic
errors than on base passages. Both grades one and two reading
achievers in stage two produced similar peréentages of all errors

on difficult passages, however grade two reading achievers in stage
four produced more graphic, Syntactic, and semantically constrained
errors than did grade one reading achievers in the same stage four.

In addition, gréde two readers achieving in stage four produced less
non-response errors than didAgrade one readers in the same stage.
Finangs,nregarding stage four readers, suggest that grade two readers,
achieving iQmstage ?our, were more able than grade one readers
achieving in the same stage to use graphic and contextual cues from

the text during oral reading, therefore, grade two readers appeared ‘
to be more advanced within_stagé four than grade one readers. It x
would seem then, that grade two subjects who were promoted from grade
one to grade two have shown reading improvement during nine months of
grade'two. In view of this finding, it may be desirable to prombte
belsw average reading achfevers in grade one to grade two provided

%‘\
that grade ‘two teachers are aware of the stage each child has reached

and that they utilize reading material which.is not at the child's

frustration. level since the present study showed that children in bothw

grades one and two gained less meaning from print by processing less

of the contextual information on mdre difficult passages than on less

difficult base passages. What deveI?pmental stage the child is in is

most 1mportant for the teacher to know because then he/she can ’~<£@ ?ﬁg

fac111tate movement to the next stage without na]1z1ng the child

personally by denying normal social learning context
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Influence of Instructional Approach
on Read?ﬁg Strategies

As reported previously in Chapter 2, the below average réading
achievers in the present study were taught primarily by the Nelson
Language Deve]opmeht Reading Program which emphasizes learning units
of meaning, beginning with the largest unit (the whole selection) and
proceeding to smaller bnits (paragraphs, sentences, words, and word

parts).

Based on research reviewed in Chapter 2 (Elder, 1971; Barr,

1972, 1974; Cohen, 1974; DeLawtér,°1975; Norton, 1976; Dank, 1977;

Ramig and Hall, 1980) this researcher expected subjects in grades one

‘and two of the present study to demonstrate reading strategies

similar to those 6f children taught by a word method approach producing
real word substitutions and few nonsense words (mispronunciations).
An analysis of grade one and two subjects reading errors supported

this expectation in that very few nonsense words (mispronunciqtions)
were produced by grades one (l.f,pércent) and two (6.5 percent);‘
However, the high number of graphically constrained errors (43.1 and
58.5 percent) as well as the low number of semantically constrained
errors (24.4 and 32.6 percent) and non;response errors produced by

subjects in grades one and two seems to indicate phonics instruction

in combination with a word method approach. Although the students

se]ected for the present study'were probably taught primarily by a

word method (Nelson Language Development Reading Program) as required

by the %choo] board, phonics instruction was added independently by

teachers to enrich or supp]ement this program. Therefore readers in

grades one and two of the present study demonstrated reading strateg1es




associated with both a word method and phomi¢ method of 1nstruction.
Conclusions

‘The following conclusions were drawn from the findings of
this study, in 1ight of the limitations noted in Chapter 1 and the
nature of the sample of grade one and'two from a small urban central
Alberta school system. |

‘1. It could be expected that below average readers 1in g;ade

one who scored -higher than other below average readers in grade one

on The Gray Oral Readiog Test (comprehension questions) would reach a

more advanced stage in reading of Fleming as determined by an analysis

of their oral reading m1scues on The Gray Oral Read1nq Test.

2. It cou]d be expected that below average readers in grade
two who scored higher than other below average readers in grade two

on the Gates-MacGinitie Reading Test (comprehension section) would

reach a more advanced stage in reading of Fleming as determined, by an

analysié of their oral reading miscues on The Gray bra] Readind Test.
I
3. It could be expected that be1ow'average readers iﬁ grade
two who scored higher than other below average readers in grade two on

The Gray Oral Reading Test (comprehension questions) would ‘reach a

more advanced stage 1ﬁ reading of Fleming as determined by an analysis

of their"raJ reading miscues on The Gray Oral Reading Test.

4, It cou]d be expected that below average readers in grade
: one who scored hﬁgher than other be]ow average ‘readers in grade one on

the Gates-MacGinitie Reading Test (comprehens1on section) and below

average readers in grade two who scored lower on the comprehension
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section of the Gates—MacGin1t1e Readlng Test would reach the same
S —
deve]opmenta] stage in read1ng of FTem1ng as deterhined by an ana]ysis

of their oraT read1ng miscues on Theipray Oral Readlng Test

\5. ‘It could be expected that belowtaverage readers in grade
&

one who scored ‘higher than other below average readers in g\ade one on

The Gray Oral Reading Test (comprehens1on quest1ons) and below average |

«

readers in grade two who. scored 10wer than other below- average readers

- in grade two on The Gray Ora] Read1ng Test (comprehens1on quest1ons)

would reach the same stage in read1ng of F]em1ng as determined by an

;ana]ys1s of their oral read1ng m1scues on The Gray Ora] Read1ng Test.
6. It could be. expected that the percentage of gragh1callz

s1m1]ar miscues produced by below average grade one or two readers

would increase for these readers in each succeed1ng develcpmental
stage two, three, four, -and five of Fleming.

7.0 It could be expected that the percentage of syntact1ca1Ly \\

\

acceptab]e miscues pfoduced by be10w average grade one or two. readers

would 1ncrease for these readers in each succeed1ng stage 1n read1ng - e

of F]em1ng
.,\o’

8. It could be expected that the percentage of non- response

miscues produced by be]ow average grade one or two readers woqu be
h1ghest in stage two and dec11n£ in each succeed1ng stage in read1nq
of Flem1ng | | |

9. It could be expected that .the percentage of graphically
sTmilad}errors produced by below average readers in grade one or two
would exceed the percentage of-syntactically or semantically acceptable

errors produced’by the same subjects.

¢
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10.° It cou1d be expected that the percentage of syntactuca1]y

acceptable miscues produced by below average grade one .or two readers

Al

would exceed the percentage of senantica11y acceptab1e miscues pro-

vduced by the same subJects -

']1. It cou]d be expected that below average readers in grade

two. wou]d correct more miscues than below average readers in grade one.

2. It cqy]d be expected that below average readers in grades

one or two would 1dent1fy more words in. context than in isolation

"thereby demonstrat1ng use of syntact1c and semantic constraints. of

the text. : . y ' | .

13. It cou]d be expected that passage d1ff1cu1ty would 1nf1uence .

reading strateg1es of be]ow average readers in grades one or two.

These chi]dren, while read1ng more d1ff1CU1t passages beyond their

base level, could be expected to produce more non- response errors and

- less syntactic and semant1c errors thereby L51ng 1ess of the con-

textua] 1nformat1on to 1dent1fy words than on base pas_gges Ch11dren
in grades one or two cou]d be expected to produce a h1gher proportion
of graph1ca11y constra1ned errors than syntact1ca11y or semant1ca11y :
constrained errors on passages up to and 1nc1ud1ng ce111ng passages
indicating a greater reliance on graphic information as passages
increased in difficulty. o

4. It COu1d be expected'that instructiona11nethod would

1nf]uence read1ng strateg1es of below average readers in grades one

~and two. Those ch11drén taught by a word method approach cou]d be

.expected to produce real word‘subst1tut1ons and few nonsense words.



181

o .
Children taught by a phonic method could be. expected to produce o
. \\graphically constrained errors and fewer semantica]]y acceptable
errors | \

15." Fleming's stages in reading actuai]y exist and- were
better than the rev1sed stages of the present résearcher in that
they appear to describe more accUrate]y the processing strategies
of below average reading achievers"in'ﬂrades one end”two. \

-
s
-

\Impiications

From tné findings Lf tnis study and the resuiting conciusions,
the following 1mpiications are suggested for. the teaching of beginning
A"reading to similar popuiations of children.. _

‘ 11. It nou]d seem appropriate‘for‘teachers to pinpoint develop-
mental stages in 1eerning§to readpin order to obtain a clearer descrip4'
tion of reeding strategies employed by- below average readers. An
analysis oftoral reading errors produced by below average reading
achievers_ in grades:one and two would provide informAtion to pinpoint

“five stages of deveiopment in reading of Fiemiﬁg Such. a description
“would facilitate grouping children for 1nstruction by stage as well as
B facilitate development of 1nstructiona1 approaches de51gned to promote
progression of these readers to more -advanced deveiopmentai stages in
Tearning to read
2. Phonichinstruction would seem most appropriate;ﬁgr ehiidren “

! achieving in stage two in order to facilitate mastery]of the graphic

" ' ’
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1nfbrmation contained in the text. The present study found that

¢

children achievihg in stage two produced at least 50 percent non-
- response errors out of the total number of errors Although these'-
chiidren achieving in stage two appeared to be attemging to the graphic
information in the text, they were unabie to produce a response.
FoiTow1ng stage two, children in each succeeding stage produced more
.’grapbuca]iy constrained errors and fewer non-response errors as they
processed the graphic information more efficiently than children in
‘each lower stage | B ‘ B ‘ | |

: An instructional method emphasizing reading for meaning as
‘we11 as continued use of phonic skills for children achieving in
stages three and four wou]d seem beneficial to facilitate increased
use -of syntactic and semantic inforhation demonstrated by readers
whd had advanced to stage five. 'Use of graphic information by below
averagekreading achievers in dgrades one and two during'orai reading
increased dver deveTopmentallstages-three, four, and five indicating
that better readers in a more advanced stage were subseQUently making
more eff1c1ent use of graphic information in the text during oral
reading than poorer readers in a 1ower stage of deve]opment in reading
Use of contextual,infbrmation by ‘the ‘same subJects-did not increase
across stages td the same degree that use'of graphic-information did.
fn fact, use of contextual 1nformat10n decreased f0110w1ng stage one
while the reader was attempting to master the graphic information.

3. It may be desirab]e for social or psychological reasons to

promote.a be]ow average grade one reading-achiever to grade two

prijded&the teacher uses appropriate reading material at the child's

182 .
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, : \ . o
“instructional level and not material designated for that grade if

unsuf ted. . . 3 o ) PR ‘f .
»f‘ The majority of the better below average grade one readjng//(// '

achievers and the majority of poorer below average grade two/;eading
achievers of the present study reached the same developmental stage,
kstage four, However. the grade two readers 1n stage four were .
process1ng graphic and contextual information more eff1c1ent1y than
. grade one readers in the same stage suggesting 1mprovement in reading
of grade two compared wi th grade one. T
4. It would seem appr0pr1ate that teachers cons1der the
1nstruct1oqa1ﬂreadlng apgroach when 1nterpret1ng ora] read1ng ‘test
-results. The instruct1ona1 approach under considerat1on in the
preseﬁt study appeared to have influenced subJects oral reading
strategies and subsequent errOr patterns Therefore, strengths and
weaknesses diagnosed on the basis of ora1 reading error patterns may
be 1ndicat1ve of the 1nstruct1ona1 read1ng program and not necessari]y
1nd1genous to a“particuliéfsthdant .
' 5. Teachers should be aware of the d1ff1cu1ty level of
_passages when 1nterpret1ng oral reading test results and group engg rs
made at instruct1ona] and frustration levels for_separate ana]ysis by
~Tevel.. The level of passage difficulty seemed to afcht subjects' oral
reading strategies and subsequent errors produced during oral read1ng
in the present study Strengths and weaknesses diagnosed on the bas1s

of an analysis of oral reading errors may be a function of the passage

1eve1 difficu]ty and not typ1ca1 of the below average reader.

7
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§gggestions.for Further Research

LI

The following suggestions are made fow'further research into
ch11dren s stages of development in the prbcess of 1earn1ng to read
| 1. It is suggested that oral reading errors of average and
above average readers in both_ grade one and two be' analyzed further
to 1nvestigate (a) whether Fleming's five stages are evident and
whether the ‘same pattern of deve]opment is apparent for these readers,
or (2) whether stages in reading beyond the original five are ev1dent
for grade two, Qr (3) 1f stages should be redefined for ‘different
achieving groups of readers at each grade 1evel The find1ngs of the.
present study suggested that below average reading achievers 1n grades
one and two cou]d be placed into one offFleming s five staqes on the .

basis of oral reading miscues.

©

2. A study exploring stages in reading ear11er in the year 1s

‘warranted to examine further the findings of Biemiller (1969) and .
prOJections of Fleming (1974) perta1ning to reading strategies of
children in the fvrst stage of development. The present study p]aced'
be10w average readers into stages of deve]opment in May and found only

one child achieving in stage one in reading.

3. A study begun, ueh ear]ier in the year and continuing o

throughout the year is suggested in order to examine children's rate

. of progression through stages of deve]epment. As previously mentioned -

by the present researcher, grade two readers’presentiy achieving in
- stage four may have progressed more slowly than. other grade two
}readers through the stages or may have. been "stuck" in'stage‘one or

- two prior to reaching stage four.

(
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‘4, It is suggested that the influence of instructional
approaches designed to move children onto a higher stage in réading'

_be examtned The percentage of errors produced

one of Biemiller (1968) and of the presantw£>
children in the beginning stage of rélf;_;’d?d’ )
~of the grammatical structure of languagt in producing syntactically
acceptab1e nnscues, however these readers dre less proficient in
processing graphic {nformation from the fext B1em111er (1969)
suggested the child- who mastered the graphic 1nformation and moved
through stages one and two earlier in the year was a better reader

at year'end than the child who progressed slowly thfough stages one

and two. A study early in the year while children are ach1ev1ng in
beginning deve]opmenta] stages in reading, 1nvestigat1ng a phonic
instructional approach emphasiz1ng the teach1ng of sounds represented
by letters and letter combjnat1ons for word identification may be
enjightening. v

5.. A study éxamining stages‘?f devejgpment in‘learning to - i»
read at students' inéfructiona] leveivapart from frustration level is

*

" o
warranted since the present .investigator found qualitative errors

1 :Q/

changed as passages increased in difficuTty. The present researcher

. analyzed oral reading errors on total passages of The Gray 0ra1 Reading
v v
Test wh1ch included base passages (first three passages of The Gray

Oral Read1ng Test) and passages up to and including ceiling passages .

(two consecutive passages on which the reader produced seveén or more
errors on the same test) in order to exéminewstages of development in

reading.
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~would enable teachers to group students by stage for 1nstrué€?§‘

readers to a more advanced developmental stage in 1earnin§ tbgread.

186

Concluding Statement

This study found that below average réading achievers in
grades one'and two were achieving in one of Fleming's five stages of

development in learning'to read as determined by an analysis of

" their oral reading miscues on total passages oR The Gray Oral Reading

Jest. Pinpointing developmental étages in reading and subsequent

reading strategies employed by students in each developmental st

.rh

develop better programs aimed at facilitating movement of these
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APPENDIX A

WORD LISTS, PASSAGES, AND COMPREHENSION QUESTIONS .
OF THE GRAY ORAL READING TEST, FORM D

E
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‘want -

V(‘:an :

-

>,

HORD LISTS FOR BASE PASSAGES ON THE GRAY ORAL

Passage One

Word List

~mother

here

run

- play
see

with

and

- is

“we

come

. to -

READING TEST, FORM D

'Pas$age Two
Word List

 eat

can
for
make -
are
help
like

‘now
Cwant

said
Took

mother”

you g
something
I

here -
m B
it

‘to

is ) /

f\ Passage Th
\ " Word Lis

Cand/

fird "
, e
/ laughed

the
saw
mew
help
. a she
.. cat
o : a
/// . Saw
- - could
~kittens
over
_not
soon
in
Took
coming
her
TS your

girk-__
you
~all
my
~said
house -
mother
them-
but
farm -
looked

wanted

.

S

‘\r;
s
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WORD LISTS FOR PASSAGES BEYOND THE BASE LEVEL ON

Passage Four
Word List

home
street
time
small
said
good
found
want
last
him
one
down
black
feed
tired
was

for
came
am
because
boy
city

no
pretty
Sor
Saturday
soon

I .
one
short
to

dog

a

had
glad
lay , -
$0

at -
sleep
to

he

" for

“ lost

are
and
pet
have

you
walking

by

THE GRAY ORAL READING TEST, FORM D

Passage F1ve

Word List

water

their

Taughed
got

-swam

bite
sat
bright
the
with
looked
and
time
lake
fish
it
pole
his

~finally
. soon

boy
uncle
twin
for

T .ostiN

at
d1sappeared
to ,
walked

a
surprised
day

long

one

they

SO

became |

he

" that

waiting
excited dropped
then away -
summer ‘into
brothers quickly

Passage \1x

Word List

-vegetables

and
damage
attack
rain
extreme
farm
of

. growing .
- face
" over .
-weather

however.
in
also

. crops
"~ insects

would
all
cold
excellent
Succeed
heat
fruit
any -
harm
many
other
most
year
grain
having
may

~difficult

at
farmers

~animals
- problems
or

usually
season .
birds

‘the
.ruin

Passage Seven
‘Word List

swim slowly
cool little
rapidly flapping
familiar forth
waddles

often
child of
the animals

country city
always who
- attention and

- native in
pools Takes

playful he
walk
back
woodchuck
fat

200

“children

to
both

“paying

as
bears
friends -

- all

a .

- visit |

love
does

-in

water
their
all
home -
people
seals

. his

finds

pelar * .
flippers’
there
outdoor

197
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BASE PASSAGES ON THE GRAY ORAL READING TEST, FORM D

, PASSAGE ONE
Mother' / is here./

- See Mother / run./ \
I/ want / to play./ |
“We / can play with mother./ |

Come / and play./,

Run, / run./

v - PASSAGE TWO
| .ﬁLook here," / said Mothér./
"T / can make’something for you./ -
‘It / 15 good / to eat. /
You / w111 11ke it. “/
"Mother," / said the girl./
"1/ want / to help you."/
"You / are a good girl," / said Mother./ - \,

"You./ can help me now."/

_ PASSAGE THREE |
A*cat / wanted / to f1nd her kittens./ She /
| looked 1n the house and all over “the farm./ |
But she / could not find them./
"'Soon the mpthéf cat / saw agirl./ "Mew,"/ | ‘?T\\
she said./ "He]p me '/ find my kittens."/
"Look "y 1aughed the girl./ "Your kittens / -

are coming / to find_yod.”/v
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PASSAGES BEYOND THE BASE LEVEL ON THE GRAY ORAL
READING TEST, FORM(D

\ PASSAGE FOUR
One Sdturday /. a black dog / was walking
~ down / a pfetty Cfty street./ He / had na home /
‘and no one / to feed / or to pet him./ At last _
he / was so / tired he / lay down / to sleep for
a short time. /
Soon a small boy / came by. / "Are you /
-1ost?" / he said./ "Do you ./ have a good home?/
I/ am giad'l / found you / because I / want a

»dog for a pet."/ ' _' o | o - : -

PASSAGE FIVE

One bright summer day / twin brothers /
walked to a lake with their uncle / to fish./
They / sat sti11}fo¥ a long time / waiting for
the fish / to bite./ Finally one boy / got a bite./
He / became so excited that he / dropped his
pole info the waiék./a The fish / quickly swam
away with it./ Soon th;;pole / disappeared./ ’
Tﬁe surpri&ed,BOy.} Tooked"at’his uncle / and

4

then laughed./ ‘ . ‘
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PASSAGE SIX

[ 4

Al] over the world farmers / face many
d1ff1cﬁ1t problems./ Insects, / birds, / and
other animals / attack most of the farm
crops /!and harm / growing vegetables / and
fruit./ At any season of the year the
-’wéather / may also damage crops./ Extreme
. heat, / co]d,./-or rain / méy ruin fruit, / vege-

'tab1es, / or grain./ However, most -farmers /

usua11y succeed / in having excellent crops./

PASSAGE SEVEN

Both city / and country chf]dren / love / to .
visit the zoo./ A child / who / likes animals /
bfteplfinds all his familiar outdoor friends
there./ The fat woodchuck / waddles as / he /
alwéys does in his native home./ The play-

~ful seals / swim in pools of coo] water, /
flapping their flippers rapidly./ Po]ar bears /
walk $1owly back and forth / paying little

attention to people./



COMPREHENSION QUESTIONS AND CORREC

]
%

PASSAGE ONE

‘Questions Answers
‘1. In this story who was running? Mother (1)
2. Who wanted .to play? The boy (1)
3. Who did he ask to play? A girl (sister) (1)
‘4. How many people were to play? Three (1)
PASSAGE TWO
Questions Answers

1. Who was Mother speaking to?:
. 2. What was Mother making?

3. What did the girl want to do?
4. When could the girl help Mother?

A (1ittle) girl (1)

Something (good) to eat (1)
Something good (1/2)

Help (Mother) (1)

Now (1)

"Right away or then (1/2)

PASSAGE THREE

Questions

1. What was the cat looking for?
2. In what dj? she look? P
3. Who did the cat ask help from?
4 Who came to find the cat?

-

Answers

(Her) kittens (1)

(The) house (1)
(A) girl (1)
(The) kittens (1)

T ANSWERS ON THE GRAY
READING TEST, FORM D, BASE PASSAGES — — —
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COMPREHENSION QUESTIONS AND CORRECT ANSWERS ON THE GRAY
‘ ORAL READING TEST, FORM D, PASSAGES BEYOND
B BASE LEVEL

PASSAGE FOUR

Questions ' ' Answers
1. What was walking down a city A (black) dog (1)
street? ' :
2. Why wasn't the dog at home? He had no home (1)
. : He had nowhere to live (1/2)
3. What did a boy ask the dog? ‘ . Are you Tost or do you have a
N , good home (1) .
* If he had a home (1/2)
4. Why was the boy glad he found (He) wanted a dog (for a pet)
the dog? - or wanted a pet (1)

‘He didn't have a pet (1)

PASSAGE FIVE

Questions Answers

1. How did the boys and their Walked (1)
uncle get to the lake? C

2. What did they do while waiting Sat stillugg_qu1e£1y (1)
for the fish to bite? '

3. What did one of the boys do when  Dropped his pole (1)
he got a bite and became excited? ' :

4. What did the surprised boy do Looked at his uncle and.laughed (1)
when his pole went out of sight? (Either idea gets 1/2)
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PASSAGE SIX
Questions Answers
1. Whose problems does this Farmers (1)
paragraph discuss? Farmer (1/2)
2. What living things harm farm Insects, birds, and other animals
crops and vegetables? (any two) (1) o
3. When may the weather do much Any time or season (1)
harm? A1l year round (1/2)
4. In spite of the difficulties Most (of them) (1)
faced, how many of the farmers Many (1/2)

Asually have excellent crops?

PASSAGE SEVEN

Questions Answers

1. Who Toves to visit a zoo? (Both) city and country
children (1)
City and country boys (1/2);

", chiTdren
2. What animals, according to the ' Woodchucks, seals, (polar) bear
- story, are found at the z00? (any two) (1)

]

3. - What word in the story describes” Waddles (1)
the way a woodchuck moves about?

4. Which animal, according to the  Polar bears (1)
story, pays little attention (Bears 1/2)
- to people? -



APPENDIX B
STUDENT PERFORMANCES ON THE GRAY ORAL READING TEST,

FORM D, ON BASE PAS ’
PASSAGES, AND TOTAL PASSAGES

1
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