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INTRODUCTION

Evaluation is an integral part of the educational structure. The assessment of outcomes
is essential. It provides the necessary feedback for decision making both in curriculum plarning
v
and instruction.  Evaluation is the responsipility of every educator, but it is primarily the

, responsibilifly of the teacher - the one who guides the learning.

The Yecrbools!;_EvaluoHon m Reading, has been written for feccherrs and others who

* deal with children in the school setting. The articles not only provide techniques, but they
also suggest ways of using results in decision making.

Evaluation inkvrecding rnuﬂée a continyous process. It is not a pre- and post testing
program to be administered at the beginning and close of a school year. The assessment of
readiness, b@s‘, and mastery in the development of sl-:*ills_,‘.cc.)ncepfs, and behaviors must be
an oh-going proc.ess‘if the best decisions are f‘;:c‘ Fo‘FEf&EH léorner.

There are many ways of determining readiness, growth, and mastery of skills, concepts,’

o

and behaviors in reading. The articles, while not all inclusive, offer a variety of fechniéues,
using both obieci‘ive»and..subiecﬁve aevices. THe best decisions cannot be made solely on
observofio'n and intuition. Neither can they be made using re;ulfs from standardized tests. Data
collected in various ways pfovide the most reliable feedback for decision making.

Special acknowledgment is made to the cblni"'h'bui'or\s who cre.responsible for this Yearbook.
In addition to the persons responsible For} the content, others assisted in its productior,
Louisa E, Avila, my secretary, did much of fhevfollow-up work and typed the c;rigincnl ~opy.
Alan D. Young, Specialist in Graphics Education in the Salt Lake € ity Dlsfrlcf designed the

cover and assisted in the preparation of the original copy. Deon Stevens, Presideni of Utah Council

of the International Reading Association, supervised the printing.

1972 . | Huberta V. Rondolph
EKC \ : Edn‘or
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EVALUATION: NINE EASY STEPS TO
IMPROVING THE TEACHING OF READING

Roger Farr
Indiana University

Teacliing children to read can be improved through the use of good evaluation practices.

It is the purpose of this article to briefly describe those practices.

Similarities Between 'E\}';Jlucfion and Instruction

The essentials of good *eaching and good evaluation are quite similar. Good teaching
demonds cler_'r‘ly stared goals, and so does good evaluation. Good teaching is based on valid and
reliable information about the learning environment and the characteristics of learners, and so is
good evaluation. Good teaching happens when a teacher is cieri‘ to unexpéci‘ed outcomes, and
so does good evaluation. This list of similaiities coulvd be exi‘ended ever‘l further.

- The main reason for fhése similarities is that evaluation and teaching are both related to
decision making. The valuing pro-’cess of evaluation usyc”y results in some decision for action such
as continuing a successful program for an addiﬁonaﬂl year, expanding a program, or‘re-fec.:ching a
unit of material which students Hovén'f learned. Because evaluation c')Ffen results in a decision to
take some action, evaluation has often bee‘n defined in its broadest sense as the process .of providing
information for making decisions. Tecéhing is also a pr.ocess of continually making :decisions. For
example, a teacher decides to introduce certain instructional materials, to use selected teaching
procedures, or to try to achieve specific objectives. It is the gmphcsis on decision making which is
the essential similarity between teaching and evaluation. |

The broad definition of evaluation being proposed here is that ev aluation is a set of steps
that will help teachers choose among instructional alternatives. Teacners are, of 'course, faced with
a multitude of decisjons in teaching reading. _ Examples of decilsions include whether to assign

particular reading materials to a pcrﬁcuklor child, which reading skills to feach to i’hai'lchild, I;/ow
' io@orgcnize for instruction, when to move a child to more advanced instruction, and so on. The list
LRIC
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zisions faced by a teacher is endless, and these decisions are made not just once but continuously.



For this reason if evaluation is to aid the teacher in making decisions, evaluation rust be

comprehensive and continuous.

Format for Planning Evaluation

Because of the similarity between good teaching and g'ood evaiuation, many of the processes .

of evaluation are not new to most teachers. However, the following description of evaluation

(9

practice should provide a framework for teachers to organize and make better use of present

evaluation activities for improving instruction. To begin an effective classroom evaluation program

it is necessary for a teacher to ask himself four questions. First, what decisions am | faced with in

this instructional situation; secondly, what are the alternatives for each decision; third, what

information do | need to choose between alternatives; and fourth, what procedures should I use to

collect the information? For the typical situation in teaching reading the decisions could be

categorized as those concerned with developing instructional objectives, the teaching method and

materials to use, and, perhaps, the organizational pattern to use. Obviously this categerization of

evaluation is put into effect, it would probably be advisable to develop a work sheef which follows th

suggested framework. Such'a work sheet is included below:

Forraat for Focusing Evaluation

How to Collect

Information
v Decisions Alternatives " Needed Information
Instructional
Objectives
Procedures
Materials ,

.Organizction

- A

instructional decisions is arbitrary and many other patterns could be used. The first time systematic”



Nine Steps to Implementing Classrcom Sveluetion:

Trere are o number of approaches that could be taken to implement the evaluation design
discussed above and evaluation will probably be most useful if each teacher would develop his own
personclized approach. There are, however, a number of essential concerns that need o be dealt
with regardless of the pcxrficui‘o_r approcch that is developed. These are labeled "the nine evaluation

¥

steps to improving the teaching of reading.” They include the following:

i. Yéu need to decide whai you mean by reading.

2. instructional goals bused on your definition of reading must be developed.

3. You need fe study the learning environment for each child.

4, Your insir‘ucfionol goals must be re-defined based on the study of each ieorning
environment,

5; You need fo list instructional decisions. -

6. Alternatives must be listed and their feosibiﬁi‘y considered.

7. Information needs for each decision must be stated.

8. Information collection strategies need fo be seléci'ed, devised, ond used. .

9 Information must be used to mdke decisions, i.e. fo implement an instructional
program.

‘Each of these nine steps should be studied at length, For this paper it will only be possible
to ratse soine of the more important considerations for each step.

Step 1. Defining Reading

Before anyone begins to teach systematically any set of behaviors to anyone elese, it is
absolutely essential that the set of behaviors be defined. This holds true whether the behaviors |

being taught are called playing chess, swimming, criticizing literature or reading. There are times

when a teacher does not define the revding behaviors he is teaching because he mechanically
O
EMC ments a specific set of instructionnl nrocedures outlined for use with a specific set of materials.

Full Tt Provided by ERIC.



In these ;:osés it is the author of the instructioncl mc:i‘erlai; who has defined readiry and the author

of the materiais is, in fact, the teacher. The person; presenting the materials (who is erroneously
<3 R

referrad to as a teacher) is just that, o presenter of moterials, and probably could be replaced by a

programmed machine of some sort.

To be on effective teacher of reading, a teacher must view himself as a decision maker who
who selects and zhooses from a variety of educational structures in order to aciieve a specific set of .
behaviors. It is defining “hese behaviors that is the vital first step. |

Reading can bg defined in a variety of ways. To validate that statement, one need only
examine the vast number of operational definitions of reading exemplified by the many different
insi‘rucﬁonql maferials and different tests of reading. Reading is not o single, definite, agreed
upon set of behaviors. The act of defining reading actually takes place everytime a teacher chooses
to teach a porﬁcular skill of reading, everytime a particular set of iﬁsfrucﬁonal materials are selected
to teach reading, and everytime a specific formal or informal test is administered. It is essential,
however, to bring this defining act from an implicit to oﬁ”‘e;(énl;c.i.f. fe\/e.lv'so that it can become o
recognized criterion for examining the validity of iﬁsi‘ruc_fionc:l decisions.

Defining reod?ng cc:vn and should take place on 1'hre‘e levels: fheoref‘ico‘l, practical, and °
instructional. A teacher of reading will find that it will not be easy fo develop these three poff's of
ihe definition, but it is this bgsé on which the evaluation process is bLJimli'. -. Before considering these
three parts of the definition it should be mcde quite clear that the first eséyeni'iol of good definition
is that the definition ‘m'usi'. be“.cqusfunﬂ\/ re~examined and s‘e.vised‘. The process of defining reading

should become a lifetime ‘f_‘cn.s’,‘kA F"op feccher; of reading. o

The first level of fhe definition, the theoretical, seis the stage For the nexi two levels.
It is at this level wEere one must consider whether reading is a cognitive ond/or affective proces.s;
whether it is related to other lohguage behc:vi'ors, and what its unique features are.

ERIC
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The second level, the prucrihcql, is where one must consider the actual insfcmcels? and
situations in any individual's life and decide whether these are instances of reading. ls skimming
a grocery list reading? ls reacting to facial expressions? Finding o telephone number in a directory?
Telling someone cbout « book? From thic practical level of definition, the teacher will be able to

develop broad goals that he will try fo achieva with his ctudents.

[ . - * ‘ 4 . . [3
The third level, the insiructional, is tha leviel ak which one consicers the specific skills that

comprise the general behavior he has catled reading, the optimal sequence for teaching those skills,
- . N

and in general de’rermizjes what must be taught in order for the general goals (or the practical
deFiniHoan fevel) to be reached. )

Each of the three levels must be compatible if any level is ‘o be useful to the teacher. Without
this first step,” the defining of reading, there is little reasqn to ry to implement any of the steps

which foliow;

Step 2. Developing Instructional Gonts

R - e

o

Obviously the second and third levels of the defining step leads directly to the development

of instructional goals. ’The instructiona! goals should state the behaviors to be exhibited by learners.

i - .
i

However, it is not essential and certcinly not procﬁcdl to attempt also to state criterion levels or
conditions for each instructional goal. These two factors may possibly be determined at the time
specific instruction is being planned, but they are not helpful or needed at this stage.

The instructional goals should:

[ pe congruent with the stafed definition of reading.
2. specify learner behaviors.-
Step 3. Studying the Learning Environment ' ’ - .

The .preCec‘iing two steps are not dependent on a particular teaching/learning situation. They
are cognitive tasks that require continued study by the teccher, and they apply to any instructional

<-*'3~  The teaching of reading cannot stop until everyone has thoroughly studied the reading process.

-5
2



Each teacher must face the task of simultaneously engaging in the continuous study of the reading
process while actually teaching children to read.
The first step in bringing a definition of reading and génerol reading goals into utilization

is a study of the learning environment. This study should include searching for answers to the

following questions:

.

1. What are the language bccl'f;grounds of the students?

2. What are the experiential backgrounds of the students?

3. What is the community's view toward eduration?

4, What are the age levels and past learning experieﬁces of the children?
5. What is expected and required of children in readi.ng by fecche;s’}?

Even tentative answers to these questions will provide a useful guide to Step Four:

Redefining Instructional Goals.

Step 4: Redefining Instructional Grcls

The information gathered in step three can be used to revise and refine instructional goals
for a specific set of learners. For example, a génerol insfruéfior;icl goal might be stated as "Children
will exhibit interest in reading by choosing and reading books. " Whofﬂkinds of books they will be
interested in will certair 'y depend on their age levels, their experiential backgrounds, and other
factors. If the community has never been a book oriented community, but rather views schools as
institutions to teach vocational skills, then the .goal might be revised to include trade journals.

The purpose of this redefinition stage is to bring broad instructiona! goals-into sharper focus
and to make sure they are realistic for a given situation.

Step 5. Listing Instructional Decisions

Once the instructional goals for a particular learning situation have been stated, the teacher
needs to plan the program to reach the goals. This planning takes place contiruously with instruction.

The framework for this planning is based on instructional decisions. Decisions are generally concerned

-6 -
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with reacing levels and skills, instructional materials and methods, and organization.

The teacher wants to know what reading skills to teach to a particular child? What
instructional approach to use? “WVhat materials fo use? The list of insi‘rucfio.nof decisions is
as extensive as the instruction itself.

Step 6. Decision Alternatives

If o decision is valid, it must inciude more than one alternative. For example, if a teacher
must use one particular reading book for all students, then it is obvious that there is no need to list
choice of reading level of materials as a decision. However, it is this study of the feasibility of

alternntives which often results in the increased interest in alternatives to present practices.
k-4

27

Parhaps, the most imporfant point to remember in regard to decisions and alternatives is that
almost all instructional decisions are tentative and they must be continuously reconsidered.

Step 7. Information Needs

Onﬁe the feasibility of alternatives has been established, the next step is to consider the
information that is needed to choose a particular alternative. The information needs are, of course,
primarily deterined by a particular decision. However, the teacher's definition of reading will
also be an important factor in determining information needs. For exc:mple,. a decision may involve
the assignment of a porficul'or reading level to a child. The information needs to make this decision
would be how well the child reads the materials of varying instructional reading levels. Bl;f the
question that still needs to be answered in this ex'omple is still based on the already stated definition
of reading. Should the child read the materials orally or silently, shoul'd oral reading errors be
corrected, should comprehension questions be asked and, if so, whal kinds? Answers to these

questions depend on how the teacher defines reading.

*

Step 8. Collection of Information

The next step is to.consider the procedures for collecting the needed informatior. The key

determiners in selecting information collection procedures are the decisions to be mc.ie.

-7 -
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The usual practice in ~ollecting information is to administer some standardized reading test.
While standardized reading tests may provide needed information for making some decisions, it is
obvious thct they do not provide inForrpc:f%on for many daily instructional decisions that the teacher
has to make. Teachers shouid begin- tc develop and collect a wide variety of information colleciion
procedures that can be used when needed. These could include checklists, observation forms, short
criterion referenced tests, and so on.

A discussion of the validity and reliability of these procedures would involve more discussion
than is possiblé in this paper. However, two points can be made. First, the validily of an information
collection procedure is dependent on the match between the teacher's definition of reading and the
information collection procedure. Secondly,.fhé ‘i'nore often information regarding particular
behaviors is collected the more reliable will be the decision about those behaviors.

It is quite pc;ssilale that this eighth step, the deveiopmeni‘, sel.ction, and use of information
collection proredures is the step which causes the greatest difficulty in the approach being described
here. Teachers need to have more experience and practice in the art and scienc;,e-of efficiently
collecting information which is both valid and reliable to help them make instructional decisions.

Step 9. Implementation of Decisions

The last step in the nine step process described here is the implementation of a decision. This
step involves revising materials and teaching strategies, and considering information needs to
determine the effectiveness of the newly implemented strategies. It is this consideration of how to
determine if 1"he new strategies are successful that will result in the recycling of this process from
step four back again to step nine.

Summary

) It is essential that the teacher and those who support clussroom activities recognize the

importance ard opportunities of the mcior sequences of decisions within the broad program. It is

IToxt Provided by ERI



equ;:lly impoirtant thot they me able 1o oparationalize anch portion of the sequence. This aspect
inV§IVes f:leur <mtmnanrfs'_rpF objactives; delineation of iﬁsh'ucl‘ionnl procedm‘cis and alrernotfvgs, ,
being careful ta make cloar the relatinnship of pucedures to ohjectives; and the siulemgl;t of
criterie for reangnizing thot the nhjrctive hos either been met or to determing whal else is necessary

to secure its attainment,

What heas been desaribed here may he called "merely good leaching, " and, in fact, this

model does place the teacher in a role as planner who mokes rationa! decisions regarding ai

educational environment which is likely to providz an optimal leaming situation. Evaliation in the

classroom necessitates much preplanning and critical thinking: Teachers may plead that this time

shouled be spent in activities other.Than evaluation.  Fvaluation, however, can be g vital guide for
planning insiruction; as a monitoring sysiem to determine the nature of assistance for teachers os well
as students; and as a system for ins'ring student success. Viewed in this manner the only concern

should be that it wou.ld be wasteful of the time un‘d energy of both teacher and children not to begin
systematic evaluation. ' : .
Many attempts fa implement evaluation pr‘ocedures; at the classroom o*" program level have met
with only limited success. Sometimes ‘Hwé teacher is unable or unwilling t6 state objectives in relation
to the complexitias of the total program, In addition, if i'hé teacher cémpefenciésdescribed above
have not been part of an effective pre~ or in-ser\)ice‘ program, teachers will be required to "shop"
for appropriate training programs, schaol districts, or materials to assist in developing their
- competencies.
It is also possible that other concepts such as traditional testing or grading praé{‘ices are

incompatible with evaluation. In this case the instructional staff should axamine contradictory

policies and begin to set priorities.

O

RIC . L,

o



~

THE CLASSROOM TEACHER'S DECISIONS
IN THE
USE OF STANDARDIZED READING ACHIEVEMENT TESTS
Gabriel Della-Piana
University of Utan
Standardized reading tests are administered in most schools. There are a number of ways in
which they may be used by the teachor in the planning of an’instructional program. These ways are
briefly discussed aind illustrated here under two major cot-ggnriesr, Predictive Uses (including
comparisons with norm groups, prediction within a progiam, differential prediction between programs
and Individual Diagnosis (including interpretation of profilc. of an individual student, item pérformcn
of students, and relationship between standardized test pel'Formd-nce and informal reading inveniory
performance). |

Predictive Uses

A major use of standardized reading tests is for prediction of the potential performance level
of a student and assessment of program's effectiveness. Questions to be asked.in these uses of
standardized tests by the classroom teacher are:

1. Comparison with norms. How do your students compare with students of similar age

and ability in communities similar to the one they are in? Often comparisons are made with
"noti:ond Y norms. This is not an adequate comparis.c)n for a school-community program with unusual
advantages or disadvantages for childrgn. How confident may one be in interpreting any scores on
the test based on the accuracy with which instructions were followed in administering the test and
scoring it? Often, tests are administered and scored in w;:ys that deviate from the standardized
instructions. In such cases the norms aresuseless although the individual test item responsé-s may still

be helpful if the administration and scoring procedures are known.

IToxt Provided by ERI . . — e



2. Prediction within a program,  The use of a scattergram will help you to visualize
how effectively a particulur test predicts achievement in your program. Data from a hypothetical

study is presented to illustrate the procedure.
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February Gates-tacGinitie Yocabulary

17 24 37 51 67. 8 93 103 1o 117
September Murphy-Durrell Reading Readiness Analysis

From such a scattergram you can determine the best fit line (the means of each column_

° i

représented by © by inspection or by use of a regression equation. You can then find the critical
sco“e on the aptitude test that predicts the need for remediation. For example, if a child is below

the mean scote for his aptitude level on achievement in February, you can pick him up for diagnosis

and remediation. (Thus, a child with Murphy-Durrell of 17 is predicted to have a February vocabulary

of 6. If he is lower, look at hin{.) Also, if a vocabulary score below 20 in February is considered

R R

too- poor for your group, then as early as September you know that anyone with a Murphy-Durrel!

below 67 should be given special attertion.

The semé kind of scattergram can be made with any number of tests as predictors (e.g. auditory

discrimination, word recognition, comprehension, blending) and any number of other tests as

&

achievement measures to be predicted (e.g., oral and silent word recognition, voccbulary,

comprehension and rate of reading). ?

A ruiToxt provided by ER
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3. Differential prediction between programs,  Suppose you have two different

“programs ior feaching inttiol reading: ' Treatment A, o phonics treatment (Fry's materiol) und
. . - ° 1 I .

Treatment B, a look=say fregtment (Scott=Foresman), Do children with certain aptitudes do

better under one treatment than another? Consider the ITPA auditory-vocal sequential test

»

(" Listen-Say 6-8-9"). Resulls comparing performance on this aptitude test with reading achievement
under the two treatments looked like the Fepresenfation in Fig. 1.0 in one study. The lines shown
are regression functions (i.e., The regression lines representing the best fit for predicting a person's

PR - .

- score on one fest from his score on another), thal the resulis SltOW is that below a certain |eve| of

toiest

Lchisvemen

~

P

Reading

Fig. 1.0 . C
Aud1tory Vocal oquent1d1 Test R

[T —

sequenc.ing ability (15 on the 1TPA oqdifory-—_vocol sequenf_iol i'est) a child could be placed on o whole

word method (B) to maximize his chances of suécess. Above a score of 15 a child could be placed in

a linguistic phonics method io maximize his chancés of success. This kind of analysis can be done for !

.

a-small group of classes or even for a teacher's own class over a period of years if two methods are

. % : : SR
used on randomly assigned subgroups of her class. )

3
‘

On the other hand if one program yielc.ls consistent!ly better results than another, then there

PRTR,

' »_is no vsé, in giving an opl‘ih}de medsure since aH"cthre’n should be assign‘ed to the bhest treatment.’

'Thct sxmcn‘non is depicted by Fig. 2. 0 oelow. H is c[eon ’rhoi no matter Whoi the level of

: : 12 - : .



That situation is depicted by Fig. 2.0 below. 1t is ciear that no matter what the level of

Fig, 2.0 .
Auditory-Vocal Sequential Test

aptitude of a child, method A yields better results than method B. Studies yielding data such as
in Fig. 1.0 and Fig. 2.0 are increasingly needed locally and nationally.

For Individual Diagnosis

L Which scores in a profile for o student are reliably different? Is a student really

better in one skill than another? Each test score should be considered as a band not a point. The

band is + one standard error of the student's score. Thus, if Jim's t-score is 50 on vocabulary and
- r ~‘|

44 on comprehension, is he rec 1y better in vocabulary than comprehension? If the standard error.

of both tests is "3", Jim's score band on vocabulary is 47 to 53 and on comprehension is 41 to 47.

Since the bands overlap, we should net put much confidence in hypothesizing about why he was

higher in vocabulary than comprehension, nor in devising more special programs for one than the
s

other. If the bands did not overlap, it would be worth paying special attention to the lower score.

_']3-
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2. On which kinds of test items did the class and individual students gperform poorly?

Suppose a computer printout of the tésts for your class was as follows:

Test Behavior Test ltems Studente Missing Each Item
Identifying the meaning of ' -3 . Bill, Rob, Jim Alice
prefixes in words (prefixes: 16 Bill
un, re, in, in, pre). 19 Bill
25 Bill
Interpret figurative language 5 Bill, Rob, Jim, Alice, John,
such as me,aphor, simile, and Peter ’
12 Bill, Rob, Jim, Alice, John,
\ Peter
17 Bill, Rob
23 Bill, Rob
Syllabication: dividing words 7 . Bill
into syllables such as fo-ma-to, 15 Bill
stu-dent, re-turn, say-ing, . 27 Bill, Rob
ei-ther, a-cross, de-scribe, 30 Bill

rid-dle, ea-ger. 33 Bill

Obviously this kind of summary is helpful to you in deciding what individual students to
check out for further diagnosis and individualized work on specific skills and what skills seem to
be a problem for a larger group, and therefore, perhaps, weakness in the total curriculum in reading

3. What functional reading level does a specific standardized test score represent?

If you gave an informal reading inventory to each child based on basal readers, you might identify
the basal reader level at which a child reads independently (99% or better word calling in context,

90% or better comprehension and 90% or better in pronouncing words in isolation) and with

instructional help (95 to 98% in word pronouncing in context, 51 to 89% comprehension and

50 to 89% pronouncing words in isolation). Then you can plot standardized achievement test

- 14 -



performance against IRl (Informal Reading Inventory) performance and come up with information

_like the following:

NUMBER OF STU DENTS WITH SPECIFIED LEVELS OF
STANDARDIZED TEST AND IRI TEST PERFORMANCE

N = 120 Fourth Grade Students

Fourth Grade Basal Standardized Reading Test Performance Total Score

Reader IRl : ' L
Performance

Levels ' 40-49 50-59 60-69 70-79 80-89 90-99 100-109 100+

Independent 0 0 1 10 20 8 10 119

Instructional 0 ] 1 20 30 30 5 0

Frustrational 120 119 118 90 70 10 5

This kind of information will allow you to say that students scoring 100 or better on the
standardized reading test (which may incidentally represent a grade equivalent of 5.8) can be

considered independent readers in the fourth grade basal reader.
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THE INFORMAL READING INVENTORY

Deon O, Stevens
University of Utah

The informa! reoding inveﬁi‘ory (IR1) is a device designed to (1) uncover some of tae
major basic factors of a student's functional reading behavior, and (2) idenfify the student's
independent, instructional, and frusfrc:fioﬁo! reading levels. The inQenfory is administered
during a structured reading situation in which the student reads selections of different reading
difficulty both orally and silently. During the reading, the teacher records pronunciation
errors and comprehension errors. The teacher's notes are then compared with a set of criteria
to identify the student's reading leve_ls.

The Independent Reading Level

The independent reading level is that level where the reader experiences no difficulty;
that level at which a person has sufficient control of vocabulary, word attack skills, language
structure, and comprehension to allow reading without assistance. The novel which you, as an
adult pick up and breeze through, is written on an independent reading level for you.

Although there is not complete agreement among authorities as to criterion specifics for
each reading level, | feel that the foilowing percentages are appropriate. For reading behavior
to be judged at the independent level, the reader must:

1. Pronounce accurately 98—100% of the words (excluding proper nouns if

| mispronounced).

4

2. Answer correctly at least 90% of the comprehension questions.

Instructional Reading Level

The instructional level is that reading level at which all instruction should be initiated.
M&feriols at this level are not so difficult as to frustrate efforts to learn, nor so easy as to F'oil
fo@chollenge the intellect.

o 16-
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For reading behavior to be determined at the instructional level, the reader must:

1. Pronounce accurately 94-97% of the words.

2. Answer correctly 75-90% of the comprehension questions.

~ Frusirational Reading Level

C ren, the frustrational level is the level at which far foo mony students are expected

to work. This level of difficulty is reached when the student is unable to overcome obstacles in

reading and shows definite symptoms of Llockage. The language structure may be too difficult

for the student 1o handle. Concepts moy be presented too rapidly and without appropriate

clarification, This is especiclly characteristic of expository writing more so than of narrative

writing.

If required to read materials ai this level of difficulty, the student wili probably:

1. Pronourice accurotely less than 90% of the words.
2. Answer correctly 50% or less of the éomprehension questions.
3. Exhibit certain types of errors, such as:
a. wofd—-by-word reading,
b. frequent word and/or phrase repetitions, additions, subsfiful’rions, or ommissions,
c. incorrect interpretation of‘punci‘uoﬂon, _
d. making errors on known words, and
e. inability to mn‘ricipcﬁfe meaning, to utilize context clues.

Compiling an IR1.

One of the advantages of the IRl is that it is relatively inexpensive. The matericls for the

inventory are usually readily availchle. One disqdvantage is that the IRl requires some time in

__putting it focether,

To begin, the teacher should secure graded rcading selections representative of levels lower

than the level being taught. Other levels may be added to the inventory at the teacher's

. Q ‘ v
,EMConvenience} (See Figure ]

Full Tt Provided by ERIC.
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READING LEVELS

NTLY TEACHING

o2 3 4 5] 6 7] 8 | 9| 1de
2 x| . |
3 x| x| .
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50 . x| x| x1 .
3 : X1 X | x| .
7 : x4 x| x| .
8 x| ox | ox
9 . x | ox | x| .
10 X ox ] ox |
1 ol x | x| X
12 : X | x

X Suggested Reading Levels to be included in initial IRI according to

current grade being taught.

. Suggested Reading Levels to be added to IRl at later time.
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For example, the sixth grude teacher will secure selections representing third, fourth, and fifth
grade reading levels. Selections on first, second, and sixth grade are also appropriate, and the
teacher would do well to add them to the others.

Because the inventory is used to assess reading performance, the selections must not be
familiar to the students, Preferably, the selections should be approximately one hundred words
in length, they should be appealing, and they should be of such nature that ten questions dealing
with both factual and inferential.questions can be raised from the content. The copy on which the

teacher records the student's performance should be a couble-spaced fucimile of the student's copy.

Toads

You will probably be surprised to know that toads

make interesting pets. These harmless little creatures
.do not bring us bad luck as some people think. The
toad is really one of our best friends and noi an
enemy at all,

Toads are nice people, hormle;s, good-natured
and friendly. They come to our gardens and doorsteps
because they can find food fhere. In re'rurnlfor a .
safe hinding place under the doorstep er a bush, one
toad will eat thousands of harmful insects, worms
and slugs during the summer.

Toads do not cause warts. The little lumps on a toad's

skin are tiny alands.

- 19 -




Comprehension Questions

1. Why do some people think toads bring bad luck? (stories handed down

cause superstition -- or any appropriate answer)

2. ~Are toads harmful? (no)

3. ls a toad our enemy? (he isn't)

4, Why do they come to our gardens? (food)

5. What do they do for us? (eat thcusands of insects, worms, slugs)

6. Where do they like to hide? (under doorstep or bush)

7. Why do they ccuse warts? (they don't)

-

8. What are the little lumps on the toad's skin? (gland)
9. How does the story describe the ’road?‘ (friendly, harmless, good-natured)
10. What color is a toad? (brownish-gray)
' -
Total number of words 105
Total words missed Percent
Total questions missed Percent , L

Readability

A concern in selecting materials is that they truly represent the desired reéding levels.
Readability formulas have been used to determine reading levels; however, most well known
formulas, such as the Dale-Chall Readabi.fi’ry Formula, and the Spache Readability Formula cre"
lengthy and quite time consuming. Fry presented a "Readability Formula that Saves Time" which
utilized a graph. (See Table |.) Because of high correlations with other accepted formulas, this

graph is of great use for determining the reading level of books.
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TABLE |

uraph for Estimating Readability

b\ deard Fry, Rutgers University Reading Center
Average number of syllables per 100 words

Short words [/ ¢ ‘Long words

25}’08 112 116 120 1323 |28 132 136 140 M4 ws 152 156 160 144 168 172

B
o

e

Short sentence

A \ P
N
N
~

(T
NN N

D
~3
N
¥

#
o

; 1/
1 ANp L
/1174 / pf {4 / N »‘_1’(.[‘\

15 /J ’ L
A 4 A ) 2
08 tEpg | V2] [Cotteae
i | 111

Long sentences

T ws apa Sow S
BWWAREREBARVKMRLOAIAXRQD DD
o«ngmahiﬂO\J@\hwh’S-hghb-_\awﬂ

\\.
N
™y

Average number of sentences per 100 words

DIRECTIONS: . Randomly sclect 3 one hundred word passagés from a book or
an article. Plot average number of syllables and average number of words per

sentence -on graph to determine arca of readability level. Choose more passages .

per book if great variability is observed.

Note: The Rcadability Graph is not editors would be pleased if this source
. copyrighted. Anyone may reproduce it in  were cited.
any quantity, but the author and the '
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The preceding selection about "Toads" can be used to demonstrate how Fry's formula
may be used to determine the readability of individual selections.
Number of words = 105 =
Number of syllables = 136

Number of sentences = 8

Formula:

100 {number of syllables)

number of words

= average number of syllables

100 {number of sentences)

= average number of sentences
number of words

OR
100 (136)
o5 = 129.5
100 (8)
—05 78
READABILITY = = = = = 5th GRADE

Administering fF;e IRI

The following procedures are suggested for administering an informal reading invénfory:

1. Establish. good rapport with the student.

2. Oral sight reading and comprehension check to determine oral independent,
instructional, and frustrational reading levels.

3. Silent reading and comprehension check to determine silent independent,
instructional, and frustrationo! reading levels.

4, Listening level (thought by some to be the potential reading level) determined
when the student responds correctly to 75-90% of the questions after listening

to selection.

-21 -



Marking System for Oral Reading

To make the most of the testing situation, the teacher must be competent with

a notational system which will permit him to record quickly and accuractely reading errors.

1. Circle all omissions.
2. Insert with a caret (A) all additions.,
3. Draw a line through words for which mispronunciations were made;

write above, phonically, the mispronunciations.

4. Write "p" over the words pronounced by the teacher.

Markings for the above listed tyres of errors are counted. Percentages are compu.i'ed,
and together with percentages obtained from the questions are compared with criteria for
judging the student's reading performance (see pages 1-3). Table Ii presents percentages

for each reading level.

TABLE 11

READING PERFORMANCE CRITERIA

READING LEVEL WORD PRONUNCIATION COMPREHENSION
INDEPENDENT 98 - 100% 920%
INSTRUCTIO NAL 4 -~ 97% : 75 - 90%
FRUSTRATIO NAL ~90% -50%
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Toads

pra P
You will prebably be surprised to know that toads !
P o
make interesting pets. These harmless little creatures 2

do not bring us bad luck as some people think. The

toad is really one of our besf friends and not an

enemy at all.
DOC.J Tor \’)‘
Toads are nice people, harmless, good netured and !

!arma‘} ries

friendly. They come to our gardens and doors#eps o

because they can find food there. In return for a

d\(

safe hiding place under the éeers#ep or a bush, one !

hundrezds
toad will eat thousands of harmful insects, worms | |
and slugs during the summer.

. Bumps '

Toads do not cause warts. The little tumps on a toad's !

skin are tiny glands. /

Comprehension Questions

1. Why do some people think toads bring bad luck? (stories handed down

cause superstition =- or any appropriate answer) J. K. (dan't Kno w )

2. Are toads harmful? (no) o

3. Is a toad our enemy? (he is‘n'f) _ho, ﬂ,p\/ are not cur < nemy
4, Why do they come to our gardens? (food)  p. .., F€+ .

5, What do they do for us? (eat thousands of insects, worms, slugs)

P . {
5‘.&"( Lo 1-::‘| arn.d .-/-’J”J.S Ang wWerens o

- '

é. Where do they iike to hide? (under doorsi‘ép or bush) e

7. Why do they cause warts? (they don't) 4} ey dont ¢ ause warls
T
8. What are the little lumps on the toad's sk'n? (glands) ... e
!
9. How does the story describe the toad? (friendly, harmless, good-natured)

I ¢ .
‘ harmiess sna Fric. -.1’1\[/
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10. What color is a toad? (brownish gray) 4% 0 of Loy awm

Total number of words 105

Total words missed 3 Per cent T2
Total questions missed 2 ' Per cent 60
Reading Level TRusTRrr,onAL |

-Subjective judgment by the teacher is necessary when a reading performance wilt not
neatly fit the specified objective criteria. Usually, a safe rule of thumb is to lower the réoding
difficulty.leve! to the next lower level when a discrepancy occurs. For example, if testing on a
sixth grade selection reveals 95% accuracy on word‘pronunciation (suggesting an instructional
level), and only 50% accuracy on comprehension (suggesting a frustrational level), then, to avoid
the risk of placing the student in too difficult material, the reading leve! would be considered as
being frustrational, not instructional.

The IRl is not without problems; however, it is a very useful diagnostic tool wh‘ich will help
provide o‘clecr picture of student's reading problems -- necessary for érovidfng appropriate learning
activities for students.
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INFORMAL DIAGNOSTIC TECHNIQUES
Mabel 5. Clayton
Utah System Approach To Individuolized Learning Project

Something that is worth doing, is worth doing well. To improve performance look at the
performance critically; find the sieps that are faulty; fheﬁ plan how to practice to gain improvement
where it is needed. The activity might be hitting a target, adding Fig‘ures, introducing friends,
teaching chemistry, relieving tension, building motivution, or reading a book. The process is the
same: observe the performance; pinpoint the failures; plan activities that help; practice; then,
measure improvement.

Any observed performaonce can be diagnostic. How diagnostic the observation is depends
on four variables: (1) knowledge of what is to ke observed; (2) the exactness with which the
situation is structured; (3) the objectivity of the observation :c:nd the recording; and {4) how
critically and precisely the crucial steps that spoil the performance are defined. Of course,
practice and the fraining of the observer make a difference, but all of us do diagnosis every day.
When we criticize our own or a child’s behavior, We are being diagnostic if the criticism is specific,
pinpoints the crucial good and bad elements, and directs affenfion to possible improvemenf. There

is one particular kind of diagnosis that seems fo be essential.

+ Diagnosis is needed more with the skills than in any other area. How well we grow through
reading, our success socially, financially, emotionally, all depend on the skills at our command.
The skills might be physical, social, occupational, intellectual, conceptual, or the way we handle
our emotional lives. Particularly, as teachers of reading, we are more concerned with diagnosing
the skms in reading so that the child may grow more and more through reading. It is the purpose

of this paper to suggest some useful informal ways to improve.
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What Needs to be Ohserved

In reading, what are the skills that racke a difference? What specifically needs to be
observed? Of course, this will be different at different levels of reading. Howeverl, since
the skills are on o continuum, a general observation of the reading activity soon indicates where
specific diagnosis of skilis is needed.

The Firsi‘.sfep is to know the range ana oreadth of the reading activity of the group.

Structure o.Free reading time. Do children go to books eagerly, open them with conFidence?. Do
they pick books with pictures or without pictures? How "fat" are the books chosen? Do they
choose stories or factual books? Do they preview factual materials before reading? How difficult
cre the books they read? How do they share their reading? What do their comments tell you about
their comprehension, penefration, language and thinking development? This kind of observation
helps to narrow what specific skills need to be observed. Remember, first comes an observation that
allows o hroad range of activity such as reading, writing, and arithmetic. This gives us the variety
and roughly indicates types of skills needed for the activity.

Now, we begin to refine our observation. We must decide what areas need o be observed.
We limit our observation according to: (1) differences that affect learning and that can be improved;
(2) differences that hinder growth in reading; (3} differences not measured by standardized tests;
and (4) the differences we know how to measure and how to improve.

For instance, if a learner is a very slow reader, we know this affects learning; that it can be
improved; that factors such as word recogniﬂor:, visual memory, and |c1(:|< of understanding of sentence
structure may be interfering; that these are not specifically measured by the usual standardized tests;
that each of these can be measured and improved.

We go from the broad observation to measuring narrowly and specifically the Focfc;rs that
interfere. If a child of eight reads slowly, chooses mostly picture books, has poor comprehension,
we want to know what produces this behavior. Can he read the words? We give him a list of

O bly twenty-five words of graduated difficulty to read. If he can't pronounce these ot a

IToxt Provided by ERI
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satisfactory level, daes he know his letters? We diclale a short sentence with all the letters in if.
(See Test-No. 1) If he can't write the dictated words, does he know all the letters by name and

’

sound? Thus, we follow through to pinpoint the difficulty,

Test No, 1 -
WRITING LETTERS IN CO NTEXT

Teacher dic'ates the sentence slowly while
the children write it. (It is permissible to
spell~out occasional words. No wquds or
letters shonld be-visible-orson-the Board at
the time, gy '
Form 1. The big yellow fox jumps quickly
over the sand inte the zoo.
For<i 2: The big lazy girl was nat quick to
- jump and fix the oven. :
Form 3: John was quick to fix every one
of my big puzzles.
Form 4: The black fox jumps quickly over
the wing of the lazy duck.

Children who fail letters should be given letter
mastery tests.
If ~ high schooll student reads slowly, we watch to see if his lips-or throat move during

reodiné, if his eyes regress during reading. s }.ﬁs, comprehension adequate (Eight correct. lou’r of
ten questions)? To .Apinpoinf the problem, a spell.ing test might be given, including a few high-
level phone’richords. Does he miss words of high frequency that aren't spelling demons (a key to
visual memory)}? Does he spell the phonetic words phonetically, not neces‘sarfly correctly (a key
to phonic undersiandings)? Where does he score on the spelling test? Can the student quickly pick -
from a long sentence the key words that carry the thinking (a key fo knowlédge of senterice |
s‘yfruc’rure)'.j Has he read very little in hi; life (a.key to habituation of the reading act)? The answer:

to these questions will pinpoint the crucial steps that need to be attacked to improve reading speed.




51‘ruc1‘pring the Observaiion

Time, cest, and energy c;re limiting factors. Also, diagnosis is to help teachers and
learners to simplify, individual'ze, and promote the learning act. With this in mind, some
criteria can guide the way to structure for observation.

We try to measure: (1) with simple, inexpensive methods; (2) in groups wherever
possible; (3) in as brief a time as possible; (4) with as little labor as possible for teachers
and children; (5) in a challenging and interesting format; (6) in a form easily interpreted
that leads directly to action; (7) with short sub—fesfs. that can be given with immndiute knowledge
of results by teachers and students, used as motivators to learning.

In diagnosing the vast mciority of children, no expensive equipment or materials are
really needed.

Practically all tests of réading sub-skills can be measured in groups. The exceptions are
orol reading, and actual word and letter pronunciations.

By a little exploration of methods, time required can be greatly reduced. For instance:
In measuring knowled;]e of syllabication, a two~minute test, immediately scored by the students,
was found to be as effective in diagnosis as a test taking more than one hour to give and correct.
(See Test No. 2) A ten-minute test of usage of five multi~meaning words is an effective measurement

of flow-of-ideas. (See Test No. 3) One dictated sentence effectively screens ability to write

letters in context. (See Test No. 4) These are a few examples.




Test No. 2 K Icst No. 3

4w %y SYLLABICATION TEST - » FLOW OF lD EAS TEST
Instructions:  Teacher writes the words , Instructions:  Using run_, show students thot
} . affen little words have many meanings.
on the board but does'not pronounce the Let students give exomples of different
' : ' ‘ ' meanings of run. (Phrases ore sufficient:
words. Say, "Write the number of sylla- “definitions are not needed.) Suy, "Now,
. " | wanl to see how many different meanings :
bles you think are it each word." you can think of 7in tun minufes. Every oo
, two minwtes | will say and write o new word "
.. Examples: entertainment 4; on the board. Write os many.different uses
. R . of cach word as you can. Rwdy . Write
~Intermediate Advanced = " the first word. Every bwo minutes, erase, ’
: .  say and write a new word on the board.
T._thmugh - 1. examination - form1 ~ Form 2.
2, into ) 2. chcgce . — e ~ Tine
3. rf.-voluftgn 3. reptesenfcmv_e diaw . drive
4, following 4, ntcxf!c’)nql light ' break
3. company | 5. pronounce, out over R
6. straight 6. undefsfond.mgly . round | take ,
7. open 7. classification o L 4 Seort c he fotal
8. everything 8. tahlespoonful nter prefchon and Scoring: (ount the fofa
9 <olf 9. comin number of different meanings for all five words.
- yourselt - coming Rank the class from highest to lowest to know
10. interestingly 10. majority

the relative standing of students on the test.

All will profit from classifying multi-meaning
words, but the lower third will need nwre
preparation before cuﬁcm,_imq the multi- meamng

Answer Key'::
1

word classification: more teacher guidance.

~ Test No. 4. -~
HA NDV\R”ING TEST :

. (Use sentence in Wf\ITING LETTERS IN CONTEXT
after that fest has been given.) >

O V00O~ WY —
L4
ArNDMOOINDWOGL~—~WO

—_

e
OO0 NDU AW —
R AN~ W N

Instructions:: Write the sentence on the board. He
the children copy it three times.. Then have the

Intgrpretchon: children write it as many fimes as possible in fhlee
e minutes. : :

10 correct s very 9°.°d : Scagting: Judge the speed by the nU'nber of ieHers
8 correct is borderline . @ﬁrfﬁen“m the last three minutes. Judge breolcdowg

Below. 8 needs help. under pressure in difference bef«vepn copying and

speeded part of the test. }

v ' ' o Norms on Handwriting: ‘
- T e Grade Lef’ren Minute  Form Number,./l_efferei'
Prepared by: . Dr. Mabel 5. Clayton - 2 25 . J . 48 :

- R 3 35 - 7 44

4 45 . 3! 39

2 55 . 4 47
6 65 ' . : {'.r. 4
Check on Handwriting Problems: _ -
- : : _ T 29 - . - Poor letter Formofion. . Slant Irregulr§
S ‘ o ' ol T Uneven Size of Letters... - Speed Slow, |

Soacina Uneven.



Objectivity in Measurcment of Meeds

Many teaching situations, using every-pupil response, can be devised to give teachers
and learners precise__knowfedge QF needs, No feacher‘fime is required for scoring popél's( and
knowledge of results is immediate. These are great udvantages. What is meant by every-pupil
response? Here cré a few examples: . (1) With the fingers, or with five numbered cards, each
Zchild can show his choice of five possible answers, “Which of the five words means a .Ifffle
animal that Flies‘ at night?" "In which of the five countries listed and numbered on the board

‘would you find 2" "Where in these four Shakespeare plays will you find the following

2" (2) With "S" and "O" cards the students can indicate whether two

‘words or ideas are similar or opposite in meaning. (3) With "yes" - "no" cards, or by raising the
right hand when in agreement, true-false items can be shown. (4) By sign symbols, the process
needed to solve an arithmetic story problem can be indicated, giving extensive practice in a few

min‘ui‘es.. The signs might be arms crossed horfzoni‘a”y—verﬁccl& for addition, :a horizontal arm
for subtraction, a horizontal arm brcckeffedhb)} two pointed fingers for division, the arms crossed
dicgono”y for multiplication. (5) Children showiﬂng fhei;' _cnsyvers. on slates.is another m;‘-h.od that
fs-good and pr::cﬂccl. Errors_ can be nbfif;ed ‘and corre?:_fed immediarely. ‘

Children can be moved up nearer the teacher if they are hesitant or toq busy getting their.
answers from others. No criticism is made. In fact, thisis one way we all learn. Just say, "I weit

' Immediate varied assignments

to be sure you cansee;” or *Come up closer so we can work together.'
of constructive learning activities to'suit needs can follow the observation or discovery time.

Learners accept, enjoy, and respect this kind of activity.

Practice Where Needed
Learners are motivated to work to improve fhéir}ski”é by d'ﬁydévbﬁvious demonstration of their
‘needs. This is especially true if failure is valued and shown to be the true beginning of something

better. The teacher sdys, "We know just what to do now.," ‘Goals dre set. Observable progress

= -
toward a goal gives satisfaction.. Eose and entertainment become less important.

ERIC
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Then, all we need are a few rules for practice, which musi always be preceded by

meaningful teaching. (1) Practice must be on material that will make an action automatic.

(2) Practice must have meaning, meaning gives purpose to practice. (3) Practice, at first,

must have diagnostic emphasis. (Eliminate error. Target in to practice on those things thz

child doesn't know, (4) Emghasize accuracy first, then speed. (5} Practice periods must be

short and fairly frequent. (6) Practice must be lively, interesting, pleasant. (7) It must be

done under some pressure. (Time, competition, etc.) (8) Myst eliminate wasteful non-essential

activity. (9) Best results are obtained under @ smoll amount of emotion, (10) The things being

practiced, must be apparent to the pupil. (11) Practice must be adjusted to individual differences.

assume responsibility,

| wish to close with a word of caution about skills and their importance, Skills in reading
and thinking are essential to growth and progress through reading. On the other hand, skill
improvement takes less and less time as growth through reading becomes possible. [n the final
analysis, it is the depth and breadth and true enjoyment of reading that is of prime importance.

Skills are the tools, but only the tools, that make cll the rest possible.
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MEASURING THE UNMEASURABLE
Huberta V. Randolph
Salt Lake City Public Scheols

It has been said of reading fhcﬂ' the important thing is not whether o child can read
but whether he does read. | agree that a skill not vsed is of little value. But our concern
as teachers of reading has to exceed the use of skill. Erisyment, depth and breadth of
reading, those facets of reading that contribute directl, to effective living, should be our
focus.

Can we assume that an individual who 1= uds enjoys reading? | reading a story,

a poem, or a play does the reader get involved emotionally, identifying with the characters
and projecting himself into the situations? Enjoyment comes from living and freling what one
reads, relating personal experien-es to those he is reading.

Since reading deals with meaning, logically organized moferiol-s must be read with
the mind. The reader must become intellectually involved. He must question, seeking in
depth the author's meaning; he must compare and contrast ideas being read with what he
already knows; he must evaluate in the light of &' own experience. Reading in depth requires
thinking while reading.

Reading is a means of expanding experience. Through reading a wide variety of
sources and exploring the different subject areas, the learner not only broadens his knowledge,
but he vicariously lives new experiences. The more experience, either first hand or vicarious,
that an individual has to bring to the printed page, the more personal meaning he takes from it.
Breadth of reading gives foundation for greater depth of reading.

If learning is defined as the developing and changing of behavior, can we expect to
promote learning if we do not identify and specifically define thos. behaviors wgwanf children

.

to learn? Dr, George Odiorne in his book, Mcmag'emenf Decisions By Objectives, 1 states that

any behavior that cannot be counted, measured, or described probably cannot be taught.

1
O __eorge Odiorne, Management Decisions By Objectives, Prentice-Hall, Inc., Englewood

ERICiffs, N. J., 1969, page 27.

Full Tt Provided by ERIC.




Teachers of reading, when asked to list their ut.jectives, place enjoyment and depth of
reading cs high priorities. Research has shown that there is a wide gap between what is stated
as priorities cnd what is actually done in the classroom. s this gap a result of our not having
defined clearly the behaviors we want to develop? .

For some time, a controversy has been going on between the humanists and the hehavioralists
over the use of behavioral ohjectives in the feaching of reading beyond the skill level. The humanists
claims that many facets of reading such as enjoyment and opbrecioﬁon are not quantifiable; hence,
they cannot be measured. These facets cannot be measured objectively by means of linsar
measurement using pencil-paper tests and determining standard scores, means, norms and standard
deviations. But if the validity of subjective measurement such as observation and surveys, is
cccepted, | believe we can identify some behaviors that indicate whether or not a chiid reads
wideh with depth and for enjoyment. These behaviors can be assessed through observation. |
recognize that when we use the observation of overt responses as a means of measurement ilat we are
dealing with only a small part of what is going on when people respond to reading. The observable
utterances and actions are only indicators of what is actually taking ploce'cmd cannot be taken as
accurate, valid measures. The results of any measurement of human intelligence or behavior
whether obtained from a standardized test or fren: *he use of any other measuring instrument are only
estimates not precise measuremenfs of the individuai’s performance or ability.

In an attempt to identify behaviors that relate to perFormcncg beyond the use of skill, |
asked: What does an individual who enjoys reading and who reads widely in depth do that is not
done by one who doesn't exhibit these qualities? The behaviors listed are the answers | arrived
at in pursuing the question. This is not a definitive list but only a beginning. The individual wili
not do all these things, but he will do many of them.

The pup | reads ot least one book a month of his own choosing.

The pupil of his own volition visits the library two or three times a week to browse and read.

The pupils voluntarily visits a book store at least two or three times a month to browse or to

B ‘ rchase a book.
purchase a bo a3




The pupil is building ¢ perwonal tiorary which includes a variety of selections.

"and roviews,

The oupil reads book "klorbs
Cine-iourth of the pupii’s leisure time is spent in reading.

The pupil has a book, a magazine, or some other reading mcterial accessibie fo read
in case of o few spare minutes.

When given a choice of activities such as seeing o film, listening to a recording, or
reading, the pupil cheoses to read.

is peers,

i

The pupil of his own volition shures tdeas gleaned from nersonal reading with h
his teacher, or the librarian.

The pupil demonstrates a sensitivity to humon feelings and actions by relating what happens
in stories to similar situations in life and vice-versa.

The pupil voluntaril, shares ideas from different sources.

The pupil shares ideas from several different areas of reading such as science, history,

art, and literature.

The pupil relates ideas gleaned from personal reading to topics being discussed by comparing

and contrasting, by drawing inferences and conclusions, making predictions, and evaluating.

A four-point scale of measurement to defermine the frequency of occurrence of the

.

behaviors is suggested. This gives a range from no occurrence to frequent occurrence. It is the

frequency of occurrence that measures the performance.

Enjoyment, breadth, and depth of reading should be priorities in every list of reading

objectives. Behaviors, exhibiting these qualities, can be identified and measured through

observation. The results are good indicators of our success. These behaviors, if opportunities ore

provided for their development, will be exhibited early.in the child's educational experience and

will become more apparent as the child matures. The individual who enjoys reading, who reads

widely and with depth will not only read but will use reading as a means of enhancing living.

ERIC
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Table |, Observation Sheet To Determine the Frequency of Occurrence
of Behaviors Exhibiting Enjoyment Depth and Breadth of Reading.

Has Occurred
Neover Once or Occurred Occurrec
Behaviors Gceurred | Twice Occasionally |Frequent

~

The pupil reads at least one book a month of
his own choosing.

The pupil of his own volition visits the library
two or three times a weel to hrowse and read.

The pupil voluntarily visits o hook store ot
least two or three times a month to browse or
purchease a book.

The pupil is building a personal library which 4
includes a variety of selections. “%\

The pupil reads book "blurbs" and reviews.

One-fourth of the pupil's leisure time is spent
in reading.

The pupil has a book, a magazine, or scme
other reading materiol uccessii:le to read in
case of a few spare minutes.

When given a choice of activities such as
seeing a film, listening to «i recording, or
reading, the pupil chooses to read.

The pupil of his own volition shares idecs S
gleaned from personal reading with his peers,
his teacher, or the librarian,

The pupil demonstrates a sensitivity to human
feeling and actions by relating what happens
in stories to similar situations in life and vice-
versa.

The pupil voluntarily share; ideas from several
different sources.

The pupil shares ideas from several different
areas of reading such as science, history, art, or

literature.

The pupil relates ideas glecned from personol

reading to topic being discussed by comparirg

and contrasting, drawing conclusions or
EMC inferences, making predictions or evaluating.

iy
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DETERMINING THE SIZE BEFORE TRYING IT ON FOR FIT 5
Morris L. Mower and Gail Johnson
Utah State University

Hil Come on in, .Welcome to our sfxth grade ;:Ioss.' Bgfore going home. after school,

| have been spending a few minutes ﬁreporing the material for a Ié;sbh in hedlﬂ%. The unit is

entitled, "How Has Man Fouéhf Disease?" One of the fhings | have beer‘1 doing is computing
the readubility level of this chapter. | want to know whether my sixth grade students can read
if. ..Le’r me outline what this determining oF_’rHe,r,eucfobiH’ry level entails. '

- | have been using the Dale~Chall Readability Formula. First, | count off a hundred

word sample. Second, | determiné the number of sentences in the sample. Third, | determine

the number of unfamiliar words using the Dale List of 3,000'Fc1milicn-f ‘Nor.ds. Fourth, | compute

~ partievlar formula.

~ seventh - eighth grade. Keep in mmd thls book was written for sxx’rh graders.

“sample also figured out to be ninth - tenth grade level and the fourth sample turned out o be

the raw score; and'fifth, | convert the'raw score to the readability level. Now there are other

readability formulas that could have been used. 1'll explain later the reason for using this

P
1

" In'the first sample’ from this chapter, the basic data-is: ~1) the.number of words.is 120,

because it was necessary to finish the sentence in which the one-hundredth word occurred.
’ [ ‘ - 7 . ’ ; + . . ' ' «
2) ’rhere are ten sentences. 3) ’rhere' are 17 words not o_n the Dale List. 4) the average sentence

|eng’rh is 12 words. 5) the raw score ob’ramed from the Toble utilizing the average sentence length -

~ and the number of words nof on the Dale List is 6. 92 6) the reodoblll’ry of raw score of 6,92 is

- £3

The. second sample turned out to have a readability level of ninth = tenth grade. The third

seventh ~ eighth grode level. That presents o‘.proble'm.',l simply can't pu’r o‘n."r‘he board, "Read the

_chapter and answer the questions at the end" because | know from r'h'e'_resull's' of the [nformal Reading

_ Invéni‘ofy;fhere ére' éome s’ruden’rs who sirﬁply cannot re:dd this materidl. There are students ink'my,- y

KC grode class who 1 know cannot read.af the sevem‘h or elghfh or ninth oy, ’ren’rh grode Ievel
. Yoy [; W ] ( Lo [ S i‘ S
i! Vs R ) . . [

"]v‘l“" . [
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Some cannot even read third grade level material, but | do have about five children in my sixth
grade who can read this chapter eFfecfively,- but 25 children cannot. Therefore, | must provide
some alternative routes of instruction for f‘he rest.

Now to answer why the Dale~Chall Formula for predicting readability was used. | used
the short form and in the process of using this Formula | had to underline the unfamiliar words in’

the text. [ did this in fh’%f'eacher‘s edition. Those words that may be unfamiliar to some students
/

v

are already identified. Undoutedly, some of these words whici have been underlined as unfamiliar
will indeed be familiar or they may be in the speaking vécobulary but not in the reading vocabulary
of some students. If this is the case, then let us consider these as special vocabulary words. The
approach for mastery of them could be by such means as flashcards, presenting them as sight words,
working with prefixes; suffixes, and root words for getting the pronunciation and appropriate meanings.
The student will determine which words he does not know and work on them. The real test will come
when he reads the chapter. Because |, as Hw'e teacher, think the information in this chapter is
important for all the ‘sfudenfs to know, another alternative would be to record this chapter on a
cassette recorder. Those students who need to listen and read along will be cble to get the
information that way. The recording will have: 1) the objectives of studying this chapter in the
form of six questions to answer. This serves as a guide for the student to follow and gives « purpose
for studying, 2) the eight pages of written material, followed by 3) five Check~Yourself
Questions, and 4) the two special research topics. Those few students in the class who need this -
type of help may play the tape as many times as necessary and there will be no trace of voice
inflection indicating teacher's ifri’rcﬁon or impatience should the student need ten repetitions of the
'rope. The reason for having them read this lesson was that they would be able to get the concept

expressed by the writers of the textbook. Through this additional help, the teacher will be able to

“more nearly assure that the desired understandings are more nearly obtained by all the students.

O
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" The teacher edition certainly has taken on a new look and has two very valuable cddii‘ions.
1) the readability level has been determined for the textbook material, and 2} the p;);sible
unfamiliar words have been identified. In my opinion this is a very good health book for s?xfh
grade boys and girls. It is just too bad 1;hcf most of my kids can't read it. The reading level is
Fr;>m the‘ seventh to the tenth grade level in this chapter which is very typical of many content area
books. A teacher needs to determine the recdobi!ify level of all of the content material used in his
clusses. If yoq feel you do not havre time to do all this y;ufself, you can teach boys and girls to
__}?‘elp_.,A-irvlf you would like to learn how to use fhisr qumuld;-give us a call or write us a note.and we
" will be glad to help you. You could learn to do it in about thirty minutes. It has been nice to

have you visit. 1f we hurry we can stifl get out of here before four o'clock.

v
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EVALUATING READINESS FOR READING

Darlene Ball
Salt Lake City Schools

Until a few years ago, a widely accepted belief was that children must reach a mental
age of approximately six and one-half years to succeed in beginning reading. The ability to
begin reading was thought to be part of an unfolding developmental cycle, one which was
dependent primarily upon maturation, and which could not be hurried. Time and experience have
shown that children can learn to read much earlier than was commonly believed. Indeed, some
children who are exposed to television, learning games, travel, books, helpful older children
and interested adults come to kindergarten already beginning to read.

As early as 1936, Arthur |. Gates and Guy Bond concluded from their research, i'hcd;
“the optimum time of beginning reading is ’nof entirely dependent upon the nature of the child
himself, but it is in a large measure determined by the nature of the reading progrom.] A number
of well-publicized é);perimenfs have shown that children can be taught to read at three, and it has
become somewhat fashionable to say that the earlier a child is taught to read, the easier it is for
him to learn. While this statement contains an element of truth, it cannot be applied uniformly to
children any more than can the previous generalization that successful reading requires a mental age
of six and one-half.

Many children are ready to read in kindergarten, but ecxc-h child should be evaluated
individually by his teacher to determine his readiness for reading. Along with this assessment, which
goes on both formally and informally, the teacher should have a definite program for making certain

that children are taught the necessary skills.

: ,. .
Arthur |, Gates and Guy Bond, "Reading Pzadiness: A Study of Factors Determining Success

. and Failure in Beginning Reading," Teachers College Record, XXXVII, May, 1936, p. 680.

Q
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Informally, the teacher can determine if the child reads his own nams, and if he recognizes
the names of several other children in the class. Does he know the names of at least half the letters
of the alphabet? Does he know the sounds associated with the letters? Does he show an interest in
the books around the room, and will he listen to-a story reqd. by an adult? Paper and pencils should
be freely available in the kindergarten classroom, as some children come to reading through copying
words, asking for help with spelling, and beginning to read what they have written. Does the child
have this interest?

Cral language facility gnd adequote motor and perceptual skills contribute to more effective
learning. Oral language can be assessed as the teacher listens to children talk to each other, as
opportunities are provided for discussion and description, and as stories are retold. Much can be
learned from observation about a child's gross motor behcvior. and his visual and cudiféry perception,
but use of a check list enables a teacher to moke an assessment in several areas, as well as fo. pinpoint

weaknesses for additional practice. The schedule which follows is useful for this purpose.

MOTOR AND PERCEPTUAL SKILLS CHECK LIST

Name
School!
Teacher
Check When
Pupil Has Skill
ldentifies body parts: |
|
Touehheod
|
Touchtoes L
i
Touch eyes i




Check When

Pupil Has Skill
|
Gross Motor Coordination: I
) |
Hopon right foot (4 hops) b
|
Hopon left foot = (4 hops) o
{
SO b
|
Walk a straight line (€4 L
|
Walk balance board (6! x 8" high) L
|
Walk backword WOsteps L
I
Step over yardstick _ (child's knee height) L
. . |
Go under yardstick _ (2" below child's shoulder) L
|
Visual Perception: :
Match single forms for shape and color :
__bquare, circle, triongle, rectangle) v
Match shape patter by sight _ (4shapes) . .
Match shape pattern from memory (3 Shcpes) R S
|
Drow shape pattern _ (3 shapesbysight)
|
Draw shape pattern _ (2 shapes from memory) . N
|
Pick out all the blue beads ~ (5-100f230) 1
Match bead pattern  (12beads) ,'L
Show 4 small ob|ec’rs, cover 1. "Which one did | hide?" L
]
|
i
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Check When
Pupil Has Skill

Auditory Perceplion:

{

!

: |
Count the number of ‘claps:  {Back turned) |
!

|

{

- et g mw e Gre e

Two
Five
e R
Which sound is higher: (Hum or whistle two tones. :
__Repeat three times, varyoder) I
Do these words sound exactly alike ? :
]
pen - pen |
fit - fat |
run - ran |
lot =~ ot |
bad - dad |
cut ~ cup ,
him - hum
sat = saf ‘
pof ~ cot :
jom -~ jag .
|
|
1
;
|
|
1
i

8 - 3
5 - 2 - 7
T A B L e A




, | Check When

Spatial Perception: 1Pupil Has Skill
i
Pui the groen block in front of the redblock.
|
Put the red block on top of the greenblock. L -
) !
Put the green block beside the red block. 1
. ] !
The green block is the red block. (by, beside) !
e e e
The red hiock is the green block. ({under, below) |
e o
Tactile Perception: :
Show six objects, put in paper bag. Return object to bag after E
__each idenfification. 1 e
Find ihe one tht is rough. (Sandpaper) :
Findtheblock
Find the plostic lid. !
_____________________________________________________________ S
Find the peg [
___________________________________________________ S —
Find the triongle - |
e
Find the penny. (Guve to child) !
___________________________________________________ e ——

The interrelatedness of reading readiness and early reading instruction is summarized

by Dolores Durkin:

. . . The answer fo 'when to begin' will be affected by the kinds-of reading that can
be made available to children . . . A child's readiness to read is a reflection not only
of his own capacities and interests, but also of the degree to which a school's instruction
is able to accommodate both . . . Most kindergarten or first grade children are probably
neither totally u...~ady nor rzady to begin fo read . . . What these varied capabilities
suggest, quite obviously, is the need for both schools and reading specialists to give
increased attention to finding those instructional forms. that provide the best match for

the capacities und interests of the children to be taught.

ZDolores ‘Durlcin, Teaching Them to Read, Allyn and Bacon, Boston, 1970, p. 43.
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INSTANT ERROR DIAGNOSIS AND PRESCRIPTION

Ethna R, Reid

Fxemplary Center for Reading Instruction - .
When a «.1ssroom teacher diagnoses incorrect responses of pupils in reading and prescribes
activities to correct these responses, he produces more accurate readers. Diagnosis and

prescription, however, should be a part of the daily reading lesson and not merely an occasional

&

formal activity.

Since diagnosis is the identification of an incorrect reading response and the possible ~vord
recognition skills which ara lucking to produce the incorrect response, a diagnesis checklist can

save time for teachers. The sample diagnosis checklist included here can be revised by teachers to

-

include thase skills taught by the teacher and/or reading prdgrums he uses. (See Tuble 1). 5kill

P

deficiencies, then, based on a tally of errors from the diagnosis checklist, are quite obvious.
\|
Activities to teach the missing skills are then prescribed.

\',.'-...T:AE!.:LE I. Analysis of Reading Errors

Mispronunciations o _
. Phonics Word Structure Other
— -
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Many teachers prescribe activities after error types are recorded for a pupil, for a day,
several days, or a week's time. Diagnosis and prescription can also be on "instant" process.
Following is one method a teacher might use to diagnose and prescribe insiently for a pupil who
makes errors in his oral reading.

Step 1. Write the word that & student does not read correctly on two oak tag flosh
cards (3" x 4"). Write it also on the student's record card. On the record card
write what he said for what he should have said.
Case' 17 Case 2 Case 3 Case 4

Lsniff | [sniff | !sniffl [sniff | lsniffl sniff | Eniffl @ﬂ

RC-Nip/sniff RC-Nip/sniff RC~Nip/sniff  RC~Nip/sniff

Step 2. Ask the student to read the word from one of the flash cards.
|
Step 3. If he pronounces the word correctly, do not go through more steg:. _Gi\}é him one

. . L
card. Add one card to his set of cards at school to review with him daily.

Step 4. If he mispronounces the word the second time, record the word he said for what he

should have said on the student's record card.

RC=-snoff/sniff ,, RC—Nip/SniFF - RC-snaff/sniff sniff/zaiff
"“-" ‘ (That's correct!)
Step 5. If it is a sight word and he mispronounces it the second time, tell him the word.

Have him pronounce 1t répeatedly. Use it in sentences for him. Ask him questions
about the word to elicit his understanding of its meaning. Ask for multiple correct

responses of the word for ten seconds. If the word can be obtained from the context
T ' A A

——— e

]
A

of the sentence, ask the pupil to read the sentence again and discuss its meaning.
~—-—Give him one card. Add one card to his set of cards at school to review with him"’

o daily. Do not go through more si‘eps; o S
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Step 6. If he mispronounces the word the second time, and it's 1ot a sight word, ask him to
p p

sound it our if he has learned the sounds previously. Prompt him to recall scunds,

s=-n-g-f/ n—?—F/ s=n-a-f/ (Not needad)
s=n-i-f s=n-i~f s=n-i-f
Step 7. If he is unable to sound out the word independently, put each sound of the word that

was missed (e.g. initial consonant, blend, vowe!l) on « sepcn'o‘te card. If the errc-
is in vowel discriminotion, put the vowel that was said and the one that should have
been said on separate cards. ‘Only do this if the substituted vowel has not been

previously taught, do not make a card for it.) |

H l : ,S'.IJ a. {Not needed)

Step 8‘. Have the student reproduce the sounds in isolation from the cards until he says the
- sounds correctly.
Step 9. On cards write words he has learned previously which contain the same sounds he

is reviewin-:j to g:heék the maintenance of the sound. Have him identify the key
sound being reviewed in these words.
{none) I__lﬂ_J [an | . (Not r?eeded)

pin. | Lpiln | [ pan ]

§

fin - [Fn] [
5 o [w) G

Step 10. -Write on cards words t e has not been introduced to which contain previously

learned sounds and sounds being reviewad to check transfer.

[Tr] [5id | [ped ) (Not needed)
ot ] L) - [0 [fem]

- [or] [ded] | —-

e T T T R TII

e —~ - =46~
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Step 11. Write the woid mispronounced in sentences for the student to read.
(Use on'y words learned previously in sentences.)
For the first 3 cases:
Ann cem sniff,
Som conosniff,
Nip can sniff,
Nip eniffs.
Nip and Tab enitf,
Can MNip snitf?
Did MNip sniff om? » -
Sniff the mint.
Ask questions about the meanings of the word. ’ .
Step 12 Have the student read the word card to you until he can read it with euse.
He will practice the word alone os well as with other words which have gone

through these steps.

[sniff] r_s*:jf_“i ' [i—'if_ﬂl , (Not needed)

'
-

. Diagnosis end prescription for errors in comprehension and study skills can also

be instant.
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KEEP iT SIMPLE!
Maurine Jones
Utah System Approach To Individualized Learning
So you want to find a way of keeping track of learners and keeping your sanity at the
sume time! That is certainly a worthy objective ~- on target and cognizant of reality! The
dilemma is, of course, finding a way to do both,
If here were one best way, record keeping or keepiné track of learners would be simple!
But the fact is that there are many ways and you best know your own unique 1eeds. Whichev.er
way you acapt o. ndopt, whatever tailoring you do' to meet the needs of your learners ar.d
yourself as the teacher, you still will be looking for certain ingredients.
First, defermine the skills, concepts or behaviors you think learners should master to reach
the end goal. You will be defiring reading as you itemize these skills or concepts.

Find them in:

a. your head e,

b. teacher textbooks

c. curriculum guidas .
- d. project publications

;
List the major categories. (i.e., Main Idea, Noting Detail, etc.)

~

Under each major cotegory:
a. List the skills in sequential order so that “building blocks" are

established. A building block constitutes what must be learned
os a foundation for the next learning.

Secondly, determine what is the maximum number of discrete items that could be

“realistically recorded and maintained.

Screen the [ist by determining:

a. your time constraints’
« b, any assistance you might have such as aides, volunteers, etc.
c. pupil independence to keep his own record
Remember the key! KEEP IT SIMPLE! - : -
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Third, determine the measurement (performance objective) which will allow you to know
whether or not the learner has mastered the skill, the concept or the behavior.

Note what the student performance will be:

a. What will he learn?
b. How will he do it?
.C. How well will he do it? - '

You now have the ingredients for a record and a way of Eeeping track oF. leorners.. This
record is really a retrieval system because it will allow you to "retrieve" information about the
learner as you keep track of what he has mastered.

Chart the retrieval system by listing the names of the pupils down one side of 1"he paper.’

Across the top of the paper list the skills, concepts or behaviors to be mastered. It will look

L -

something like this:

- [ — [

0 o (e} o

im o 4 e

[*% [oR Q. o8

[} L [0} [0}

Iy O O O

c c c c

0 =10 ={0 ={0" s

0 .,0%)o ojv 0V © !
- > ~ D~ > « > ’

= 8= 8= Ci= 9| -

pompt o bungi ol FaagL i} FRE ool N .
w Yy ol ol O

0 QN gl O a

Name

Name

Name

e

As the student demonstrates mastery of a particular skijlr or concept (according to specification,

of the FSerFormqn‘ce dbiecfive' WHAT, HOW, HOW WELL) put a check or heh mark in fhe square by

ey

his name. Your retrieval system is now operohonol c:nd you are on your way! Because whof you' dld

was to:
1.  De ' what ski Hs or concepts were to be learned.
2. Determine which skills or concepts needed to be recorded (fhereby keeping the
' list managecble and workable!) _
3. _ Decide what the performcmce of learners should be fo_[neosure mastery.
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And translated into education jargon, you now have:

1. A continuum of skills, concepts or behaviors.
2. - The critical skill minimums.
3. Performance or behavioral objectives.

BUT the important thing is that you have a rétrievol system which will help you kéep
track of the confinuous progress of learners. One that is simple. One that you can manage
effectively and efficiently! _ i

Now if you want to get exira mileogeh out of this retrieval system, you can take
émofher step.

First, number eact skill on the continuum.

By numbering the skills you are setting up a code which will:

d. be marked on curriculum materials
b.  be marked on testing materials -
c. be the index or device for filing and organizing your teaching aids.

The chart now has an added dimension. [t looks like this:

v wy w wy v [95]
1 2 3 4 5 b i
Name
Name
Name
Name Nl |

Second, .cllect your teaching aids together.

V7T e e

This means you will gather:

a. games
b. charts
c. worksheets

d. ‘pictures, etc.
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Third, determine which materials are better designed to test a specific skill or-whether
they are practice materials and help to teach a specific skill.
Separate them into:

a. materials for testing
b. materials for practice, drill.

Fourth, check the retrieval system and merk the materials with the corrasponding number
---on the retrieval system.

Mark all the materials that relate to a particular skill with the identical number of that
skill as it appears on the relrieval system.

Keep the two kinds of materials in separate files:

a. one coh.posed of testing materials
b. one composed of practice materials

By now you can see that you have actually "retrieved” and organized your own teaching
materials and aids. Everything you have relating to one skill is now together. You have a simple

and practical sysiem because you have established two files: a testing file and a file with practice

-~
. L4

materials,

In educational jargen you have materials immediately accessible to:

1. diagnose learner needs via pertinent tesfs
2. prescribe appropriate learning experiences from alternative practice materials

Moreover, this accessibility makes it possible for you or aides or students to locate, use and

replace materials with ¢ minimum of effort and a maximum of efficiency. The potential to group,

T

regroup 05“'5« j.diognose and préscrfbe for learners is the result of:

1 . .
1. Having a refrieval system that graphically shows who.reeds what, vhere they
. have been and where they are going. ;
2. Hayjing materials organized and coded (numbered); therefore, making it
possible_to have alternant and appropriate learning experiences available
and maintainable. R .
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A retrieval system provides a profile of the learner's progress along a continuum of skills,
concepts or behaviors. It gives the feedback necessary for you to mdke educational decisions.

When you code (number) your materials to correspond with the retrieval system, you are facilitating
the diagnostic and .prescri ptive process.

Since you are the decision maker in your classroom, you are responsible for expediting
learning. A coded retrieval system adds up to a way of keeping up with as well as track of
learners. You will be devfsing your own retfrieval system as you Find.your way of keeping records.

-Remember the key, KEEP 17 SIMPLE! Bécouse keeping the retrieval system simple adds up to keeping

your sanity.
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APPENDIX: TESTS
Lowell D, Oswald

Salt Lake City Public Schools
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The following tests (pp. 54-92) are deleted due to copyright restrictions:

Letter Recognition Inventory A
Letter Recognition Inventory Sheet A
Basic Noun Word-Picture Test B
Basic Noun Word-Picturg Record Sheet B
Basic Noun Word Test .C

Basic Noun Word Recogd Sheet

Phor.ics Inventory D

Special Directions Card D

RX Phonics Inventory Test Words
Phonics Inventory Booklet D

Basic Sight Word Test E

Basic Sight Word Record Sheet

All of the above were published by Psychotechnics, Inc., Glenview,

Lt

I11. 1971
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