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Reading readiness is a subject that concerns reading
teachers and educators. Inadequate readiness training may
cause some students to become late readers, who can be
identified as students who score below theif age and grade
level on a standardized reading test. It is important to
define reading réadiness and examine the component skills

and factors in order to help late readers. This examination



was conducted by a study of reading-readiness literature.
The reading-readiness skills include auditory discrimin-
étion; visual and visual-motor diserimination, development
of language, concept formation, and reasoning skills.
Readiness factors include fixed factors, social, and emo-
tional factors. Fixed factors cannot be changed or improved
by instruction, sﬁchAas‘age, sex, I.Q., and physical health.
Social and emotional factors can often be improved by man-
ipulating the classroom environment and providing nurturing
experiences.

Reading readiness was defined as a developmental pro-
cess composed of skills and factors, most of which can be

taught. It is an on-going process which should serve as
an introduction to the development of reading skills at all
levels of the reading acquisition process.

In considering the importance of reading in society,
a brief examination was made of the statistics of reading
failure and the causes of reading failure. It was found
that approximately 13% of students nearing the end of high
school are unable to read basic, everyday reading material.
Some of the causes of this failure are develcpmental and
educational inadequacies.

It will always be true that some students will not
learn the reading skills during the initial period of in-
struction. These late readers present an educational prob-
lem to the teacher and society. In order to assist the

teacher in planning an instructional program to meet the
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needs of late readers, reading-readiness tests were examined
and a tentative skills sequence was developed. For the
purpose of assessing reading readiness, four standardized
tests were examined and compared to the component skills

and factors of reading readiness. A tentative reading-readi-
ness skills sequence was developed from studying readiness
skills, the reading acquisition process, readiness tests,
learning hierarchies, and my professional experience as a
reading teacher. The skills sequence is a guideline for
teachers to usé'whén planning a program for late readers. -
It suggests that that when a student is having difficulty
mastering a skill, an earlier skill has not been mastered.
By referring to the skills sequence, a teacher can locate
the skill weakness, as defined by observation and a reading~-
readiness test, then teach and check the skills along the
sequence,

Helping late readers overcome their reading weakness
becomes a three-step process: understanding the component
skills and factors of reading readiness, knowing how to
identify reading weaknesses, and using a tentative skills
sequence to develop an instructional program. Knowledge
of thesé three aspects of reading readiness will help teach-

ers plan a reading program that is logical and manageable.
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PREFACE

The major purpose of this study is to examine read-
ing-readiness skills, to examine several tests of reading
readiness, and to develop a tentative sequence of skills
to assist in planning an instructional program for late
readers. To achieve this purpose, a review of the litera-
ture on reading readiness has been undertaken to define read=-
ing readiness and the skills and factors involved. Reading
readiness is a developmental process composed of skills and
factors, most of which can be taught. The reading-readiness
skills include auditory discrimination, visual and visual-
mofor discrimination, development of language, concept forma-
tion, and reasoning skills., Readiness factors include fixed
factors, which cannot be changed or improved by instruction,
such as age, sex, I.Q., and physical health. Social and
emotional factors can often be improved by manipulating the
classroom environment and providing nurturing experiences.

In considering the importance of reading in society,

a brief examination is made of the statistics of reading
failure and the causes of reading failure. A study con-
ducted by the National Assessment of Educational Progress
found that about 13% or approximately one out of ten students
nearing the end of high schocl is unable to read basic,

everyday material. The causes of reading failure are divided
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into two groups: developmental and educational. The develop-
mental causes result from inadequate physical, emotional, and
mental maturity. The educational causes result from inade-
quate readiness training whieh often neglects the importance
of direct skill instruction. Inadequate instruction may
result from poor teacher expertise, such as relying on basal
readers exclusively or teaching only one reading method to
all students.

For the purpose of assessing reading readiness, an
examination of four commercially;published reading-readiness
tests is undertaken. These tests were selected on the
basis of their overall acceptibility by reading authorities
as well as their inclusion of the readiness skills examined
in Chapter II. The tests examined are the Gates-MacGinitie
Reading Skills Test, the Metropolitan Readiness Test, The
Clymer-Barrett Prereading Battery and the Murphy-Durrell
Reading Readiness Analysis. Information from these kinds
of tests can be used to supplement informal testing and
teacher observation to determine a student's readiness to
learn to read. Reading-readiness tests can be used to iden-
tify late readers, provide diagnostic information about
specific prereading skills and abilities, .as well as provide
instructional implications for grouping students.

A tentative reading-readiness skills sequence has been
developed for the purpose of applying the data from the

reading-readiness tests within an instructional program that



is logical and built upon the theory that readiness skills

are sequential. They follow a developmental order where
earlier skills are components of later skills, Although the
complexity of the reading process has defied the establishment
of a proven reading skills hierarchy, there is empirical
evidence to support a sequence of decoding and comprehension
skills, The tentative reading;readiness skills sequence

was developed to assist teachers in planning an instructional
program for late readers. Late readers are defined as
students who do not learn the skill being taught during the
initial instruction period and consequently score below their
age and grade level on a standardized reading test. Using a
hierarchical theory, the assumption is that when a student is
having difficulty mastering a skill, an earlier skill has not
been mastered. By referring to the skills sequence, a teacher
can locate the skill weakness, then teach and check the

skills along the sequence. The final step in planning an
instructional program is to select a method or combination

of methods that is appropriate to the student's age and

reading weakness,
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CHAPTER I

INTRODUCTION

There is considerable evidence to support the con-
clusion that students' success in learning to read is deter-
mined by their degree of "readiness." Readiness is no
longer considered strictly a developmental process which
comes about regardless of training. Reading readiness is
acquired by students in'varying degrees and can be taught
to those who lack readiness skills. The best way to test
reading readiness is to test abilities and these abilities
can be learned (Gates, 1939).

Essentially, reading readiness testing is the same
as testing reading attainments at any later time from the
second grade to college. That is, there are skills and
abilities which are prerequisite to learning to read, and
a readiness test is an expression of an individual's attain-
ment of those important abilities. The problem then is to
define reading readiness and identify the factors and skills
which are prerequisite to begin reading.

Like any learning and growing phenomenon, reading is
a sequential process. Based on an examination of thes re-
search, the reading readiness skills will be arranged in a

tentative sequential order within skill areas. The purpose



of the reading-readiness skills sequence is to provide
teachers with a guideline to use when planning an instruc-
tional program. The sequence suggests that mastery of one
skill will facilitate mastery of the next skill in the
sequence.

Despite the careful application of reading-readiness
training, it will always be true that some students will
not acquire the essential skills during the initial period
of instruction. There may be one or many factors causing
the lack of learning at this time. An analysis of these
factors, together with data on specific skills which are
deficient, will help in planning a readiness program to
meet the individual needs of the student.

Although reading readiness is a term which has tra-
ditionally been associated with very young children, the
extent readiness skills apply tc anyone who learns to read,
renders the age factor negligible. While the reading-read-
iness skills and factors examined are appropriate for kin;
dergarten and first-grade learners, the emphasis in the
following pages is that these skills are identical for
the late reader-~that is, the student who has not acquired
these skills during the initial instruction period. This
is intended to designate students who score below their age
and grade level on a standardized reading test and to sug-
gest that the reason may lie in failure to master reading-

readiness skills.



It is possible to determine which reading-readiness
skills have not been acquired by a student, regardless of
age. For this purpose, several commercially-published
reading-readiness tests will be examined and compared to
the tentative sequence of skills considered to be prerequi-
site of beginning formal reading. Once a student's reaﬁ—
ing-readiness skills have been measured, the point of at-
tainment and pocint of deficiency should identify a place
on the sequence of skills. This defines the point at which
instruction should begin. Once this point has been iden-
tified, the sequence of skills may assist the teacher in
Planning an instructional program that is logical, develop-

mental and appropriate for the late reader.



CHAPTER 1I
REVIEW OF THE LITERATURE
DEFINITION OF READING READINESS

Readiness is a composite of several different skills
and factors which enable students to read without needless
frustration and difficulty. Teachable readiness skills
are visual and auditory discrimination and language and
conceptual skills. The readiness factors which are more
difficult to teach, but can to some extent be nurtured,
are environmental background, learning experiences, and
maturational level.

Defining the maturational level has created many dif-
ferent opinions as to when a student can and should begin
to learn to read. Early research emphasized the importance
of delaying beginning reading instruction until a certain
maturational level had been reached (Huey, 1908). Morphett
and Washburn (1931) suggest the mental age of 6% years as
the optimum time to begin reading instruction. In its
most restricted form, the proponents of a maturational
attainment suggest that there is little that can or should
be done to alter the course of this maturational process.

Environment, and the learning experiences therein,

has also been emphasized as a major contributing factor to



students' preparation for learning to read (Witty, 1947,
Sheldon and Carrillo, 1952, Rogers, 1976). This position
suggests that reading readiness can be brought about through
a predetermined sequence of learning experiences for each
individual student.

More recent information indicates that a student's
readiness to learn to read involves a combination of matu-
ration and environment (Durkin, 1974, p. 38). It must
also take into account the relationship between the stu-
dent's particular abilities and the kind of learning op-
portunities made available. There is no magic age or matu-
rational level at which a student becomes "ready to read."”
A readiness test can identify what the student's abilities
are and on that basis appropriate learning opportunities
can be provided.

Reading readiness may mean training in particular
skills related to, and often including, reading such as
hearing and seeing the differences in letters and words,
following a sequence of pictures, associating words and
pictures, naming letters and so on. Although reading-read-
iness training precedeé formal reading instruction, it
should not leave off where independent reading begins.

The readiness period of instruction should provide for the
integration and practice of the skills which will be util-
ized in the reading task. This means not only preparing

for decoding sound to grapheme relationships, but integrat-



ing words with meaning to understand and express concepts

and experiences. During readiness instruction, much of this
training is done verbally, but studies indicate that teach-
ing students to read words and letter forms is more success-
ful than training in non-word forms (Barrett, 1965). Reading
readiness should include activities with printed language

to develop visual discrimination, left to right progression,
and concepts of language which are basic to the task of
reading (Hall, 1976).

A readiness period must attempt to improve student
adjustment or maturational level as well as provide learn-
ing experiences to facilitate the development of the factors
and skiils directly related to learning to read. Some fac-
tors may be brought about by training and experience both
at home and at school. These factors are more tangible in
their nature than those which come about primarily through
the process of maturation. Some factors are only situations
which tend to foster reading readiness while others are
skills and levels of development brought about by experience
and planned programs of instruction. It has been postulated
that within the limits of a student's maturational level,
observed weaknesses in readiness skills can be strengthened
by properly planned and sequenced.prereading instruction
(Ciymer and Barrett, 1969).

The next step in identifying reading readiness is to

define the specific skills and factors which are essential



to learning how to read.
Reading-Readiness Skills

Soon after birth a child begins to acquire information
and skills which are essential for learning to read. Children
learn to recognize spoken words and visual objects. They
learn to understand what words in our language mean, how to
conceptualize and how to reason. All these abilities are
directly involved in learning to read.

Auditory Skills. During the early years a student
learns to discriminate the sounds of words. Auditory acuity
appears to be well developed at five years of age (Robinson,
Strickland and Cullinan, 1977). Auditory discrimination of
language sounds has long been recognized as a basic process
of reading (Rossignol, 1948). The student who has played
games involving rhyming words or repeating words with the
same initial sound acquires an insight into the sound char-
acteristics of words that will make it easier to learn
phonetic instruction in beginning reading (Gates, 1947).
With the resurgence of interest in phonics, auditory per-
ception is becoming more important to the reading task.

Auditory perception skills include 1) auditory se-
quencing, 2) auditory memory span, and 3) auditory discrim-
ination. Jansky and deHirsch (1972) found that imitating
a series of sound patterns was related to reading competence.
Auditory memory span refers to the duration of attention as

well as to the amount of information which can be stored
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and recalled within a particular time span. This is usually
tested by repeating numbers or words. Auditory discrimination
is the ability to notice separate sounds in spoken words and
to identify those sounds. For example, students must be
able to identify the "m"™ sound in mother, most, machine, etc.
Poor auditory discrimination has been linked with reading
failure. Dykstra (1966) reported positive correlations
ranging from . 30 to .40. For this reason, nearly all tests
of reading readiness include a section on auditory perception.

Visual, Visual-Motor Skills. Visual discrimination
and visual-motor skills are associated because of the occular
muscle coordination necessary to see single as well as
groups of shapes and letters. In learning to read, students
must be able to fix their eyes upon a letter and move their
eyes from left to right across groups of letters. The
category of visual-motor skills also refers to the coordi-
nation involved in copying letters and words.

Piaget (1956) noted that visual perception is not a
fixed mechanism, but is a developing system which becomes
increasingly adaptive with age. Children are born farsight-
ed and gradually develop near-point and standard-distance

visual acuity with the 20/20 level achieved at about five
or six years of age (Robinson, Strickland.and Cullinan,
1977). This developmental aspect operates most strongly in
the early stages of reading and becomes less important at

higher grades when cognitive and linguistic ccmpetencies



become more dominant (Jansky and deHirsch, 1972). Visual
perception may not be a skill necessary to teach a late
reader, but the importance of visual perception to the
reading task make it important to check the adequacy of
this skill.

Visual and visual-motor skills include discrimination
of letters and words, visual memory, and copying letters
and words. Visual discrimination of letters and words has
consistently shown greater predictive value in learning to
read than discrimination of geometric designs and pictures
(Santa, 1975). The minimum requirement of visual discrimin-
ation is the ability to match letters (Durrell, 1956).
However, Gavel (1958) demonstrated the superiority of letter
naming. This requires a higher degree of verbal symbolic
functioning than letter matching which demands primarily

a visual perceptual response.

Visual memory is an important reading-readiness skill
to develop the ability to remember visual patterns of words.
Both the length and individual characteristics of words
aid in its recognition and Schonell (1961) noted the im-
portance of remembering these visual patterms as a tool of

word recognition.
Goins (1958) found that completing the shape of letters
was the best single predictor of reading achievement of the

14 possible predictors she studied. Frostig (1966) also
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noted a high correlation between such eye-motor coordina-
tion tasks and reading achievement. For this reason, many
tests of reading readiness include a section on copying
letters, Having students copy letters is one means to train
and test students to see likenesses and differences in
letters and words,

Language Skills. The language of students is the
foundation for reading.‘ Language can both limit and expand
students' ability to deal with their surroundings. Oral
language is the tool we use to label and explain our environ-
ment. Printed language is another tool we teach students
so that they can label and explain their experiences.

Oral language is well developed when reading instruction
begins, unless there are cultural differences or a deprived
home environment. Ontogenetically, mastery of spoken language
precedes mastery of its graphic forms. If oral language is
severely limited, it is difficult to teach reading. The
importance of oral language in relation to reading was
significantly noted in a study by Loban (1963) in which it

was found that students who ranked high in oral language
ability at the kindergarten level also ranked high in read-
ing achievement in later years.

The subskills of language development include vocab-
ulary, syntax, and semantics. Vocabulary development is
necessary to expand language. Providing interesting models

with people, recordings, films, and rhymes can help students
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develop their vocabulary more fullytA Pronunciation, still
developing in five=-year-olds, is only partially aided by
maturity and requires experiences which will foster the
development of articulation (Robinson, Strickland and
Cullinan, 1977). The late reader usually has the advantage
of both a richer oral vocabulary and finer pronunciation
simply because maturation and experiences have nurtured these
abilities. The vocabulary acquired by a student is a very
important indicator of general learning ability as well as
success in learning to read (Harris, 1975, p. 248).

A knowledge of syntactical (grammatical) structure is
an important part of language development. The Cloze pro-
cedure, used to test reading ability and teach reading com-
prehension, is largely dependent upon the understanding of
syntactic structure. Linguists have pointed out that un-
familiafity with the standard English used by teachers and
in school books may be a major reason why some students are
unable to understand that kind of syntactic structure. It
has been found that ability to generalize syntactic rules
is necessary to verbal expression (Jansky and -deHirsch, 1972).

Semantics refers to the meanings and relationships
of words., Students who have a limited understanding of
relational terms may have difficulty perceiving similarities
and differences between words. This is often an item on
reading-readiness tests used to assess vocabulary develop-

ment. Studies have shown that knowledge of word meaning
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and understanding of sentence structure essential for
reading comprehension (Jansky and deHirsch, 1972).

Oral language training, which consists of building
vocabulary, teaching syntactic rules, and the semantic sig-
nificance of words, contributes to reading success. The
better and wider the background of the student's language,
the greater the chance of success in learning to read
{honell, 1961).

Conceptual Skills. Conceptual skills involve the
ability to conceive abstract ideas generalized from partic-
ular instances. The ability to conceptualize is a cognitive,
developmental process. To read the word "apple" means that
one is able to imagine conceptually the object, its color,
shape, size, its uses, and perhaps prior experiences with
apples.

As a result of Piaget's work, it is now widely rec-
ognized that cognitive growth proceeds through stages of
development. Most students begin to learn to read while
in the preoperational stage. Piaget (1956) located the
operational stage as being between the ages of 7 to 11.
During this period, the process of representation is extend-
ed from spoken words to printed words that can be read.

The preoperational, or intuitive, stage extends from age
4 to 7 years and is thus named because children at this
age make decisions based on intuition rather than logical

reasoning which they have not yet developed. Many writers
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believe that a major problem with students not learning to
read appears to be the students' cognitive confusion about
the reading process (Vernon, 1971, Reid, 1966, Downing,
1969)., Reild and Downing interviewed students and found
that most of them had vague and inaccurate concepts for such
terms as "word, " "letter," and "sound,” and their ideas of
what adults do when they read were faulty. This cognitive
confusion may well exist as a manifestation of Piaget's
intuitive stage of development.

Students who have difficulty understanding the terms
used in reading instruction and the purpose of reading
often experience difficulty associating separate phonemes
with their relation to graphemes, labeling objects, and
using inferential reasoning. These are reading skills
which are assimilated through cognitive processes. Concep-
tual skills require an ability to conceptualize in reading
as well as in the development of specific concepts such as
letters, sounds, and words. Again the late reader usually
has the advantage of a further developed stage of cognitive
growth.

There is little doubt that students with a wide and
rich background of experiences and a great range of infor-
mation are better equipped to learn to read (Gates, 1947).
Some of the basic concepts which aid students in preparing
for reading instruction are understanding of color, shape,

size, and number. An understanding of common school experi-



ences such as weather, clothing, home, focd, and family

are helpful. Language concepts that deal with function,
classification and description help students become famil-
iar with words (Nurss, 1972). Gates found that students
who were familiar with words and could associate words with
experience and objects were more successful at learning to
read than students who had limited experience with words.
It should be pointed out that much of the specific concept
formation is not required for étudents to learn in order
for them to read. The procedure should, however, center
attention on words and reveal clearly how useful it is to
be able to read words and communicate their meaning to others.

Reasoning Skills. Reasoning skills are closely asso-

ciated to concept skills in their reliance on cognitive
development. The reasoning skills which are taught as part
of the readiﬁg process are usually associated with higher
levels of comprehension such as detecting main idea, details,
sequence of events, outcomes, and making inferences. These
skills, however, may first be encountered in a readiness
program before actual decodiﬁg skills have been learned.,
Picture reasoning, retelling stories, and completing
stories provide a means for students to develop thinking
and reasoning skills, There are many subtle techniques
involved in examining a picture and getting the main idea
from it. Similarly, the ability to listen and understand a

story requires students to select and organize information,
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follow events, and perceive story structure. The ability
to anticipate what comes next in stories greatly assists
students in their reading (Gates, 1947). Retelling and
completing stories require both expressive and receptive
reasoning. These reasoning skills can be taught through
experiences which provide analyzing pictures, listening to

stories and telling stories.

Reading-Readiness Factors

There is a distinction between reading-readiness skills
and reading-readiness factors. The skills discussed in the
previous section have to do with the physical, verbal, and
mental reasoning skills which are necessary to learning
to read and are teachable through drills, exercises, and
classroom practice. The factors discussed in this section
are those variables which affect reading success, but can-
not always be significantly changed by classroom instruction.
Those factors include fixed factors, environmental back-
ground, and maturity. Fixed factors are those which are
predetermined by the individual student such as chronolog-
ical age, sex, mental age, and physical health. Environ-
mental background includes the home environment, social
experiences, economic, and educational background of par-
ents. Maturity includes the emotional stability, attention
span, and the degree of adjustment to school by the student.
The fixe@ factors cannot bg altered by classroom instruction,

but environmental and maturational factors can to some
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degree be nurtured by manipulating the classroom environ-
ment and activities.

Fixed Factors. Students possess characteristics and
factors when they enter school or begin reading instruction.
Studies differ in the degree of importance given to any of
these factors insofar as they influence the success with
which students learn to read. One fixed factor is chrono-
logical age. Chronological age is often used as a general
indicator for an average student's readiness to begin read-
ing, but it is not a reliable measure of readiness (Spache,
1972). Today educators generally agree that by the time
students reach the age of five to seven, their perceptual-
motor, cognitive, social, and emotional development will
enable them to cope with reading (Jansky and deHirsch,
1972). Piaget agrees that chronological age reflects neu-
rophysiological and cognitive maturation. Durkin (1966)
found that some students are ready for printed words long
before the age of six. However, Ilg and Ames (1965) found
some students whose intellectual and chronological age
would admit them to first grade are not ready for reading.
In terms of the late reader, a more advanced chronological
age would increase the likelihood of neurophysiological
maturation, and unless poor habits or attitudes had already
been learned, the late reader would be more prepared to

the extent that chronological age reflects matura-

tion.
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Another fixed factor is the sex of the student. Pre-
dictions for success in learning to read are considerably
more stable for girls than for boys (Jansky and deHirsch,
1972). In American schools, boys tend to read less well
than girls which seems to be a by-product of American cul-
ture. That is, boys do not conform to the school demands
because they attempt to fit the masculine rols that is
outlined for them. Girls usually have had more experiences
with small muscle activities which contribute to success in
school tasks (Spache, 1972). Norma Rogers (1976) also
found that girls tend to mature earlier than boys and are
more oriented to quiet activities which enhance readiness
for reading. There have been a few studies which suggest
that poor auditory acuity for high frequency sounds (such
as f,v,p,t.k,éh.th) may retard reading achievement. Smith
and Dechant (1976) note a greater incidence of high fre-
quency loss for boys than for girls. According to a func-
tional literacy test conducted by the National Assessment
of Educational Progress in 1974-1975, 89% of 1l7-year-o0ld
females met the literacy criterion, while only 85% of the
17-year-o0ld males did so., Whatever advantage girls have,
they remain slightly ahead of boys throughout the process
of learning to read.

Mental age, as measured by an I.Q. test such as the
Stanford Binet, is also a fixed factor at any one period
of instruction. As mentioned earlier, iorphett and Washburn

(1931) had a great impact on reading~readiness training
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because they concluded that a mental age of 6% years was
the most successful to begin reading instruction. Current
research still suggests that there is a marked relationship
between mental age and ease of learning to read, indicating
that there is a critical mental age below which students
will have difficulty learning to read (Rogers, 1976).
However, reading disabilities occur at all intellectual
levels. There are discrepancies between performance on
reading-readiness tests and intelligence evaluation. Edu-
cators are therefore no longer so sanguine about the validity
of I.Q. as a predictor of reading success (Jansky and
deHirsch, 1972). One study by Miller (1971) stated that
although a mental age of 6% is needed for success in most
formal beginning reading programs and a mental age of 7%
is necessary for success in beginning phonetic analysis,
at the beginning stages of reading, prior experiences are
more important than is intellectual ability. Spache (1972)
concurred, stating that a high mental age alone does not
ensure success in reading when other aspects of readiness
have not been adequately developed.

There are hazards in using any one scale as the basis
for determining reading readiness. Mental age and I.Q.
have frequently been used as general guidelines for placing
students and predicting reading success. Jansky and
deHirsch caution: "The use of but a single index of reading

readiness ignores the fact that the whole child goes to
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school and that such factors as wants, interests and atti-
tudes which have biological foundations are fully as im-
portant in determining reading readiness as the tradition-
ally used indexes" (Jansky and deHirsch, 1972).

There may be valuable information for teachers in
determining the 1.Q. of late readers. It has been observed
that some late readers who have I.Q.°'s that are average or
above average are not making the progress in reading that
they should in terms of their mental age. These students
then may lack readiness in some other factor or factors
which contribute to reading success. It will be useful to
identify these factors.

Physical health is a fixed factor which influences
students' ability to learn to read. Good physical condition,
good diet, rest and school attendance affect students®' abil-
ity and opportunity to learn reading skills (Rogers, 1976).
A student with low general health is likely to be listless,
easily fatigued, and have a short attention span (Stott,
1973). ‘Good visual and auditory acuity, motor coordination,
and speech are necessary to learn reading skills. Students
of any age may be afflicted with physical deficiencies in
one or more of these areas. Guszak (1972) stresses the
importance of checking physical factors before readiness
training.

Environmental And Social Factors. Environmental

factors include the home situation, social experiences,
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economic conditions, and educational level of the parents.
To the extent that environment can be controlled in the class-
room, some of these factors can be manipulated to supplement
or improve existing conditions outside the classroom. As
early as 1934, Troxel found a relationship between home
background and readiness to read. She listed the following
factors as having a positive effect on students learning to
read: 1) small number in the family, 2) opportunities for
travel, 3) richness of play experienées, and 4) extent of
reading done in the home. Robinson, Strickland and Cullinan
(1977) state that students who see reading in the home tend
to be successful in reading. When opportunities such as
listening to stories, enjoying pictures and books, and
relating speech and auditory vocabularies to concrete objects
are present, students mature not only in mechanical aspects
of language, but also in using language as a tool for think-
ing (Spache. 1972). Providing a positive introduction to
reading, practice in maintaining attention, and acquiring
an interest in written language are background abilities for
beginning reading that can be developed in the hone
(Durrell, p. 42, '1956).

Social experiences can help develop reading-readiness
skills., Students who have had trips to the zoo, belonged
to social organizations which make things, perform duties
and sell products, travelled or been involved in a variety

of social situations, have a broader background of expari-
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ence. This background of experience provides the concepts
through which students view their world (Rogers, 1976).

The breadth of experience both at home and away from home
with parents or other people, enriches concept formation.
Socioeconomic status, such as parents' educational
attainment, income, and occupation, is useful, but only
gross variables (Jansky and deHirsch, 1972). These variables
are useful to consider in conjunction with the following
notions: 1) students are exposed to distinct patterns of
learning long before they start formal education, 2) learn-
ing is mediated through the social group and life style of
the student, and 3) family members or friends may program
a student during the preschool years based on their own
training and education (Jansky and deHirsch, 1972). It
should be noted that stﬁdies disagree as to the relation-
ship between social status of the family and reading achieve-
ment. Russell (1948) found that parents' education, occupa-
tional level, and economic conditions bear directly on
readiness testing he studied. Hillard and Troxel (1937)
found that education and intelligence of the parents, the
interest of the home in the school, and the cooperation of
the home with the school helps prepare students socially
and emotionally for the reading task. Bennett (1938),
however, concluded that there is no clear evidence that the
occupational situation of the family is a significant factor

in producing readers.,
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While there are no conclusive data on the relation-
ship between low socioeconomic status and reading achieve-
ment, there is a relationship between social maladjustment
in students themselves and reading retardation (Smith, 1950).
For this reason, promoting growth in social maturity at all
grade levels is important.

Maturational And Emotional Factors. Maturity refers

to the level of growth reached by a student in terms of
intellectual, physical, social, and emotional development.
The first three of these factors have been discussed pre-
viously. Erickson refers to avstage of development called
"responsible participation” in which a child becomes produc-
tively task oriented and persevering. These characteris~
tics are necessary to some degree for the student to begin
learning to read. Tinker and McCullough (1975) found this
type of emotional maturity related tc learning to read.
Miller (1971) found that students who were curious, emotion-
ally mature, responsible, and able to follow directions
were successful in reading. She noted that some students
do not want to learn to read because it satisfies a number
of their needs such as unwillingness to grow up and accept
responsibility, or a desire to punish their parents.

Most researchers agree that the emotional difficul-
ties of students having problems in reading may be the re-
sult, rather than thz cause, of their academic failure,

The process 1s somewhat cyclical. A student who is slow to
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learn to read may develop emotional problems as a result
of poor self-image and feelings of inferiority at not being
able to read. Many studies reveal that reading disability
is associated with emotional instability, but others point
out that personality maladjustments tend to decrease or dis-
appear as reading success occurs. Schonell (1961) noted
that poor readers are less confident, persistent, and self-
assertive than good readers.

Students must have the emotional maturity to separate
from home, defer gratification, control impulses, and adjust
to the scheol (Jansky and deHirsch, 1972). Prescott (1938,
p. 97) says:

To engage successfully in reading, the child

must learn to work cooperatively with other chil-
dren, to follow directions, and to listen to
group conversation as well as to participate in
it. He must be able to attend rather closely for
varying periods of time to the instructional ac-
tivity. He should be persistent, resourceful and
courageous in meeting new or difficult problems,
and it is important that he engage in learning
situations not with fear or anxiety but with
self-confidence and a feeling of security.

These are characteristics which require a fairly high level

of emotional maturity.

Instruction can play a major role in the development
of emotional stability. Students become part of a sccial
group and that group sets a certain pattern of behavior to
which they must conform to feel satisfaction. It is possible

for instruction to preserve the positive, dynamic values

in emotional expression, at the same time observing con-
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formities (Smith, 1950).

An examination of these reading readiness skills and
factors illustrates the many skills and conditions which
influence students' ability to learn to read. To the extent
that these skills can be taught and factors controlled
through classroom instruction, much of what is considered
reading readiness becomes tangible, definable and teach-
able. It is important to remember that reading readiness
is a general stage of developmental maturity and prepared-
ness. It involves the student's mental, emotional, social,
and physical welfare as well as the specific skills directly

related to the reading act.



CHAPTER III

DESCRIPTION OF THE PROBLEM: THE IMPORTANCE OF
READING AND INCIDENCE OF READING DISABILITY

In an interdependent society the importance of reading
ability becomes the responsibility of each citizen as well
as the teachers and educational system. For a society to
function properly, there must be a literate population
capable of coping with the advancements of technology. Of
all the skills taught in school, most Americans would prob-
ably agree that the most essential skill is reading if
students are to become functioning adults in our society.
The importance of reading ability becomes greater as tech-
nology advances and occupations tend to require higher
levels of education and specialized training. Automation
continues to eliminate jobs of unskilled or semi-skilled
workers who do not possess the reading skills required for
their jobs (Harris, 1975, p. 1). The reading level is be-
coming more advanced for jobs that were once considered
unskilled. For example, Sticht, Caylor, Kern and Fox (1972)
determined that the minimum literacy levels for army cook,
repairman and armor crewman, and supply clerk were reading
grade levels of 7.0, 8.0, and 9.0 respectively. In a2ddi-

tion to the obvious occupational and economic benefits of
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reading ability, disabled readers are cut off from cultural
activities and the emotional and spiritual fulfillment
that can be obtained.

In spite of the fundamental importance of reading in
adult 1life, the common belief among employers and the gen-
eral public is that every year thousands of American youths
are dropping out of or graduating from high school unable
to be considered functionally literate. Functional literacy
as defined by the National Right To Read Effort means being
able to perform tasks necessary to function in American
society. There is a likelihood that many reading disabil-
ities go unnoticed in the classroom because many students
can read familiar material fairly well, but when they are
tested individually using unfamiliar words, disabilities
are discovered (Maes, 1972). These disabilities may not
be noticed until the upper grades where reading becomes
increasingly more difficult. There is also the possibility
of psychological problems resulting from reading disability.
Ruchlis warns that:

The child who has failed to learn to read in

first or second grade and who is not given appro-
priate training in time, becomes so severely
damaged psychologically by the experience that

it often becomes a major cause of maladjustment

sufficiently serious to warrant psychological
treatment (Ruchlis, 1973, p. 20).

In consideration of the importance of reading in our
society, as well as for the individual, it is worthwhile

to examine the statistics on reading disability and pos-
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sible causes of reading failure.

Statistics On Reading Disability

The incidence of reading disability depends on the
criterion used as well as the population studied. A com=-
prehensive survey of available evidence of reading disa-
bilities in the United States indicates that about 15% of
school children have reading disabilities (Harris, 1975,
p. 14). The National Advisory Committee on Dyslexia and
Related Reading Disorders (1969, p. 7) reported:

"Eight million children in America's elementary

and secondary schools today will not learn to
read adequately. One child in seven is handi-
capped in his ability to acquire essential
reading skills. This phenomenon pervades all
segments of our society--black and white, boys
and girls, the poor and the affluent.

A nationwide study conducted by the National Assess-
ment of Educational Progress and financed by the National
Right To Read Effort in 1974 and 1975 attempted to determine
the extent of functional literacy among 17-year-old stu-
dents. Being functionally literate is defined by Right
To Read as "being able to perform tasks necessary to func-
tion in American society, such as reading newspapers, in=-
structions and drivers' license tests.” The study included
only those types of reading material considered to be at
the functional literacy level. Over 4,200 students across
the country were surveyed in each assessment. Students

were to answer at least 75% of the questions in the assess-

ment correctly to be considered functionally literate.
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Using this as a guide, it was found that about 13%
of 1l7-year-o0ld students were functionally illiterate.

Among female students, 11% failed to meet literacy standards,
while a little less than 15% of the males did so. Among
white 17-year-o0ld students, almost 8% failed to reach the
criterion contrasted with a little less than 42% of the
blacks. Over 21% of students from the disadvantaged urban
areas of our éountry and 20% of the students from the South-
east were still functionally illiterate according to the
study. A complete table of the results from the NAEP study
is found in Appendix A.

Roy H. Forbes, director of National Assessment, added,
"although the overall improvement is encouraging, at least
one out of ten of those students nearing the end of high
school is still not able to do basic, everyday reading

tasks" (Forbes, 1977).

Causes Contributing To Reading Failure

The above statistics are not meant to answer questions
about why reading disability and illiteracy occur, but to
provide the facts. It is the responsibility of reading
teachers to be aware of the facts and have an understand-
ing of some of the causes of reading failure.

The causes can be divided into two groups: develop-
mental and educational. The developmental causes of reading
failure are due to inadequate physical, emotional, and mental

maturity. The educational causes are due to inadequate



29
readiness training and inadequate instruction of reading
skills., It is important to consider the cause or causes of
a student's reading failure to minimize or correct those
causes if possible and to plan an appropriate course of
study for that student.

Developmental Causes Of Reading Failure. The most
common physical causes of reading failure are poor visual
and auditory discrimination. Visual discrimination requires
near-point vision, fine eye muscle control, fusion of the
two eyes binocular coordination and depth perception (H. WM.
Robinson and Huelsman, 1953). The extent to which auditory
defects can cause reading difficulties depends on the em-
phasis given to oral instruction. This is particularly a
problem if a phonics method is used exclusively. If a
hearing loss is involved, it is better to use a visual or
kinesthetic method of instruction.

Other physical problems that may influence reading
failure are prolonged illness, malnutrition, which adversely
affects brain development, behavior, and insufficient sleep

(Harris, 1975, p. 290). Muscular coordination and hand-eye
coordination are often poor in slow readers. Endocrine
malfunctions are a rare cause of reading failure, but may
result if a gland is not functioning properly. Pituitary
dysfunction may cause reversal tendencies, poor motor

coordination or mental retardation (Miller, 1971).
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It is difficult to determine exactly what relation-
ship emotional maladjustment has on'reading failure. Stu-

dents who fail are usually studied some time after their

difficulties have begun which makes it difficult to get
accurate information on what emotional problems may have
been involved. As mentioned earlier, most often emotional
maladjustment and reading problems form a reciprocal rela-
tionship in which a slight emotional maladjustment leads to
reading problems which later lead to more severe emotional
maladjustment (Miller, 1971). Harris (1975, p. 301) lists
ten emotional problems that contribute to causing reading
disabilities. They are:

1) conscious refusal to learn
overt hostility
negative conditioning to reading
displaced hostility (peer or sibling rivalry)
resistance to pressure
clinging to dependency
quick discouragement
success is dangerous

absorption in a private world
extreme distractibility or restlessness
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Many researchers believe that most disabled readers
have some degree of emotional maladjustment as the result
of their inability to read. Schonell (1961) reported that
in a study done with army personnel, non-readers were un-
cooperative, subservient, and inferior. Some were rebel-
lious, defiant, and difficult to manage. When these men
were taught to read, they became more positive toward other
people, toward those in authority, and toward their own

abilities. The degree to which an emotional problem may
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have caused the initial reading failure is difficult to
assess. An emotional problem, however slight, may handicap
a student's ability to learn reading skills.

There is a substantial relationship between mental
age and ease of learning to read. This is not to say that
below a particular mental age, reading is not possible.
Most success in teaching reading has been observed when
students possess a mental age of six years or above. Durkin
(1966), however, found that children could learn to read
before entering school, but these children needed more time
and patience and tended to be bright. As Gates pointed out
in 1936, intelligence is one of the main factors influencing
the rate at which a student can learn to read. If instruc-
tion is paced more quickly than the student's learning rate,
failure will result. Mental age may account for reading
failure if neurological, congenital, or brain damage is
involved. This may cause reversal tendencies, perceptual
difficulties, or a lack of motor coordination necessary to
perform reading tasks.

Educational Causes Of Reading Failure. Educational

causes of reading failure may result from inadequate readi-
ness and/or inadequate or improper reading instruction.
There are several erroneous concepts of reading readiness
which may account for inadequate readiness training. One
of these is the "mysterious appearance" concept which sug-

gests that a student will learn to read when ready and this



32
readiness appears suddenly regardless of instruction.
Another erroneous concept assigns failure primarily to emo-
tional and personality maladjustment of the student. It is
much easier to label students maladjusted than to examine
their background abilities, assess which of these abilities
is lacking, and then provide experiences to build them. A
third erroneous concept is the mental age concept which
maintains that unless students have a mental age of six
or more, they will be unable to learn reading-readiness
skills. Learning to read depends more on visual and audi-
tory perception and other developmental factors than on
scores on intelligence tests (Durrell, 1956, p. 25). Each
of these erroneous concepts is little more than an excuse
for not providing adequate reading-readiness training.

Too often students are not provided with appropriate readi-
ness training because it is assumed that they are not
"ready.” This undermines the purpose of readiness training
which is to build readiness.

For late readers, readiness training may mean retrain-
ing in some of the earliest pre-reading skills, It is felt
by some researchers (Ruchlis, 1973) that the teacher or
tutor must go back far enough in the learning sequence to
insure that the student will not sxperience similar failure.
This may mean returning to the very earliest reading levels,
sometimes even as far back as learning or relearning sounds

of letters of the alphabet. It is the first responsibility
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of the teacher to assess the readiness skills of the stu~
dents and provide activities and experiences %o develop the
skills that are lacking.

Adequate readiness training before the introduction
of any new reading skill is important. The importance of
reading readiness is not confined to the pre-reading stage.
As students progress through the educational levels from
first grade through graduate school, they will continue to
meet new fields of thinking related to readings for which
their background of experience leaves them unprepared.
There 1s a need for a program of readiness for the thinking
side of reading even when the mechanics of reading have
been acquired (Harrison, 1936, Part II, p. 4).

Adequate readiness training is especially true for
immature and slow-learning students. If pre-reading skills
are being taught, a reading-readiness test should be admin-
istered to assess whether or not students have acquired
the skills that will facilitate their learning to read.

If the results are low, reading-readiness activities should
be continued. The language experience approach has been
found successful with slow-learning students (Miller, 1971).

Durrell (1956, p. 25) found that some of the causes
of reading failure were in reading-readiness programs.
The following are common weaknesses he observed:

1) failure to observe differences in the ability
of the students

2) failure to start reading instruction immedi-
ately for rapid learners
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3) failure to provide instruction adequate for
mastery of reading-readiness skills
4) following an over-complex program with too
many nonessential elements
5) attempting to build a sight vocabulary before
teaching letters and sounds in words
6) evading responsibility for reading-readiness
instruction,
Some of these weaknesses could be avoided if teachers were
knowledgeable about reading-readiness skills, assessment,
and instruction.
A second major educational cause of reading failure
is inadequate or improper instruction. This may result from
poor teacher expertise, reliance on basal readers, or using
one method only. It is not unusual for teachers to lack an
introductory course in reading prior to a teaching assign-
ment which requires them to teach reading. Current research
(Durr, 1977) indicates that teachers can assist their stu-
dents by teaching reading skills in the content area sub-
jects. Consequently, courses in reading are becoming a
requirement for teachers of all subjects and grade levels.,
Poor teacher expertise may have some serious long-range
effects on students. Inadequate teaching may result in
instruction which is not adjusted to the level and learning
rate of the student, failure to provide necessary motiva-
tion, and actually teaching poor habits such as word-by-
word reading, inattention to content, 1lip movements in
silent reading, or ignoring difficult words. Teachers who

are unaware of reading skills may fail to teach the early

skills on which later skills are based,
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Relying on a basal reading program can have two po-
tential drawbacks. One is that a basal reader assumes
that the same scope and sequence should be followed by each
student. There may be enrichment activities for fast learn-
ers and follow-up exercises for slow learners, but basically
the basal reading program prescribes the same method and
sequence for all students. The second drawback is the in-
clusion of unnecessary elements or skills which may not
teach reading skills at all., For example, some basal readi-
ness programs include lessons designed tolteach students
to string colored beads in a particular sequence. There
is no evidence to support the conclusion that training in
non-verbal sequencing helps prepare students for reading
(Santa, 1975).

Using only one method to teach reading has some of
the same drawbacks as using a basal reading program exclu-
sively. Again the assumption is made that all students
learn the same way. Some researchers 5elieve that the most
frequent and consistent cause of reading disabilities is
failure in method (Maes, 1972). There are currently four
methods of teaching reading that are the most prevalent.
They are: 1) the basal reader, 2) the phonics method, 3)
individual reading approach, and 4) language experience
approach (Chall, 1967). Chall made a detailed analysis of .
the most prevalent methods to determine which method had the

greatest success in teaching students to read. She found
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that "research from 1912-1965 indicated that a code-empha-
sis method--i.e., one that views beginning reading as es-
sentially different from mature reading and emphasizes
learning of the printed code for the spoken language--pro-
duces better results" than a meaning-emphasis or whole word
method (Chall, 1965, p. 307). Chall also states that
evidence does not endorse any one code-emphasis method over
another, however, "insisting on one method for all may com-
plicate things further" (Chall, 1965, p. 309). This belief
has stimulated the study of learning modalities which empha-
size visual, auditory, and kinesthetic approaches to learn-
ing, depending on the learner's particular aptitude. If
a student fails to learn to read using conventional visual
and auditory training, a kinesthetic or language experience
approach may prove helpful. Some students may have a unique
way of learning, and using one approach rigidly will need-
lessly frustrate and handicap those students.

To summarize, it is important to remember that some
students who fail to learn to read may be falling because
of educational deficits. This may occur during readiness
training or reading skill instruction. These students may
be developmentally capable of learning to read, but they
are not receiving the kind of help and instruction they
need to progress. ilany teachers ars not sufficiently train-
ed to diagnose and pinpoint the cause of the student's

difficulty. Even when the teacher is able to diagnose the



37

cause of the problem accurately, the problems of selecting
appropriate methods and the management problems of provid-
ing individual help as needed, make the system difficult

to operate. Rélying on one method may result in foreing
all children to learn the same skills in the same way even
though at a different pace, and concentrating on some skills
which are not essential to the reading process., Progress-
ing through the levels or magazines of basal readers, for
example, can become goals in themselves rather than concen-
trating on the essential characteristic of reading, which
is comprehension. These educational problems can exist

at any time during reading instruction. It is the respon-
sibility of the school administration and the teachers to
overcome these problems and provide the instruction that

will help students acquire the skills they need to learn

to read.



CHAPTER IV
IDENTIFYING RZADING-READINESS SKILLS

One of the causes of reading failure mentioned in the
previous section is failure to adjust reading-readiness
instruction to the individual needs of the student. Before
this can be done, one must know what these needs are. The
teacher should not assign material that is too difficult
or attempt to develop skills for which the students have
no background. Students make the most rapid progress when
instruction is near their current level of mastery (Farr
and Anastasiow, 1969). Information on students' reading
readiness needs can be identified from informal and stan-
dardized measures. Informal assessment may provide infor-
mation not available through standardized tests such as
behavioral characteristics, medical history, and teacher
observation. These assessments may be helpful to supplement
other measures. Standardized tests provide a controlled
assessment of an individual'’s current reading-readiness
skills. Information from standardized tests may be used
to compare students' ability with other students, place
students into groups for developing skills which they have
not acquired, or identifying specific skills or learning

problems that a student may have.
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Why Reading Readiness Tests Are Given

A readiness test can provide information about a
student's preparedness for learning to read. The total
score will permit a teacher to rank students from those
most ready to read to those least ready, and prepare instruc-
tion accordingly. Commercially-prepared tests are used to
provide wider prediction and assessment of the students in
a class, However, standardized measures should be used
with informal measures to obtain the best possible estimate
of reading ability (Farr, 1969).

Reading~readiness tests give diagnostic information
about specific pre-reading skills and abilities that are
measured by the tests. Analyzing the test results reveals
weaknesses in some of the measured skills and abilities
and can provide the basis for specific corrective instruc-
tional practices. Test results may be used to bridge the
gap between students coming to school with different back-
grounds of experience and having a different body of know-
ledge and understandings. Where lack of readiness is a
product of lack of training, the teacher can increase read-
iness. Maturation as interpreted by Piaget (19%) is con-
tingent on functioning which in turn is fostered by experi-
ence and training. Maturation unfolds in continuous inter-
action and stimulation (Weimer, 1977). Teachers cannot

afford to wait for readiness and maturation to occur, but

can provide appropriate training and experiences onze these
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areas are identified. Obviously it is important to examine
the test content and be sure that what is being tested is

actually a valid reading-readiness skill.

Choosing A Reading-Readiness Test

Reading-readiness tests attempt to measure the parti-
cular phases of mental functioning that are most closely
related to success in reading. It is important to examine
the subtests of a reading-readiness test to determine if
the skill being tested 1is actually related to reading success,
Some of the subtests measure acquired information such as
knowledge of names of the letters of the alphabet. Dif-
ferent tests have different purposes for which they are
designed to measure. For example, some tests are designed
primarily to enable grouping of students for reading instruc-
tion. Other tests attempt to identify individual skills
which for particular students may be unfamiliar. 3Some tests
measure only perceptual or cognitive skills or may be de-
signed primarily to predict success in reading achievement.

In selecting a reading-readiness test, attention
should be given to the following factors: 1) validity,

2) reliability, 3) norms, 4) standardization, 5) ease of
adminiétration and scoring, 6) time, and ?) objectivity.

Validity is determined by how well the test relates
to success in initial reading. This is by far the most
important factor. Several aspecfs of validity shéuld be

examined. One 1s content validity which deals with the
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content of the test or the individual gquestions in the
test. Does the content of a question actually represent
the skill one wishes to test? Another is concurrent valid-
ity which compares the test Behavior to current performance.
A third is predictive validity which indicates whether the
scores students receive can be used to predict how well
they will do in the future.

Reliability refers to the degree to which the test
gives consistent results. For purposes of individual diag-
nosis, the reliability coefficient should be at least .90.
The reliability is usually much higher for the total score
on a standardized test than is a subtest score, therefore,
subtest scores may not prove useful for diagnostic purposes.

The norms identify the population of students on which
the test was given and on whom the test was standardized.
They should be based on a sufficiently large and representa-
tive number of students and should exist for the separate
parts as well as the total score. Tests should be selected
that have clearly identified norms which most closely match
the social, racial and ability levels of the students being
tested.

Standardization refers to the establishment of a uni=~
form procedure for the administration of the test. The
ease of administration and scoring requires a complete and
clear directions manual that is easy to understand and

follow, The time a test takes may have important consider-
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ations if partsmust be given individually or very restless
students are to be tested. Objectivity refers both to the
degree to which the bias of the tester and scorer may influ-
ence the score and the objectivity of the test items.
Some tests include sections which ask the tester or teacher
to make subjective judgments about a student'’'s behavior
or personality. These items should strive not to be biased
against nonstandard-English speaking urban students or rural
students who may not be familiar with metropolitan life.

Among the many reading-readiness tests now on the
market, the following are recommended by Harris and Sipay
(1975, p. 33) as well as several other reading authorities:
Gates MacGinitie Readiness Skills Test, Metropolitan Readi-
ness Tests, Clymer-Barrett Prereading Battery, Murphy-Durrell
Reading Readiness Analysis, Harrison-Stroud Reading Readiness
Profiles and Macmillan Reading Readiness Test. The first
four of these tests will be examined in the following sec-
tion. The last two tests have been omitted because they
were recommended the least by other reading authorities,
and an examination of their administration manuals provided
little information on reliability, validity, and the norms
which were used. A table of the four reading~readiness
tests examined and the readiness skills included in each

test appears in Table II on pages 73 and 7L.
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An Examination Of Selected Reading-Readiness Tests

The following tests are examined for the purpose of
identifying the skills which have consistently indicated a
high correlation with reading achievement. These skills
were discussed earlier as reading-readiness skills and in-
cluded auditory and visual discrimination skills, visual-
motor skills, language, concept formation, and reasoning
skills., The following tests and fheir subtests will be
examined on the basis of how well they meet the criteria
which should be considered in choosing a reading-readiness
test. An examination of the individual test sections may
prove useful to a teacher who wishes to select a test that
will measure those reading-readiness skills.

Gates-MacGinitie Reading Skills Test. The Gates-

MacGinitie Readiness Skills Test is published by College
Press, copyright 1968. It is specifically developed to
predict success in first-grade reading and is designed to
be used at the end of kindergarten or the beginning of
grade one. There are eight subtests involved which take

a total of 120 minutes. The following is a description of

the subtests:

1) Listening Comprehension: measures the student's
ab1lity to understand the total thought of
a simple story. Twenty stories each with
three corresponding pictures. The examiner
reads the stories aloud to the students who
mark one picture that best answers the ques-
tion about the story.




2)

3)

)

6)

7)

8)

Auditory Discrimination: measures the student's
skill in distinguishing between two words of
similar sound. Twenty-one pairs of pictures.
Each pair differs in only one sound., After
naming both pictures in a pair, the examiner
pronounces the name of one of the pictures
again. The student marks the corresponding
picture.

Visual Discrimination: measures student's
ability to distinguish between printed forms

of two words. Twenty-four items each consis-
ting of four words--three alike and one differ-
ent. The student marks the different one.

Following Directions: measures the student's
skill in following increasingly more complex
directions. Fourteen items. The examiner
reads aloud and the student marks correspond-
ing picture of four.

Letter Recognition: measures student's recog-
nition of letters of the alphabet. Eighteen
items, with four letters of the alphabet in
each item. The examiner names one letter which
the student must recognize and mark.

Visual-Motor Coordination: measures the stu-
dent's skill in completing printed letters.
Seven letters are models with part of each
letter printed in the adjoining column. The
student is to complete each letter in the ad-
joining column following the model.

Auditory Blending: provides information about
the student's ability to join the parts of a
word, presented orally, into a whole word.
Fourteen items consist of three pictures each.
Examiner pronounces the name of one picture
saying it in two or three parts, and the stu-
dent marks the corresponding picture.

Word Recognition: measures the student's
ability to recognize whole words when presented
in isolation. Twenty-four sets of three words.
The examiner reads one word in each set and

the student marks that word. This score is

not included in the Total Weighted Score.

The purpose of this subtest is to determine
which students have some reading ability.

L
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Additional factors of readiness not tested by this

test:

a) attention span

b) emotional maturity

c) physical health

d) language background

e) motor coordination

f) amount of prior training and experience
g) kind of expectation and help at home
h) child's attitude toward reading

i) ability to work with others

j) ability to work independently.

The subtests include most of the reading-readiness
skills mentioned in Chapter II. The listening comprehen-
sion subtest requires students to reason and conceptualize
the correct answer. Some of these items require students
to infer an outcome, understand cause and effect, or remem-
ber one of several facts presented. All items ask students
to condense the story they hear into one correct visual pic-
ture that corresponds with the question they are asked.

This involves an interplay of several fairly complex read-
ing skills in addition to an attention span adequate to
perform the task.

The Following Directions subtest particularly requires
an understanding of language and vocabulary such as same,
middle, first, last, between, and farther. The Letter
Recognition subtest requires students to integrate auditory
recognition with visual recognition of letter names., The
auditory blending measures conceptual skills in that students
must be able to conceptualize a whole word which is presented
in two parts, blend those parts, and mark the appropriate

picture. The teacher or examiner is asked to pronounce
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words by dividing them where indicated and pausing one
second between each part. Example: R-A-I-N, The artificial
nature of this task and low correlation between this task
and reading achievement, about .30, makes the value of this
subtest questionable. Subtests 2, 3, 6, and 8 cover the
auditory, visual, and visual-motor skills involved in read-
ing.

Multiple regression techniques were used to determine
the relative weight given to each subtest. Subtests measur-
ing skills and abilities which proved to be the best pre-
dictors of reading success were weighted more. Listening
Comprehension, Visual-Motor Coordination, and Auditory
Blending were given a weight of one. Auditory Discrimina-
tion, Visual Discrimination, and Following Directions were
given two and Letter Recognition was given a weight of three.
This indicates that being able to recognize letters is con-
sidered to have the highest correlation with reading achieve-
ment.

The content validity of the Gates-MacGinitie Readi-
ness Skills Test is well documented, having been based on
two nationwide tryouts involving 2,500 students in grade
one. However, the norming population is not well defined.
Difficulty and discrimination indices were obtained for all
items except the Visual-Motor Coordination subtest. The
reliability and validity information for the test is scanty.

Individual subtest reliability coefficients are not as
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reliable as a combination of subtest scores, yet only relia-
bilities for separate subtest scores are given in the tech-
nical supplement. The subtests are too short to give accu-
rate validity or reliability information (Dykstra, 1967).
No reliability data are given for the whole test.

Metropolitan Readiness Test. The Metropolitan Readi-

ness Test (MRT), published by Harcourt, Brace, Jovanovich,
Inc., has a revised 1976 edition. The purpose of this test
is to assess readiness to begin formal school learning.
Although the content was developed to provide some measure
of pre-reading skills, the manual explains that it is not
strictly readiness to read, but readiness to learn that is
being assessed. There are two levels of the 1976 MRT.
Level I is designed for use from beginning through middle
kindergarten and Level II for the end of kindergarten and
beginning of Grade one. Level I concentrates on the basic
pre-reading skills while Level II focuses on the more ad-
vanced, high level skills important in beginning reading
and mathematics. The total test time is 105 minutes. The
following is a description of the subtests:

Level I

1) Auditory Memory: measures the student's
immediate recall of a series of words spoken
by the teacher. Rationale: early learning,
especially reading is a sequential process
involving the ability to remember and asso-
ciate sounds with visual symbols.

2) Rhyming: the ability to hear and discriminate
among medial and final sounds in a rhyming
context is an important auditory skill.
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5)

6)

7)

Letter Recognition: upper and lower case letter
recognition when named by the teacher.

Visual Matching: matching letter series,
words, numerals, and letter-like forms.
Rationale: much of early school learning in-
volves the ability to discriminate among visual
symbols,

School TLanguage and Listening: basic cognitive
concepts and complex grammatical structures

are measured. Requires students to integrate
and reorganize information, draw inferences,
and analyze and evaluate material presented
orally. Rationale: important for future devel-
opment of reading comprehension skills.

Quantitative Language: measures concepts such
as size, shape, and number-quantity relation-
ships.

Copying: an optional test to measure visual=-
motor coordination by having students copy
their first names from a model.

Level I yields scores in two areas, Visual: Letter
Recognition and Visual Matching. Language: School
Language, Listening, and Quantitative Language.
There is no auditory score at Level I since the
Auditory Memory and Rhyming tests do not in them-
selves constitute a sufficiently meaningful, well
defined, auditory cluster.

Level II
1) Beginning Consonants: measures auditory decod-

2)

3)

b)

ing skill of discriminating among initial sounds
of words,

Sound-Letter Correspondence: . identifying
letters corresponding to specific sounds in
words.

Visual Matching: a visual-perceptual skill in
matching letters, numerals, and letter-like
forms. Rationale: much of early school learn-
ing involves the ability to discriminate among
visual symbols.

Finding Patterns: locating formations of let-

ter-groups, words, numerals, or artificial
letters when theses are embedded in larger

48
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groupings of similar content. Rationale:
finding patterns measures the ability to separ-
ate a pattern visually from the context in
which it is placed.

5) School Language: basic cognitive concepts and
complex grammatical structures are measured
using standard American English.

6) Listening: same as Level I, subtest 5.

7) Quantitative Concepts: mathematics

8) Quantitative Operations: mathematics

9) Copying: designed to measure visual-motor
coordination by copying a sentence model. Op-
tional.

Level IT yields scores in four areas: 1) auditory--

beginning consonants, sound-letter correspondence;

2) visual--visual matching, finding patterns; 3)

language--school language, listening; and %) quan-

titative--optional.

The subtests in the Auditory and Visual Skill areas
concentrate on rather narrow, but important, abilities
needed to decode sounds and symbols, while tests in the
Language and Quantitative Skill areas emphasize broader
language comprehension, reasoning and conceptual abilities
that are important in reading. The validity of including
visual matching of letter-like forms and locating artifi-
cial letters embedded in larger groups can be questioned
if the MRT was to be used strictly for reading assessment.
These skills may be valid for assessment in mathematics,
but are of questionable value for assessment in reading.

Level I does not contain a subtest of auditory discrimin-

ation, only auditory memory and rhyming. It seems that
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auditory memory and rhyming require some cognitive abilities
which are more complex than an auditory discrimination test
where students must distinguish if words are the same or
different.

Development of the 1976 MRT included two full-scale
item tryouts. The first program was conducted with 10,320
students in 40 school districts. Another 10,616 students
from 54 school districts participated in the second item-
analysis study. Items suspected of ethnic group bias were
dropped, and auditory items in Level II, Form P, were select-
ed to contain only those sounds which are equally familiar
to students who speak Spanish, standard American English,
or a non=-standard dialect.

The norms are thoroughly documented with samples from
four different geographic locations and parochial school
systems, public school systems with fewer than 300 students,
and large-city school systems with enrollments of 100,000
or more. The reliability of the MRT was tested by giving
both Form P and Form Q in counterbalanced order with about
two weeks in between. The reliability for the subtests
range from .73 to .92 with a reliability of .93 for the
pre-reading skills composite. A measure of predictive
validity was obtained by correlating scores on the MRT with
scores on achievement-tests administered in the spring of
the same school year, using either the Metropolitan Achieve-

ment Test or the Stanford Achievement Test.
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The MRT has very precise directions for administra-
tion, and the scoring and interpretation of test results
are explicit. The manual warns against using the subtest
results as a diagnostic tool, but provides several brochures
and resources for teachers to use for skill development
in areas where students' scores may indicate weaknesses.

The MRT also provides a Practice Booklet to acquaint stu=
dents with test procedures and familiarize them with the
format.

Perhaps the sngle most useful characteristic of the
MRT is the wealth of information on interpreting test scores
and specific suggestions for the instructional significance
of the various levels of performance. The MRT has, however,
been criticized for assessing past achievement rather than
predicting future performance.

Clymer-Barrett Prereading Battery. The Clymer-Barrett
Prereading Battery (CBFB), published by Personnel Press,
Inc., in 1969, is designed for use after the middle of
kindergarten or at the beginning of first grade. The manual
states that the purpose of the test is to assess the student's
levels of accomplishment in certain skills essential to
reading. This assessment may then allow teachers to rank
their students according to which ones are the most ready
to read and which ones are the least ready to read so that
a program can be planned and paced accordingly. A second

goal stated is to provide teachers with diagnostiz informa-
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tion about specific pre-reading skills and abilities meas-
ured by the test. This information is said to be available
by analyzing the subtest scores and comparing them with
one another. There is both a short and long form of the
CBPB. The long, diagnostic form takes about 90 minutes,
contains six subtests, and yields three diagnostic subscores
and a battery total. The short, screening form takes about
30 minutes, contains subtests one and three, and yields
a single score useful for screening and group placement.

The following is a description of the subtests:
1) Visual Discrimination
a) Recognition of Letters - 35 items, 25
lower case and 10 capital letters. Pupil
locates and marks as the teacher reads.
b) Matching Words - 20 items. The student

locates and marks the word from four alter-
native choices.

2) Auditory Discrimination

a) Discrimination of Beginning Sounds in Words -
20 items. Requires the student to locate
and mark from three alternative choices,
the picture whose name begins with the
same sound as the name of the stimulus

picture. Teacher pronounces names of the
pictures.

b) Discrimination of Ending Sounds in Words -
20 items. Same as above only with ending
sounds. Mostly rhyming words.

3) Visual-Motor Coordination

a) Shape Completion - 20 items measure ability
to complete mutilated geometric shape when
a eompleted shape is in view.

b) Copy=-A-Sentence - one seven-word sentence,
This requires the student to perceive the
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order of letters in words, the groupings

of letters which make up words, the sequence
of words in a sentence, and to demonstrate
perceptual accuracy by copying the sentence
in the space provided.

) Pre-reading Rating Scale

The teacher makes subjective evaluations of
the student's behavior in eight areas:

l. facility in oral language

2. concept and vocabulary development

. skills in critical and creative thinking
social skills

emotional development

attitude toward and interest in reading
work habits

total

00~3 O\ W

L] L ° - [ ]

Each has three or four questions which reguire

the teacher to respond on the basis of observ-

ing student behavior. The responses are either

above average, average, Oor below average.

The specific tasks required of students taking the

CBPB are much more advanced than the other readiness tests
examined. This is in part due to the fact that the CBFB
was not conceived as a reading readiness test. However,
correlation between the CBPB and readiness tests run in
the range of .55-.80. Subtests 2b and 3b correlate the
lowest which indicates that these subtests are generally
not considered to have high construct validity for reading
readiness. An exanmination of the specific tasks involved
in, for example, 1b reveals that whole words must be iden-
tified by students. Task 3b requires students to copy an
entire sentence. This is a skill which involves more than

Just visual-motor coordination. An assessment of visual-

motor coordination can be made on single words which would
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more likely have meaning to the student. It is not likely
that a kindergarten or beginning first-grade student could
read and understand a seven-word sentence. Students could
no doubt demonstrate a more accurate sample of visualemotor
coordination by copying a word that is knownto them. Task
3a requires completion of mutilated geometric shapes.

This task has been shown to have limited predictive or
instructive value to reading readiness.

Some assessment of the student's language development
is possible in Task 1lb, but assessment of conceptualization
and reasoning skills are completely lacking. These skills
are apparently to be covered by subjective teacher evalua-
tion on the Prereading Rating Scale.

The Directions Manual for the CBPB thoroughly explains
the rationale for the test. Some of the tasks were included
because of their relation to reading achievement rather
than assessment of pre-reading skills., For example, the
test authors claim that predictive validity is high because
such items as visual discrimination of letters and words
is one of the best predictors of early reading achievement.
Assessing whether students are capable of distinguishing
between letters and words, and are already able to perfornm
this discrimination skill, gives a slightly different empha-
sis to the test. The test as a whole is predictive of
success in learning to read (Farr, 1%69), but several of
the tasks may be only identifying thosz students who already

possess beginning reading skills. Validity for the use of
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the CBPB as a diagnostic tool is lacking. Individual sub-
test scores have low reliability, therefore, diagnostic use
of this information is not advisable. It would be helpful
if various combinations of the subtests were provided to
give credence to diagnostic use of these scores.

Reliability information was apparently collected from
one test sample involving 5,565 first-grade students in 44
community public schools located throughout the United
States. The reliability coefficients for this group are
.95 for the long form and .92 for the short form. The data
collected for norming the test involved the same 5,565
students and included various school system sizes, and socio-
economic characteristics of the school neighborhood, but
the norming population is not described in the technical
information section of the manual.

Murphy-Durrell Reading Readiness Analysis. The
Murphy-Durrell Reading Readiness Analysis (MDRRA), published
by Harcourt, Brace and World, Inc., has a narrower scope
in terms of the skills it tests. The emphasis is on phonic
knowledge and letter names. One of the authors explained,
"Children who are successful in beginning reading are those
who have good backgrounds in phoneme perception. (the
ability to identify separate sounds in spoken words) and
are familiar with the names of capital and lower-case
letters" (Durrell, 1958). The purpose of the test is to

enable grouping of students for reading instruction. It may
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also be used as an end-of-the-year prediction of achieve-

ment.

It is intended for use at the end of kindergarten

or the beginning of first grade and takes approximately

100 minutes to administer. The following is a description

of the test:

1)

2)

Phonemes Test: provides an inventory of the
student's ability in identifying sounds in
spoken words. Twenty-four items. Students
are to mark two pictures which represent words
which start or end with a sound dictated by
the teacher.

Rationale: The authors believe that the key
ability in learning to read is that of identi-
fying separate sounds in spoken words. High
intelligence does not assure the ability.

Some students learn to speak by "facile imita-
tion" without noticing the positions of teeth,
tongue or lips which go with the various sounds,
The Phonemes Test measures the most frequent
consonant sounds in their initial positions

in words and a few in the final position. The
phonemes are first taught, then tested to
assure successful identification of the sounds
and to make clear to students what to do in
the test.

Letter Names Test: has 52 items which measure
the ability to identify capital and lower-case
letters named by the teacher.

Rationale: This introductory stage of phonics
is important because most letter names contain
their sound. When students say the name of a
letter, they make all the phonetic adjustment
of their speech mechanisms that they will use
in reading words containing that letter.
Matching letters is not enough.

Learning Rate: has 18 items. Measures the
number of words a child can recognize one
hour after formal instruction.

Rationale: The purpose is to determine the
number "of words students are able to learn in
one day under standard conditions of presenta-
tion. If they learn easily, there is no reason
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to delay reading instruction. Part 3 has a low
correlation with Part 1 and 2, but together all
three parts provide an additional measure of
students' readiness to read.

The MDRRA contains an excellent sample of phonetic
perception and auditory and visual discrimination. None of
the three sections provides an assessment of language devel-
opment. The learning rate subtest can, to some degree,
measure cognitive thinking skills, but this section has a
low correlation with Test 1 and 2. The test manual contains
excellent instructions and directions for administration.
Instructional suggestions for students in the highest,
middle, and lowest quartile of test results are provided,
but the suggestions are very general.

An item analysis was conducted in September, 1963, in
three school systems with each system involving 200 or more
first-grade students. The subtests and total test showed
an average reliability of .90. Correlation with the Stanford
Achievement Test--Reading Tests administered in May, 1964,
was found to be .64. The difficulty values of the test items
are well balanced. Reliability of the total test is .98
with a standard deviation of 24.4 and a standard error of
measurement 3.5. Reliability of the total test is suf-
ficiently high to allow confidence in its stability. Its
validity is reflected in a correlation of .80 with the MRT.
The predictive validity with the Stanford Achievement Test

is .64 with the lowest correlation on the Learning Rate

subtest., Standardization of norms was done on entering
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first-grade students from 65 school systems in 12 states.
Although the sample is adequate in size, the population is

not well described.



CHAPTER V

APPLYING THE DATA FROM READING-READINESS TESTS

It should be emphasized that the use of standardized
reading-readiness tests is only one way to determine a stu-
dent's readiness for reading. There are many informal read-
ing assessments available and indeed, there are readiness
factors which cannot be assessed with paper-and-pencil tests.
Reading-readiness tests do provide useful information to
teachers as predictors of reading achievement and indices
for instructional decision. Use of the test results may
provide a basis for gathering additional information about
individual pupils as well as for the class as a whole,
However, all standardized tests are subject to a degree of
measurement error. Therefore, other assessments such as
classroom behavior and teacher observation should accompany
decisions based on test results.

Interpreting the scores of individual students should
remain flexible so that personal observation may supplement
test information to confirm the results or indicate if
additional testing or observation is necessarj. Students
with high raw scores on the composite skills or total bat-
tery may need an informal reading inventory or sight-word

list to determine if they are already reading. These are
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the students who can probably begin formal reading instruc-
tion immediately. Students with composite scores 1in the
average range may begin to move into activities that are
more word, sentence, and story oriented. Some of their
subtest scores may indicate further practice in particular
readiness skill areas. Students with a low composite score
are particularly in need of additional observation and
testing. It will be necessary to determine if classroom
performance substantiates these findings. A particularly
low composite score may indicate a hearing or visual defi-
ciency. Low-scoring students present a particular instruc-
tional challenge to the teacher. These students will need
instruction in skills which usually develop at an earlier
age, such as matching visual and auditory stimuli and social
language development. Students in this group should not
be placed in a reading program for which they have not
developed the underlying skills.

It is extremely important to cdnsider the test results
in relation to the method of initial reading instruction
that is to be used. Therefore, readiness tests should be
selected with specific instructional situations in mind.

O0f the reading-readiness tests examined, all included at
least one subtest of visual discrimination. The skills given
the next highest priority were auditory discrimination and
word meanings and concepts. When the method of reading

instruction relies primarily on phonics, the auditory scores
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may provide especially useful information for locating stu-
dents in need of auditory skill development. However,
when the teaching method relies primarily on sight word
recognition, the visual scores may provide the most useful
information. Reading-readiness tests should assist with
the process of formulating a plan for achieving specific
instructional objectives. With this possibility in mind,
teachers may find readiness tests helpful as diagnostic
instruments to provide information about the instructional
needs of particular students.

Most reading-readiness tests provide a separate eval-
uation for visual discrimination, auditory discrimination,
knowledge of concepts, visual-motor coordination, listening,
and learning rate. The subtests are too short to give a
reliable index of each specific readiness skill, but they
can provide indications of weaknesses that can be more
thoroughly observed by informal tests. For example, if a
student scores low on visual discrimination subtests, the
teacher may watch for deficiencies in matching pictures,
forms, words, and letters during classroom activities.

Older students often exhibit deficiency in handwriting and
spelling. |

In general, the readiness subtests can be divided
into two areas, decoding skills (auditory and visual skills)
and language background skills. These two areas are not

highly correlated so that if a student is high on one and
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low on the other, a particular kind of instruction should
be planned. For example, if a student is high in language
background and low in decoding skills, enriched experiential
background may not be necessary. Instead, that student may
need more concentrated help in matching words and letters
and in listening for rhymes and beginning sounds.

Once the area or areas of weakness are defined, the
teacher will want to plan an instructional program that will
enable students to learn the skills necessary to succeed
in learning to read. The teacher must decide what skills
to begin teaching or reteaching, what skills should follow
those begun, and what method or combination of methods will
be most appropriate. It is to the second point, the sequenc-

ing of skills, that the next section is directed.

A Reading-Readiness Skills Seguence

There have been many debates as to the validity of
a skills sequence in reading. While psychologists have
known for a considerable length of time that in learning
a skill mastery of subordinate units must precede final
goal attainment, reading authorities can agree on no such
ordered sequence. The problem exists because the task of
compiling a learning hierarchy in reading is so complex
that a validated reading hierarchy does not exist. There-
fore, the reading-readiness skills sequence presented here
is intended to be a tentative working list which may be

used as a guideline for instructional planning.
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Although a validated reading-skills sequence does not
exist, there does exist a number of studies which give
evidence to support the theory of a reading-skills sequence.
A review of some of these studies will help support the
logical appeal for a reading-skills sequence as well as its
practical implications for organizing instruction. Basical-
ly, a reading-skills sequence, hierarchically arranged,
means that each complex reading skill incorporates reading
information gained from learning a simpler skill. The skills
are arranged so that learning one skill will facilitate
learning the next skill in the sequence.

The notion of a hierarchy of skills in reading is
not new. In 1899 Bryan and Harter wrote of studies they
conducted on acquiring a hierarchy of habits related to
telegraphic language. They wrote, "It is not possible %o
gain freedom in using higher language units until the lower
have been so mastered that the attention is not diverted
by them. In no case can making the language elements auto-
matic be skipped" (Bryan and Harter, 1899, p. 350).

More recently, Holmes conducted studies formulating
a substrata-factor theory of reading. This theory holds
that, "Reading is an audio-visual, verbal processing-skill
of symbolic reasoning, sustained by the interfacilitations
of an intricate hierarchy of substrata factors. . ." (Holmes,
1953, p. 187). Holmes also stated, "The logic and fact

of the sequential input is the essential element in teach-
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ing that leads the child himself to develop habits of corti-
cal association. . . The content, sequence, and scope of
our reading readiness, developmental, and creative reading
programs, then, merit our best efforts” (Holmes, 1953,

p. 191).

Somewhat later, Ruddell's studies revealed that "lan-
guage competence and performance appear to move through a
developmental sequence during the elementary school years
which in some respects parallels the competency model pro-
posed by the transformational grammarian" (Ruddell, 1969,
p. 15).

In addition to the empirical evidence that supports
a hierarchical sequence of skills in reading, agreement
exists concerning what skills are prerequisite. Durkin
wrote, "As with any learning, skill in phonic analysis is
dependent upon other learnings that are prerequisites”
(Durkin, 1974, p. 279). Durkin also believes that, "Stu-
dents have problems when a less than desirable sequence
is followed” (Durkin, 1974, p. 284). She suggests that
initial reading instruction should start with letter-sound
relationships beginning with single consonants, vowels in
short words, vowel generalization rules, and finally multi-
syllabic words, syllabication, and stress. Durkin stresses
the importance of the sequence moving "back and forth between
teaching content and teaching its use" (Durkin, 1974, p. 285).

Research by Samuels indicates tﬁat the subskills of
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reading may be broken down into even smaller units. Samuels
wrote, "Even in so simple an associational task as learning
a letter name, it appears that breaking the task into sub-
skills facilitates learning" (Samuels, 1976, p. 169).
Samuels also states that, "Current research suggests that
before one deals with wholes, smaller aspects have to be
mastered first. For example, before one c¢can visually process
letter clusters as a unit, individual letters have to be
utilized" (Samuels, 1976, p. 176). Samuels concludes by
saying that even though a validated learning hierarchy in
reading does not exist, we do have a reasonably good idea
of what the necessary subskills are.

There is also research that indicates a hierarchy of
skills exists for reading comprehension as well as the
reading acquisition process. A doctoral dissertation by
Chapman describes a detailed study conducted to determine
whether a hierarchy of reading-comprehension skills could be
substantiated. Chapman'’s hierarchical model included:

1) vocabulary comprehension, 2) sentence comprehension,

3) anaphora comprehension, 4) intersentence comprehension,
and 5) inference comprehension. Her conclusion was, "Gen-
erally, the planning of instructional curriculum programs
in reading should include sequences of skills proceeding
from lower order skills to the higher order ones. Specifi-
cally, instruction in sentence comprehension should precede

that in intersentence comprehension" (Chapman, 1971, p. 184),



66

A reading-skills se@uence~can provide valuable instruc-
tional guidelines for a teacher. The complexity of the
reading process involves so many variables such as growth
and development factors, and language, conceptual, and think-
ing skills in addition to decoding skills, that sequencing
all of these factors would indeed be difficult. However,
it may be possible to sequence decoding and —zomprehension
skills in a tentative hierarchical order. Samuels (1966)
conducted a kindergarten study of the effect of phonic versus
look=-say training. A task analysis indicated that know-
ledge of letter-sounds and the ability to blend these sounds
is required for transfer to reading new words. One group
received both kinds of training while the others received
training in only one method. The group receiving both
kinds of training was superior to the groups which did
not receive the necessary training. Samuels writes, "The
implications of this experiment for the teaching of read-
ing are that task analyses can be most helpful in planning
instructional sequences® (Samuels, 1969, p. 35).

For the purpose of aiding the teacher in planning an
instructional program, a tentative sequence of reading-read-
iness skills follows in Table I. This readiness skills
sequence was developed from many readings on readiness
skills, the reading acquisition process, readiness tests,
learning hierarchies, as well as my prﬁfessional experience

as a reading teacher. ost helpful was an outline prepared

by Dr. Joanne Nurss (1972) for Harcourt, Brace, Jovanovich
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entitled, "Uutline of Zarly Learning Cognitive Skills.”
Also helpful was a study conducted by Samuels in which
he concludes, "The most simple task analyses suggest that
for the objective of transfer to readinz new words, kKnow=
ledge of letter-sounds, ability to recognize higher-order
units and knowledge of their sounds, as well as the ability
to blend these sounds into words, are required” (Samuels,
1969, p. 35). The readiness skills are divided into three
main groups: decoding, cohprehending, and growth and de-
velopment. The subskills within each group are arranged
sequentially, and as much as possible, an attempt was made
to sequence the skill areas also. For example, auditory
skills precede visual skills because language acquisition
develops through speaking and listening prior to the develop-
ment of visual-motor skills. Quite simply, we learn to
listen and speak before we learn to read and write. The
growth and development group is included primarily to ac=
knowledge the influence of these factors. The tentative

reading-readiness skills sequence follows in Table I.
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TABLE I

TENTATIVE READING-READINESS SKILLS SEQUENCE

Skill
Number Description of Skilis
I. Decoding Skills: Visual Symbol to Auditory Symbol
I. A. Auditory Skills
1. discrimination of letter sounds, rhyming, initial
and final
2. auditory memory
3. auditory sequencing
k. blending letter sounds
I. B. Visual Skills (visual-motor) _
1. "discrimination of letters and words
2. visual memory
3. visual sequencing
L. copy letters and words
I. C. Auditory-Visual Integration Skills
1. match picture and name
2, oral naming of letters
3 sound=-letter correspondences
b, ~ blending sound-letters into words
5. recognition of sight words
6. oral reading of sight words
II. Comprehension Skills: Language, Concept Formation
And Thinking Skills
II. A. Grammatical Structure - School Language
1. imitation, comprehension and production of morpho-
logical structure
2. imitation, comprehension and production of syntac-
tical structure
II. B. Concepts and Labels - Vocabulary
1. basic concepts--color, shape, size, number
2. school experiences and concepts--weather, clothing,
home, food, family
3. functional language concepts--classification, !
description
II. C. Thinking Skills - Such as Main Idea, Details,
Following Directions, Sequence of Events, Prediction,
Cause and Effect, Inferences, Evaluation
1. picture reasoning
2. retelling stories
3. completing stories
g, expressive and receptive reasoning
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TABLE I (continued)

Skill ,
Number Description of Skills
III. Growth and Development

III. B, Sensory-Perceptual
III. C. Social-Emotional

III. D. Language-Conceptual

Using The Skills Seguence For The Late Reader

The major purpose for a skills sequence is to show
that by mastering one skill, the next skill follows logi-
cally and becomes more easily attainable. Although a vali-
dated reading-readiness skills sequence does not exist,
this sequence is intended to provide a tentative list of
skills that may be used as a guideline for planning in-
struction. If the skills sequence was arranged in a truly
hierarchical order, it would be reasonable to assume that
a student having difficulty may need additional instruc-
tion or practice with an earlier skill. This is true if
the area of weakness identified is in the decoding, compre-
hending, or growth and development area. Whatever the de-
fined weakness, instruction should be planned to overcome
that weakness. At no time should emotionally or physically

immature students be kept busy with other activities until
they reach a more sophisticated stage of development. Un-~
fortunately, this approach is taken by many teachers who do

not know what to do with slow-learning students. These
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students are the ones that become the late readers or in
some cases the non-readers. A late reader is defined as a
student who does not learn the skill being taught during
the initial instruction period when the majority of others
recei?ing the same instruction give evidence of skill mastery.
Late readers are those students who score below their age
and grade level on a standardized reading test. Using
this definition, a late reader may be any grade from kinder-
- garten to high school.

It might be useful to remind the teacher that a late
reader is by no means a hopeless case. There are several
factors which operate to facilitate success for late readers.
For example, older students are often more mature. They
may have a longer attention span, a wider range of experi-
ence, and a greater vocabulary. They may also have a strong
motivation to learn reading skills if they have been con-
fronted daily with the handicap of not knowing how to read
or feelings of failure among their peers, These are factors
which may provide valuable help when planning an instruc-
tional program.

Teachers are familiar with the problem of having to
ad just instruction for slow learners. Late readers will
also need an adjusted instructional program, often individ-
ually tailored to meet their specific reading weakness.

The adjustment will depend on the reading weakness identi-

fied and the age of the late reader. For instance, if the

late readers are first-grade students who are far behind
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the others in the class in remembering letter sounds, those
students will need more practice and instruction in auditory
memory activities. If the late readers are students in
fourth-grade who are'having difficulty remembering letter
sounds, and tests and observations reveal a correspondingly
low reading ability, instruction in auditory memory may
mean a longer progression of skill practice to teach and
check the skills from auditory memory to the fourth-grade
reading skills being taught. In both caées, attention
should be given to the materials and method to be used.
Obviously, reading materials and methods which are appro-
priate to the age and interest levels of the students will

be the most successful.

Placement On The Sequence Of Skills Hierarchy. The
reading-readiness skills sequence is meant to assist teachers
in planning an instructional program. It is a guideline,
providing a tentative list of readiness skills for teachers
to consider when planning a program for late readers. The
reading-readiness test will help the teacher determine
what skills students need to develop. Table II on page 73
identifies which reading-readiness tests include the skills
presented in the skills sequence. Identification of these
skills will provide a point at which instruction should
begin. By referring to the reading;readiness skills se;
quence, an instrustional program can be organized. For

example, a student who is having difficulty with auditory
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blending (skill I A 4 on the skill sequen:ze in Table I)
may need to review auditory sequencing (skill I A 3 in
Table I).

Table II may be used in two ways. The teacher may
administer a feading;readiness test which indicates that
a student is low in auditory blending. By referring to
the sequence of skills presented in Table I the teacher will
find that auditory sequencing precedés auditory blending.
Instruction can then focus on building auditory sequencing
skills. Another way that Table II may be used is to check
informal observations. For example, a teacher may suspect
that a student is having difficulty with auditory discrimin-
ation. The teacher may refer to Table II and select a read-
ing-readiness test which contains several subtests of audi-
tory discrimination. The test results will identify the
area or areas in which the student is weak. The teacher
may then refer to Table I to locate the preceding skill
and begin instruction at this peint. Table II follows on
page 73 and 7?4.

Activities and reading materials should be selected
according to the student's age and ability level. Next a
method of instruction should be selected which will be
appropriate to the student’s age, ability level, and read-

ing weakness,

Selecting A Method. There are many different methods

which have proved successful for teaching reading-readiness
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skills. Many researchers believe that it does not matter
what method is used. Their belief is that as long as stu-
dents are continually surrounded with printed language,
they will learn to read. There should be some attempt,
however, to provide instruction that will enable students
to deal with the reading method they will be expected to

use in whatever réading program has been adopted by the
school or district. For example, if students are required
to progress through a basal reading series in which phonics
are emphasized, they will need instruction in phonetic anal-
ysis as opposed to a whole-word or look-say method. There
are several fundamentals which may be useful to consider

when selecting a method and planning a program for late

readers:

1. Accurate assessment and careful diagnosis is im-
portant.

2. The reading material should be sufficiently
simple, but suited to the interests, activ=
ities, and conversation of the readers’ age.

3. Introduce a new approach which will, at least
in the initial stages, be different from the
type of reading lesson they have usually had.

4, Use as many interrelated forms of learning
as possible combining reading, writing, spel-
ling, controlled vocabulary, tracing, and
study of word families.

5. Improve attitudes toward reading, provide
confidence, encouragement, and feelings of
self-worth.

6. Provide tangible proof to students that they
are making improvements, such as charts or
lists.

7. The program should be based on students® present
strengths.

For older late readers, it is helpful for the teacher

to get the students' help in understanding their reading
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weakness and planning the reading improvement program.

Presentation becomes extremely important for the older
student, because the content of reading material is often
difficult to establish at a primer level. Of course, a
positive teacher-student relationship will do much to facil-

itate the reading acquisition process at any age or stage

of development.



CHAPTER VI

CONCLUSIONS

Based on the examination of reading-readiness skills
in this study, the following major conclusions were drawn:

1. Reading readiness is primarily a developmental
process which should be considered at all
levels of reading instruction.

2. There are several reading-readiness skills
and factors which, when acquired, facilitate
success in reading.

3. Students who do not acquire reading-readiness
skills through their own natural development
may require direct instruction in reading-readi-
ness skills, and to a large extent, these skills
are teachable.

b, It is possible to assess reading-readiness
skills by using a standardized readiness test.
These test results combined with teacher ob-
servation and informal testing can identify
students who need additional readiness instruc-
‘tiono

5. A tentative reading-readiness skills sequence is
empirically valid. There are readiness skills
and components of other skills, and these
skills when acquired, facilitate learning
the next skill in the sequence. A teacher
may gain useful organizational information by
referring to the skills sequence to plan an
instructional program for late readers.

Concluding Statement
This study has sought to examine the skills and factors

involved in reading readiness which seem to contribute most

to learning how to read. An examination of the literature
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on reading readiness indicated that most of the skills can
be taught. In addition, students who lack skill development
in any of the readiness skill areas, can be given direct
instruction that will increase their ability to learn reading
skills. An awareness of the incidence of reading failure
and some of the causes for this failure were presented to
accent the importance of instructional intervention to help
eliminate reading failure.

An examination of selected reading-readiness tests
was conducted for the purpose of identifying réading-readi-
ness skill weaknesses which require additional instruction.
A tentative reading-readiness skill sequence was developed
from an examination of reading-readiness research, readi-
ness tests and the learning acquisition process to assist
the teacher in planning an instructional program to meet
the needs of the late reader.

Hopefully, this study has made a small contribution
to that cumulative knowledge which has sought to gain insight
into the components of reading readiness. Nevertheless,
much further research will be necessary before effective
learning sequences within the reading-readiness skills area
can be determined as educators continue to seek better ways

to help all students attain reading success.,
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APPENDIX A
Exhibit D-5

Percentages of 1l7-Year-0ld Students in Each Group Who Correctly
Answered AT LEAST 90, 75 and 60% of the MAFL Exercises
Correctly. Seventy-Five Percent Is the Minimally
Adequate Performance Standard

Exhibit D-5 shows, for each group of 17-year-old students,
the percentage who correctly answered at least 90%, 75% and 60%
of the MAFL exercises in 1974 and 1975 (Percentage); the changes
from 1974 to 1975 (Chng.); the standard errors of the changes
(SECH.); and the probability that each change is due to random
error (Prob.). Those changes for which the probability is no
greater than 0.050, i.e., statistically significant, are indi-
cated by an asterisk (*). The difference between 100% and the
percentage of l7-year-old students in any given group that cor-
rectly answered at least 75% of the MAFL exercises is the group's
shortfall from the minimally adequate performance standard.

From the National Assessment of Educational Progress
for the Right to Read. 1976



87

*I0II9 WOopuel o1 m:v ST a8ueyd sy3j eyl (0S0°0 ueyl I931eax8 ou s1 A3TT7Tqeqoad oyj

11L°0 8°0 €°0+ ¥'66 1°66 T0v°0 €€  8°C- 9'Z6 ¥°'S6 TS0'0 8°€ £7°8- ¥'99 9°pL
099°'0 6'0 ¥°0+ 1°66 L°86 S60°0 2°CT L°S+ 0°S6 £°'16 289°0 'S 8'I+ €9 9°19
L68°0 S'T Z°0+ 0°L6 896 10Z°0 L' 0°9+ 6°S8 6°6L LI9°0 6'L O0'b- v'zS ¥°9S
68S°0 I'T 9°0- +°96 0°L6 +8v°0 8¢ 0°Z- S°S8 S°L8 8L¥'O0 v's Pz~ L°SS T1°8S
£8v°0 6'0 970+ L°L6 T1°L6 ¥6Z°0 6'T 0°Z+ S°88 S°98 6¢¥S'0 S'¢€ I'C+ 0°SS 6°CS
9£0°0 L'T x5°€- S°¥6 8.6 $L0°0 6'S 0°L- €£°08 €£°.8 «891'0 1°9  ¥'8- S'8F 6°9S
9°0 vz 81- v'I16 7°%6 - ¥61°0 'V S'S+ S'8.L 0°SL 6850 6'S 7'S+ 0°88 8°v¢
065°0 0 €°0- L8 0°66 SSv°0 0°T 8°0+ 6°S6 1°S6 9.Z°0 €°C S'Z+ S°99 0°b9
L8070 8°0 €°T+ 9°L6 £°96 ¥SZ°0 S'T 8'I+ G°/8 L°S8 86Z°0 2z $£'T- T'SS S'SS
S1Z'0 0°C S°C- L'S6 T°96 ¥8¥°0 9°¢ §'Z- 9°9L 1'6L SSS°0 't ¥°Z- S°8% 6°0F
6.£°0 6'T LT+ 9'¥6 6°C6 +Z1°0 9'%¢ 0°L- L°0L L°LL £09°0 8y S§'z- TI§ L'SS
695°0 $'0 Z°0+ 8°86 9786 CI6°0 6'0 T1°0+ 8'I6 L'I6 LSL'O 8'T S0+ 9°19 TI°I9
£59°0 6°C S°T- €°S8 9°98 SIS0 0°'S 8°Z+ ¥°8S 9°SS 85Z°0 s 8'€- €T 112
vy 0 S0 v'0+ 6°L6 S°L6 ZLL'O ¥°1 v°0+ 1'68 L°88 6+S°0 Z'z £'1- 0°8S £°6S
68S°0 L'0 v'0- 1°96 S°96 ¥Z9°0 T L°0+ V'S8 L'v8 6VS°0 2'T S'I+ 6725 9°1IS
8.V°0 8°0 9°0- S°L6 1°86 LSS°0 Z'¢ T1°z+ 0°68 6°98 +06°0 €'v S0+ S°9S 0°9S
60S°0 9°0 ¢°'0- 8°86 7°66 6¥8°0 9°'T €°0- 6°06 Z°I6 V£8°0 8°C 90+ S°I9 6°09
080°0 I'T 0°Z+ 8°L6 8'S6 9IS'0 0°Z €°T+ 0°88 L°98 8£9°'0 0°S ¥'I- T°bS 9°sS
Z95°0 S'T 6'0- €£°S6 Z°¥6 1v8°0 9°'¢ L0+ 0°08 £°6.L €£59°0 LS LT+ L°LY 0°9%
1¥8°0 S°0 T°0+ TI°.L6 0°L6 965°0 I'T 9°0+ +'/8 8°98 000°T 8T 0°0 9°SS 9°SS
*qoxd "HDAS suy) S/6T V.L6T q0id °"HDHS ‘Suey) SZ6I  ¥L61  "q0xd  HOIS “Suy) SL6T  ¥L61

SL61-¥.161 23231U82I34 SL6T-VL61 93eluUadIag SL61-V.L61 93ejU9dI0g

S9STOISXA TAVW 30 %09 S9STJIaxXd TAVW FO %S/ SoSTOX9XH TIVW FO %06

Joxag wopuey 03 ong axy saduey) syl ey
$G/61 03 yL6T Woxi soBuey) oyl S/6T PUB pL6T UT SOSTOIOXT T

13UBOTITUT TS,

oxjsu Y3ty

93Uty ueqin

£110 81q UTER
£312 untpay

sooerd [rews

TBINI SwWaIxlxXyg
oI3ld9w MOT

L1tunumod yo odA1/9ztg

Tooyds y3ty-1soqd
100Yyos Y3ty pajenpeds
Tooyds Y31y swosg
: T00Yds Y31y ON
UOT1EONPd TelUdIR]

931TUM
Aoerd
aowy

ayBWO
9TeN
'xog

1SBIYIIAON
Tex1ius)
1soM
3sesyiInog

uotdoy

TeuoTIBN

dnoap
91qeTIEp

1 SOTITIIqRqOId pue ¢soduey) oYyl JO SIOIXY PIBPUBRIS
AVA 943 JO %09 pue (plepuelg 9DUBUIOFISJ

o1qe1deddy ATTRUTUTH) %S/ %06 3SBOT 1B POIOMSUY OUM SIUSPNIS PIO-IBOA-LI o sedejuadxdd S-a LIFIHXH



APPENDIX B

READING~-READINESS TESTS

American School Reading Readiness Test: Revised Edition
Available from the Bobbs-Merrill Company.

This test can be given in late kindergarten or be-
ginning first grade and is a group test. It measures vocab-
ulary, discrimination of letter forms, discrimination of
words by selection and matching, recognition of geometric
forms, following directions and memory of geometric forms.
It is available in Form X.

Clymer-Barrett Prereading Battery
Available from Personnel Press, Inc. A Division of Ginn
and Company.

This test can be given the last part of kindergarten
or first part of first grade as a group test. It contains
six paper and pencil tasks and a prereading rating scale.

It tests visual and auditory discrimination and visual-motor
coordination. There are eight pupil behavior areas for
teachers to make subjective evaluations.

Gates-MacGinitie Reading Readiness Test

Available from Teachers' College Press, Columbia University
This is a group and individual test to be given at

the end of kindergarten or beginning first grade. It con-

tains the subtest of listening comprehension, auditory dis-

crimination, visual discrimination, following directions,

letter recognition, visual-motor coordination and auditory

blending. A word recognition test is included to locate
early readers.

Harrison-Stroud Reading Readiness Profiles
Available from Houghton Mifflin Company.

This test can be used in late kindergarten or early
first grade and contains the subtests of ability to use
symbols, visual discrimination, use of context, and audi-
tory discrimination and letter naming.

Lee-Clark Reading Readiness Tests
Available from the California Test Bureau.

A test for use in late kindergarten or early first
grade and is a group test. It contains the subtests of
visual discrimination of letter symbtols and word shapes,
It also measures a child's knowledge of vocabulary and
concepts.
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Lippincott Reading Readiness Test
Available from Lyons and Carnahan Company.

This test can be given the last half of kindergarten
or the first part of first grade. It is a group test and
measures each child's knowledge of printed, spoken and written
letter forms. The second part of the test contains a readi-
ness checklist, \

The Metropolitan Readiness Test
Available from Harcourt, Brace and World, Inc.

This group test is designed for use at the late kin-
dergarten or early first-grade level., It measures word
meaning, sentence meaning, information, matching, numbers
and copying. A supplementary test asks the child to draw
a man. (The revised edition has eliminated the final test).

Monrce Reading Aptitude Test
Available from. Houghton Mifflin Company.

This test is partly group administered and partly
individually administered. It can be given from beginning
grade one and to nonreaders nine years of age. It tests
visual discrimination, auditory discrimination, motor con-
trol, oral speed and articulation, and language.

Murphy-Durrell Reading Readiness Analysis
Available from Harcourt, Brace, and World, Inc.

This test is a group test and can be given the last
part of kindergarten or the first part of first grade. It
tests identifying separate sounds in spoken words, identify-
ing capital and lower-case letters pronounced by the examin-
er, and learning rate by recognizing some sight words an
hour after the examiner has taught them.

Stenbach Test of Reading Readiness
Available from Scholastic Testing Service Inc.

This test can be given the last part of kindergarten
or the first part of first grade and is a group test. It
tests letter identification, word identification, ability
to follow directions, and ability to relate words and pic-
tures.
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