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ABSTRACT 

The present inquiry assessed the predictive value of 

the DRS and WRMT in the determination-· of instructional 

reading levels for basal placement. The rationale for this 

study_ was· that t�achers . who receive clinic
.
al ·reports from 

reading specialists designating instructional level may 

place the student in the basal reader corresponding to the 

report's stated instructional level. This study -sought to 

determine if children �lac�d in basal · materials 6n the 

instructional grade level(s) diagnosed by the WJ™T and DRS 

would be capable of reading selections from these materials. 

Comprehension. scores of 75% or greater constituted "fit." .or 

cor�ect basal placement-by the tests. 

The DRS and WRMT were administered to 30 fourth grade 

students randomly selected from the Knoxville, Tennessee, 

City School System. Following t�e tests, the studen�s ware 

placed in basal readers at the instructio.nal level ( s) 

indicated by the tests. Each child read two basal passages 

per 'diagnosed instructional leve·l. The first passage was 

read· orally· and followed by comprehension quesfions asked 

orally. The second passage was read silently and also 

followed by oral comprehension questions. Students 

exhibited greater difficulty comprehending materials read 

silently than materials read orally. 
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The examiner found that the percentage rate of 

sriccessful placement for the DRS was 43% for oral reading, 

and only 23% for silent rea�ing. The WRMT was found to 

place successfully in 50 % of the cases for oral reading and 

20% for 'silent reading. 

The results of this. analysis suggest that both th� DRS 

and WRMT. were limited in their ability to predict instruc-

tional reading levels for basal 

these tests largely ignore the 

between student and examiner, 

placement. Furthermore, 

interpeisonal relationship 

a relationship which can 

pr·ovide useful information for assessing appropriate reading 

levels. 



vi 

TABLE OF CONTENTS 

CHAPTER 

I. BACKGROUND AND ORGANIZATION OF THE STUDY . 

Introduction . • . • • . • . . . . .  
Statement of the Problem . • • . . .  
Purpose of the Study . • . . • • • . . . 
Research Questions . . • . • . . . . . .  
Rationale for Research Questions • • • • • . 

·Assumptions . . . • • • • . . • • •. • 
Limitations • • • • • . . •  
Significance of the Study 
Procedures • . • • • • . 
Definition of Terms • . . . . . . . • • • •  
Summary • . . • • • • . . . . . • . 

II. SURVEY OF THE LITERATURE 

PAGE 

1 

1 
7 

11 

11 

12 
13 
14 
15 
16 

·17 
20 

22 

· Introduction • . . • � . • .· . . . . • . • • 2 2 
Instructional Level and .the Informal 

Reading Inventory . . • • • • . . • • 23 
Test Descriptions and Reviews • • . 32 
Research Related to the DRS and the WRMT 50 
.Summary of the Literature Search . • • • 59 

III. RESEARCH PROCEDURES AND MATERIALS 

Introduction • . . • • . • . . • • 
The Sample . . · • • . . • 

. .. 62 

62 
62 
63 
·70 

IV. 

Data Gathering Procedure 
Materials 
Procedure for Analysis of Data 

PRESENTATION OF DATA . .  

Summary . . . . . . . . . 

. . . . 

V. -SUMMARY OF RESEARCH 

Conclu�ions • • . • . . .  
biscussion • . • . • . • .. . • . . 
Recommendations for Further Research 

LIST OF REFERENCES . . . . . . . . . . . . . . . 

75 

77 

98 

101 

10-5 
106 
.112 

116 



vii 

APPENDICES 

A. STUDENT RECORD SHEETS FOR BASAL READING 

PAGE 

. 125 

PASSAGES AND QUESTIONS USED lN THE STUDY . • • 126 
B. PARENT PERMISSION FORM; MASTER STUDENT 

RECORD SHEET . . . . . • . . . . . . . • • 2 0 7 
C. DATA FOR ·INDIVIDUAL CASES . • • • . 212 

VITA 218 



viii 

LIST OF TABLES 

TABLE 

1 • . Diagnosed Instructional Reading Levels 
and Corresponding Ba$al Reading Levels . 
for Placement . . . • . . • • • •  

2. Criteria for Entry Into DRS Oral Reading 
Passages From Scores Obtained on Word 
Recognition List 2 . . • • . . . . . . . • 

3. 

4. 

Comparison of Instructional Levels as 
Diagnosed by the DRS and the WRMT . .  

Individual Cases of Fit and Nonfit ·Between 
Diagnosed Instructional Levels on the DRS 
and the WRMT� and Oral and Silent Reading 
in Basal Material on Grade Level Matched 
to Instructional Level . . • • . . .  

-5. Percentages of Cases of Fit Between Diagnosed 
Instructional Levels and Basal �eading 
Materials for Oral and Silent Reading of 

PAGE 

69 

70 

8 1  

83 

30 Fourth Grade Students . . . . . . . . . . . . 85  

6 .  Cases of Fit and Nonfi� in Which the DRS and · 
WRMT Agree on Level-of Basal Placement· • • 8 8  

7. Cases in Which a Higher WRMT Level Resulted 

8. 

9. 

10 . 

in Cases of Fit . . . . . . . . . . . 

Cases in Which a Higher DRS Level Resul'ted 
in Cases of Fit . . . . . . . . . . . 

Cases in Which a Lower 'WRMT Level Resulted 
in ca·ses of Fit . . . . . . . . . . . . . 

Cases in Which a Lower DRS Level Resulted 
in Cases of Fit . . . . . . .. . . . . . • 

. 

. 

. 

� 1 •.. · Number of Cases of Fit in ·which Either the 
DRS ·or WRMT Predicted More Accurately for 
Plac�rnent at a Lower Basa� Level, a Higher 

··Basal Level, and for Total Cases · . . • • •  

1 2. Comparison of Cases in Which Basal 
Comprehension Scores. Increased Along 
with Level of Difficulty of Material 

89 

89 

. . 90 

90 

91 

93 



ix 

TABLE 

13. Comparison of Cases in Which the.Research 
Design Was Altered in Tei;-ms of Basal 
·Placement . . • • • • • • • . • • •  

C-1. Data for Individual Cases 

PAGE 

94 

213 



X 

LIST OF FIGURES 

�!GORE 

1 .  Differences in Diagnosed Instructional Levels 
on the DRS and the WRMT for 30 Students in 

PAGE 

the Fourth Grade • • • • . . • . • . • • • . 7 9 



1 

CHAPTER I 

BACKGROUND AND ORGANIZATION OF THE STUDY 

Introduction 

Accurate determination of instructional reading level 

is c�ucia+ to the effective placement and instruction of 

students in virtually all reading· programs. Precise 

knowledge of a child's instructional reading level will help 

· a teacher in selecting and .organizirtg th� reading mat�rials 

which are appropriate and necessary · for optimum learning 

conditions. If � .. teach�r inadvertently places a child ·in a 

program of reading materials that are too. difficult, the 

child may become frustrated and the learning process will 

deteriorat� accordingly. -Con�ersely, if th� child is placed 

in reading materials that are too easy and that lack 

challenge, he may become bored or he may end up with a false 

sense of adequacy. 

The optimum conditions and materials for learning are 

those which chal�enge the student without frustrating him to 

· the point where he gives up �r· becomes defensive. Thus the 
. . 

a·ccurate determination of instructional reading level very 

often is the first step a teacher must take in· order to 

decide upon the materials and methods of instruction. which 

will best facilitate. the optimum learning condi tfons for 

individual students. Beginning at a level at which the 
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child can experienc·e some. success with a moderate degree of 

challenge is not a new· or unique co�cept in educational 

theory; rather it is_ ·a bas'ic premise of· . the teaching 

profession, a premis� well· supported by psychological 

learning research and widely accepted by readin_g 

authorities: 

Our rationale _for fitting books to the pupils is 
based on both psychological and linguistic 

.ev;i.dence. · From a psychological point of view we 
have evidence _that· -the most efficient . .learning 
takes place where pupils are highly motivated, 
where their self esteem is enhanced and where 
·they- have -rather full comprehension of what they 
are doing. For those who are overplaced in 
reading, . . .  lack of success leads to dis­
couragement, loss of dignity or · ego support, 
withdrawal and often to hostility. At the 
opposite extreme, to.the underplaced the lack of 
challenge offers · ·inadequate opportunity for 
involvement and the effect is to dampen the 
.enthusiasm of these able pupils. 

From a linguistic point of view we know that 
pupils who are dysfluent will firid ii difficult 
to make . the proper connection between the 
melodies of oral language and the incomplete 
representation of these·. language structures in 
writing. Some of the fundamental meaning of 
language, . . . is expressed through the 
intonational structures· of stress, pitch and 
juncture. If we encumber the poor reader with 
written material · which he cannot decode easily 
from the point of view of word recognition and 
attack, how .can we expect him. to provide for 
himself these missing intonational features? 
�Betel, 196 7, pp. 1-2) 

Reading fluency must· enable the reader- to obtain 

meaning from symbolic representations on the printed page. 

The beginning read�r, in terms of Betel's (196 7) statement, 

must incorporate intrinsic motivation with linguistic 
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structures that are already present in order to accomplish 

this process. Attempts to designate the· instructional 

re_ading level for students in the process of learning to 
. . 

read have traditionally involved two factors_: (1) measures 

of comprehension to· assess the ability to obtain m_eaning, 

and (2) measures of word recognition to assess the . ability 

to transform symbols--not only ·into sound, · but into 

language. The combinatio11 of these forms of measurement 

assumes that when the ability to break the code of 

sound/symbol correspondence is -impaired, · the ability to 

understand will also decrease. This basic assumption 

permeates the Informal Re�ding Inventory (IRI) , as well as a 

wide range of individualized diagnostic instruments in 

re�ding, including the Spache Diagnostic Reading Scales 

(DRS) , the Gray Oral Reading Test (GORT) , and the Woodcock 

Reading Mastery Tests (WRMT) , to name only a few .. 

Inherent in the concept of instructional level is its 

point of designation somewhere between the level at which 

th� child can read on his own and the level at which he will 

become ·frustrated. This concept of instructional level can 

be understood most clearly in terms of its early inception 

as a component of the Informal Reading Inventory: 

A major product' derived from the use of the 
IRI is the identification of three distinct 
r�ading levels--independent, instructional, and 

· frustration . . For instructional purposes, the 
a�sumption_ has been that each literate 
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individual, regardless of maturity, has three 
.such levels. Supposedly, these would be in 
. hierarchical order in relationship to the 
difficulty of the materials, with the independent 
reading level being the lowest, or easiest, · of 
the three. The other two ·levels, · instructionai 
and frustration, following ·in ascending order as 
the readability of the material increases. Each 
reading ievel is alleged to have specific 
instructional implications for the classroom 
teacher. - While the

.
existence of three different 

reading levels for literate persons is a powerful 
· concept, it would have to be considered presently 
as a functionally useful but unvalidated 
construct. (Powell, 1970 , pp. 3-4) 

Validation of the construct of instructional reading 

level is hampered by several factors. These factors 

include:· .( 1_) lack of a un{versally accep�ed criterion for 

· its deter�ination; (2) the format of the diagnosis; 

( 3) inconsistency in examiner decisions; ( 4) the effects of 

the interest value on reading selections; and (5) the 

variation in readability of graded.instructional materials. 

Several of the more cogent factors will subsequently be 

discuss�d in . greater detail in Chapter II. What is 

important to bear in mind. here is that, although the 

existence and importance of the instructional reading level 

is �ccepted as a valuable construct, how it is to be 
. . 

determined is a question about which no universal agreement 

·has been reached--primarily _ b�cause of the myriad of complex 

factors involved in· the reading, diagnostic, and learning· 

proc_esses. 
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Powell' (1970) has · suggested that it may be · more 

beneficial to view the instructional level in terms of the 

role of the. teacher: . 

What we are. really concerned with is the. 
degree of mastery. The child does not have an 
instructional level; he has only a performance 
level . . . .  · When we speak of instructional 
level, w� are ·ieferring to a t�achei task; wh�n 
we speak of performance, we are referring to the 
lea'rner' s · behavior, and when . we speak of 
difficulty of material," we are referring to the 
characteristics of the· media. For maximum 
learning, all three have to match: performance 
level (child) ; instr�ctional level (teacher) ; and 
passage difficulty (material) . · The instruction 
should be provided by the teacher at the. 
performance level of the child that will allow 
for the exclusion of interfering or disruptive 
reading behaviors. (Powell, 1970, p. 14) 

Powell's observation makes it very clear that what is· 

being explored as a theoretical construc·t is an intuitive 

part of instruction that has be'en going on since t:he. first 

"teacher" set out to instruct the first "student" in how to 

read, no matter what the materials available. The �towing 

concern over empirical establishment . of a precise level of 

skil 1 and measurement would seem to be a fairly recent 

. matter of concern to reading educators. Part of the concern 

stems from the fact that, properly· validated or not, the 

application of the instructional level concept often seems 

to facilitate instruction. Designating the level by means 

of an _IRI, Dunkeld (1970) reported that second through sixth 

grade children placed in materials on the basis of the 

diagnosed instructional level showed significantly more gain 
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(0. 05 level) than did children placed in easier or harder 

materials. In classroom practice, however, the more precise 

diagn·osis of instructional reading level by IR! or diagnos­

tic test is a practice implemented by the teacher or reading 

specialist for . stud�nts already exhibi.ting moderate diffi­

culty in learning to read, or in severe remedial reading 

cases. 

·perhaps of even greater concern are certain indicat:ions 

that teachers �ay not be placing children at an appropriate 

level for maximum learning to· take place. Millsap ( 196 2) 

.reported that 30% of the time teachers in grad�s onS·through 

six were unaware of children being placed in basal readers 

_at ·frustration reading levels. Middle school teachers in a 

study conoucted by Wunderlich and Bradtmueller (197 1) 

exhibited a . similar inability. to place children i' at the 

appropriate instructional level, · as .did· Truher' s ··. (196 1) 

sample .of· second, fourth, and sixth grade· teachers: 

Authoritative opinion concerning �he matchi�� 
of reading materials to the individual pupil' s 
reading level apparently is not· being implemented 
in t�e classroom. This .may be the case because 
of problems involved in appraising reading · 
achievement and in estimating difficulty levels 

·of texts. (Truher, 196 1, · p. 184) 

Such evidence suggests that teachers may be placing 

. children· ;in materials inappropriate to their. instructional 

levels, and this problem is compounded by the fact that basal 

readers · constitute the predominant means of classroom 

instruction in the majority of American elementary schools: . : 
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Most teachers appear to use basal readers and 
workbooks daily, and the Educational Products 
Information Exchange (EPIE) reported from a 1 977 
national survey that U.S. teachers use commercial 
materials for 94% of their reading instruction. 
(Shannon, 1 98 2, p. 8 8 4) 

A survey of 539 classroom teachers, 26 .
. reading teachers, and 

26 administrators in a large midwestern school district 

revealed that classroom teachers used basal· readers because 

the administration expected them to. Administrators felt 

that commercial materials were ".based on science, " thus 

having considerable instructional power. All groups 

believed equally ·that teachers might not be "involved" in . 

reading instruction and that teacQers really believed that 

the materials could teach children to read (Shannon, · 1 98 2) . 

Statement of the Problem 

Within the given pop�lation of elementary school 

children being instructed primarily through basal reading 

materials, there is nearly always a group of children who 

have failed to read at their · respective grade levels or to 

reach their individual potential. The problem of ascer-

�aining the level at which to instruct the disabled reader 

thus becomes doubly important and even more complex. The 

classroom teacher in many cases has the option .of referring 

the student.to a reading specialist or special educator who 

will attempt to determine where the reading process has 

broken down and on what level materials can be utilized to 
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remediate the diffic�lty . At this point, th� diagnostic 

process .will inqlude a number of formal and informal tests 

designed.to analyze the child's reading behavior. A crucial 

component of this dia_gnostic battery will be an individu­

alized diagnostic reading test, which will be administered 

after a level of cooperation has been established between 

examiner arid student, and which will provide an.estimate of 

the instruction�! readi�g level for t�e particula� child. 

Two diagnostic tests widely used by reading clinicians 

and special educators in the designation of instructional 

reading level are the Spache Diagnostic Reading Scales. (DRS) 

and the Woodcock Reading Mastery Tests (WRMT) . The latter 

is recommended for gene.ral us� including "administration of 

the tests in order to measure individual growth, �o detect 

reading problems, to group students for instruction, to 

evaluate curriculum and programs, and for accountability" 

(Woodcock, 197 3, p. · ·8) . The DRS-diagnosed instruction level 

"indicates the approximate grade . level qf basal or other 

reading materials in which the student would be placed in 

the average classroom" (Spache, 1981, p .  37), relevant to 

oral reading instruction. 

Despite the similarities in purpose,· the two tests 

differ greatly. in their means of determining the child's 

-reading lev�ls. For example, -the DRS format consists of 

oral reading of .a graded word list ( s) , and the subsequent' 
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. oral reading ·of designated graded passages, followed . by 

comprehension ·questions read aloud by ·the examiner and 

answer�d oralli by the student. The examin�r records oral 

reading errors as. the child reads' and the instructional 

level is determined by a combined view of comprehension and 

word recognition. The instructional level be6omes the 

highest level at. which the child can· pass·both .word recogni­

tion and.comprehension as judged by DRS criteria. 

In contrast, the WRMT designates . an instructional range 

corresponding to the three Betts' (1946) levels discussed 

earlier · (Woodcock, 1973) . The · Total Reading scores are 

purp01;ted to be ·the most powerful measurements in the 

battery. The Total Reading Grade Score is analogous to the 

instructional reading level and is based upon a mean bf the 

five subtests constituting the test battery. The five 

subtests include: L�tter Identification, Word· Ideritifica-

tion, Word Attack, Word Comprehension, and Passage Compre-

hension. The child is presented with connected dis cours e 

only on the Passage Comprehension subtest in which reading 

of phrases, sentences, and short passages is done silently, 

after which the student orally provides a word to "bes t fit" 

a blank space in the stimulus material. This utilization of 

a modified cloze proce�ure and an instructional level based 

on the mean of the· subtests represents a marked departure 

from both the DRS and ·the traditional means of diagnosing 

�he instructional level (as seen in the IRI) . 
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It is of primary concern to reading diagn6sticians and 

classroom. teachers to know if the instructional levels 

measured by these. two tests are similar, and if. they truly 

place children in· · materials which they are capable of 

re�ding--particularly basal materials. , This becomes 

doubly important to the reading specialist as increasing 

emphasis is placed upon ·the role of consultant to classroom 

teachers in the placement of students: 

The job of the r�ading specialist will become 
much easier if we bury the idea that .·"every 
teacher is a teacher of reading. " Individuals 
who · have attempted to work with ·either pre­
service or in-service teachers are aware that 
that approach has done more to hinder than ·help 
effective education in the classroom. 

Rather, the focus of reading people should he 
to pro'vide the means by which content area 
te.achers can deal ·practically with the instruc­
tional match. between textbook and students. 
(Dishner and Reade�ce, 1977, p. 37) . 

The testing m�thods employed by the DRS and the WRMT do 

differ in their attempt to predict the instructional reading 

level of a given. _student . . There are several plausible 

reasons for this discrepancy. For instance, the discrepancy 

may possibly arise from differing theoretical viewpoints of 

the reading process. · Frequently, · · classroom instruction is 

heavily dependent on the use of basal readers� a teacher who 

is given. a diagnostic report from a reading clinic or 

· reading teacher will often place the student in the basal · 

reader on the basis of the diagnosed instructional level. 
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Reading .. specialists need to know how well tests which use 

different procedu�es really predict instructional lev�l. 

Purpose of the Study 

The purpo�e of this studt was to examine the predictive 

value of the DRS and WRMT fo·r the instructional level 

placement of 'fourth grade students in the 198 2 Ginn basal 

reading series. 

Research Questions 

The following research questions were . formulated to 

· direct the present study: 

1. Is there a·· significant difference in the mean 

instructional levels of the DRS and the.WRMT for 30 

fourth grade_ students? 

2. What percentage of the 30 fourth grade students 

will exhibit fit bet.ween the diagnosed instruc­

tional reading level(s ) on the two tests and 

subsequent comprehen�ion of basal materials for 

oral read�ng matched to the diagnosed level? . 

3. If placed in basal �aterials·on the instructional 

level ( s) predicted by the respective tests, w�at 

percentage of 30 fourth grade students will exhibit 

'fit when reading· silently? 
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Rati6nale for Research Questions 

The first question was "Is there a significant 

difference i� the mean ins�ructional levels of the DRS and 

the WRMT for 30 fourth grade students?"· . It. is beneficial 

for reading specialists to be cognizant of the difference in 

mean scores for a group of children, particularly if one 

test indicates a higher mean than the other. 

The second question. was "What percentage of· the 30 

fourth grade students will exhibit "fit" between the 

diagnosed instructional reading level ( s) ·on · the two tests 

and subsequent comprehension of basal . materials for oral 

reading matched to the· diagnosed levels?" This· question 

�xamin�d the predictive value of both tests. for the place­

ment of students in basal readers.· This was, of course, the 

general.purpose of the study, but ·question.two also serves a 

more specific objective. If indeed the DRS and the WRMT are 

accurate measurements for basal placement, then this· knowl­

edge. w?uld reinforce or help teachers to feel justified in 

their wipespread use of these testing instruments · in 

elementary schools across the country. 

The third question·was "If· placed· in basal materials on 

the instructional level(s) pr�dicted by the respectiye 

tests, what percentage of the 30 · ·fourth grade students 

e�hibit "fit, " when reading . silently?" ·This question tried 

to �etermine if one test would be more effective or 
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appropriate than another in matching the teaching strategy 

of a partic�lar instructor.· For example, · while most reading 

tea�hers incorporate both oral and silent reading in their 

instruction, some teachers might place more stress on silent 

than ori oral · reading. · Question three tried to determine 

which� of the two tests would · best accommodate the teaching 

preference of the particular instructor. Since. �he DRS 

employs oral reading in . the diagnostic test and the WRMT 

relies on silent·readi�g, research question. three attempted 

to see if this difference in the . testing would carry over 

appropriately into student performance in the basal 

materials. 

Assumptions 

1 .. The theor�tical construct of instructional. reading 

level does in fact exist and can be -applied to literate 

persons at all levels of reading proficiency. · 

2. Given the res ults of a diagnos tic reading battery 

administered to a given student, the teacher will place the· 

student. in available basal materials, as graded in diffi­

culty by the publisher, on the instructional grade .level 

ind�cated by the test. 

3. A comprehension score of 75 % is sufficient to 

indicate success in basal reading material. 
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4 . . The three reading level constructs proposed by 

Betts (1946 ) are hierarchical. Therefore, a·student scori�g 

75% in comprehension at a given level should be capable of 

reading materials at �ubsequent lower levels with increased 

ease and should .experience increased difficulty at levels 

greater than the diagnosed 'instructional level. · 

5. The DRS and WRMT are both measuring the same 

theoretical construct, i.e., instructional reading: 

Limitations 

1. The study was confined to a stratified random 

sample of fourth grade stude·nts in the Knoxville area who 

had the written permission of their·· parents to participate 

in the i�vestigation. 

2. The size of the S?lmple was held at 30 students 

because of the length of time required fo"r testing (two 

hou�s per student) . 

3. The study was limited to comparisons made on the 

· basis of two specific diagnostic measures and the 1 98 2  Ginn 

basal reading series� 

4. The study was confined to fourth grade students .in 

a singie school system in an urban area. 

'. s·. ·The study i� limited in that comprehension alone 

was used to determine fit in a basal reading series at a 

given le·vel, whereas many diagnostic tests combine compre­

hension with word recognition. 
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6 .  The study is limited insofar as diagnostic testing 

and oral/.silent basal reading were all done in a single 

session·,· thus testing the ability of the student to work on 

this level at a given point in time. The student' s ability 

or 'inability to work at a given level· in . the classroom 

context over a long period of time was not a· consideration 

of the study • 

. ·1. The DRS and WRMT instructional level scores are not 

graded in equal intervals. WRMT . instructiqnal grade levels 

are reported in month�y gradations . ( 4. 9, 4 . 1, 4. 2 �) . 

The DRS instructional levels, . however, are report�d in 

larger units ,(1. 4, 1. 6, 1. 8 ,  2. 2·, 2. 4, 2_. "a, 3. 5, 4. 5, 5.5, 

6 • 5 , and 7 • 5 ) • 

8 • . The study is limit�d · to reporting exact numerical 

measures which may be affected �y student fatigue. Percent­

ages,· therefore, should not be viewed as precise measures, 

but as approximations. 

Significance of the Study 

Effective developmental initruction and remediation are 

particularly dependeni upon the appropriate fit of student 

to suitable instructional level materials. The WRMT and DRS 

may be of limited value in the accurate prediction of 

instructional reading level for. basal placement. If one 

· measure, _growing out of a particular orientation to reading, 
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is more accurate than others· at improving the match, then 

this information could facilitate the development of 
. . 

individualized reading programs in the classroom and clinic. 

The DRS and the WRMT.may differ in precision when measuring 

oral . versus silent reading . in a basal reader. In this 

instance, the corrective reading program using primarily a 

silent approach may be enhanced by selectipg a different 

individual diagnostic -measure than the. program which is 

oriented toward oral re�ding. 

The relationship between clinician and student may also 

·. be a key factor in the individualized diagnost.ic process. 

Informal intera·ctions between examiner and students provide 

cues which facilitate the decisions made by the examiner 
' 

.. 

throughout the testing session. Valuable information about 

the diagnostic process can be gained by · exploring: the 

accuracy of individualized diagnostic instrumen�s; the 

compatibility of the diagno_sed instructional level with the 

mode of �lassroom· instruction-_-oral a�d/or silen:t reading-; 
. . 

and the nature of the informal interactions between examiner 

·and child in the actual testing sessions� The present study 

attempted to provide additional· information in these areas. 

Procedures 

Thirty fourth grade students were randomly selected 

from six Knoxville city schools. Fourth graders were 
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select�d for two reasons: (1) .the fourth grade tradi-

tionally constitutes the transitional. period between 

"learning to read" and "reading to learn, " and ( 2) the 

fourth grade is where reading problems begin to appear in 

significant proportions. 

The DRS and WRMT were administered to each subject 

after a sufficient level of cooperation was established. 

The drder of administration was alternated to rule out the 

learning factor. (The "learning factor" refers to the fact 

that students may learn from the first test, material or 

skills that will in tu_rn affec:t their performance on the 

second test . )  Subjects were then placed in reading selec-

tions from the 1982 Ginn. reading series on the ·basis of the 

diagnosed instructional. level(s). A basal p�ssage was read 

orally and t"ollowed ·by comprehension questions which were 

aske� and a�swered orally. Another basal sele�tion·. on the 

same level was then. read and also. followed by comprehension 

questions asked and answered orally. 

Definition of Terms 

Conceptual Definitions 

Basal Reader. "A text in a basal reading program or 

series" (Hariis and Hodges, 1981, p. 3 0) . The basal.reading 

program comprises a series of.rea�ers, carefully graded in 

difficulty by readability formulas, and used for primary 

instruction in reading. 
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Basal Reading Program. "A co�prehensive, integrated 

set of books, workbooks, teacher's manuals, and other 

material� for deveiopmental reading instruction, chieflj in 

the elementary and middle school grades" (Hairis and Hodges, 

19 8 1 , pp • 3 0 -31 ) • 

Comprehension. The acquisition of meaning and its 

subsequent integration with· bac�ground of experience, that 

is, long term memory. 

·rnstructional Reading Level. 

The readability or grade level of materials that 
is challenging, but not frustrating for· the 
student to read_ successfully with 1normal class­
room instruction and, support. At the instruc-

_ tional reading level, the number of new words and· 
the demands upon comprehension stimulate rather 
than block reading progress. ,(Harris and Hodges, 

· 1981, p. 158) 

Oral Reading. 

purpose of diagnosis. 

The process of reading· aloud·, for the 

Reading. i'Reading is a process of translating signs 

and symbols into meanings and incorporating the new meanings 

into existing cognitive and affective systems" (Robeck and 

Wilson, 1974, p. 41) . 

Reading Difficulty Level. 
. . 

A judgment, estimate, or prediction of the degree 
to w}:lich reading material will be diffi�ul t to 
understand, usually expressed as a grade level:. 
comprehensibility: readability. (Harris and 
H�dges, 1981, p. 26 7) 
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Operational Terms 

Comprehension. . Scoring 75% or greater on questions 

asked after .oral or ·silent reading. 

-Fit. Indication "t:hat a subject . exhibited a score of 

75% or. greater in comprehen�ion when ·a grade level basal 

·passage was administered that matched the diagnosed instruc-

tional level. For example, a subject whose diagnosed 

reading level on the DRS was 4.2.would be matched to a basal 

reading. passage leveled 41 or fi.r_st part of fourth grade. 

After reading the basal pass�ge, if the· subject was able to 

answer ·comprehension questions with a· success rate of 75% or 

greater, this . was d�signa·ted a case of "fit" between 

diagnosed instructional level and basal material. 

Match • . The.assignm�nt of a basal rea�ing passage to a 

subject · on a level .compatible with the instructional 

level(s) diagnosed by the DRS and/or the WRMT. 

Nonfit. The inability· of the child to score 75% or 

greater in comprehension after · reading a basal passage on 

the diagnosed · instructional level. 

Reading Scores. (1 ) Instructional reading levels were 

expressed in terms of grade level: (2) comprehensi6n. scores 

on questions following the ·oral or silent reading of basal 

passages.were expressed in pe�centages, and (3) word recog­

nition scores were.also expressed in terms of percentages. 



2 0  

Word Recognition Formula. 

Percentage of Word Rec. = errors 
n passage 

. Summary 

Successful determination of an individual's instruc­

tional reading level is, theoreti6 allf, es� ential· if optimum 

; earning is to take place. This is particularly r�levant in 

beginning reading instruction where frustration . with 

materi als which are too difficult may prevent a child from · 

subceeding in any of �he ·other subject areas. Deteimination . 

�f t�e _ instructional reading level has been attempted in a 

vari ety _ of differ�nt dia�nostic formats, . particularly 

through use of the Informal �eading Inventory and individu-

alized diagnostic reading tests. � ', 

The study compared the DRS and the· WRM;T in their 

assessment of the instrucfional reading level. Because of 

the wide use of basal reading .series in the classroom,. the 

stu�y also examined the ability of the child to comprehend 

when placed in sel�ctions from a basal reading series on the 

. instructional reading levels diagnosed by the DRS and the 

WRMT. Further comparisons attempted t o  determine if oral ·or 

silent reading in basal material was more conduc'ive · to a 

match between the test administered and the placement level 

of the chi ld. 
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Four maj or conclusions were based upon the data 

gathered for the present investigation. First� the DRS and 

WRMT may not be effective predictors of instructional 

r�ading level for basal placement. Second, s�leni reading 

i1; a basal re·ader appears to be more· difficult for · fourth 

grade students than oral reading in the same level when 

comprehension percentages · are used as · the basis for 

evaluation. · Third, the three reading levels--independent, 

instructional, and frustration--may not be hierarchical. 

Fourth, and finilly, . the . informal interaction b� tween 

·clinician and student is equally· as important to the 

diagnostic process as the validity_ of formal · empirical 

measures . . 

A review of the literature relating to instructional 

reading · · level and to the diagnostic tests utilized, . in  the 

present study is presented in Chapter II. A detailed 

explan�fio� · of the design,. proceduies, and materials used in 

the investigation appears in Chapter I I I .  Chapter IV 

contains the results of the inquiry . . Conclusions, discus­

sion, and i:;-ecommendations for fu.rther res earch, as well as a 

summary of' the present analysis, are presented in Chapter V. 



CHAPTER II 

SURVEY OF· THE LITERATURE 

Introduction · 

The question of how. effectively the DRS· and WRMT 

diagnose instructional. reading . l evels for student placement 

in · a basal reading series is not addressed in the literature 

currently available. Memory, Powell, and. Callaway ( 1 980 ) 

report�d a "dearth" of informat.ion in this area in their 

comparisons of the DRS and WRMT. Three areas are particu­

larly related, ho�ever, to an . investigation of the predic-
. . 

tive value of the two : tests fcir instructional reading level 

basal placement. First, the deyelopment of the instruc-

�ional reading level as . a component of the Informal Re.ading 

Inventory (!RI) is cogent to the present discussion. because 

a lack . of empirical validation for a set of criteria to 

determine the level can be· traced to its original applica­

tion in the IRI. Sec·ond, the· DRS and . the WRMT differ in the 

methods they . use to �esigna�e instruc tional reading level. 

They employ different sets. of criteria and different 

techniques in their diagnostic procedures. A detailed 

examination of the tests and critical reviews is necessary 

�o . clarify these differences. Third, it is essential to 

examine . the few studies which do attempt to compare the 
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diagnostic propertie-s of the DR,S and the WR.MT. · These 

studies were done with clinical �ead�ng populati6ns �nd 

comprise the_ only availabl� · literature. directly related to 

the purpose of th� present study. The following review of 

the literature _will examine each of these three related 

areas in greater detail. 

I nstructional Level and the I nformal 
Reading I nventory 

An early concept of an " instructional reading level" 

was · de� i_ned by Betts (1946 ) for the development of the 

informal reading inventory technique by which he _ proposed �o 

assess a child' s reading needs. Since teachers were being 

admonished to " beg in where the learner is, " Betts 

established four reading levels to facilitate individual 

child placement for i�struction. Betts referred to the 

basal level as . the highest grade level material at whi�h a 

child would be able to read and still comprehend fully 

without additional aid. Supplementary and independent 

�eading materials at this level should enable the child to 

read at home or school without aid. The materials should 

have high inte�est va�ue and present no reading diff�culties· 

(B� tts� 1946 , p .  448 ) . Assuming that m�ximum learning could 

only take place if a . child was challenged, but not to the 

point of anxiety, Betts defined the instructional level as 

the "teaching level" (Betts, 1946 , p. 448 ) . Betts further 
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. . 

proposed that for a teacher to be ·fully . cognizant of a 

child' s instru·ctional· needs, two additional levels ·should be 

established. At the frustration level the child would not 

understand· the difficult material 

f rustrated ( Betts, 1946 , p • . 448) . 

and would become 

The capacity level 

p_rovided · an ind'ication of a hearing level, or the highes_t 

· l�vel -�t which a child was able to understand wheri read to 

by a teacher. The child had to understand th� sele6tion and 

be able to express his related backgrounds of experiences 

accurately (Betts, 1946 � p. 448) . 

Betts designated the criteria by which the -four reading 

levels might . be established. The basic format for collect­

ing data for the levels required the child to read or to 

listen to g�aded passages selected from materials in which 

he would be· placed for instructional purpos�s. Each · reading 

or listening activity was · followed by comprepension 

questions asked orally. Betts placed the four levels in a 

hierarchical order. At the. basal l evel ( or independent 

level) _ the child would comprehend 90 % of what he_ read with 

word rec6gnition at 99% or better. The child would exhibit 

no head movements, no vocalization, and would demonstrate 

good phrasing. The less stringent tequirem�nts for the 

instructional level were a comprehension score of . 7 5% and a 
. .  

word recognition score of 95% ( one error i n  20 running 

words) . The child would exhibit no symptoms of anxiety such 
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as head movements or· finger pointing and would use good 

phrasing and convers�tiopal tone. At the ·frustration level . · 

the comprehension fell tp 50 % or below and. word .recognition 

decreased to 90 % or below. The .chi14· exhibited any combina­

ti�n of anxiety indicators ·including head move��nts, finger 

pointing, withdrawal, slow word-by-word reading, vocaliza-

tion in s_ilent reading, substitutions, · repetitions, · 

inser�ions, omissions and a variety·· of other frustration 

l evel oral reading factors. . The child' s · capacity level 

reflected his ability to listen and understand what was 

being read to him. The. teacher looked for· · precise use of 

words to describe facts or · expe riences and to determine if 

the child could answer questions in languag_e similar t.o tqe 

selection read to him. 

Betts' original proposal for the .administration' of the 
. . . 

I RI instructed the examiner or teacher to have the · child 

�ead th� selections silently prior to reading them orally. 

Killgallon 1 1 942) us ed .a similar procedure to finaliz e his 

95 % word recognition criterion for predicting instructional 

level. More recent common diagnostic pract� ces required· t�e 

child to read _the selections orally at sight. , The DRS, used 

in the present study, closely resembles the Betts individual 

reading inventory technique. The DRS format required the 

child to read orall y at sight: however, the criterion 

percentages established by Betts have been altered by Spache 

(1 9 8 1) . 
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The instructional reading level concept found its first 

application in wide usage of the IRI. The Betts ·criteria 

remained in tact whil.e the testing format · ·in many cases 

chapge·d to . oral reading at sight. The influence_ of ·Betts ' · 

work · on a wide variety. of materials and situations 

enco untered by the teac);ler was immeasurable. However, as 

the technique became �ore widely used, questions arose as to 

the validity of the criterion for instructional reading 

level, and a variety of · sets we�e · proposed.· 

William Powell (1970 )  investigated the validity of the 

criteria for word recognition_ at the instructional level·. 

His initial investigation of the literature revealed 10 sets . . 
' 

of criteria utilized to designate the instructional level, 

excluding t�e· set he proposed as a resu lt of his study. 

Seven of the ten sets P owell exami ned recommended 95% word 

iecognition at instructional level. In this group ·of sets 

only Betts and Killgallon recommended silent reading prior 

to . oral reading. Four sets recommended oral readi ng at · 
\ . 

si ght (Johnson and Kress, 1 96 5; Wheeler and S�ith, 1957 ; · 

�cCracken, 196 3; and Ha�ris, 1961) . One set (Cooper, 1952) 

proposed 98 % word recognition at the primary level and 96 % 

at .the intermediate level. Two authorities �ecomrnended wor'd 

recognition percentages · somewhat lower than Betts. Nila 

Banton Smith (1959) recommended 8 0 %  plus word recognition 

for grades one through three, and 8 0 %  plus f9r grades four 
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through six. Burns and Ridgeway (1 9 65) es tablished 8 5% to 

90 %. word recognition at all levels. 

Powell also found variability ·in the types of oral 

readi�g behaviors counted as errors. Betts and Killgallon 

counted repe�itions as errors, whereas the 1 0  sets reflected 

inconsistency in their scoring of the child's reading. 

" There is no clear consensus among test designers , on the 

types of oral reading errors which are - significant in 

· diagnostic t�sti�g. Some reading authorities contend that 

supstitutions which preserve the semantic rhythm of the text 

are not par�icularly det�imental to the reading process 

(Goodman and Burke�  1 972) . 

Kender' s review of research (1 96 8 )  described the 

problem in setting a valid list of criteria for the instruc­

tional level: 

When one analyzes . the criteria used to score 
informal reading tests, there is even more 
conflicting data. There is disagreement, for 
example, over whether or not to include certain 
types . of errors such as repetitions when cal­
culating percentages of accuracy in oral reading .. 
There ls disagreement over whether , all oral 
reading errors should be counted or whether only 
significant errors, that is , those that alter the 
meaning of the sentence or passage, should be 
counted. There is disagreement over. whether or 
not vocalizing during silent reading is a detri� 
ment to the . reader and ·whether · it · should be 
considered in a� certaining instructional levels� 
Some feel that understanding of _ 90 percent of the 
material i� necessary at the instruc tional level; 
others feel that 75 percent is adequate; while. 
others content that only 6 0  percent is sufficient 
--and on it goes. 
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·Perhaps some of the disagreement results from 
the· dearth of research related to the subj ect. 
This writer found only three experimental studies 
devoted to· the · topic, and these have obviou� 
· shortcoming�. · ( Kender, 1968 , p. 338 ) 

. Kender referred to such studies as Killgallon ( 1942) , 

Cooper ( 1952) , and McCracken ( 1964) . Killgallon's iesearch 

served as the basis for the original word ·. recognition 

criteribn proposed by Betts for the in�tructional level.· As 

an adj unct to his maj or research proj ect, Killgallon 

administered an IRI to 41 fourth grade students to establish 

criterion. He set up an a prior i criterioh for the 

establishment of instructional
. 

levels, then tested his 

subj ects, analyz ed the performance of the subj ects at the 

instruction.al . level on the basis of h_is a priori criterion, 

and derived a new criterion. He found that the most 

suitable percentage of accuracy for acceptable pronunciation 

at the instructional level was 95% . Despite the un6rthodox 

manner by _ w�ich this "criterion score" was d�rived, Kender 

noted �hat Killgailon was quoted widely in the literature 

( Kender, 1 968 , p. 339) . 

Cooper's ( 19 52) basic hypothesis was that there was a 

direct relationship between the ratio of word perception 

errors · and gains ·in reading. He tested his theory by 

adminis tering an IRI to 1, 000 children from the Boston area. 

in grades one through six . · Cooper divided - his children into 

five groups on the basis of word perception a bility, varying 
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from least to most word perception errors . He compared the 

scores of '  the five groups on standardized reading tests 

given a·t t.he · �eginning and . the end of the investigation. 

The group . exhibiting fewer word perception errors gained 

mos·t in reading achievement and · the ·group making the most 

errors showed the least gain·. Cooper analyzed the per-

formance of his children in order to obtain criteria for the 

IRI . He re.commended for the primary grades 89% to 10 0 %  word 

recognition · and 7 0 %  comprehen�ion, and for the intermediate 

grades 95 % to 1 0 0 %  word recognition and 6 0 %  comprehension . 

Kender .. ( 1968)  pointed out several cave�ts in generalizing 

Cooper ' s  cr�teria. Kender claimed that the ·population was 

relatively · ·small, limited in. geographic and socioeconomic 

distribution � and that · the materials were · taken . only from a 

few texts. Kender thought that the same results might not 

have been obtained had different materials been utilized in 

the _study. 

Kender considered McCracken ' s  196 4 research a great 

improvement over Cooper ' s  (1952)  and Killgallon ' s  (1942) . 

McCracke!} attempted to validate his research by using the · 

. vocabulary of three ·basal readeis and subj ecting his 

· passages to verification py widely used readability formulas. 

His children included 66 4 · first through sixth grade pupils. 

McCracken used the rat;ngs of 25 nationally known reading 

authorities in his work . Kender criticized McCracken.' s  work 
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on the · basis that ·. standards · for levels were based on the 

Betts criteria. 

Given . the apparent discrepancies in the . research, 

Kender maintained that he could not re.commend a set of 

crite�ia for the IR! on the basis . of the experimental 

· evidence in the literature. He ·further questioned . the 

advisability of basing instructional levels on any informal 

measure that was ·not based on · . the actual materials that 

would be used for instruction: 

Passages used :in a test aimed at · determining . 
placement of. pupils for instructional purposes 
should be taken from reading materials in which 
the pupil is going to be instructed. Obviously, 
placement of pupils in in� tructional materi als is 
extremely important and must be as· accurate as 
possible for all children. · It is conceivable 
that the difference of even one�half1 of a leve} 
(the differences, say, between a 2 and a 2 
basal text) could mean · ·the difference· between 
success or frustration in reading for some 
pupils. Therefore, using an informal - reading 
test constructed from one set of· materials to  
place pupils in other materials would result in 
inaccuracies that would be detrimental to the 
progres� of �hese pupils. Undoubtedly, these 
inaccuracies would be greater if narrative 
materials were us ed to predict placement in 
another basal series. If materials other than 
those to be used for instruction are employed, 
the results must be regarded as orilj highly 
tentative . . (Kender, 1 96 8, pp. 340 - 341 )  

.The Betts/Killgallon criteria appear · t� have dominated 

the literature. Reportedly, however, their research designs 

did contain methodological problems. Powell (1 96 8) hypothe- · 

sized, , for example, that the· word .recognition criterion set 

by -Betts and K:lllg allon was . too high. He attempteq to 
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determine lower per�entages which would not hamper reading 

comprehension. Three examiners tested the 140 children who 

attended grades one through six.. Holding an acceptable 

comprehension level constant at 70% or better, the 

researcher scanned the data to locate · the l owest word 

recognition scores. Powell (1968 ,  pp. 12-13) . proposed that. 

if the child ' s  comprehension · percent remained continuously 

at · an acceptab_le . level, then the fluctuation in word 

pronunciation errors would be tolerable to the reader. ·This 

ra·tionale supporte d the · study' s hypothesis that children 

could tolerate lower word recognition scores and still 

maintain acceptable comprehension scores. When · examining · 

the data in terms of t.he Betts model, Powell found that 

slightly over one-half of the cases would not have met the 

95% word recognition criterion. In a further attempt to 

validate his results, Powell examined 12 cases on each grade 

level from the files housed . at the Center far Reading 

Research and Instruction. The atyp�cal population pre�ented 

data which were consis tent with the results of the major 

study; therefore, Powell concluded that the Betts criteria 

were suspect. 

The interest in research related to the instructional 

level for reading instruc·tion suggested little disagreement 

about its existence or possi ble use in _ placement of a child 

for instruction. The means and criteria uied for determin­

ing the instructional lev�l posed �any questions. 
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Individualiz ed diagnostic.tests such as the DRS and the 

WRMT have attempted · to provide a means to determine an 

instructi�nal level by way of method, criterion, and format, 

which are quite different from Betts' !RI. The DRS 

attempted to standardize the ! RI, and the use of the cloze 

procedure in the WRMT had · a practical base in earlier 

research which . stemmed from Betts/ Killgallon. 

Test  Descriptions and Reviews 

The descriptions of the DRS and WRMT were · limited to 

the parts of .each test administered in this present study 

for fhe identification of instructional reading level. The 

examiner administered all five subtests . of the WRMT to each 

child. Only the oral reading paragraphs of the. DRS . provided 

· the basis for determining the instru�tional level. 

Woodcock Reading Mastery Tests · 

The Woodcock Reading Mastery Tests (WRMT) consisted of 

five individually  administered reading subtes ts designed for 

use with readers from kinderg�rten through grade twelve. 

The battery of five subtests were Letter Identification, 

Word Identification, Word Attack, Word Comprehension, and 

Passage · Comprehension. The Letter Identification test 

consisted of 45 items which included upper-case Roman 

letters, lower-case Roman letters, upper-case Sans Serif 

letters, lower-case Sans Serif letters, upper and lower case 
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cursive letters, and upper and lower case specialty type­

faces . .  The examiner was required to �sk the child to name · 

the letters. The manual stated that by the end of fourth 

grade most children should get ·a perfect, or nea�ly perfect, 

score on this subtest. 

The Word Identification subtest consisted of a 1 50 word 

li�t which the child was asked to read. The easier words in 

the list (words for grade three or below) were selected 

"mainly from 

· seven basal 

through the 

an analysis of the vocabulary introduced in 

reading programs from the first preprimer 

third · . grade" (Woodc_ock, 1 9  71 ) . "The more 

difficult ite ms were drawn from several sources but mai�ly 

utilized the Thorndike-Lorge list" (Thorndike and Lorge, 

1 944 ; Woodcock, 1 973, · p. 3) . 

The. Word Attack subtest was designed to . measure the 

child' s profici�ncy at phonics . and structural analysis. The 

child was asked to read a list . of fifty nonsense words 

arranged in order of difficulty. · At the lower · end of the 

test the nonsense words were simple c onsonant- vowel or 

consonant-vowel-consonant combinations such �s "dee" and 

"lat. " Multisyllabic words such as "ipdan" and "depnonlel" 

were presented at the upper end of the test. Represented 

within the set of nonsense words were most consonant and 

vowel s ounds, common -prefixes and suffixes, and frequently 

appearing irregular spellings of vowels and consonants. 
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· The child' s task on the subtest 6 f  Word Comprehension 

was to complete an analogy. The child was given four 

· examples in which to learn the format: A is to B, as C is 

to ; and the exampl es were completed orally. .In the 

actual testing situation, the subject was asked to read the· 

first three words silently and then tell the examiner· a good 

word to go · i� the blank . : space. The lower level of the . tes t 

included analogies such as: bird--fly/fish----- The 

more difficult analogies. included items such as: gregarious 

--unsociable/amicable------- (Woodcock, 1 973 , p. 4) . 

The final subtest - in the Woodcock battery was a test of 

Passage Comprehension presented in a modified c1oze format, 

with- the total number of i terns equaling · 8 5 .  The child was 

presented with the task of reading silently and telling the 

examiner a good word to go in · the blank space. : Woodcock 

thus described this · task: 

Passages for the easier items often consist of 
a phras� or short sentence accompanied by a 
picture. I n  order to provide an appiopriate word 
for the blank space · in the passage, the subject 
m:ust make use of information contained in the 
picture -as well · as the passage itself. Above. 
this level · of the test most passages consist of 
two · sentences which were drawn from textbooks, 
newspapers, . magazines, and other sources of 
reading material·. These passages range in 
difficulty from first grade· to college level. To 
s upply the missing word in a passage the reader 
must draw upon a wide array of comprehension, 
word attack, an.d word-meaning skills. In this 
sense, the ·Passage Comprehension Test can be 

. considered an omnibus test of reading skills. 
(Woodcock, 1 973 , p .  4 )  
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The WRMT was recommended for general school use, 

feacher training, clinical diagnosis and resear�h purposes. 

The manual specifically stated · that the tests were appro­

priate for grouping measures and placement: 

The tests are particularly useful in .regard to 
grouping for inst1'.'uction .since the Mastery Scale 
indicates the success potential of a ·pupil on a· 
reading task of some given difficulty. Therefore 
it is possible to group subj ects according to 

. · their success �otential for what is to be taught 
rather ihari less rel evantly on the basis of grade 
scores, percentile ianks,  etc • . . .  (Woodcock , 
19 73 , p. 8 )  

Completed scoring of the WRMT provided the · diagnos­

tician with a wide vari ety of . numerical information. Each 

. raw subtest sc�re was con�erted into a· mastery score which 

was transformed via additional tables in the manual into an 

Easy Reading Level (relative mastery 9 6 % ) , a Reading Grade 

Score (relative maste·ry 9 0 % ) , and a. Failure Reading Level 

(relative mastery 75% ) . The 9 0% relative mastery at · Reading 

Grade Score was set arbitrarily by Woodcock in the process 

of de signing the test. 

For the ' purposes of the Woodcock Reading Ma�tery 
Tests it was decided to compare an individual' s  

. performance with · tasks at a _reference . level of 
9 0  percent mastery. This was an arbitrary 
decision and done in the interest of providing a 
set of reference statements that are more in line 
with current thinking about a level o,f profi­
ciency which typifies mastery. (Woodcock , 1 9 73 ,  
pp. 53 -54) 

In addition to the scores mentioned above , the WRMT also 

provided a Mastery Score at Grade Level a nd an achievement 
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index iµdicating whether the child's performan ce was + � r  -

in relation t� grade. A Re lative M�stery at Grade Leve l 

score and a Percentile Rank were · also provided.  T-he perce nt 

study conce nt!ated upon the conce pts of Easy Reading Leve l, 

Reading Grade s·cores, and · ·Failure Reading · Leve l  since these 

were the scores analogous to Be tts' I ndepende nt Level, 

Instruction al Level, . arid Frustration Level� 

·An interesting comparison can be made be tween 
· the probability of success across the instruc-
· tional range as. de fined for interpre ting the 
Woodcock Reading MasterY Tests and the range 
between the "frustration le ve l" and "easy reading 
level" as . de fined by Betts (1957 ) · for the 
informal reading inventory·. . . . · �hus, .'it is 
seen  that there is virtually an identical · rela­
tionship be tween the instructional ranges for 
word ide ntification and for passage comprehension 
on the Wo'odcock Reading Mastery Te sts and the 
performance level criterion for the se two areas 
in an informal reading inventory.. This sugge sts 
that the Woodcock Reading Mastery Te sts can 
provide some of the same interpre tive information . 
obtained from informal reading inve ntorie s, but 
with the added benefits of a standardized presen� 
tation and more precise ·measure ments. · (Woodcock, 
1 973, p. -54) . 

Although the above comparisons emphasize d  the 

relationship be tween the Word I dentification subtest, the 

Passage Comprehension subtest, and the I RI le vels, Woodcock 

maintained throughout the manual that the most precise 

. measurement of a reade r's· performance was. the Tbtal Reading 

Score. Like the subtests, · the Total · Reading Score was 

translated into an Easy Readi�g Level, . Reading Grade Level, 

and Failure Reading Level range. In order to translate the 
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score to reading level, the raw scores for each subtest wer� 

converted to mastery scores·, and a mean of the mastery 

scores was then converted into the three levels previously 

listed. The Total Reading-Reading Grade Score · came from a 

mean of all subtests. The Total Reading-Reading Grade Score 

was chosen for comparison in the present study because. of 

W_oodcock' s emphasis upon the· precision of the sco�e. 

Results from the five tests in the battery can b e  
combined to provide · a composite index or overall 
reading sk.111. This index, since it is based 
upon a very· large number of items ( 4 0 0 ) , provides 
the single most precise and reliable measure of 
reading achievement available from the battery. 
(W6odcock, 1 9 7 3 , p. 5 )  

The WRMT was normed over a period· of two" rears, a 

process involving approximately 1 , 0 0 0  individuals. · Children 

from kindergarten through seventh grade were tested in May 

1 9 7 1 . A year later, 4 , .0 0 0  students from kindergarten, level 

through grade twelve were t·ested. .These children came from 

5 0  · different school distri�ts. A stratified random sample 

was obtained throughout· the · · united S�ates, representing 

socioeconomic factors as well as geographic variables. 

Whenever possible, these schools were s elected 
i;-andom.ly. I f  for some reason the school district 
could . not cooperate on a compl etely random 
'Selection plan, the schools to be used· were 
selected after a careful evaluation of the 
socioeconomic status factors of the community. 
Then two schools at each level were selected 
which appeared to be representative of those 
factors. (Woodcock, 1 9 7 3 ,  p. 4 8 )  
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Split- half reliabilities for the test rang�d . 90 -. 99 with 

subtest reliabilities of . 0 2-. 99 

extending from . 1 6 to . 94) . 

(the alternate form 

Content validity for the test was determined in the 

following manner : "I n. each case the items represent actual 

tasks drawn from the· domain of reading in that there are 

tasks Of identification, tasks of word attack,. and tasks of 

comprehension" (Woo<.ico(?k,  1 973, p. 6 1 ) . Simply interpreted, 

the content -was
.
similar .to that encountered in other reading 

materials. No other specific sources were named in the 

manual, however. 

Critics of the WRMT varied widely in· their opinions of 

the test battery. Dwyer ·concluded: 

The Woodcock Reading Master� Tests are an 
interesting and ambitious effort but seriously 
flawed. They · make claims to innovation and 
technical qua,ii ty that are, upon close examina­
tion, not supported by data, and will thus b� · 

_ disappointing to many measurement and readi�g 
specialists. (Dwyer, 1 978, p. , 779) 

I n  marked contrast to Dwyer, another criti c wrote, 

The WRMT stands as a tribute to the current 
cutting edge of test development theory. • . . 
The legitimate . embodiment of both CRM . and .NRM 
should make the WRMT. a useful addition to almost 
anyone's battery of clinical reading instruments. 
(Prager, 1 975 ,  pp. 443�444) 

Prager ' s favorable reaction to the WRMT was somewhat . · 

predictable in. light · of his admitted bias f or criterion 

referenced testing. I n  his opinion, the provision for 

assessi,ng the child' s  degree of mastery as · well as his 
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predic�ed degrees of mastery- on easier and harder material 

made the test unique _ and a valuable addition ·to clinical 

reading diagnosis. 

Major criticisms of the test tended to concentrate on 

several. specific. problems. The· Letter I_dentif ication Test · . 

�as viewed as a measure of reading readiness more
.
_ so than a 

measure of reading achievement, and its inclusion in the 

battery was questioned (Laffey and Kelly , 1 979) along with 

the inclusion of differing type faces. Laffey and Kelly · 

viewed the inclusion of a vari ety of type faces as an 

a rtificial measure designed to increase t;.he difficulty of 

the� t�st. They also ·pointed out that a raw score of 44 on 

this subtest converted to a grad� level .score of 6 .2 ,  while 

a raw score of 45 converted to a grade level score . of 1 2.9. 

This became· particularly difficult to interpret . when· the 
. ' 

mean of - �ubtests was translated into Total Reading S cores·. 

Tuinman · pointed 9ut that a fourth grader scoring 4.9 on all 

other tests except Letter Identi fication would have an 

inf lated overall score by about O .  3 grade . months; Tuinman 

considered the Letter Identification subtes t "unusual and 

the most useless" test in the battery (Tuinman, �978 ,  

p. " 13 0 6 ) · .  

The analogy format of the Word Comprehension subtest 

was also·. criticized� Laffey and Kelly mai_ntained that the 

task may be a totally new experience for many children. 
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Remembering "___ is to ___ as ___ is to 
---" presents an awesome task for the young 
reader.· This t�st- measures a student's re asoning 

· ability and vocabulary. The results would have 
very limited use because the diagnostician would 
not· know whether poor performance was due to 
1) inadequate word ide ntification skills; 2) lack 
of word meanin�; or 3) ·inability to  recognize th� 
relationships embodied in the analogy. (Laffey 
·and Kelly , 19 79 , p. 336 ) 

Houck and Harri s (19 78 ) noted a problem in the modified 

cioze format of the Passage Comprehension subtest. 

· stated that: 

A reference to Bormuth ...( 196 9 )  for pro·cedural 
do�umentation is not convincing in as much · as the 
test items do not· appear . to meet Bormuth' s . 
criterion of "using a set of mech�nically . objec-

· tive and pre-specified rules" for determining the 
location of the deletions. In fact, the i terns 

· resemble a completion test where deletio ns . are 
made · using subjective concepts such as key words. 
(Houck and Harris, 19 78 , p. 779 ) 

They 

The. reading authorities (Houck and Harris, 19 78 ;  

Tuinman , 19 78 ;  Laffey and Kelly, 19 79 ) seem to ques�ion the 

arbitrary . level set for " master, " and the joint norm­

r�ferenced/criterion-re�erenced scale: 

One seemingly over-rated component is the 
joint norm-referenced criterion-referenced scale. 
The degree to which the developed reference 
scal es .represent a "developmental summary of 
reading- task mastery" is open to question. The 

· assumptions - made regarding the grade level at 
which certain skills will be mastered a re 

� questionable. First, the instructional program 
used with a · child will obviously have a marked 
effect on the sequence of skills he has been 

· exposed to. The sequence as� umed by the author 
of . this test wiil not apply equally well to 
children in various instructiohal · progr:ams. 
Seco·n:d,  despite the us e of "mastery" in the label 
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given t o  the test, it is pl ainl y norm-based. 
Furthermore, without performance obj ectives for 
each item, the requirements for a . criterion­
referenced test are not met. . . · . (Houck and· 
Harris, 1978 ,  p. 7 7 9) 

The reliability measures on the test seemed to be 

generally acceptable. (Tuinman, 1978 ) ; however, the content 

validity of · the test was repeatedly questioned in the 

reviews and remained a concern for a number of the critics: 

Laffey and Kelly (197 9) , Tuinman (1978 ) , Dwyer (1978 ) , and 

Houck and Harris (1978 )  . 

. · r�  . .  summary, m�ny researchers criticized the WRMT 

subtests . . of Letter J dentif ication, Word Comprehension and 
. . 

Passage Comprehension primarily on the bases of their 

norm-referenced/criteriqn-referenced nature and their 

content validity. � ome auth�rities, however, did· not give 

credance to those criticisms. · Instead, they rated the test 

h'ighly in ' most aspects and . considered it a significant 

addition . to  �h� field of reading diagnosis. (Prager, 197 5; 

Allif?gton, · 19 78 ;  Banhatyne, 19 78 ) . The . variance . among 

critics · in regard to the flaws in · the test seemed to 

indicate that there was valid concern as tb its effective­

ness as a reading diagnostic measure and ·that it should be 

interpreted with caution� _ - According to some criticisms fhe 

findings of this study could have been affected . by the 

inclusion of the Letter . Identification �uh.test; . i. e., . it 

coul d have inflated the Total Reading Grade Score, possibly 
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resulting in the distortion of the instructional grade 

placement · level. 

Spache Diagnostic Re ading Scales 

The Spache Diagnostic Reading Scales (DRS) was an 

individually administered battery of tes ts con sisting of 

three word recognition lists, two sets of 11 graded reading 

. selections, and 12 supplementary tests for the measurement 

of word analysis and phonics abilities. The test was 

designed to evaluate oral · re�ding for instructional level 

and silent reading for independe nt level as well · as 

listening comprehension. . Unlike the WRMT, one- did not have 

to adrn'inister the entire battery of tests to obtain an 

instructiona� reading level . 

. The diagnosis of instructional level with the DRS began · 

by having the child read · the word recognition list desig-

na�ed - for his particular grade le�el. Word list 1 was 

reco�ended for nonreaders and children functioning at the 

first grade level, · word list 2 was for children at the 

second and third gr�de . levels: and word list 3 was for 

children at the fourth and fifth gr<:3-de levels. Each word · 

list was graded in difficulty and provided a starting point 

for the chi ld' S· entry ·into the graded passage.s for oral 
. . 

reading. The word lists provided the diagnostician .with an 

. . indication of the child ' .s sight vocabulary· and allowed the 
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examiner to · observe the child' s method o f  decoding words in 

isolation. 

The child' s instructional level was determined, 

primarily, by his oral reading proficiency in the series of 

graded passages. Once the en�ry level had been obtained by 

the student' s performance on the word recognition lists, he 

was placed in the appropriate passag� and give� the follow­

ing specific directions: · 

Now let' s try something else. Read this aloud to 
me as well · as you can. Just take your time and 
read it like you ordinarily wo uld, trying to 

· remember what- you read. If  you see some words 
you don' t know, try to read them and then go on. 
I ' m not going to tell you any words because I 
want to hear how well you read by yourself. I ' ll 
· ask some questions about the story when you 
finish. (Spache, 198 1, p. � 3J 

As · the child was reading the selection orally, the 

fol.lowing word recognition errors were recorded . ·. by the 

examiner: omissions, additions, substitutions, repetitions 

of two or mor� words, reversals, and self corrections. I n  

sc6ring, 6ne error was cbunted for each omission, addition 

and substitution; one error was counted . the firs t time· a · 

word was mis�ead, and one error was counted for each 

instance . in which two or more words were r�peated � Hesita­

tions_, self-corr�ctions, and dialectical pronunciations were 

not counted· as errors.. Comprehension questions were as ked 

upon completion of each passage read orally, correct 

responses were indicated in the student record book;  and 
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criteria for a pass or failure in a particular passage was 

indicated for the examiner. For example, a given passage 

included . at the· top of. the record booklet the following 

information: 

. ORAL 
(maximum 10) 

COMP ---------
( max 1. mum 5) 

(Spache, 1981, p. 40) 

Both criteria had to be pass ed before a more difficult 

passage was administered. The child could make no more . than 

nine word recognition errors while reading the passage 

orally and had to answer at least four of the comprehension 

qu·estions successfully in order to pass. The instructional 

reading level was accordingly the highest le�el at  whicb the 
. . . 

child eould read orally while maintaining an ac�eptabl� 

percentage of word recognition and comprehension as defined 

by. Spache . in the test desi gn: 

The oral standa rds for each reading selection 
repres ent the mean number of errors plus one 
standard deviation made by students in the stan­
dardization population. The min�mum standard for 
comprehension is 6 0% for . all reading selections. 

The DRS instructional level is the level at 
which ' the student reads orally and comprehends as 
well , as 60% of the standardization population at 
that level. The term was deliberately chosen · to 
imply that the student's instructional level is 
the level and quality · of reading that the average 
clas sroom teach�r would be iikely to find accept­
able for group or classroom reading_ practice. 
(Spache, 1981, p. 37) 
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Spache pointed out that although the DRS minimum 

comprehension standard was 60% ,  most children would be 

capable of comprehending · s o %  of what they read at instruc­

tional level. ·The combined criteria (word recognition and 

comprehension) resulted in the tendency for a .child's 

comprehension to decrease when he reached the upper limit of 

word comprehensi on power oral reading: 

The. 6 0% comprehension standard is indeed lower 
than the level of comprehension that readers who 
pass a DRS level usually evidence, but some 
minimum standard was essential in establishing 
actual reading levels. The 6 0 %  standard was 
established by repeated · analysis of the stan­
dardization data and the criteria of grade score s 
on o ther oral reading tests, teacher judgment, 
and �tudents readi�g abilities as related to 
calculations of "mental age. " Standards of 7 0 %  

and· 80%  were abandoned after yi�lding under­
estimates of reading · ability. (Spache, 198 1, 
p. 3 9) 

. Word recognition criteria on the DRS varied over the 

graded passages. The criteria per passage of .the DRS 

reading selections were set by subtracting the maximum 

number of errors from the total number of words i n  the 

passage and then _dividing by the total number of words i n  

the passage: 

Total # of words - · Errors WORD RECOGNITION CRITERIA = Total # of words 

The resulting passage · criteria for the DRS were as follows: 
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· Passage Level Word Recognition Passage Level Word Recognition 

1 . 4 70% 3 . 5  93%  

1 . 6  80 · 4 .  5. 9 3  

1 . 8  90 5 . 5  92  

2 . 2  90 6 . 5 93  

2 . 4  90 7 . 6  94 

2 . 8  9 2  

The. above estimates . were rounded to the f irst plac.e and 

were simply indications . of the standards represented on the· 

test. The word . recognition criteria e�ployed by S pache in 

the DRS seemed to be somewhat lower than the criteria for 

the Informal Reading Inventory discussed previously. Com-

bined with the lower comprehensioii requirement · of· . 6 0  % , it 

appeared ' that the instructional levels deter�ined by the DRS 

were somewhat inflated, according to the more recent IR! 

standards. Spache' s marked departure from .the traditional 

standards was not surprising in light of ·the severe 

criticism ·he has · leveled at the IRI f6r many of ihe reasons 

·discussed earlier, reasons also pointed out by other 

authorities: 

We have introduced · some evidence show� ng that the 
diagnostic · information teachers obtain by using 
the· IR! is. most likely to be fals� and mislead­
ing. An instrument that ·has. no ·statistical 
evidence of . validity or reliability; that uses 
staridards established by ari administration 

· · entirely different from those currently employed; 
that demands standards of ·performance in oral 
reading differing from every large-scale study of 
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. actual pupil performances available: arid . that 
employs testi_ng . material of unknown difficulty 

· cannot be �xpected · to yi�ld accurat� information. 
In our opinion, what probably happens as a 

result of use of . the IRI is that teachers under­
estimate the level of appropriate instruc_tional 
materials, as well as the levels of recreational 
arid supplementa�y materials that pupils could 
read _with adequate comprehension. As a result,· 
pupils do make good progress in the . assigned 

· . materials that ar.e too easy, and their perfor­
mances thus appear to c onfirm ' the . ihdicafions of 
the IRI. ·Plac�d in this fashion in very easy 
materials, pupils readily do the almost perfect 
word-calling that most teachers tend to equate 
wi.th good oral reading ability. (Spache, 1976 , 
p. 314) 

� pache attempted to address and solve these problems in 

the development of the · DRS, especially }:lis 198 1 revision. 

He· sought to grade carefully the passages and to address 

suggest_ions stemming. from author and publishe·r analyses· of 

previous editions. and from . a - questionnaire sent to 250 DRS 
. , 

users . . . The_ greatest strengths of the test· were vi ewe d as 

its ease of administration, the three reading le�els yielded 

by the test, and the supplemental phonics battery. Criti­

cism implied that the DRS did seem to overestimate reading 

levels as compar�d. with · other standardized reading tests .  

Several revisions were made on the basis of these recommen­

dations: 10 new grade levels were assigned to reading 

passages, and 20 new standards were set for the word 

recognition · list performance. Twelve new and revised tests 

of phonics and word · analysis were included, and minor 

· changes were_ made in · the text of certain reading selections 

in an attempt to eliminate sex bias. 
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Spache· adj us ted pas sage levels downward from the 1 97 2  

edition t6 the
.
1 98 1  edition in �he following manner: 1.6 to 

1 . 4 ; 1 • 8 to 1 • 6 ; · 2 • 3 to 1 • 8 ; 2 • 8 to 2 • 2 ; 3 . 3 to 2 . 4 ; 3 • 8 to 

2.8 ; 4.5 to 3.5; 5.5 t� 4.5; 6 .5 to 5.5; 7.5 to 6 .5; and 8 .5 · 

to 7 � 5. The · rationale for this change was that "·s ince 

clas sroom reading materials are· more difficult today than in 

197 2--particularly · for the primary grades --the DRS s election 

. level s were lowered to reflect this change" (Spache, 1 98 1 , 

P. • 36 ) .  The � xaminer's manu�l gave n o  evidence of the 

in6reas ed ' difiicul�y in clas sioom materials • 

. The DRS · tended t·o meas ure s omewhat higher than other 

s t�ndardized t� s ts becatise  in Spache's opinion , standardized 

achievement tes ts measured different abilities than did the 

DRS. Group adminis tration in which a child ·�as: reading . 

s ilently and had· access to the selection after i t  had been 

read enabled the. child to review both _ que�tions and possible 

responses.  The support given in a one-on- one diagnos is , 

such as the DRS format, was mis s i ng in a standardiz ed test 

diagnosis. The child. did not have the encouraging att�tude 

of the diagnostician to aid him in the tes ting p�ocess .  The 

two processes were further differentia.ted in that the stan­

d�rdized tes ts reflected how the average student performed 

on tes t ;items. 

Spache con tinuall y emphasized· that the minimum score of 

6 0 %  for comprehension was bas ed on a comparative 1 analysis of 
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scores from the Weschler Intelligence Scale for Children 

( 19_49 edition) , teacher · judgment, and results from other 

o_ral reading tests ' as opposed to a comparison of average . 

studeri� perfor�ance. . He .repeatedly maintained that actual 

comprehension percentages were much higher than 6_0 % ( _us�ally 

80 % )  at instructional level. He warned that we should "Take 

careful · note that the DRS instructional level is relevant 

only to the.use of oral reading material in �he classr6om, 

not to silent reading as. group test scores are" ( Spache, 

198 1 ,  p. 3 5) • 

. · Reliability, validity and . consistency of the DRS were 

explored . in three major studies : . ( 1)  the DRS standardiza­

tion process, (2) the consistency study· and correlation 

study for the 197 2 edition, and ( 3 ) the nationwide ��udy for 

· the 1 9 8 1  revision. Standardization .took place over eight 

years prior to the 1963 publication of the test. The.· sample 

_population consisted of 20 8 1  children in rural and urban 

schools in· Florida , Georgia, New York,· and Rhode Island . 

The pa_rallelism of the alternate reading selections, the 

grade scale of the readiI?,'9 sel·ections, and the · validity of 

the scores yielded by the test were established . Oral 

reading . standards were based on the performances of the 20 8 1  
. . 

children . taking part 'in the standardization process, and the 

oral coml?rehension standards were based on this sample. 

Five hundred and thirty-four children in grades one through 
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eight were included in the study for. the 1 98 1  edition and 
' . 

provided the b�sis for assigning difficulty levels· to the 

reading selections. The study was conducted in winter and 

spring of 1 98 0 .  

To summarize, the 1 98 1  Spache DRS was the most current 

revision of such a test originally published in · 1 96 3. In 

format, the DRS followed the oral reading at sight pattern 

of
.
the IRI with modifications in scoring oral reading errors 

an� th� criteria for determi nation of ins�ructional level. 

The 198 1 edition of the test lowered the grade level 

. designation of the readings to reflect increased difficulty · 

in teac�ing materials. Critical reviews of the DRS by 

reading authorities were . unavailable at the time this 

present st�dy �as conducted. 

Research Related to the DRS and - the WRMT 

. . 

A review of the literature revealed very few attempts 

to s tudy the effectivenes s of the DRS or WRMT in es tablis h-

ing . the instructional reading level. N one attempted to 

investigate_ the ability · of the te� ts to establi� h an 

instructionai reading level for basal read_ing placement. 

The reviewed studies in thi s are·a were conducted in reading 

clinics, learning centers, or . with learning disabled 

children. These children con�tituted atypi6al populations. 
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A comparative stµdy carri�d out at the University of 

Georgia Reading Clinic attempted to correlate scores from 

four instruments:. ( 1 )  Form A of the WRMT; (2) the IR! 

develo�ed at - �he Georgia Reading tlinic;· ·(3) : the Spache DRS; . 

and (4 ) the Slosson Oral Reading Test� The I RI used in this 

. stuq.y wa·s _ scored using Betts' criteria 

and 95% word recog�ition) for the 

(75% comprehension 

instructional level 

determination; the �nvestigators also altered the � pache DRS 

criter� a to conform :to Betts (Memory, Powe·1 1 ,  and Callaway, 

1 980 ) . The research team noted that as of 1 98 0, there 

app.eared to be no other research available on the WRMT in 

the li terature. 

The comparative study was conducted in the winter and 

spring of 1 97 8 .  The samp�e included 6 2  children r� present­

ing a cross-section of urban and rural, . black a�d white, and 

male and female students. The children came from grades one 

.through ten: gr.ade . one = 7; grade two =. 1 6 ;  grade three = 

1_2; grade four = 8 ;  gr.ade five = 5; grade six = 7 ;  grade 

seven = 1; grade eight = � ;  grade nine = O ;  and grade ten = 

1. An adjus:tment was made in the comparison of subte sts. 

The Word Identification :subtest and the Passage Comprehen­

sion subtest scores were compared · with the lower of the two 

scores being finally utilized. 

Results indicated that when compared to the Georgia 

Readi ng Clinic !RI, the · WRMT was correlated positively 
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(Pearson Product Moment) with the IRI. The WRMT "competency 

score" came closest to the IRI instructional level. The 

Passage Comprehension score corresponded .closest to the IRI 

comprehension with ·the difference . averaging less than one 

month. 

· The comparison of the WRMT and the DRS . sugg·ested that 

the mean DRS levels were higher than. the corresponding WRMT 

levels, although the DRS correlated more highly with the 

WRMT than with the IRI. On the basis of this study, the· 

authors reached the following conclusionsi 

(1) The Woodcock Reading Mastery
. 

Tests seem to be 
a. valid instrument for as sessing the reading 
levels of students. Based upon a compar ison 
between the performance of 6 2  children on two 
sets of graded passages using the Betts 
instructional level c riteria and their per­
formance : on the Woodcock , this battery of 
tes:ts appears to be an accurate alternative 
for assessing. the abilities measured by an 
Informal Reading Inventory. 

(2) If the Woodcock is used for estimating : a  

child' s instructional level, the scores that 
. are . most likely to corr·espond to results on 

an IRI are the "compe tency score" described 
above, the Word I dentification Test reading 
grade score, and the reading grade s�ore for 
Total Reading. 

(3) To use the Woodcock in assessing the compre- . 
hensi on level of a student in . ter ms of the 
Betts criterion of 75 % the best est i mate, as 
. would · be anticipated, is likely to be the 
read.ing grade score on the Passage Compre--

hension Test. 
(4) The reading grade scores yielded by the Word 

Identification Test · of the Woodcock are on 
the average up to one year lower than grade 
equivalent scores obtained on two commonly 
used tests of sight voca�ulary--the Spache 
Word Lists a�d the S l os s on Oral Reading Test. 
(Memory, Powell, and C allaway, 19·80 , p. 5 2 )  
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The " competency score" referred to the s core obtained when 

the reading grade s core on the Pas s age Comprehension subt�st  

of · the WRMT was compa�ed with the Word Identification 

subte st  of the WRMT. ·The lower of the two s cores was 

designated by_ the authors as the " competency score. " 

This particular s tudy had more problems than its 

atyp_ical· population. Th.e adjus tment .bf the DRS criteria in 

the experiment allowed a comparis on of WRMT res ults in terms 

of Betts' · criteria but ruled out any real means of com­

parison to the Spache des ignated instructional level. · � ot 

all of the children in the study were adminis tered all . the 

tes ts listed. The authors did not. clarify what children at 

what level receive what tes ts . Neither did they indicate 

who did the _testing. A rationale f o'r the " compe ten<?Y s core" 

was left to the . reader. to identify. The study s eemed to 

imply . s ome support for the Woodcock claim that his range of 

reading levels did · indeed compare to the Betts reading 

levels. 

Further ·res earch conducted. at the University of Georgia 

Reading Clinic by. Powell (198 1) studied the relationship of 

tbe Woodcock Word ·comprehension Test with other measures of 

reading achievement and meas ures of . verbal intelligence. 

The prime concern s eemed to be that the child may have been 

capable of reading and understanding the words pres ented, 

but he might have · been unable to complete the analogy: · thus 
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he was penal1zed for faulty reasoning rather than for a lack 

of ability to re�d and understand words in i�olation. 

To  study the utility of the analogy format, Powell 

collected · data from 194 children attending the University of 

Georgia Reading Clinic from 1978 to 197 9. Seventy percent 

of the population was male. A wide SES range wa_s pur­

portedly represented. The ages ranged from 6 to 16 years 

with 55% of the children being 7 to 9 years old. The 

. children completed the following battery of tests: The WRMT 

Word Identific.ation, Word. Comprehen
.
si�n, and Passage Compre­

he·nsion subtests (readi ng · grade. scores on these tests were 

used for comparison) , - the Slosson Oral Reading Test, the IR! 

used · at the . Georgia Clinic, the WISC-R, the PPVT, and· the 

SIT. Powell concluded from the study that '� These · results 

indicate that performance on the Woodcock Word ·Comprehension 

Test is more a function o� reading performance than · of some 

g�neral verbal factor" (Powell, 1981, p. 26 ) . Powell based 

his conclusions upon the report that the Woodcock Wor� 

Comprehension subtest correlated with measures of sight 

vocabulary (£ = . 437 to E = . 733) and c orrelated with 

measures of passage comprehension (E = · . 6 54 to E · =  • 8 95) . 

Five · of the six verbal measures presented orally were non-

· significant, although the "PPVT demonstrated a very ·slight . 

statistical significance correlation (r = . 145, £ < . 0 5) "  

(Powell, 1 981, p. 2 6 ) . Powell stated : 
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·There is little doubt that . for�l.ng verbal 
analogies is a �omplex process involving 
1 ingui s tic and cognitive. capacities (Esper, 
1 9 7 3) . This test apparently measures . abilities 
related �trictly to the · reading process, also. · 
Therefore, the examiner who interprets · the 
results of the · Woodcock Word Comprehension Test 
from the viewpoint that . it. is assessing only a 
general verbal ability separate from reading 
ability may be making �n incorrect interpreta­
tion. (Powell, 1 9 8 1 , p. 26 ) 

In order to . . accept Powell' s conclusions, one had to 

ag·ree that the means of determining . validity of a measure 

th�t· required silent reading and supsequent · analogy comp le-
. . 

tion · was to compare it to measures which were oral in nature 

·and . heavily loaded with general . know� edge. The Slosson 

Intelligence Test had a large component of questions geared 

to general knowledge, as did t
1
he WISC-R. The PPVT was a 

��asure , of· receptive vocabu·�ary and· did not involve the 

ability to . complete analogies. Although the SIT, ·wisC-R, 

and PPVT �ere measures· of - verbal ability, · at least 1n part, 

a �orrelational study between them and the WRMT Word Compre­

hension subtest would riot seem to indicate parallel sk ills 

or processes being tapped by the different measures. The 

study's . bas ic. assumption appeared to b� that what is 

operat{onal in terms. of veibal abi lity and . reading for 

children who we�e experiencing. reading difficulty and were 

referrals to a reading c�ini .c would also be .operational with 

a· normal reading pop�lation, such as the population ':}pon 

which the WRMT was · normed . This seemed to be a questionable 

assumption. 
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Research which had- . more potential rel evance to . the 

�resent study was c6nducted · at the · uni�ersi ty of · Texas 

Learning Abilities Cente r. Coleman and Harmer ( 1 98 2) 

attempted · to compare selected subtests · of commonl y used 

standardized reading tests with one anoth�r and with �he 

instructional l evels designated by · tutors� Thirty-two 

children ( 22 males and' 1 0  femal es) in grades one through · 

three �ere participating in a summer tutoring program after 

having been .referred to the Center by their parents. The 

children we�e gi ven the- WRMT, the DRS, and the WRAT (Wide 

Range Achievement Test) . T�e investig�tors had three basic 

q uesti9ns in mind: (1 ) Did the reading measures chosen 

yiel d significant di£ferences in results for the same 

individual s? (2) Was the trend of performance on the 

selected_ reading measures simil ar for· · al l students across 

grade level s? and - ( 3) Which of the standardized test. scores 

compared most cl.osel y · w�th the instructional l evel desig­

nated by the tutors? (Coleman and H armer , . 1 98 2 ) . 

The testing took place in June 1 98 0 , after the s chool 

year was completed and prior · to summer tutoring in reading. 

Children were tested in individual s essions by thre·e 

examiners. The subtests chosen for comparison were the 

ind�pendent and instructional level · desi gnations of the 

Spache · DRS, the reading subtest of the WRST, and the Word 

I dentification and Pas.sage Comprehension subtests of the 
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WRMT. Tutor placement of children was carried. out by - three 

me thods commonly used by teachers to designate instructional 

rea?ing level: ( 1) an IRI based on the Harper . Row : basal 

se�ies with . monitoring; (2) the· Burns and Roe IRI (Burns and 

Roe, . 1 9 8 0 )  · without monitoring; and (3). a self�sel ect 

proce"dure plus mon1tqring and adjustment. The monitoring 

ieferred to the . t�tor' s assessme nt of �he b�ildren's 

accuracy, fluency, and · comprehension in selected basal 

materials. The self- select procedure indicated the 

children's. own unaided selections of a book from a basal 

series. 

· Analysis of variance and analysis of covariance with 

repeated mea� ures were used to analy� e data. Dependent 

variables were th�- six readif?-g scores in grade equ_ivalents, 

·and the indepen dent variable was gra de · level. Sc heffe's 
. .  

· tes_t, a multiple compar.i�on procedure, was used to follow up . 

differences between means of specific measures. 

Results of the study indicated that the . � eading 

. measures did not yield significantly different · results. The 

highest grade lev�l score seemed to be the Spache indepen­

d�nt level, followed by the WRAT , the Spache instructional .
. 

level, both tests of the WRMT, and then tutor placement. 

The Spache independent level was highest across the three 

grade levels, the WRAT second highest, and tutor placement 

the lowest. The follow.:..up comparisons showed the WRAT and 
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both levels of the Spache to be signif ic.an'tly higher than 

the tutor placed instructional level. In general, the 

authors interpreted. their results and · indications that the 

Spache DRS and the WRAT .
both tended to place the children. at 

levels that were too high and that the WRMT was a good, and 

quick diagnostic tool: 

• of these selected reqding measures, only 
the Word Identification and Passage Comprehension 
subtests of WRMT approximate instructiona·1 levels· 

· of students as defined by tutor placement. Thus, 
one explanation might be that the WRMT serves as 
·an . accurate · �lternative for IRI's. A second 
possibility is that the tutors placed students in 
materials that were too easy; due to the monitor- · 
ing procedures buii t · into the majoiity of tutor· 
placements, this second explanatfon seems less 
plausible. (Coleman and Harmer, 1 98 2, p�  398 ) 

The study seemed to validate the WRMT claim that the 

reading : levels diagnosed . by the t�st were comp·ati-ble : with 

the Betts reading levels, the usual basis ·. of the IRI. 

However, several variables in the study seemed too difficult 

to control to sati'sfy the assumptions usually required by 

statistical measures of . correlation and tests of signifi-
. .  

cance. For instance, ho� many tutors. were involved in the 

process, and h6w much did "monitoring" vary among the 

various individual programs? · The process of diagnostic 

teaching . tended to involve fluctuating instructional levels 

depending upon the interest level of the child, the purpose 

of the specific reading activity being remediated, and the 

amount of guidance the teacher was planning to provide f or a 
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given activity. The study may have been an indication of 

how the tests could have behaved in an instructional · 

setting; ·however, . the lndividu·alized nature of the reading 

clinic pra6tices left the results op�n to spe? ulation� 

Research related directly to th� · WR.MT and ·the DRS 

seemed to conclude that the WRMT was a valid measure of the 

instructional ·reading -level and indicated that the · s pache 

instructional level may have been somewhat inflated. The · 

research was permeated _ with design · and poprilation problems 

and lack of controls. It could have been said that these 

trends have - been true for atypical clinical _ populations 

which used a similar diagnostic model. 

Summary of the Literature Search 

· The literature review reve·aled · that the _first attempts 

to diagnose th� instructional reading level were thr6ugh· the 
. . . 

Informal Reading Inventory proposed by Betts in 19 46 � 

Killgallon' s word recognition · percentages provided the 

criterion for Betts' :inventory. This inventory was used 

widely with apparent concern over its comprehension and word 

recogni tion percentages (75% comprehension and 95% word 

recognition) being . derived from fourth grade children 

reading the same passage . silently and orally befo:re 

answering the c�mprehension questions. Although subsequent 

research· with the IRI attempted to establish a. valid set of 
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criteria for the determination of  the instructional level, 

there was no universal · agreement over the quantitative 

standards for the instructional level. 

Research comparing the DRS and the WRMT could be 

described as ,inconc.lusive. The few avai'lable . studies were 

conducted with clinical reading populations · and were beset 

with methodological problems� Did either test determine a 

more ac·curate instructional level? How would a student's 

· scores. vary from on� test to another? These questions were 

not answered definitively. 

The review of the literature provided a look at the 

instruc tional level from its inception by Betts in 1 946 . I t  

was obvious that the criteria for establishment of the level 

were never fully validated. What began as a theoretical 

construct with high potential for classroom use ' quickly 

found its way into the realm of "conventional . wisdom. " 

Research on the instructional level betjan a validation 

cycle. 

Spache (1 98 1 )  attempted to retain the format suggested 

by Bettsi - albei t adj �sti ng for oral reading at sight, �hile 

r�dically changing
.
the criteria. Woodcock (1 973) deviated 

from the . format but purported th.at the reading. ·range 

diagnosed by his test was analogous to the. three levels 

proposed by Betts. Given· the differences in the tests as 

described eirlier, · it was difficult to see how both S pache 
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and Woodcock ·could · be correct about . the same ba s ic con-

s�ruc t , the in structional reading leve l . The li terature 

fai led to leg itimi z e  e i  t}:ler · approacl? fo"r diagno s i s .· No set . . 

. . 

o f  c riteria employed in the determinat ion o f  instruct iona l 

reading leve l seemed to have been su f f icient ly va lidated 

expe r imental ly . 
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. CHAPTER III 

RESEARCH PROCEDURES AND MATERIALS 

Introduction 

The . 'purpose of . this  study was to examine the predict ive 

value . of  the Diagnostic Reading Scale s ( DRS ) and Woodcock 

Reading M.astery Te sts (WRMT) for the instructional  leve l 

placement of fourth grade students in the 1982 Ginn ba·sal  

read ing s�rie s . A · single group , of students rece ived both 

diagnostic mea sure s. , as w_e l l  as ora·1 and s i lent pas s age s 

from basal readers--fol lowed by oral comprehens ion que s­

tions. 

The Sample 

Fourth grade students . from s ix e.lementary schoq l: s  were 

s elected for thi s  study . Fourth graders  are beginning to 

read in the content area s , making the transition from 

11 learning to read , 1 1  to I I  reading to . learn . 1 1  . A . great number 

of  students are also . re ferred for remedial reading in the 

fourth grade · and . the DRS . and . the WRMT .were deve loped for 

diagno s i s  of disabled readers.  Proper placement in 

materials  would seem to be particularly .crucial  at thi s · 

time . 

Six school s  were cho sen from · the Knoxvi l le City School 

Sy stem to participate in the research pro j ect . . Fol lowing 
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the selection of the six schools, princi pals were contacted 

for permission to work in · their r_espective schools, and 

letters of explanation with parent permis siqn forms ( see 

Appendix B) were s�nt to t�e parents. Parents then returned 

the forms to the teachers . . A total of . �21 · permission slips · 

were returned for the six schools • . The scheduli ng of . tests 

was established at the ini ti"al . meeting _ with teachers and 

principal·s. As the appointed testing. dates arrived, the 

parental permission forms - were retrieved from the fourth 

grade teachers, numbered,, and five children and two alter-· 

nates were then randomly selected from this group. The same 

procedure was followed at al� six schools. Therefore, the 

sample was limited to the children of parents who . agreed . to 

participate . in the study. 'Thirty children were _rand_omly 

selected from the six schools ·arid were . subsequently tested 

to provide data for -this study. The random sample was drawn 

from a total of 121 _ returned parental permission forms. 

Data Gathering Procedure 

All testing of st_udents· was conducted in the morning 

between 8 :  30 and' 11: 3 0. No  session was over· two hours long. 

However, the exact .. times vari ed between 8 : 30 and 11: 30 
. . 

depending upon the teachers ' classroom routine. The author 

interviewed each child individually prior to testing. In 

. these · - interviews the author explained the purpose of the 
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study and tried to establish a cooperative� nonthreatening 

atmosphere in which to conduct the tests; 

The brief · explanatlon of . ·  the study consisted · of 

informally telling the child that the purpose of the study 

was to find ou� · what tests h� lped to find the best books a 

student could use in reading class. The students · · were then 

e�ch · assured that only their first names were to go on any 

testing materials; no grades would be revealed to '. parents, 

teachers, : or principals, and . the tests . would not af fee t 

their grades in school in any way. The students. would 

merely be helping in a school project that th.e author/ 

examiner . was involved in as a student at the - university of 

Tennessee. To further e��ablish rapport, the children were 

· told that at certain times· throughout the mor�ing the 

examiner would take a break to write and count or · examine 

wha1t had been done.. At those time, · the children would be 

free · to ' read comic books. provided by the examiner, and 

choose one to take home at the end of the morning' s work . 

This was then followed by a . brief dis cussion of the 

indivi dual's favorite super heroes, �nd the tesiing process 

was begun � hortly thereafter. All 30 children cooperated in 

the testing se�sions and expressed their w� llingness to help 

with the . project by doing their best. The exami ner fel.t 

that a levei of cooperation was sufficiently established 

with all children · for valid diagnostic testing to take 

place. 
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The determination · of. whether or  not a sufficiently 

relaxed atmosphere of cooperation has been established 

b etween examiner. and· student is a purely subjective decision 

on the part of the clini cian. A relationship must exist 

between examiner and student which enables the student to 

perform to potential. · A good working relationship between 

diagnostician and student is crucial to the validity of 

scores on both the DRS and the WRMT, because both tests 

assume that the student· is sufficiently relax� d to perform 

at optimum. leve 1.: 

·_ Guidelines for the establishment of . a level of 

cooperation _for testing are suggested in the. DRS anq the 

WRMT manuals. This usually involves an explanation of the 

purpose of� the test, a _ cl�ar _ presentation of what each task 

involves as' the tasks are introduced, and informal conversa.;_ 

tions between student and examiner. 

· This informal conversation with the student is the most 

crucial element in the establ ishment of a level of coopera­

tion, ln the · opinion of this author. A student who _feels 

free to talk about the latest Star Wars featu�e, . summer 
. . 

camp, or the best place to pl ay. video games, e�hibi ts a 

wi�lingness to open up· and communicate which would ·probably 

not take place if the atmosphere was threatening, or totally -

unknown and con�using .. 
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A sufficient level of understandin_g must exist between 

exa miner and student. prior to the beginning of formal 

t� sting. However, the examiner is responsible for main-

taining and i�proving · upon this relationship as the session· 

. progresses. Break tim:e·s, transitions from one task to· 

another, and relaxation . time after testing are crucial 

points in the testing process if the siudent is to work to 

ability throughout the · se.ssion. I t  is also impo�tant to · 

bear in mind that valuable ·insights. into the student's 

interests and attitude toward reading · can be gained during 

informal discussion and "fun time. " · Attitudes and interest 

can have a marked effect on both reading achievement and 

sel f conc�pt (Alexander and Filler, 1976 ) . . 

The students in the present study were also asked if 

they were willing to help with the project · after the study 

was explaineq, and they were "t:old that they would · . not be 

r_equired. to stay and work with the examiner· if they were 
. . . � 

oppose d  to reading off ·and on for two hours .  Being given a 

choice to participate or not se eme d to be a ·novel idea for 

this ·sample of fourth grade students. They all agreed to· 

coope�ate and appeared to be trying to d.o . their best in · the 

subsequent formal testing. session. 

The s�ssions were then broken down into two main 

phases. The first phase consisted of the administration of 

the WRMT and the DRS to . diagnose instructional reading 
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·1evels. The order of test. administration was varied S o  that 

15 of the subj ects received the WRMT first and the remaining 

15 received the DRS first. This varying of test order was 

to make allowance for · the · fatigue factor, as well as the 

possibility that student scores on the second test might be 

affected by the material learned· on the fi�st task. After 

these two tests were administered, a 1 0  to 15 minute · break 

was taken. The break was followed by phase two, consisting 

of the oral and si lent reading of basal pass ages, ·and 

subs�quently by oral. comprehension questions. The comple­

tion of · the basal readings constituted the final phase of 

the work session. 

Once the · instructional reading level(s) had been 

determined by the DRS and the WRMT, a basal . pas.sage was 

matched to ·the levels.. · Basal passages had been selected 

from . th� first and �e�ond �alf. of grade level basal ·readers 
. .  

in the Ginn series. A child whose instructional level . was · 

diagnosed from 0.0 to 0.5 of a given ye ar was placed in a 

selection form the first half of the basal r�ader f6r that 

year . . If the in�tructional level was diagnosed to be from 

0.6 to 0.9 of a given year, the reading · selection was chosen 

from ·the final half of the basal· reader for that . year. In 

other words, if a student received an instructional level of 

4.0 to 4.5 on either test, the child was then matched to 

basal materials at th� 41 level, i.e.,· material chosen from 



6 8  

the first half of the fourth grade. basal re ader. If 

student A r�ceived a. diagnosed i�st�uc�iona1 · 1evel of 4.6 to 

4.9, materials were chosen for him from the . last half of the 

basal reader or the 42 selection (refer to Table 1) . 

A selection was read orally at a chmfon· level, followed . 

by compre�ension questions. - Next, a . s-election was read 

silently and also follo�ed by , comprehension ques�ions. All 
. . 

comprehension questions were ·asked orally by the examiner 

and answered · orally by the s�udent� The students '  answers 

were then· noted by the examiner and scored as correct . or 

incorrect before moving on to the next· quest� on. The 

student� were informed th�t many answers had . to be written 

down by the examiner whether they were correct or not so that 

the writing done .by the examiner would not be perceived by 

the student as an indication of poor te�t performance. 

I f  a student ha_d discrepant instructional l evels · as · 

· diagnosed by the two tests, . . . the lower · of the two basal 

passages was administered first, fol lowed by the higher 

level passage." For examp le, if a .· fourth · grade student 

received an instructional. l evel of 4. 5 on the DRS, and an 

instructional level of 4. 8 on :the WRMT, he was · matched to 

basal passages 4-� and 42 , 'respectively, and the easier 

passage was read first. This movement from· low tc;, high was 

· . followed in the administr�tion of all _basal reading passage� 

wh�n testing _ indicated · a . discr� pancy in instructional 

levels. 
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Table 1 

Diagnosed Instructional Reading �evels and Corresponding 
Basal Reading Levels for Placement 

Diagnosed instructional level Matched basal reading 

. o- . s  "ppl 

. 6- � 9 pp3 

1 . 0-1 . 5  1 

1 · 

1 .  6- 1 . 9 1
2 

2 . 0- 2 . 5  2
1 

2 . 6-2 . 9  2
2 

3 . 0-3 . 5  3
1 

3 . 6- 3 . 9  / 

4 . 0-4 . 5 41 

4 . 6-4 . 9  4
2 

5 . 0-5 . 5 5 1 

5 . 6-5 . 9  5
2 

6 . 0-6 . 5 6 1 · 

6 . 6-6 . 9 . 6
2 

7 . 0-7 . 5  7 1 

7 . 6-7 . 9  72 

8 . 0-8 . 5  .gl 

8 . 6-8 . 9 8 2 

level 
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Two students appeared to exhibit frustration with the 

basal reading selections before the instructional level 

indicated by one of the di agnostic tests was reached. In 
. . 

. .these instances (cases 12 and ·20) , the researc·h design was 

altered. The children were given lower passages to read to 

confirm · the subjective diagnostic decision that they had 

reached frustrati9n reading level. 

Materials 

. The Word Reci6gnition · Lists (1- 3) of the DRS were 

administered in order to obtain a starting point for entry 

into graded reading passages. Word Recognition List 2 of 

the DRS utilizes the following · set of criteria: _for entry 

lev.el into the graded readi�g passages · (refer to Table 2) . 

Table 2 

Criteria for Entry I nto DRS Oral Reading Passages 
From Scores Obtained on Word Recognition List 2 

Number of words 
recognized 

5-13 
14-19 
20- 26 
27-35 
36 -40 

Entry · level in· 
graded passages 

2. 2 
2.4 
2. 8 
3. 5 

Administer Lis t 3 
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Reading in the Word Li sts is  discontinued if  a student 

mi sreads , skips , or omits five consecutive · words . · A student 

�ho ·can ·on ly read one of the . fi rst five words in Li st 2 i s  

placed in· Li st  1 .  Each chi ld began b y  reading Li st 2 

moved up or down to Li st 1 or 3 in compU,ance .wi �h 

directives of  the test . D iagno stic te sting should . beg�n 

a point at which · the student ha s a reasonab le chance 

succe s s � in order to reduce anxiety , and to enhance 

s tudent ' s  sense of · security through · the ·presentation f · 

fami l iar tasks . Word Rec.ognition Li st  2 of the DRS 

s tudents in graded pas sage s ranging from . 2 . 2  through 3 . 5 ,  a 

range which · should al low fourth grade students to be at 

leas t moderately succe s s ful . The WRMT initial · subte st  i s  

L�tter Identif ication , a task at which the ma j ority o f  

students should b e  highly succe s s ful . Fo l lowing the Word 

Recognition Lis t , the· student read ora lly  . in the . graded 

pass ages . of the DRS and the instruction.al  leve l wa s then 

determined by t.he Spache c rite ria descr ibed in Chapter I I  

( in . the de scr.iption o f  the DRS )  . I n  the case of  the WRMT , 

a l l  five subtests were admini stered in order to f ind the . 

Total. Reading Grade Score ( a lso di scussed in Chapter II ) . 

The se . formal mea sures · were ·fol lowed by · ora l . and s i lent 

reading in . ·the basal  pas sages ( see Appendix A.) . A master 

record · sheet for students w?-s then f i l led out to tabulate 

a l l  scores for each student ( see Appendix B ) . 
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Basa l reading materials were selected from the 1 98 2 . 

Ginn basal r�ading seri�s (Clymer and Venezky, 1 98 2 ) .  This 

series was chosen because · of its recent publication, and 

- wide use in elementary schools throughout the . country. 

It - was assumed that a teacher who is given a diagnostic 

re�ding report designating instructional grade level will 

not check materials by readability formulas, but will 

instead match the grade level in the report with the same 

. grade level text as determined by the publisher. Attemp'ting 

to control for the readability of each sto·ry selectior:i would 

be a .inarked deviation from classroom practice. The · read-

a�ility of the Ginn passages was, theiefore, not e�a�ined in 

this study. 

Two selectio·ns (one for oral reading and one for silent 

readirig) were � hosen from the first half of each-· grade level 

of the Ginn series from preprimer through eighth grade, and 

two s elections were chosen from the final · half of each 

level. . The preprimer levels of the Ginn · s eries included 

three levels. For the purpose of this ·study, the first half 

of the preprimer level was considered to be Pr�primer1 ; and· 

the last half to be Preprimer 3 
. 

resulted in the f ollowing . range of 

1 2 , 1 
2

2 , 31 , 2 41 42 , 5 1 ; 5 2 
2 · ·, 3 , , , 

Selection 

levels: 

6 1 , 6 2 
' 71 

of 
1 pp ' 

' 72 
. ' 

materials 
3· · 1 pp ' 1 ' 

8 1 , 8 2 . 

The instructional levels determined bj the tests were 

matched to these levels as d�scribed earlier on the basis of 
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· months. · A grade level score of 0. 0 to 0. 5 months was 

matched to the first half of the basal for that year, 

desi gnated by the exponent1 , �nd 0.6 to 0.9 month scores for 

the year . were mat'ched to the last hal f of the bas al · l evel , 
. · 2 designated by . the exponent· • The only · excepti on. to this 

procedure . is in .the case of the preprimer level where the 
3 l ast half of tne preprimer is designated by . the exponent 

Passages were selected from each level in the s eries 

·following two basic guidelines: (1) two sel ections, one for 

oral reading and one for silent reading, had to · be taken 

from the· first hal f of the level, and two · from the second 

hai f ;  ( 2) · eac� s election had to be accompanied by at least 

five questions recommended in the Ginn teacher's manual. 
. . 

The scoring of comprehension questions was b�sed upon 

the suggested answers in the teacher's manual s. In order to 

make the task consistent for each student, 10 comprehension 

que� tions per passage were included· for each. basal passage • . 

When possible, all 1 0  questions were taken from the manuals. · 

However, wn en fewer questions were available, supplemental 

questions were written by the author to complete the sets of 

1 0. 

. The supplementary que.sti .ons were written to refl ect 

both l iteral and inferential knowledge of story el ements 

that were not covered by questions in the Ginn _ manuals. A 

li teral questidn was bas ed on information directly stated in 
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the text·, while an in fere�tial question examined information 

that was implied in the test. 
. . 

Vocabulary question_s 
., 

were 

written only in the case of words with double meanings. For 

example, a _ student may' have been ask ed what the word "level" 

meant, in a story in · which the word "level" indicated a 

carpenter ' s tool.· 

All passages and questions are listed in Appendix A, . 

with asterisks indicating . the questions chosen from the 

teachers' manuals·. · The data listed in Appendix C in6lude a 

breakdown of percentages for each . child for Ginn . questions, 

as we11· as ·supplementary questions �ritten . by the author. 

However, in the analys�s of data, only · the questions 

selected · from the · Ginn teacher • ·s manuals were used to 

determine the fit or nonfit of the basal materials to the 

diagnosed instructional · level. This was done to more 

closely approximate the questions that might be used . in the 

classroom . . Durkin (� 978 -79) closely observed comprehension 

instruction in reading and social . studies ·classes and · found 
. . . 

that teacher·s were· not so much teaching · comprehensi�n as 

ass essing it through que_stioning alone. No combination of 

- criteria · seemed evident. She discovered t·urther (Durkin; 

198 1) in an extensive analysis of five widely promoted and 

sold basal series, that teachers manuals se�med overatten-

tive to comprehension . assessment, including abundant 

questions. The procedures used in this study (that of 
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hav i ng the chi ld read and .an swer que stion s fol lowing the 

re�d��g ) , there fore , may· not be unl ike that which the c�i ld 

will actua l ly exper ience in c i a s s room in str.uct ion . Supp le­

mentary que st ions · s imp ly served to provi de con s i s tency in 

the tasks .each student . wa s asked to . pe rform in the data 

gathe ring proce s s . Approv a l  for supp lementary que s t i_on s  was 

obta ined from Dr . J .  E s t i l l  Al exander , Coord inator o f  the 

Univer s i ty of Tenne s see Reading Center and cha i rper son o f  

thi s re se arch commi ttee . 

The s tridy sought to examine �hether or not the re wou ld 

be a " f i t "  be tween �he di agno s ed ins truc tio�a l  level and the 

b a sa l reade r on that approx imate leve l .  I n  te rm�· of  I I  f i't II ' 

i f  a diagn? sed instruc tional leve l of 4 .  0 was made for a 

chi ld on - e ither of the two te s t s , he then had to s co re 7 5 %  

i n  comprehen s ion of . Ginn que stion s i n  orde r : for the · read ing 

l eve l .to . be con s ide red a " f it . " Comprehen s i on o f  · 7 5 %  wa s 

employed . by both Betts ( 1 9 4 6 ) and Powe l l  ( 1 9 7 0 ) i n  the i r  

d i s cu s s ion s o f  ins truct iona l  read ing ·leve l . I t  ha s a l so 

be come pa rt of conventional teaching wi sdom � in many c a s e s  

- 7 5 %  i s  con s ide red " pa s s i ng . "  

P rocedure for Ana lys i s  o f  Data . 

The procedures for ana ly s i s  invo lved a two- ta i led 

t-te st compar i son o f  mean ins tructional gr�de l eve l · s core s 

on · the DRS and WRMT , and a graphic pro f i le of i n s truc tional 
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level scores. Co_mparison · of . percentages of cases of fit was 

al so utilized. These procedures . were employed to analyze 

data and to explore possibl e answers to  the three basic 

resear6h questi ons under consideration.· · A · closer examina­

tion ·of these three questions will help to clarify how . these 

analytical tools were applied. 

Question I: The difference · in · mean instructional 

l evels for the DRS and the WRMT was judged to be widely 

discrepant if the results· · of a two- tailed· . t-test reached 

significance at the O . 0 1 l evel. An accompanying graphic 

representation was added in order to highlight the diversity 

in instructional levels _ on the two tests in terms of 

individual cases. 

Ques tion II: The accuracy of . t'he two .tests in 

predicting the instructional ·1evel for basal placement ( oral · 

reading) was determiried by comparison of the percenfages of 

cases of. fit. The study · attempted to determine if either 

test predicted accurate · placement for a larger percentage of 

cases. 

Question III: Regarding question. II I., data were 

examined to determine if .a greater percentage of cases �f. 

fit was evident for silent than for oral reading. 
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CHAPTER IV 

PRESENTATJON OF DATA 

The purpose of this study was to examine . the predictive 

value of· the Diagnostic Reading Scales (DRS) and Woodcock 

Reading_ Mastery Tests (WRMT) for the instructional level 

placement· of fourth grade· students in the 198 2. Ginn basal 

reading serles. Three spec ific questions were formulated. to 

focus the study: 

I. Is there a difference in the mean instructional 

level as predicted by the two tests? 

II. Is either the . DRS or the . WRMT a more accurate 

predict�r of success in a basaL reader for oral 

reading on . a given grade level? 

III. When placed in materials on the instructionai 

level piedict�d by t�e respecti�e tests, �i ll the 

reader be more s_uccessful reading silently · than 

orally. 

Question I: A two tailed t- test for- significance of 

difference between means was. conducted to determine whether 

or not the instructional l� vels diagnosed by the DRS were 

widely discrepant from those obtained on the WRMT. The mean · 

instructional reading l� vel for the 30 fourth grade children 

on the DRS was 4·. 7 4 , and the mean instructional reading 

level of the same 30 children on the WRMT was 4.7 0 .· 
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Calculated t was· equal to · o . 128 ; this value did not reach 

significance at the 0 . 0 1 level · in comparison to theoretical 

t ( t = 0 . 0 1, 5 8 df = 2. 6 6 4) . 

No significant differe� ce appeared in the comparison of · 
. . 

test means. This was prqbably due to the · fact that while 

some individual scores varied widely, others remained 

virtually identical. This can be visualized more clearly in · 

Figure 1 .  This figure graphically depicts the spread 

between instructiotial levels obtained on the two - tests for 

each individual student. The "W" represents the instruc-

tional- · level on the WRMT, and the "S" stands for the 

ins tructional level on the DRS. 

Further .�xaminatiori of Figure 1 revealed that students 

who were reading at �pproximately fourth . grade level or 

above ( cases 1, 4, 7 ,  10, 17 , 20, 21, 22, 23, 24, · 20 , 29, 

30 ) tended to exhibit a much wider v�riation in the 

diagnosed instructional levels than the students reading 

·below grade level (students number 3 ,  1 1 , 1 2 , 1 3 , 1 4 ,  1 5 ) . 

This is consistent with the purpose of the tests; they · are 

clinical reading measures designed for use with remedial 

. readers. 

The DRS and WRMT predicted the same instructional l evel 

in only one case; both tests. di agnosed the instructional 

reading· level for student number 18 as . .7 .-5. I n  1 3  of the 

cases, the levels were less than a half year ( 1 - 4 months) 
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different as predicted by the two te-sts ' (  see Table 3, cases 

2· � · 3 , 4 , 9 , 1 1  , 1 2  , � 3 , 1 4  , 1 6  , 1 9  , 2 5 , 2 6 , and 2 7 )  • The 

remaining cases, �owever, were different· � y  one-half year or 

_more, with the greatest discrepancy evident in cas e number 

2 2 , · where the WRMT instructional level· was · 5 . 1  and the DRS 

instrud tiorial level was 7 . 5 .  In 1 6  out of 3 0  cases (refe� 

to Table 3 ,  cases 1 ,  5 , · 6 ,  7 ,  8, 1 0 , · 1 5 , 1 7 , 2 0 , 2 1 , 2 2 , 2 3 , · 

i4 , 28 ", 29, and 3 0 )  the DRS and WRMT instruc tional levels · 

were one-half year apart or greater. Based_ on the above 

data, the tests only diagnosed comparable instructional 

level s · in 4 7 %  of the · ca�es in which both tes ts were 

. administered, using closer than 0 . 5 years as a mea9 ure for 

comparison. 

Although the t-test revealed no significant difference 

between means, graphic representation and an examination of 

individual cases · indicated that roughly half of th� . sample 

( 1 3  out of 3 0  cases) obtained DRS and WRMT instructional 

level s closer than 0 . 5 years apart. The extremes in case� 

(evenly distributed tn  that approximately half clustered 

together and half deviated widely) resulted in a · balanced 

mean. The relationship between the two tests does not seem 

to be as compatible as an .examination of means alone 

reveals·. 

Question II: 

with the ability 

The · second ques tion in this study dealt 

of t�e two tests · to place children 



Table 3 

Comparison of Instructional Levels as Diagnosed by the DRS and the WRMT 

Instructional 
level Student 

Case� Less than 0. 5 Years Apart 
2 3 4 9 1 1  12 13 14 16 18 19 25 26 2 7  

DRS 5. 5 3 . 5 4 . 5 6 . 5 3 . 5 1 . 4 2 . 2  2 . 2  6 . 5 7 . 5 5 . 5 3 . 5 4 . 5 5 . 5 

WRMT 5 . 2  3 . 2  4 . 3 6 . 8  3 . 4 1 . 8  2 . 5 2 . 3 6 . 6  7 .5 5 . 8  3 . 4 4 . 8  5 . 8 

Difference 0. 3 0. 3 0 . 2  0 . 3 0 . 1 0 . 4 0 . 3 0 . 1 0 . 1  0 0 . 3 0 � 1 0 . 3 0 . 3 

Cases Greater Than 0. 5 Years Apart 
1 5 6 . 7 8 10 15 17 20 21  22 23 24 28 29 30 

DRS 3 . 5 3 . 5 3 . 5 S.. 5 5 . 5 5 . 5  6 . 5 4 . 5 3 . 5 5 . 5 7 . 5 6 . 5 3 . 5 3 . 5 5 . 5 6 . 5 

WRMT 4 . 2 4 . 2 4 .0 4 .0  4 . 9 4 . 1 6 . 0  5 . 6 4 . 3 . 6 .6 _5 .1 5 . 4 4 . 7  4 .6  4 . 7  5 . 4' 

Difference 0. 7 0. 7 0. 5 1 . 5 0. 6 · 1 . 4 0 . 5 1 . 1 0 . 8  1 . 1 2 . 4 1 . 1  1 . 2  1 . 1 0 . 8  1 . 1 
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successfully ·in a basal reading series . . In order for the 

instructional level to . "fit" the basal reading level , the 

_ child had to exhibit 7 5 %  comprehension · of  basal materlal 

read orally · ( see Table 4) . After reading orally in basal 

materia1 from the Ginn ·series , 13 out of  3 0  children (4 3 %) 

were capable of  achieving 75 % comprehension when matched to 

basal seleptions on the basis of - a rounded DRS instructional 

level . When placed in basal selections for oral reading on 

the basis of  t.he WRMT_ di�gnosed instruction'.3,1 ·level , 15 out 

of  3 0  cases , or 5 0 %  of  the children , exhibited ,i fit" (75 %  

comprehension at minimum) • . 

Question III: The final quest ion of  the study . sought 

to determine ·the p�rcentage of  cases of  fit when children 

read . silently in basal material� on their diagnosed 

instructional levels . In order to determine "fit" in sil�nt 

reading material� ,  the students also had to exhibit 75 % 

comprehension of  Ginn · questions after the selection was 

read . 

When the children read silently in the· basal passage.s · 

matched to their diagnosed instructional levels , .the cases 

of  f it dropped sharply . · When matched in silent· reading 

material by DRS instructional levels , only 7 out of  . 3 0  

cases , or 23 % exhibited fit. . The WRMT comparisons were 

similar , with only ·6: out of  3 0  cases , or . 2 0  % , . of the 

children reading silently and maintaining a comprehension 



Student 

1 · . 

2 

3 

4 

5. 

6 

7 

· a  

9 · 

10 

11 

1 2  

13 

14 

1 5 · 

16 · 

·17 

18 

19 

20 

2 1  

2 2  

2 3 

24 

2 5 

26 

2 7 

28 

8 3  

Table 4 

Individual Cases ot' Fit and Nonfit Between Diagnosed Instructional 
Levels on the DRS and ·the . WRMT , and Oral and Silent Reading in 
Basal Material on Grade Level Matched to Instructional Level 

DRS 

3 . 5 

5 . 5 

3 . 5 

4 . 5 · 

3 . 5 

3 . 5 

5 . 5 

5 . 5 

6 . 5 

5 . 5 

3 . 5 

1 . 4 

2 . 2 

2 . 2 

6 .. 5 

6 . 5 

4 . 5 

7 . 5 

5 . 5 

3 .5 

5 . 5  

.' 7 . 5 

6 . 5 

3 . 5 

3 . 5 

4 . 5  

5 . 5 

3 . 5 

Basal 
level 

3 1 

51 

3 1 

4 1 

3 1 

3 1 

51 

51 

6 1 

5 1 

3 1 

pp
3 

2
1 

2
1 

6 1 

6 1 

1 ,  4 . 

7 1 

5 1 

3 1 

5 1 · 

· l  7 ,  

6 1 

3 1 

3 1 

4 1 

51 

3 1 

Oral 
reading 

fit� 

no 

no 

yes 

yes 

yes 

yes 

no 

yes 

no 

yes 

no 

no 

yes 

no 

no 

· no 

no 
� 

.Yes 

no 

yes 

yes 

yes 

no 

no 

no 

· yes 

no 

yes 

Silent Oral 
reading Basal reading 

fit? WRMT level fit? 

no 4 . 2 4 1 yes 

no 5 . 2 51 no 

yes 3 . 2 3 1 yes 

no - 4 . 3  ·4 1 yes 

no 4 . 2 4 1 yes 

no 4 . 0 4 1 no 

no 4 . 0 4 1' yes 

yes 4 . 9 42 no 

no 6 . 8 6 2 no 

no 4 . 1  41 yes 

no 3 . 4 3 1 no 

no 1 . 8 1
1 no 

no 2 . 5 2
1 yes 

no 2 . 3 2
1 no 

no 6 . 0 6 1 no · 

no 6 .6 6 2 no 

yes 5 . � 52 yes 

no 7 . 5 71 . yes 

no 5 . 8 _ 52 . yes 

no 4 � 3 3 2 no 

no 6 . 6 62 no 

no 5 . 1 5 1 yes 

no 5 . 4 51 yes 

. yes 4 . 7  4 2 yes 

no 3 . 4 3 1 no 

. yes 4 . 8  4 2 no 

yes 5 . 8 52 yes 

yes 4 . 6  42 no 

Silent 
reading. 

fit? 

no 

no 

yes 

no 

no 

no 

no 

yes 

no 

no 

no 

no 

no 

no 

no 

no 

yes 

no · 

no 

no 

no 

no 

yes 

no 

no 

yes 

no 

no 
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Table 4 (continued) 

Oral Silent 
Basal reading reading 

Student DRS level fit? fit? 

29 

30 

5 . 5 5 
1· no no 

6� 5 6
1 no no 

Total Number of Cases 

13/30 7/30 

yes = fit . (75\ co�prehension or greater) 

no = nonfit ( less than 75\ comprehension) 

WRMT 

4 . 7 

5 . 4 

of Fit :  

Oral Silent 
Basal reading reading 
level fit? f it? 

· 42 no no 

51 yes yes 

iS/30 6/30 
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score of 7 5% or greater. (These figures are presented in 

. Table 5) . The · marked . drop in · silent !·eading fl uency as 

compared to oral reading coul d be a ref l ection of the 

dominant mode of classroom in.struction. The children· in 

this· .sample do not appear to · have m�de the tra!lsi tion from 

oral to silent reading effectively. It should be noted at 

this time, that the DRS was · not intended to be· used as a 

meas ure of sil ent reading .ability. The test was specifi­

cally  devel oped to pl ace chil dren at instructional reading 

l evel for oral reading instruction� However, · o nce the 

instructional l evel report is rel eased . to the . . cl assroom 

teacher, this specification may not . be apparent, and the 

grade l evel score may stil l be misapplied. 

Tabl e 5 

Percentages of Cases of Fit Between Diagnosed 
Instructional Level s and Basal Reading 
Materials for Oral and Silent Reading 

of 30 Fourth �rade Students 

Accuracy in Basal Placement 

Oral reading Silent reading 

# of cases % # of cases % 
Diagnostic test of fit of fit of fit of fit 

DRS 13 / 3 0  4 3 %  7 /3 0  23 % 

WRMT 15 /3 0 5 0  6 / 3 0 2 0  
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In terms of questions II and III, the WRMT placed 

children . somewhat better · for oral reading in basal 

materials, with . 5 0 %  of the children succeeding in basal 

placemen�, as opposed fo (3 % of the children matched 

succes� fully by the DRS instruction�l levels . The DRS 

placement · resulted in s1ightly better percentages_ of fit 

than the ·· WRMT for silent reading-- 23 % of cases . of fit as 

opposed to 2 0 %  of cases of fit � However , neither of the 

tests predicted a great deal · better than the other for 

either oral or silent reading ; and the pat_tern of greater · 

dif ficulty following silent reading of basal material 

matched for . ihstructional level was simila� tor both tests .­

Neither test matched instructional levels to material levels 

more than 5 0 %  of the time. 

Examination of cases of fit and nonfit· · revealed · several 

interesting factors not specifically addres sed in the 

research questions· developed for this ·study. " Nine students 

obtained instructional level scores on the DRS and ·WRMT 

which placed them in the same basal reading level. Five of 

these · nine cases (cases 2, 1 1, 1 4 , 15, 2 5) exhibited nonfit 

in . both oral and silent reading of basal materials . Student 

number 3 was the· single example of fit in both oral 'and 

silent reading. · The remaining three cases (cases 3, 4,  13, 

1 8 ) · demonstrated their . ability to fit . in the diagnosed basal 

level when reading qr ally, but not when reading silently. 
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This internal pattern . repeated the· overall trend in· the 

present study of increased difficulty. with silent readin g 

for this population o f  students. The instructional levels ' ·  

on the DRS and WRMT were identical .in only �ne instance, 

case number 18 ( refer to . Table 6 ) . 

The · initi al comparison of overall percentages of cases 

of fit did riot indicate that either the DRS or WRMT was 

obs�rvably more accurate at p�npointing instructional levels 

fo,r basal placement. . However, when the two instructional 

levels were discrepant, th�re were cases in �hich one of the 

test ·scores fit with the basal level indicated and the other 

did not • . The WRMT diagnos�d a_ higher level that resulted in 

fit for six out of nine cases ( cases- 1, s , · 17, 19, 24, 17) 

(see Table 7) . The DRs · predicted higher and more , accurate 

. levels _for · o?lY three . of the nine cases ( cases 8 ,  · 10 , 22) 

( see Table . 8 .) . The · WRMT thus predicted higher · scores 

resulting in fit twice as often as the DRS. 

A test may also be more accurate by P�E: dicting a l ower 

. ins·tructional .level resulting in fit, whil e · the test which 

p�edict� d the higher level resulted · in ·a decrease in 

comprehension scores- below 7 5 % .  .Eight students in the 

present study exhibited this pattern. The WRMT seemed to be 

more �recise in three of the eight cases ( d ases 7_, 23, 30 ) 

(see Table 9) . The DRS reflected a more exact level for the 

remaining five cases ( cases 6 ,  20 � 21, . 26 , 28 , 30 ) .  (See 

Table 10 .· ) 
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Table 6 

Cases of Fit and Nonfit in Which t�e DRS and WRMT 
Agree on Level of Basal Placement . . 

oral Silent .Oral Silent 
Basal reading reading Basal reading reading 

Student DRS level fit? fit? WRMT level fit? fit?. 

2 5 . 2 51 no no 5 . 5 51 no no 

·3 3 . 2 31 yes yes 3 . 5  31 yes yes 

4 4.-3  41 yes no 4 . 5 . 41 yes ·  no 

1 1  3 . 4 31 no no 3 . 5 31 no no 

13  2 . 5 21 yes no 2 . 2 21 yes no 

14  2 . 3 21 no no 2 . 2  21 no · · no 

15 6 . 0  61 no no 6 . 5  61 no no 

1 8 7 . 5  71 yes no 7 . 5 ,1 yes no 

25 3 . 4 31 no no 3 . 5 31 no no 
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Table 7 

Cases in Which a Higher WRMT Level Resulted in Cases of Fit 

Oral Silent Oral Silent 
· Basal reading reading Basal reading reading 

Student DRS level fit? . fit? WRMT level fit? fit? 

1 · 3 . 5  3 1 no no 4 . 2 41 yes no 

5 3 . 5 3 1 yes no 4 . 2 
. . 4 1 yes no 

n 4 . 5 4 1 no yes 5 .6 . · 52 yes yes 

19 5 . 5  · 1 5 no no 5 . 8 5� yes · no 

24  3 . 5  3 1 no, yes 4 . 7 4 2 yes no 

· 2 7 5 . 5  5 1 no yes 5 .8 52 yes no 

Table 8 

Cases in Which a Higher DRS Level Resulted in Cases of Fit 

Oral Silent Oral Silent 
Basal reading reading Basal reading reading 

Student DRS level fit? fit? WRMT level fit? fit? 

8 5 . 5  5 1 yes yes 4 . 9  4 2 no yes 

10 5 . 5  51 yes no · 4 . 1  4 1 yes no 

2 2 . 7 . 5  7 1 yes no 5 . 1 51 · yes . no 
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Table 9 

Cases . in Which a Lower WRMT Level Resulted in Cases of Fit 

Oral Silent Oral Silent 
Basal reading reading .Basal . reading reading 

· Student DRS level fit? fit? WRMT level fit? fit? 

. 7 5 •. 5 5 1 no no 4 . 0  4 1 yes no 

2 3 6 •. 5 61 no no . 5 . 4  5 1 yes yes 

30 6 . 5 6 1 no no 5 . 4  51 yes yes 

Table 10 

Cases in Which a Lower DRS Level Resulted in Cases of Fit 

Oral Silent Oral  Silent 
Basal reading · reading Basal reading reading 

Student DRS level fit? fit? WRMT level fit? fit? 

6 3 . 5 3 1 yes no 4 .0 4 1 no no 

20 3 . 5 . 3 1 yes no 4 . 3  3 2 no no 

2 1  
5 . 5 5 1 yes no 6 . 6  6 2 no no 

26 4 . 5 4 1 yes yes 4 . 8  4 2 no yes 

31 ... 
4 2 

2 8 3 . 5 yes yes 4 . 6 no no 

30 6 . 5 1 · 5 . 4 5 1 6 no no yes yes 
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A. tot�l - Qf 17 cas es are discus sed above ' in the _ attempt 

to disc over if  either the DRS or the WRMT was a more 

accurate · predictor of · instructional readi ng level. A 

combination of these cas es res ulted " in  the DRS di agnos ing 

wi th more pre.ci s i on in 8 of the 17· cases ,  and the . WRMT in 

the· ·remaining 9 cases·. There appeared to be . no appreciable 

difference in the -predictive accuracy qf  the two instruments 

(s.ee Table 11) . 

Table 11 

Number of Cas es of Fit in  Which Either. the -ORS or WRMT 
Predicted More Acq urately for Placement at a Lower 

· Bas al Level, a Hi gher Bas al Level, �nd for 
· Total Cases 

· I ncreased I ncreas ed 
accuracy at accu�acy at 

a lower basal a hi gher bas al Total 
level level accuracy 

DRS 5 of 8 cas es 3 of 9 cas es 8 · of 17 

WRMT 3 or 8 cases · 6 of 9 cas es 9 of 1 7  

S ix · of the . cas es examined i n  this . study pr�ved to be 

anomali es, parti cularly in light of Pow� ll's (197 0)  observa­

tion that the propos ed reading levels · (independent, · ins truc­

tional, and frustration) are supposedly hi erarchica1 in  

nature. I n  two cas es ( cases 17 , · 22) the students exhi bited 

75 % or greater comprehe ns i on sc ores at a· certain level and 
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. their scores lowered as the level decreased. · For exarnpl�, 

student number 17 was placed in 41 basal selections and read 

orally with 70% compr'ehension and silently w·ith 8 3. 3% corn-· 

prehension. After reading the 5 2 basal passages, · however, 

the student scored 8 0% comprehension after readi ng orally 

and 1 00% comprehension after silent . reading. I n  both cases, 

the oral reading scores broke the hierarchical pattern for 

the reading levels, and in the case of student number 1 7, 

the hierarchical order was also broken in silent read� ng. 

The remaining four cases (cases 8 ,  1 9, . 2 4, 27) 

consistently sho�ed an increase in oral reading comprehen­

sion as the level of. difficulty of the .basal . p�ssage 

increased. The silent reading comprehension scores 

decreased, however, as the· level · of difficulty. of the 

material increased, with the exception of case number 1 9, in 

which silent reading comprehension increased also (refer · to 

Table 1 2) . 

These ca� es appear to conflict with . the assumption that 

the three reading levels are hierarchical · in nature. The 

rel a ti�:mships between the independent, instructional, and 

frustration levels may be in  a constant state of adjustment 

depend�ng possibly �pon the interest� bf. th� reader, his or 

her attitude toward · readi ng, and the _ purpose for reading. 

For exa�ple, what may be interesting and moderately easy · 

· reading for . an individual could be frustrating if it must be 
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Table 12 

Comparison of Cases in Which Basal Comprehension Sc9res 
Increased Along with Level of Difficulty of Material 

Diagnosed Basal reading scores instructional 
level Ginn comprehension 

Basal 
Student DRS WRMT level Oral Silent 

. 8 5 . 5 .4 . 9  42 60% 91 . 6% 

51 
100\ 83. 3% 

17 4 . 5 5 .6 41 · 70% 83 . 3% 

52 80% 100\ 

19 5 . 5 5 . 8  51 40\ 66 . 6\ 

52 80% 70% 

2 2  7 . 5 5 . 1 5 1 · 80\ 66 . 6% 

71 100\ 0% 

24 3 � 5 4 . 7  31 60\ 83 . 3\ 

42 
100\ 50\ 

2 7 5 . 5  s . 0  51 20\ 83. 3\ 

52 
100\ 60% 
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read for an exam ; what may seem extremely easy reading 

�aterial may result in little or no comprehension if the 

reader . is totally disinterested in the content, or if the 

reader has no prior experience with the subj�ct matter • .  

. The research design in · the present study was altered 

when data were being gathered from students 12 and 2 0. 

These students appeared · to reach the · point of . frustration 

. while reading basal passages at a level lower than the 

instructional placement level indicated . by the WRMT (see 

Table· 13) . Student 12 obtained an instructional level of 

Table 13 

Comparison of Cases in Which the Research Design Was 
Altered in Terms of Basal Placement 

Oral rd. Sil . rd. 
Student DRS WRMT Basal level comp. comp. 

# 1 2  1 .  4 1 . 8  
3 6 6. 6 %  5 0 %  PP1 1 3· s %  3 0 %  

# 2 0  3. 5  4 . 3 3 1 80 % 66 . 6 %  
3 2 4 2. 8% 3 7 . 5 % 

1 . 4 on the DRS. - When placed in 1
1 · level materiat , · however, 

the resulting oral comprehension score was 35 %. The WRMT 

instructional reading score for this . student was 1 . 8 ;  

indicating that passages should also be administered at the 

1 2 basal level . However, the comprehension scores of the 
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child at the 1
1 basal level and the behaviors of  the chi ld 

indicated that - thi s  was frustrating material and that 

. te sting should be halted . To further · sub stanti.ate thi s  

diagnosti� . j udgment , a lower leve l p�s sage was admini ster�d 

to . student 1 2 .  The stu<:1ent .' s comprehen s ion score was only 

6 6 . 6 % , and the material still  · appeared · to be · a · struggle . 

Te sting was then di_sco�tinued be fore . the child read in a 

· basal pa s sage indicated by the WRMT instructional  leve l .· A 

s imi lar prob lem arose with student 20 . The · oRS instruc-

tional · leve l was 3 . 5 and the WRMT instructional leve l 4 .  3 . 

When reading oral �y . in a · 3
1 ba sal , thi s  student ·sea.red 80 % 

in comprehen s ion , but fel l  to 6 6 . 6 % whi le reading s i lently . 

The examiner -th�n admini�tered a 3 2 basal. level . · pas sage and 

the comprehens ion scores obtained were 4 2 . 8% and . 3_7 .  5 %  for 

oral and . s i lent reading , respectively . Although the WRMT 

ins.t'ruction�l level was 4 . 3 , indicating p).acement in a 4 1 

basal  selection , the intermediate pas sage was 

administered . It did not seem advisab le to place a chi ld · 

h d b 1 .  . 3 1 . . 1 w o appeare to e - strugg . 1ng at a leve l into a 4 leve l 

immediate ly . · The comprehens ion score s at the 3 2 leve l 

( reported . above ) confirmed thi s  deci sion . Te sting · was 

discontinued at thi s  point and .the higher basal  leve l s  were 

c la� s i fied as cases of nonfit . The examiner . had no doubt 

that the se two chi ldren w�uld have fai �ed · i f  they had been 

forced to read more d i fficult material and answer coi:npre­

hension questions . 
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Case 2 2  a l so proved to be an enigma in · thi s  study . 
. . . 

Obviously , a prof icient fourth grade rea9er , · _student number 

1 . . 
2 2 ,  was . reading ora l ly at a 7 level with 100 % comprehen-

s ion. When a 7 1 pa�sage �as admini stered · for s i lent 

read ing:·, c6mprehei:is ion · fe l l  to 0 % .  The student either had 

l ittle or no intere st in the material or s i�ply became ti.red 

and stopped tr�ing. It is highly probable that. the fatigue 

factor influenced the performance of case 2 2 , as we l l  as  

case s 1 2 and 20.  

The dec i s ion ·to discontinue · te sting with students · 1 2 

and 20 was a sub j ective j udgment on the part of the 

examiner. This  decis ion was based on the students ' 

decre�sed - comprehen sion s cor� s  a� wel l  as th� ir observabl� 

behavior. Ii is difficult to de termine the exact reactions . 

of . the · students which lead an examiner · or teacher to 

conc lude that a chi ld has gone · far .enough and that · to push 

him further could be detrimental to his sel f  concept ·, his  

attitude towaid reading , or hLs abi l ity to  learn to  read. 

Physical indicators may inc lude head movement , l ip 

movements , squirming in · the chair , frequent ad j ustment o f  

the text position , o r  repeated inquiries  as to exactly when 

the task wi l l  be ·comp leted. The pro):) lem of . when to . discon­

tinue te sting_ i$ compounded when phy s ical  c lues to .frustra-

tion are minimal or very · subtle. There may come a point 

where the ·sub j ective dec i sion to cease working seems to . be 

based on the look . in a child ' s eye. 
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There is a distinctive relationship between examiner 

and child in a clinical r�l�tioriship, . as discussed in 

Chapter _III. The two will work inten� ively together in a 

confined space for . two or more hours, with little or no 

di�traction from other students or teachers . . The clinician 

must be · accurate in �he recording of answers, reading errors 

and other technical information. ·. At the . same time, the 

examiner must also attempt to remember that this c hild is an 

individual who ne�ds · to be encouraged and . gently guided· 

through a long .work session . . The child is captive. Parents 

or teachers have recommended testing, and many . times the 

st�dent has no clear idea of why he is doing all this work 

other than th.at someone has told him to . ( "Go here · and do · 

this. ") . The child not only .thinks, he feels. It is up to 

the clinician to  find out as much about both in as much time 

as is available. 

In addition to gathering technical data and encouraging 

the student thiough the process ,  the examiner i s  con­

tinuously making a myriad of subj_ective judg�ents the whole 

time the child is pres�nt. Many que·stions arise, such as 

whether or no£ the child appears to be trying, whether or 

not he avoids eye contact, lets fear hamper his. performance, 

or wants to cooperate but s.eriously dislik�s  the reading 

tasks involved. The list of questions could go on and on. 

The point is ·that none of. them are· answered by test scores 

but : by subjective j udgments on the part of the examiner. 
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Summary 

The first question under consideration in this study 

concerned whether or not th�re was a �ignificant difference 

b etween
.
the mean instructional levels obtained by the sample 

of 3,0 fourth grade students . on the DRS and the WRMT. 

Although a test of . sighifi6ance did not reveal a differenc� 

·between the mean instructional levels as diagnosed for the 

sample popul ation, · an examination of individual cases 

indicated that in 5 3 %  of the . cases, the respective levels 

were discrepant by at least one- half year. 

Question II sought to determine if · either test was a 

more accurate predic�or of instructional reading level for 

basal placement. Although the WRMT predicted slightly 

better in terms of percentages of cases of fit w�th basal 

materials for ciral reading, neither of the tests resulted in 

cases · of fit moie than 50 % of the time. 

In question I II, the purpose was to find whether or not 

students who were pl.aced in the basal materials on. their 

diagnosed instructional · level(s) would be more . successful, 

in terms of cases 6f  fit, after reading silently and 

answe·ri ng cornpre�ension . questions. The highest percentage 

of cases of fit following silent reading was 23% for 

students placed on the instructional level by . the DRS ; only 

2·0 % of the WRMT cas es exhibited fit. · Ge nerally, children 
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were successful i n  their si lent reading about one-fifth of 

the· .. time. 

A compari son of the cases of fi t for oral reading (that 

i s, nei ther test predicted cases of fit more than 50% of the 

ti me) , · a·na si lent readi ng (the DRS· predicted .sli ghtly better 

than the WRMT at 23% of the cases) indicates that the 

subjects in  this study di d ·tend to com�rehend more of �he 

basal materi als after readi ng orally · than they did after 

reading si lently .' 

Further examination of · the data suggested that even i n  

cases where the DRS and WRMT placed students in  the same 

level basal material� the student · patter� of greater 

proficie�cy in  oral reading, as opposed to si lent reading_, 

held · true. In a review of cases in  which one test resulted 
. . 

. i n  fit and the other did . not, no defi niti ve · patterri emerge d 

, to· suggest that one test was more accurate in  placement than 

another. 

Finally, a subjecti ve decision was made on the· part of 

_the examiner that two of the students in  the study had 

reached·the frustration. point in  readi ng basal material even 
. . 

though the WRMT had indica� ed that they could be placed in · 
. . 

J . . 

even hi gher material . Testing- was di scontinued at that 

point and the higher levels judged nonf i t. This deci si on 

was made on . the basis · of percentage s.cores and observable 

behavior.  These cases indi cate that .the informal 
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inter�ct�o� between diagnostician and student is equally a� ­

important as the tests being a�rninistered, if not more so. 
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. CHAPTER V 

SUMMARY OF RESEARCH 

The purpose of this study was to examine the predictive 

value of the Diagnostic Reading Scales ' (DRS) and . the 

Woodcock Reading Mastery Tests (WRMT) on the instructional · 

level placement of fourth grade students in the 198 2 Ginn 

basal reading series. Three · specific questions were 

developed t o  guide the inquiry: 

I.- Is there a difference in the mean instruct"ional 

level. as predicted · by the . two tests on . a given 

grade level? 

II. Is ei ther test a more accurate predictor of oral 

reading success in a basal re ader on a given 

grade ·1 evel?. 

III·. When placed in materials on the instructional 

le�el predi6ted by the . respective tests, will the 

reader be more successf ul reading si lently? 

Six schools in the Knoxville .city School System were 

selected to participate in.the study. Within these schools, 

explanation letters and · permission forms were· distributed to 

fourth grade students and five students from each school 

were selected at random from the pool of students receiving. 

parental p�rmission to participate iri the study. 
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Data were gathered on each student in one morning 

session of approximately two hours. · The DRS · and the WRMT 

were admi nistered to . the 30 students and . instructional 

reading levels were obtained. On the · basis of the diagnosed 

instructional levels, the students were then given passages 

selected from the · .198 2 · Ginn Reading series. The students 

read a selection orally, . and orally answered compreh_ension 

questions asked by the examiner. The students then read a 

passage 
. . silently, and or·ally answered comprehension 

questions. If the instructional levels diagnosed by the DRS 

and ·the WRMT were the same, . t h� student read only one oral 

and · one silent · passage on a basal levei commensurate with 

that of the . diagnosed instructional level. . Students who 

received discrepant instructional level scores on the two 

tests read an oral and a silent · passage to correspond with 

each diagnos�d instructional level. 

Co:f1lpre�ension scores in percentages were u·sed as the 

criterion to determine "fit" or ·11 nonfit" between diagnosed 

instructional. level and basal pe rformance. A comprehension 

score of 75 % or greater · 6n questions sel� cted from the Ginn 

teachers' manuals indicated a case of "fit." That. is, the 

. c�iid could successfully read and understand . basal �aterial 

on that level. Comprehension scores · of less than . 75 % 

indicated cases of �' nonfit, " suggesting that · . the material 

might be too· difficult for the student. Analysis of data 
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included two�tail ed t-test· and graphic representation to 

answer question I ,  and· a comparison of percentages of cases 

. of fit and nonfit was empioyed to answer questions· II and 

III.· 

From the pres�nt analysis, the following findings 

became appare11:t: 

1. The· DRS instructional l evel place.a fourth ·grade 

children in appropriate basal reading material� only 43% of 

the time for orai reading instruction. 

2. The WRMT Total Reading Grade Score placed fourth 

grade children in suitable pasal reading .materials only 50% 

of the
.

time for or�l. reading instruction. 

3. The DRS placed _ children on an acceptable level in 

basal reading materials for silent reading instruction 23% 

of ·the time. l • 

4. The WRMT Total Reading Grade · Score only·. placed 

fourth grade children in appropriate basal reading materials 

for silent reading 2 0 %  of the time. 

5. A general comparison of means for the two tests did 

not r�veal a significant difference. That is, in approxi­

mately . S O %  of the cases examined the tests varied in their 

respective determinations· of instructional level by 0.5 

years of· greater. 

6 .  The students who . were placed in the same level 

basal· material by both the DRS and the WRMT also demon­

strated more cases of fit for oral reading than for silent 
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reading. · Four out of nine ca_ses fit the basal for oral 

re�ding, �nd only one out of nine cases· �it reading silen�ly 

in basal materials. 

: 7 -. · When the diagnosed instructional levels · were 

discrepant (and the lower lev'e1 resulted in ca s es· of fit 

whereas �h� higher level did not) ,· in five ·out . of · eight 

cases the DRS was more accurate than .the WRMT. Six out of 

nine cases were predicted more ac6urat�ly at a higher level 

by the WRMT. A combination of high and low accuracy of fit 

resulted in the
.
DRS · predicting cases of fit for 8 out 6f 17 

cases; with 9 out · of 17 cases being predicted . more 

accurately by . the WRMT. 

8 .  Six of the students in this study _obtained oral . .. . . .  

comprehension scores · in basal selections which increased 

attendantly as the level of difficulty of materials 

increased. In two of these cases (cases 17, 19) , " . silent _ 

reading comprehension also increased - as the level of 

difficulty 6f miterial increased. 

9. The study found that in some cases the subj ective 

decision of the examiner (on the · basis of observable 

b�haviors) overrode tbe d�agnostic infbrmatiori· indicated by 

the test. Testing was discontinued in two cases (cases 12, 
. . . 

20) _ . before a level that matched the diagnosed level on the 

WRMT was obta�ned, because the examiner j udged that the 

student had reached frustration level. · The subj ective 
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decision of · the examin�r ,  based upo1,1 observable behavior., 

overrode the diagnostic information availap i e  f rom the test. 

The decision to stop testing, and the ne� essity for 

establishi ng a level · of  cooperation before examination 

began, suggest t�at. a special r_elationshi p exists between 

clinician and student. · (The author felt that the informal 

interactions which establish th�s relationship may be just 

as valuable a source · o·f information as the technical data 

' from· the test.) 

Conclusions · 

- Based upon the . data examined in the . present study, the 
. .  

following conclusions are advanced: 

1. The DRS and. ·  the WRMT may not be ef fecti v� predic­

tors of instructional reading level for . Pl acement 

in a bas al reading series. 

2. Silent reading in . a basal reader. appears to be· more 

difficult for s ome fourth grade students than oral 

reading in the same level when comprehension 

perce�tages are used as the basi� . f o� evaluation. 

3. The three read� ng levels�-independent, instruc­

tional, arid . 1rustration--may not be hierarchical in 

nature as a�sumed at the outset of �his· study. 

4 .  The informal interaction between clinician and 

student is equally as important to the diagnostic 
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process as the validity of formal empirical 

measures. 

Discussion 

The percentages of fit and nonfit found in 'the _present 

study indicate that the DRS and the WRMT may be· highly 

fallible in · their instructional level placemer:it for basal 

reading series • . This leads to serious concerns if we 

consider the position of the child in the - educational 

process when the decision is made to administer individu­

alized. diagnostic reading tests. The child who is. referred 

· to a reading specialist . has probably tested below grade 

level in reading on group administered standardized s�rvey 

tests. Combined with lower ·scores on a group tes1:7-, either 

parental or teacher concerns (or both) about the 1 • child ' s · 

lack of progress in the classroom have resulted · .in the 

c6nsultation with � reading speciali$t. In other �or�s, the 

instru�tional program cu;rently in operation has failea- the 

child, and an additional, ·more comple:te, diagnostic profile 

is indicated. Although the diagnostic b_attery · includes a 

number of measures, . the designation ·of reading levels will 

be a key part of it. · 

The assumption inherent in the reading levels is that 

material which is too . difficult will be detrimental to 

learning. The results of the present, study indicate that 
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the phild could easily be · placed in an instructional program 

that is not conducive to learning, and i ndeed may even be 

harmful to the reading process .. The chances of this 

occurr-ing are · greatly expanded if the teacher trusts the 

test . ·scores · completely, as opposed to viewing them as 

ballpark figures tha t ·ma� indicate a place to start planning 

an instructional program. 

Grade level scores which place children in materials 

tha t. seem to make them· struggle should be adjusted, and 

easier materials· should be incorpora ted into the program as 

soon as the struggle becomes ob.viously. frustrating. Perhaps 

a point to remember here is this: . in the learning process, 

one of the most · crucial factprs is simpl� the huma n 

relationship between st�dent and te.acher; · and this .unique 

relationship does not always lend its elf to empirical · 

analysis� 
. . . . 

Psych�logist and . hemispheric researcher, " . Robert 

Ornstein, · in The Mind Field, defined intuition as " knowledge 

without r�course ; to · inference" (Ornstein, 1 9 78 ,  p. 4 5 )  -and 

it is this . kind of " intuition" or " informal· teacher 

appraisal" that can complement the use of diagnostic test� 

as the teacher tries to  assess accurately the student' s 

. reading . level. This · viewpoint . also has its . support among 

reading authorities: 

There is no doubt in · my mind that i�formal 
teacher apprai� al in every subject and in every 
grade is the ideal approach· to · the continuous 
problem of ascertaini ng instructional l� vels. 
( Batel, 1 9 6 7, p. · 3 )  
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Alexander ( .1 983� has made a similar point regarding the 

informal assessment of students' reading attitudes: · "Many 

· gobd t�achers assess attitudes. informally . . .  and at times 

- intuitively �nd pretty much .uncbnsciously" (Al�xander, 1 983 , 

p.· 3 61 ) . The teacher' s· determination of how hard a child is 

having to . struggle is riot. open to numerical determination. 

The testing sessions · conducted fbr the present study· made it 

obvious that in the one-on-one testing sessions, the 

informal inteiacti6n ocicurring between clin�cian and student 

was of paramount ' importance - to the . diagnostic process. 

Teachers must be using · similar observational · cues in the 

classroom to make the multitude of decisions re-lated to 

children ' s  educational programs day · by day. Exactly what 

these cues are and
.

how teachers and' diagnosticians i nterpret 

· them is unclear. ·The present study did not se·t :' out to 

investigate these variables·: however, · their importance 

increased as testing and analysis of · data cas:t doubt upon 

the instructional level scores · · of the two . tests. In 

retrospect, the author believes that _ possible cues· may have 

included physical movement patterns, the amount of verbal 

interaction the child was willing to engage in,· intonation 

or lack of it in oral reading, eye contact, and moments of. 

�aughter. 

The teacher' s ·pe:r;ception of such clues need not be 

conscious in order to be effectively used in the process of 
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. instruction. I ndeed, many experiE:nced .teachers may uncon-

sciously pick up on these cues and _incorporate them into 

appropriate teaching strategies. However, the effective 

teacher shouid be open .to the modification of his or her 

unconscious · perc�ptio:n of · cues, . if these perception·s run 

counter to test results. · In this case , the .. teacher should 

examine both .subjectiye perceptions and objective tests for · 

the possibility of bias or error. 

The DRS and the WRMT . also diagnosed reading instruc­

tional levels of O .  5 years apart or greater.· As rioted by 

Kender. (1968 )  and dis cus sed in Chapter II, the difference of 

one-half grade level. in pi acement may be detrimental to some 

students--particularly· students already experi encing 

difficulty with processing print. � owever, placement this 

close should facilit�te . diagnostic teaching--simply · giving. 

the teac�er or tutor a closer ballpark figure with which to 

begin planning. The teacher or tutor incdrpo�ating : silent 

rea<;].ing in the program shoul d  consider lowering grade level. 

materials at the · outset if ' planning is based on the DRS or 

the WRMT • . 

Although the instructional grade level scores are 
. 

\ questionable, as this·study indicates, the teacher must have 

some . indication of .where to begin placing children, . 

particularly if her prior strategies have failed. T�e key 

factor to remember is that these test scores are not etched 
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in  stone, but are· best viewed as estimates · which might 

impl ement the placement of students. 

A pl ausibl e explanation for the �eficiency in predic­

tive value of the two tes ts may be that the as sumption of 

hierarchical order· in .the three reading levels is erroneous. 

Both the DRS · .and the WRMT assume · that the instructional 

reading �eve! is pa�t of. a set relationship, paralleling the 

frustration and independent . levels. Powell has stated, 

" Supposedly, these would be in hierarchical order in 

r�lationship to the di �ficulty of ·the mat�rials " 

(Powell, 1970 , p. 3 ) . A faulty theoretical assumpt_ion may 

permeate the learning ·. theory inherent in the three reading 

levels, as well as the construction of the tests. 

If there is no hierarchical order to ·the readi�g levels. 

this factor may indicate the need f or an adjustment in the 

notion. of instr�ctional reading level as a theoretical 
. ' 

construct. A definition of instructional reading level as 

the optimum learning point suggests that if learning is 

· taking place, an instructional level has been diagnosed in 

some manner. The review of the literature and results · of 

this study have suggested the . formulation of a diagnostic 

model proposing three possible ways in . which the level is 

determined: (1) formal empirical. diagnosis; (2 ) informal 

teacher diagnosis ·and (3) intrinsic (or self) diagnosis. 
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The ultimate level of . efficiency in the learning . 

process would occur · when the fluent reader ts capable of 

directing his 6wn learning and choosing understandable aids 

to do so. The adv�ntage to self-diag�osis ·is that a person 

knows what · he wants to learn and (without the aid of 

testing) · can determine the· most appropriate materials to 

help him achieve his purpose. The highest . level of this 

model, i. e. , the ·level of intrinsic (or self) . diagnosis � is 

probably most applicable_ �o the fluent reader. 

· The child who is learni�g to read is significantly 
I 

affected by . the . remaining two components of the diagnostic 

process model. An integral part of schooling will be 

comprised of formal empirical diagnosi� a�d informal teacher 

diagnosis. - The trends· in this study indicate that an 

overreliance on any �ne component of the diagnostic • process 

can be detrimental to the learning process of the :. child. 

Pl�cemetit in ma�erial which is too difficult leads tp 

frustration and inhibits learning. 

The' widespre�d use of formal empiric�! diagnosis is 

( for good or ill) a fact of life in American culture. All 

educators may not be enamored with the dependence upon 

numerical measures, .· bu"t: the harsh reality is that in recent 

years political accountability and public opinion have 

increasingly forced more emphasi s upon formal ·empirical 

diagnosis--as public concern mounts regarding children with 

reading p·roblems, and functionally · illiterate adults. 
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The empirical diagnostic process . is not devoid of 

value. Careful and openminded test interpretation can be a 

valuable part of . a child's educational program. Group 

standardized test scores · largely ignore the significance of 

teacher j udgment, observable student behavior, or student 

coope�ation. The DRS and the WRMT ·are at least ·administered 

individuilly, and some human contact is present between 

diagnostician and studen't. However, in the opinion of this 

author, effective diagnosis .is hampered, if not rendered 

impossible, when the balance between formal empirical 

diagnosis and informal teacher dtagnosis . is not pre�erved. 

The instruments that we have surely need improving, and · we 

also need to expl ore new ways of assessing the reading 

abilities o·f children. 

Recommendations for Further Research 

The - review of literature and results of the present 

study · have indicated several p ossibl e directions f or further 

research in this area. First, similar research on the WRMT 

and the DRS might be valuable . if repeate d with larger 

samples of children, carr·ied over a range of grade levels 

and utilizing _ a variety of different basal reading series. 

Given the rapid developmental changes that children _undergo 

in elementary school, a pa�tern that is evident for fourth 

grade st:udents may .vary, given the diversity in · published 
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materials, and the structure · of different basal reading 

series .. 

Second, upon determination of the instructional reading 

level of a child by either the DRS or the WRMT, a child 

should be placed in the · matching basal . level and his 

perfo�mance in· that material should . be ob served over time . 

·Detailed case studies · of a number of children at v·arious 

grade levels should provide valuable guidance for both test 

validation a.nd the diagnostic interpretations of .individu­

alized test batteries . 

Third,' further research with children .should explore 

the amount of gain obtained by children at various percent­

age levels of comprehension. Does the child who understands 

7 5 %  of the material read really progres s  with m·ore effi­

ciency than the child who only understands 6 0 %, or the child 

who maintains comprehension scores . of 80 % or · · better? 

Results of the present study have . implied that the three 

· reading levels may . not be hierarchical. Longitudinal 

clas sroom studies of the v��ious comprehension percentage 

levels in grade level materials could help to improve the 

· empirical criteria. employed in forma� diagnostic measures. 

Fourth, les s numerically . dependent. diagnostic fram·e­

works for . instructional level interpretation need to be 

developed . and researched . Other than the initial establish­

ment of rapport, the attitude, interest, and· affective 
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factors· relating to the child are conspicuously abs�nt · from 

standardized ' testing 

diagnostic instruments. 

instruments, . even individualized 

The · present study has suggested 

that vi luable inform�tion can be· gained in a testing session 

by other than empirical . means. For example, the present 

study has concluded that informal interaction between 

clinician and ·student is equally as important to the 

diagnostic process as· the _ product of formal empirical 

measures. Future research needs to concentrate on the 

relationship between clinici�n and child
. 

in. di agnostic 

testing. Several specifi� variables should. be examined, 

including physical setting, body language, eye contact, 

verbal interaction, and pacing of �essioi. Initi a l  research 

should also examine the effects of these variables on time 

spent administering formal tests, length of breaks during a 

diagnostic procedure., transition from task to tas k, and 

degree of cooperation between student and examiner. 

Fifth, a study should be designed· to compare t he f ormal 

· diagnostic · instructional levels determined by testing 

instruments to the instructional levels obtai ned by· subtle 

behavioral cues · perceive d by the teacher. It would be 

i�teresting to see which. levels pro�ed to be more valuable 

over three to .four weeks of i_nstruction .. The · review of 

literature has suggested that teacher placement �f children 

is often inaccurate. An inherent question in this study is 
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whether teachers can place children more accurately ( 50% of 

the . time for oral read_ing instruction and 2 0 % of the time 

for silent reading i�struction) than the DRS and the WRM T. 

Sixth, long range observation of classroom instruc­

tional practices in the use of oral and silent re ading is 

needed in an attempt ·to . explain the ·markedly fewer cases in 

the pres�nt study of . . fit for oral than for silerit reading. 

The �ominant mode of classroom .instruction may account for 

the lac k  of silent readi·ng profici enc y. Children in the 

fourth grade _ may · n�t have transferred their readin9 skills 

to m aterial read si lently. 

Hopefully, the present research, though limited in 

s<?ope, has illuminated · s ome of - the limitations of the DRS. 

and the WRMT. If. so, then accurate diagnosis of c�ildren' s 

instructional reading· levels can be enhan6ed by less 

dependence upon grade level scores which are nu merical 

estimates at best. Formal empirical measures· should . 

complement the ins tructional program of . the chil d- -not · 

dictate it. 
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APPENDIX A 

STUDENT RECORD SHEETS FOR BASAL READING PASSAGES 

AND QUESTIONS USED IN THE STUDY 

NOTE : Asteri sks 
selected 
manuals. 
questions 
analyzing 
used. 

(* ) · in Appendix A indicate questions 
f rom the Ginn Reading Series teachers 

Other questions were supplemental 
written by the author. For purposes of 
data , only the starred questions were 
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Clymer , Theodore ,  and Venezky , Richard L .  The Ginn Reading Program. 
Lexington , Mass . :  Ginn and Company , 1982 . 

LEVEL OF TEXT 

Kindergarten 

Level 1--Readiness 

Level · 2--Preprimer 

Level · 3--Preprimer 

Level 4--Preprimer 

Level 5--Primer of 

Level 6--1 
2 

Level 7--2 1 

Level 8--2 2 

Level · 1  9--3 
. 2 Level 10-;...3 

Level 11--.4 

Level 12-�5 

Level 13--6 

Level 14--7 

Level 15--8 

1 

2 · 

3 

11 

TITLE . OF TEXT 

,Animal Crackers ,  or 
Animal Crackers Kit 

One Potato , Two 

Little Dog Laughed 

Fish and Not Fish 

Inside My Hat 

Birds Fly� Bears Don ' t  

Across the ·�ence 

Glad to Meet ' You 

Give Me a Clue 

Mystery Sneaker 

Ten Times Rourid · 

Barefoot Island 

Ride the Sunrise 

Flights of Color 

Green Salad Seasons 

Chains o.f Light 



1 28 

'Clymer , Theodore , and Richard . L .  Venezky . The Ginn Reading Program. 
Lexington : Ginn and Company , 1982 . 

TITLE OF TEXT AUTHOR AND STORY TITLE 

Little Dog Laughed "The Play Van , " . pp . 24-2 7 .  
"A Bell for the Cat , "  pp . 41-45 .-

Fish and Not Fish "Ana and _the Whale , "  pp . 10-13 . 
"Bread to Eat , " pp . 49-SL 

Inside My Hat . "The Bone in the -Water , " pp . 21...; 23 . 
"Race Day , " pp . 39-41 . 

Birds Fly , · Bears Don ' t  Stephen Elliot , " A  Fish Out · of Water /' 
pp .  8-11 . 

Miriam Cohen , "Finders Keepers , "  pp . 26-27 •. 

Across the · Fence · Arnold Lobel ,  "A- New House , "  pp . 68-?1 .  
Elaine Marcell , "Hello I s  Something You Can 

show , " pp . 100-102 . 

Glad to Meet You . Betty Baker,  "Helping , "  pp . · 170-1 72 . 
Bernice Myers , "Not Thi� Bear ! , "  pp . 184-186 . 

Give Me a Clue Aesop Fable , · retold., "The Vain Bii::d and the 
Peacock Feathers , "  pp � 129-131 . 

Ali;ki , · "Corn I s  Maize , "  pp . 1 57-1 59 . i ·  

Mystery Sneaker John ·H .  Noble , "Alvin ' s  Masterpiece , "  -pp . 2 24-

Ten Times Round 

Barefoot Island 

226 . 
Jane F .  Benoist , "A Special Pocket , "  pp . 264-

266 . 

David R .  Collins , "Linda Richards , "  pp . 2 27-
229 . 

Martha Goldberg , "The Clay Horse , "  pp . 187-188 . 

James Kruss ,  "The Story . of Pepe the Clowi:i , II 

pp . 72-74 . 
Eiizabeth Witheridge , "Dead End Bl;.uff , "  pp . 10-

12 . 
James Baldwin , "How the Spider Came to Be , "  

pp . 298-300 . 
Astrid Lindgren , "Pippi Finds a Spink , "  

pp . 328-330 . 
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Flights of Color 

Green Salad Seasons 

Chains of Light 
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Helen Sattler , "Weather Wisdom, " pp . 137-138 . 
Jean Craighead George , "Coyote in the City , "  

pp . 148-150 . 
Ruth Manning-Sanders , '-'Oona Outwits the Giant , "  

pp . 398-401 . 
Bruce Lewis , .'' 8'."'"4-2- 1 , "  pp . 418-419 • 

. Richard B .  Lyttle , "The Remarkable Education of 
Laura Bridgman , "  pp . 76-78 . 

Harriet QUimby , "An American . Woman ' s  Daring 
Exploit , "  pp . 4 7-48 . 

Sid Fleischman , "How to Become a Magician , "  
pp . 360-362 . 

Dorothy and Thomas Hoobler , "Photographing 
History , "  pp . 432-434 . 

David Sumner , "River Madness , "  p .  9 2 .  
Edward Rager , "Crying Willow , "  pp . 145-146 . 
Mona· .Gardner , "The Dinner Party , "  pp . �90-3 91 . 
Heywood Broun , · "The Fifty-First ·Dragon ,· " 

p .  3 7 3 . 

Jean Craighead George , "Return of a Vanishing . 
American , "  pp . 115-116 . 

Joan Aiken , "All You ' ve Ever Wanted , "  pp . 185-
186 . 

Louise Engdahl , "The Light , "  p .  · 388 . 
Jean McCord , "Where the Aurochs 

pp . · 428-429 . 
'Lingered , "  

·· ' 
\ 
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GINN KEY TO QUESTION CLASSIFICATIONS 

L = Literal 

I = Inferential 

E = - Experiential 

D = Details 

SD = Supporting De.tails 

MI = Main Idea 

s = Sequence 

CE = Cause/Effect 

CM = Compariso� 

R = Referents 

PO = Pregicting outcomes 

DC � Drawing Conclusions 

·cH = ·Character 

RF = Reality/Fantasy 

AP · ·= Authors Purpose 

FO = Fact/9pinion 

FL = Figurative Language 

Literal meanings ·are explicitly 
stated in_ the text , and the 
question-answer relationship is 
cued directly by the text • . 

Inferential meanings are available 
in the text , but the question­
answer relationship is not cued 
directly by the �ext . These require 
text-based inferences .  

Experiential ·meanings must be 
gene�ated by the reader .  They are 
based on the reader ' s  prior · 
knowledge or opinion . ..1� , 

Teachers Manual :  Little Dog Laughed . Lexington , Mass . :  Ginn Reading 
Program, Ginn and Co . , 1982 . 



STUDENT 

DATE 

13 1 · 

. 1 ORAL · - PP 
"The Play Van" 

by Theodore Clymer 
and Richard L. Venezky 

pp. 24-27 

Motivation: Do you know what a play van .i s? Read the story 
to find out about the play van. 

Comprehension: 

"Here' s the van !  

' Here' s the play van! " 

"She is good! 

And he is good. 

He  is good with the ball." 

"Look ! 

Here' s a ball. 

Corne and. get it. 

Can you play · with . the ball?" 

"She is good. 

_ And he is good • 

. L ook at Ken! 

He  can not play· wi th the ball." 

' 
:_ 

1. What has · j ust · arrived at the beginning of the 
story? (I : the pl�y van) 

* 2. What · do · you think will happen now that the play van 
has arrived? (I -DC, PO: The clown will put on a 
show of some kind) 
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* 3 �  Do you think it will be a seri ous show - or one · for 
fun?  ( I ,  E-DC; one for fun) � 

* 4. What does the clown mean when he says, "Come and 
get it? " ( I -DC; take the ball) 

* 5 .  What is meant by 'the word it? ( I -DC,  R; the ball) 
. . 

* 6 • What does the c lawn want Ken to do? 
the ball and try to bala_nce it) 

( I -DC; take· 

7. · The story sa ys that someone can not play with the 
ball. Who can not play wi th the ball? ( L; Ken) 

. · t  
I '• 



STUDENT 

DATE 

133 

SILENT :... PPl 

"A B ell f or the Cat" 
pp. 4 1-4 5 

Motivation : · n o· you have a cat? There is a cat in this 
story. Read the story to learn about the cat 
and the. mi ce. 

"Look! It is good. " 

"Look ! 
. The cat is in here! 

· She can get · us! 
Run ! " 

"The cat can get us. 
We can not play. 
We can not work . 
We run and run. �· 

"Can we get the cat to run?" 

"We can not get the cat to run . 
The cat can get us to run ! "  

"Can we �et a bell f or the cat?" 

"Good ! 
A bell for the cat is good. 
A cat with a bell can not get us! " 

Comprehension: 

. , 
\ ' 

* 1. What w�s the mouse talkin g : about when it said, "It 
is  good?" (I-D, QC, R; the food) 

* 2. What do you �hink the mice are going to do? (I-PO; 
eat the food) 

3 .  What makes the mice run ? (I; the cat) 

* 4 . What might happen to the. mice . if they don't run? 
(I-CE; The cat might catch and eat them) · 

* 5 .  
' 

What two thing·s does the cat prevent the mice from 
doing? (L-D; playing and working) 
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6 .  Did the mice try to get the cat to run? H ow do· you 
kµow? (L; No. The. story says "We can not g et the 
cat to run. The cat can get us to run ! " )  

7. What did the mice decide to· do · about the cat? (I; 
Get the cat a bell) . 

* 8 .  Why wouldn ' t' a cat . with a bell be able to catch the · 
mice·? (I-DC, CE; The mice would hear the bell 
ringing whenever the cat was around, and they could 

. run and hide) 

·,. t 
l ,  
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STUDENT _______ ORAL - PP2 

"Ana and the Whale" 
DATE ________ pp. 10-13 

Motivation: There are �ome parks where you can .. go to see 
really big fish in tariks. Re ad this story to 
find out about Beth and Sara' s . v.is i t· to the 
park . • 

"I can see, " said Sara. 

�eth, · can you see ? "  

"I can s e e  the whale, " said Be th. 

Comprehension 

Look at the whale, · Sara! . 

See the man . on . the whale ! "  

"Look at the big fish ! " said. Jim. 

"It is not a fish! " said Ken. 

"It is a whale. 

Look at the big whale eat the . fis h." 

"Look at the whale ! ". said Beth. 

"Will the big whale ge t �na? 

Will it eat Ana? " 

"The whale will not eat Ana, " said Sara. 

"It will eat a fish� " 

. � 1. What could Sara See ? 
whale. in it) 

(I-D; DC; the tank with the 



136 

* 2. What · did Sara ask Beth? 
see ? ") 

(L-D: "B� th, can you 

* 3 .  Bes ides the �hale, what did �eth see?  (L-D; a man) 

· *4. What was . ·the man doing? - (L-D : . r��ing on the whale ) 

* 5. What word did Jim use to name · the animal in the 
water? (L-D: fish) 

* 6 � What did Ken· say to correct Jim? (L-D: "it is not 
a fish ! ") 

* 7. Was Sara as · worried about Ana as Beth was? (I-DC; 
no) 

* 8. What did she say that helped you know this? (L-D; 
"the whale . will not e at Ana") 

· '  
l 
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STUDENT. SILENT - PP2 

"Bread to Eat" 
pp. 49-51 

--------

DATE 

Motivation: · Have you ever been to a bakery? These children 
and �heir teacher are going to a bakery. Read 
this story to find 6ut about. thei� trip to the 
bakery. 

"W� have come to see your work, " she said. 
We have come to see you make bread." 

"Corne in " the man said. , 

"Here is where we make the dough, " 
said the man. 

"We mix and mix to make the dough." 

"Do you need w�ter in the· dough?" 
said Ken. 

"We do, � said the man. 

"What is t�e dough here for, " said Beth. 

"It has to· get big now, ". said the man. · 
"The dough will �ake a big ball." , . 

Comprehension: 

. * 1. Who is speaking? (I-DC: the teac�ei) 

.* 2 . Whom · is she [ the teacher] speaking to? 
baker) 

(I-DC: the 

* 3. Why have the children come with their teacher to . 
. the bakery? ( I-D ,  DC, MI: to see how bread is 
made) 

4. What must the baker do  to make the dough? 
and mix) 

(L: mix 

5 .  What did Ken ask the baker? (L: "Do you need water 
in the dough?" 

6 �  What· else do you think the baker puts into the 
dough? (I--E: flour, salt) 



138 

* 7. Why, do you think, did Beth want to know what was 
· happening to the dough? ( I ..;.DC; She was curious; 
·she wanted to· learn as ·much as she could. ) 

*8.. Do the workers make the· bread before or after ·the 
dough gets big ? (I-S; after) · 



STUDENT 

DATE 

Motivation: 

139 

ORAL - PP2 

"The B one in the Water" 
pp. 2 1-23 

S ometimes, if you just keep your eyes open, 
you' ll find something nice. Read this story to 
find out about the dog and his walk. 

"I will go out, " the dog thought. 

"I will see what I can see." 

What will the dog see? 

What do you see here? 

"What a good bone! " the dog thought. 

"T�is . is some bone! 

I ' ll get th�s big bone.� 

And he did. 

"What is this?" thought the dog. 

"I see a dog with a big, big bone. 

This little bone I have is not go·oa. 

I ' ll drop it. 

Then I 'll get the bone in the wate r." 

··} .. 

Comprehension: 

1. Why did the dog think he would go 6ut? (I � to see 
what he could see) 

* 2 . What words does the dog use to describe the bone? 
(L-D � good, big, "some bone") 
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3. What did the dog · mean when he thought "This is some 
bone! " ( I: a really good bone) 

* 4 .  Do you think the dog was happy when it saw the 
bone? ( � -DC: yes) 

5. What did the dog see in the water? ( L: a dog with 
a big bone.) 

* 6 .  Did . the dog realize it was looking at its reflec­
tion? ( I-DC: No, it thought it was seeing a re�l 
dog in the water.) 

*7. Which· bone did the dog like better, the one in its 
-mouth or the one in the water? ( I-"oc : the one in 
the water ) 

* 8. What did the dog decide to do when it saw the bone 
in the water? ( K-MI : drop its own bone and get the 
one in the water) 

' 1  • 
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STUDENT _______ SILENT - PP3 

"Race Day" 
DATE _________ pp . 3 9 - 4 1  

Motivation: A special day is coming up for Ana and her Dad. 
Read the story to find out about Ana . and the. · 
special. day. 

"Can you read that, Ana? ". asked D�d. 

"I can . read it, " said Ana. 
"There is a race! 

Can we go to the race? " 

"We' ll go to the race, " Dad said. 

"What a day for a race! " said . Jim. 
"It looks like a good race day. 

I call thi-s a day "for wheels. 
What are you going to race on? 

"I have a bike, " ·said Ken. 
-" I ' ll race in the bike race. 
D o  you see where I have to go? "· 

Comprehension: 

1. What did Ana' s Dad ask her? (L; if she could read 
something)" 

2. · What did Ana read? (L; a sign_ that said RACE DAY 
TODAY ) [ must include the idea of a race] 

* 3 . Ho� do  you thi nk Ana felt when she read the p�st�r? 
(I-DC; excited) 

* 4. What tells you that Ana was excited? (L-D; the 
exclamation · mark at the end of the s� ntence; the 
fact that she wanted . to go to the race) 

* 5. D o  you think Jim was excited ·about· the races? 
. (I-DC; yes). 

* 6 . What do you think Jim meant when he said, " I  call 
thi� a day for wheels"? · (r-MI; a good da� . to ride· 
a bike or other wheeled things) 
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7 .  Who was going to ride in the race? · ( L i  Ken ) 

. 8. · What was Ken going to ride ·in the race? 
bike) 

( L i  his 
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STUDENT _______ ORAL - P ( l
l ) 

"A Fish Out of Water" 
DATE _________ by Stephen Elliot 

pp. 8 -11 

Motivation: How would a fish out of water feel? Read the 
story to find out about one particular fish out 
of water . 

. What do you like to do on a 
beautiful day? I. like to go 
swimming. I am good at swi�ing. 
Dad and Mom say I look like a fi sh 
in the water. 

Yesterday was not a beautiful 
day. Yesterday . was not a good · day 
for swimming. 

"You are like a fish out of 
water, ". said Dad. "What are you 
go'ing to do?" 

"You will see, " ·I said. 
"Dad, you can come in now , " I 

said. I made . some fish. This is 
a cat fish • . I made another fish. 
It is a dog fish. Here is another 
f ish. This is a pig fish. " 

"I see, " said Dad. "You made · "i'. 
some fish out of water. I will 
make another fish. " 

"Dad , what fish will you 
make?" I asked. 

"Y ou will see, " said Dad. 
Yesterday was a beautiful. day 

for this fish out of water. 

Comprehension: . 

* 1 � What does. the girl like to do on a beautiful day? 
(I-D; go swimming) 

* 2. Is she a good swimmer? (L�D; yes) 

* 3 .  What do you think her mother and father mean when 
they say that she looks like a fish in the water? 
(I, E-DC; She can swim as well as a . fish) 

*4. What problem does the girl have? (I-MI; She can't 
go swimming. ) 
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*5 .  Why can' t she go s wimming? (I-D, CE; The weather 
is .not -good .for s wimming. ·) 

* 6 . What does the girl' s father mean · when · he says that 
s he looks like "a fis h out of water?" (I, E-DC; She 
doesn ' t  look happy to be out of the water. )  

* 7. What do you think the girl is . going to do? 
(I, E-PO; Ans wers will vary, but s hould · include the · 
idea that she will find s omething to do · indoors 
becaus e the weather is bad . ) 

*8 . What did the girl do when she realized s he. could 
not go s wimming? (L, I-D, DC; She made pictures of 
mak�- believe, or , s illy, fish. ) 

* 9 .  What three kinds of 'fish did the girl make? · (K-D; 
a cat fis h, a · dog fis h, and a pig fish) 

* 10 .  What did the girl say about her day out of the 
water? · ( L-D; it was a beautiful day) 
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STUDENT _______ SILENT - P ( 11 ) 
"Finders Keepers" 

DATE __________ by Miriam Cohen 
pp. 2 6 - 2 7  

Motivation: Finding something can be very exciting, but · it 
can also lead to trouble. Read this �tory to 
find out about Sammy a.nd Carlos . and the trouble 
they had over a ball. 

"Look what I. found! " Carlos said. "I 
found this big beautiful ball ! ". 

Jeff said, "L6ok what Carlos found! " 

Sammy said, "Carlos, that is not your 
ball. It is my ball. I lost it yester­
d�y." 

. " i  found thi� ball, " · said Carlos. 
"It is my . ball now ! "  

"Finders Keepers, " said Carlos. 

"My dad gave · that ball to me, " said 
Sammy. "I want it back ! "  

' 
l '  

"Maybe you lost another ball, " Carlos 
said� 

Jeff said to Sammy, "Finders Keepers. 
·Losers Weepers." Sammy. was crying. 

"Sammy, is this your ball? " asked 
Julia. 

1' Yes ! " · said Sammy. 

"Carlos·, is this your ball? " asked 
Julia. 

"Yes! " said Carlos. 

Carlos said, "My grandma gave me . a 
ball. It looked like this ball. I · lost 
the ball at my grandma ' s house. Maybe my 
ball rolled here from my grandma' s. house! "  
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Carlos said, "My dog can find the way 
home. She can · find the way home from my 
grandma' s house. " 

"Yes, she can·. "  
bal l is riot a dog . 
way home?" . 

Jul ia said. "But a 
Can a bal 1 find the 

Comp.rehension: 

* 1 .  What doe-s Sammy say about . the ball that Carlos 
· finds? (L-D: that it

. 
is his ball) 

* 2. · .Why �oes Carlos think that the ball should be his? 
(I-CE: · because, he found it) 

* 3. Why does Sammy think that the ball should be his? 
. (I-CE: because he had it before Carlos) 

* 4. What does "Finder� Keepers, Losers Weepers" mean? 
(I, E-DC : The person who f inds . something can keep 
it. The person . who loses something is out of 
luck.) 

* 5. Who · do you think would. agree with "Finders Keepers, 
Losers Weepers� ? (I, - E-DC: Carlos) 

, 
l 

* 6 . Why? (I, E-CE, DC : · because he wants to keep the 
ball) 

* 7. Who do you think would 
Keepers, · .Losers Weepers"? 

no"t agree with "Finders 
(I, E-DC : Sammy) 

* 8 .  What reason does Carlos give for thinking that the 
ball is his? (L-D: His gr·andmother qave him a ball 
like this one. He lost it at her house. It may 
have rolled to the schoolyard from her house.) . 

. . 

* 9. What does Julia ask Carlos? (I-D: Can a ball find 
. the way home?) 

* 1 0. Why doesn' t. Carlos' s story make sense? 
ball could not f ind its way to Carlos. )  

(I-CE : A 
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STUDENT _______ ORAL - 1 2 

"A ·New House" 
DATE _________ by Arnold Lobel 

pp � 68-7 1 

Motivation: Grasshopper and Worm are having tr·oubles . Read 
this story to · find out' about· the trouble · 
they ' re having ·. 

The road went up a steep hill . Grasshopper 
· climbed. to the top . He found a big apply lyirig on 
the · ground . "I will have my lunch, " said 
Grasshopper . He ate a big bite of the apple. 

"Look what you did ! "  said a worm, who lived 
in the apple. "You have made ·a· .hole in iny roof ! "  . 

"It is not nice to eat a person ' s  house, " 
said the worm. · · 

"I am sorry, " · said Grasshopper. 
Just then the apple began to roll down the 

road. 
. . "Stop me ! Catch me ! "  cried the worm . The 

apple was rolling faster and faster . 
"Help, my head is bumping on the walls ! _My 

dishes are falling ! "  ciied the worm . 
Grasshopper ran after the apple. 
"Everything is a mess in her·e ! " cried 'the 

worm . "My bathtub is in the living room. My bed 
is in the kitchen ! "  

Comprehension: 

* 1 .  What four things does Grasshopper do? ( L-D ; He 
climbs to the top of the road, finds an apple, 
decides -to have the apple for lunch, and takes a 
bite out of it . )  [accept any two of the four] 

* 2 .  How do you · think the worm was probably · feeling? 
( I ·, · E-DC ; surprised ; angry) 

. * 3. What does the worm want Grasshopper to do ? 
stop the apple from !olling and catch him) 

(I-D ; 

* 4 . Does the apple stop rolling? 
and rolls. ) 

(L�D ; No, it rolls 

* 5 .  What is happening to the worm inside the apple? 
(L-D ; He is bumping his head on the walls, and his 
dishes are falling . )  
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* 6. Where is the wo·rm' s bathtub? 
room) 

* 7. Where s hould it have been? 
bathroom) 

(L-D: in the ·living 

(I, ' E-D: in the 

* 8. Where is  ·the worm' s bed? : (L-D: in the kitch�n)  

* 9. Where s hould the bed have been? · (I, · E-D : in the· 
bedroom) 

* 10 . Which sentence tells you what the worm ' s home is 
like? (I: "It is a mes s in here! ") 
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STUDENT _______ SILENT - 1 2 . 

"Hello Is Something Y ou Can Show". 
DATE _________ by . Elaine Marcell 

pp. 100 -102 

Motivation1 Lee' s moth�r and father have her wondering 
about something a whole lot. Read the stor y 
about Lee and- what she' s curious about. 

Lee' s mom told her she would get a surprise 
tomorrow. . . 

"I don' t know · if I want a surprise, " s·aid 
Lee. · "It ' s  so hard to wait for one." 

"Maybe you can guess what it is, " said Dad. 
Lee thought hard. · Then she asked, "Will 

grandma come· to stay for a while? " 
"No, " said pad. "Guess again." 
"Is it a new toy for the yard? " asked Lee • 

. ".No, " said. Mom. "It' s not a toy." 
"I know, " said Lee.. "It's a frog. Tomorrow 

· we' ll go into the woods t6 find o�e." 
Dad and mom . said, "No! � 

Tomorr ow came. Lee ran into the kitchen. 
She looked everywhere. "Where is my surpris�? "  
she asked. 

Mom told Lee to look out the window. 
� Someone is walking across the yard with 

Dad, " said Lee. 
"That ' s  Lucia, " said Mom. 

Comprehension: 

* 1. What will Lee get? _ (L-D; a surprise) 

* 2. When will Lee get her . surprise? (L-D; tomorrow) 

* 3. Why doesn't Lee know · if she wants a surprise? 
(I-CE; It is hard to wait.) 

* 4. What · is the first thing that Lee thinks the · · 
surprise might be? (L-S; Grandma coming to visit) 

* 5 .  I� that the, surprise? . (L-D ; no) 

* 6·. How do you know? (L-D ; Dad says so) 
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*.7 .  What are Lee ' s other gue s se s ?  . ( L-D ; a toy . and · a 
. frog ) 

* 8  • . I s  e i the r o f  the se gue s se s correct ?  ( L-D ; no ) 

* 9 . Whe-re i s  Lee ' s  surpr i se ?  
y a rd )  

( I -DC ; out s ide i n  the 

* 10. Who te l ls Lee where the s urpr i se i s ?  ( L-D ; Morn) 
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STUDENT _______ ORAL - 2 l 

. ·"He lping" 
DATE . by Betty Baker 

pp . 1 70 - 1  7 2  

Moti vat.ion : Can a coyote and a badger be partner s ?  Read 
thi s story tq · f ind out about the partner ship 
between Badger and Coyote . 

Long ago · when the world was new , Badger was 
putting stars  in the sky . The bag o f  stars wa·s 
big and lumpy . The · ladder was lo�g , but Badger 
was very strong . · He · was neat . He · put out the 
stars in the right order . 

Coyote was s inging to the new· moon . Badger 
. went by , ·pul l ing the bag and the long ladder . 
Coyote said , " Is there something to eat · in that 
bag ? "  

i'No ! " said Badger . " I  am nqt going to eat 
now . There wi l l  be a dance when I am f in ished . I 
wil l  e at then . " 

" I  wi l l  go to the dance with you , "  said 
Coyote . 

Badger �aid , " On ly those who he lp wi l l  go to 
the ·dance . " 

Coyote did not want to he lp , but he wanted · to 
go to the dance . "We are partner s , "  he said . i '  to 
Badger .  " You need a partner to · move the ladder 
and hold it . for you . " 

" I  can do that myself , "  said Badger . 
"Ye s , "  said Coyote , " but if  I do it , you can 

j ust  think aborit the stars and how to put them . " 
"All right , "  sa id Badger . " You can he lp me . "  
Bad�er took some · stars and went up the 

ladder . He put out the stars , one · by one . Then 
he can down . 

" It ' .s very pretty , "  said Coyote , " but make it  
b igge r . "  

He moved the ladder . Up went Badger . Up 
went the star s , one by one . 

" Thi s i s · bigger , i, said Coyote , " but use · more 
stars . "  

.comerehens ion : 

* 1 �  What was Badger doing ? 
the sky )  

( L-MI ; putting stars into 
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* 2. How was Badger placing the stars? 
carefully and neatly, in order) 

(I-D; very . 

* 3. What was Coyote interested in when he first saw 
Badger? (I-D, MI, S, DC; Possible answers: He 
wanted something to eat. He wanted to sing to the 
moon. ) 

* 4. What was Badger going to do after he · finished ? 
(I-D, S, DC; He was goirtg to dance and eat. ) 

·* s. What. did Coyote have to do to be invited to the 
dance ? (I-MI, DC; He had to help. ) 

*6.  Why did Coyote offer to help Badger put · _ up the 
stars? (I-MI, CE, DC; because he wanted to go to 
the dance. Only those who helped · could go to the 
dance. ) 

* 7. What did Coyote say to convince Badger to let him 
help ? . (L,· I-D, MI, CE, DC; He · said he would move 
and hold the ladder . so Badger could j ust think 
about putting up the stars � )  

_ *8. Do you think Coyote will be a good helper ? (I-PO; 
Answers will �ary from negative to posi�ive. } 

* 9. How did -Badger put up the stars ? ( L-D, M-I , s ;  He 
climbed up . a long ladder and ·put them out1 ' one by 
one. ) 

* 1 0 • . What changes did Coyote ask Badger to make . as he 
was putting up the stars? (L, I-D, MI, DC; Coyote 
wanted it made bigger ·, he wanted more stars. ) 



STUDENT 

DATE 

15 3 

. 1 SILENT ·- 2 
"Not This Bear ! " 
by Bernice Myers 

pp. 184-186 

Motivation: Has anyone ever confused you with someone else? 
Read this story to find out how Herman gets all 
confus ed with .someone else .. 

Little Herman was on his way to s� e his aunt. 
It was very cold. To keep warm, Herman pulled 
himself down inside his long furry coat. He 
pulled his big furry hat down ayer his eyes. He 
looked just like a bear. And that is just what a 
passing bear thought. 

"You must . be my Cous in Julius ! "  said the 
bear. Grabbing Herman by the hand, the be,ar ran 
with him. to her cave. 

"Look who I found in the woods ! " the bear 
s houted. 

All the bears ran . over and hugged Herman .. 
"Cousin Julius, Cousin Julius ! "  they s houted. 

"My name- is Herman, " said Herman. But· n o  one 
even heard. They were s o· happy. 

"I .' m - not a bear . • . ,." Herman said. Again 
no one heard him. They were . getting ready to eat. 

Everyone had s oup. All the bears lapped )'it 
up. Herman didn' t.  He used a spoon just as · ·he 
had learned to do. · He happened to have it with 
him. What a surprise f or the bears ! · 

"My, my ! "  Big Brown Bear looked at Herman. 
"How smart you are to learn a trick ·like that ! " 

All the bears clapped. 
P oor Herman. He wasn ' t a bear. He was a 

little boy. He was sure of it. The bears were 
just as sure that Herman was their Cousin Julius. 

"So, " thought Herman, "I ' ll just show them 
I ' m really a boy ! " He began to. sing. He tied his 
shoes. Then he stood on his head. He did all the 
things boys and girls- learn how to do. 

The bears still thought Herman was a bear.· 

Comprehension: 

.* 1 .  Why did the bear think Herman was a · bear? (L, I-D, 
MI, CE, DC : because he had on a ·. long, · furry coat 
and a furry hat that pulled down over his eyes;  he 
looked like a bear) : 
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* 2 . What did the bear do with Herman? 
. brought hiin home.} 

(L-D, MI; 

* 3 . Who did the bears thipk Herman was? (L, I-D, DC; 
Cousin Julius) 

* 4  . · What did Herman say when they called him Cousin 
Julius?

° 
(L-D; "My name is Herman. I' rri not a 

bear. ") 

* 5 . Why didn' t the bears hear what Herman said? (I-D, 
S, CE, DC; F irst, they were too happy. Then they 
were getting ready to eat. ) 

* 6  • . How did the bears eat their soup and why? (L, I, 
E-D, MI, DC, Rf ; They lapped it up because - that is 
how animals eat . ) 

· * 7. How did Herman eat his soup and why? . (L, I, . E-D, 
MI, DC, RF; with a . spoon because that is how people 
eat soup) 

* 8. Did using a spoon make the b ears realize Herman was 
really a boy? (I-MI, CE, DC; no) _ 

* 9 . What did 'the bears think about Herrna.n' s using a 
spoon? (I-MI, CE, DC; Tpey thought that He rman was· 
a very smart bear who had learned a trick . )· · 

* 1 0 . What things did Herman do to try to prove -he was a 
boy and not a bear? (L, I-D, · CE, DC; He sart�, tied 
his shoes, and stood on his head. ) 
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.STUDENT _______ ORAL - 2
2 

"T he Vain Bird and the 
DATE __________ Peacock Fe�thers" 

by Aesop Fabl e, retol d 
pp. '129-131 

Motivation: There · always s eems to be s omething about our­
s elves ·that doesn' t satisfy us. Read this 
story to find out about a very dis satisfie d 
crow. 

There was once a vain crow . . One day the crow 
wal ked by a. pond. He. l ooked into the pond and saw 
himself in the water . . "Oh, my, " he cried. "I had 
no idea I l ooked s o  plain. I knew what other 
crows looked l ike. _But I didn' t know I l ooked the 
s ame. " 

. This . · made the crow very sad. "More than 
anything, " he said, . "I wis h· I were · beautiful. "  

The vain crow went to his friends to ask them 
for hel p. All of his friends just l aughed at hi�. 
"You are· not ugly, "  his friends s aid. "You are ·a 
fine-l ooking crow. You are no different from any 
other bird. " 

"My feathers are all t�e same col6r. I don' t 
like being plain, " ans wered the vain crow. · . He  
l ooked at the ground and slowly walked away. 

"o·f · cours e · his feathers· are al l · the · same 
color, " sa�d one bird when the vain crow had gone. 
"That' s how crows are s upposed to l ook ! "  

The vain crow thought and thought, "How can I 
make myself beautiful ? ." 

Just then he · spied some peacock feathers on 
the ground� The peacock feathers were beautiful . 
"What find feathers !  Thes e are jus t what I need, � 
cried . the crow. · He  quickl y  stuck the peacock 
feathers in among his own. "Now I will be as 
beautiful as a peacock. I will no l onger be pl ain 

. and ugly, " _ he said. 
That very afternoon, the vain crow went to 

visit the othe.r · birds again. He wanted to s how 
off his new feathers. The vain crow strutted by 
his friends. 

Comprehension: 

1.  What did the crow - l ook into to s ee himself? (L-D; 
water, a pond) 



1 56 

· 2. How did the crow feel . when he saw himself? 
very sad) 

(L-D; 

* 3. What did the vain pird want more , than anything? 
(L-D, MI; He wanted to be beautiful.) 

* 4. Why was the crow so unhappy wh�n he looked into the 
pond and saw himself? ·(L, I-CE, CM,. DC; Possible 
answers: He knew what other crows looked like, but · 
he didn' t know he looked the same.· He didn' t know 
he looked so plain until he saw himself. He wanted 
to be beautiful and thought he was too plain.) 

. . * 5 .  What did the other birds say when the vain bird 
ask�d for help? (L-D; Possible answers: that he 
wasn' t ugly, that he was fine-looking� that he was · 
no different frqm other birds) 

* 6 . · What do you think the other birds thought about the­
vain bird? ' (I-MI, CE, DC; They probably thoug�t he 
was silly and too worried about his looks, 
especially because he looked · the way crows are 
supposed to look.) 

7. What did the ciow  think made him especially plain? 
(I; his feathers were all the same color) 

. *8. What did 
· feathers? 

feathers.) 

the vain bird do 
(L-MI; He put them 

with the · peacock 
in among .his own 

* 9 �  Why did the vain bird put the peacock feathers in 
among his own? (L-MI, CE, DC; · He thought h.e would 
be .as beautiful as a peacock.) 

* 1 0 � Why did he go to visit the other birds? (L, I-CE, 
DC; · to show off his new· feathers) 



1 57 

STUDENT _______ SILENT - 22 

"Corn I s  Maize" 
DATE _________ by Aliki 

pp. 157-159 

Motivation: I ' 1 1 · bet you ' ve ea ten corn a lot of times. 
without ever really thinking about how it 
grows. Read this story to find out about how 
corn grows. 

This is a kernel. of corn. 
It is  a corn seed . . 
Kernels of corn are planted in a small hill 

of good earth. The sun shines down on them. 
Spring . rains water the earth. The hard seeds grow 
soft and sprout. 

A leaf sprouts, and a sta l k begins to grow. 
More · leaves come out. A corn stalk shoots up 
fast. 

Now it is the middle of the summer. The corn 
· plant is taller than a farmer. Husks have· started 
· to sprout. A husk is a bunch of leaves. The husk 

is tightly wrapped around s trands of silk. A 
kernel of corn will grow at the ·end of each 
strand. 

As the corn grows, the silk changes· color. 
The silk turns from a light yellow to dark red i' to 
brown. · 

Just before the silk· turns . brown, it is time 
to pick the corn from · the stalk. The c orn is 

. unwrapped. The husks and the silk · are pulled 
away . The sweet ear of corn is ready to cook and 
eat;. · 

Thousands of years ago, the peopl e of America 
· · learned how to grow corn. When. Columbus landed in 

America, he saw that the first . Americans were good 
farmers. Corri was one of their main crops. 
C olumbus called these people "Indians. " 
· The first Americans ate corn many way s. Some 
of it they ate fresh. They ate corn on the cob. · 
They .cooked baby corn· in the husks. They ate the 
ears whole. 

Comprehension: 

* 1. What is the first thing that happens to the corn 
seeds when they beg in to grow? . ( L-D,  S; The hard 
seeds grow s6ft and sprout l�aves. ) 
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* 2. What hel ps the corn seed begin to. grow? (I, E-CE; 
the sun and the spring · rains) 

* 3. What beings· to grow af ter the first leaves sprout? 
.· (L-D, S; a stalk)  

* 4. After the corn stalk has grown tall, what happens? 
(L-D, MI, _ S; Husks begin to spr�ut on the stalk. ) 

* 5 .  What is beneath the husks? (I-D; strands of silk )  

* 6 .  What does the silk do as the corn grows? (L-D, CE; 
changes color) 

* 7 • When is it time to pick · the corn? 
.before the silk turns brown) 

(L-D, S; just 

*8 . · What is done· to the corn before it is eaten? (I, 
E-D, S; Possibl e answers: It is p'icked from the 
� tal�; it is unwrapped; the · husks and the silk  are 
pul l ed away; sometimes it is cooked. ) 

* 9. What was one of the first Americans'· main crops? 
(L, I-D, MI; corn) 

* 10. Who cal led these people Indians? (L-D; Columbus) 
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STUDENT _______ ORAL - 31 

"Alvin's Masterpiece" 
DATE _________ by John H.  Noble 

pp. 2 2 4 - 2 2 6  

Motivation: There are all ·kinds of paint�rs, but none quite 
like Alvin. Read · this st

.
ory to find out all 

about Alvin, a very unusual painter. 

Alvin Artwork j ust loved to paint. I suppose 
it h�d to do with hi s la�t name. · He had a strange 
way· of painting, though • . Splat! The paint ·would 
fl y onto his art paper. · Splash ! The paint would 
fly onto his shirt. Splish ! The paint woul d 
splatter all over his pants. Squish ! By mistake 
he' d sit . down o� his purple paint dish. 

One day Alvin was working on his masterpiece. 
The paint was everywhere ! Someh ow, he managed to 
keep ·the paint inside his studio. It was j ust 
about everywhere else, though. But . oh, what a 
painting he was painting ! Every now and then he 
stepped back and . took a long look at what he had 
done so far, "Oh, " he said. "Ah, " he sighed� 
"My oh my ! This· is my best, " he said, patting 
himself on the back. . . 

Alvin kept painting for the rest . of ··the 
· morning. But the more he painted, the more /he 

worried.· The painting wasn ! t getting any better. · 
It had been much better before, when he had said, 
"oh, " "ah, " and "my oh my. " He  was very 
discouraged. What could he do? It would be very 
hard to take paint off the paper. "Hmmrn, " he said · 
to himself. He wal�ed around the room, stroking 
. his chin with his painty fingers. 

He happened to pass his large boy-sized 
mirror as he was pacing about. H� was stil l deep 
in thought about what to do� He gave an off- hand 
look into the· mirror. Suddenly his face lit up! 

"I have it! " he cried. "The masterpiece is 
. right . in front of · me. ·It's fantastic! I' m 
beautiful! "· 

Comprehension: 

1 . �hat did Alvin really love to do? (L-D: paint) 



160 

* 2. How would you describe the way Alvin painted? 
·(I-DC, MI.; He was· a very sloppy painter) 

3. What does the s tory · tell us Alvin was working on 
· one day? (L-D; his masterpiece) 

4. What does the story mean when ·it says Alvin was 
" patting himself on the back " ?  (I-FL; he was 
ple�sed with himself; liked the work he was doing) 

* 5 .  What did Alvin think of· his painting at first? 
(I-SD, DC; He thought it was hi� best) 

* 6  . . What happened to Alvin' s painting as he continued 
to work?· (L;....SD; It got ·worse and worse) 

7. Alvin knew that it would be very hard to . do 
something. What would it be very hard to do? · 
(L-D; to take . paint off the paper. ) 

* 8. What turned out to be his real masterpiece? (L-MI; 
himself) 

* 9. H ow did he get to be the masterpiece? (I-DC, MI; 
Alvin looked wonderful with the paint he spilled on 
himself and his clothes.) · · 

10. How do you think Alvin felt when he saw himsel f in 
the mirror? Why? (I; happy, excited . • • 1' because 
he · looked so beautiful with paint all over him) 
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STUDENT _______ SILENT - .31 

"A Special Pocket" 
DATE _________ by Jane F .  Benoist 

pp. 264-26 6 

Motivation: When you share some . things yo� end up
.
getting 

even more of them back. Read this story · to 
find. out about Manuel, his Uncle Carlos, and 
sharing. 

"Uncle Carlos, " said Manuel one evening, 
"what do you do with all those ' pockets? " Uncle 
Carlos · was sitting with Manuel on the steps 
outside his house. 

Uncle Carlcis slid his large, rough hands into 
the side pockets of his ove� alls. He wore 
overalls every �orkday. "Why, I. carry many �hings 
in them, nine, " he said. "When· I 'm up on a 
ladder, building a hpuse, I keep my hammer in. this 
loop. I carry nails in this pocket and a leyel in 
this one. " . 

"What goes in the long, ikinny pocket in the 
mi�dle? " Manuel asked. 

Uncle Carlos . patted the deep pocket next to 
his heart. "I keep some special things in this 
one, " he . said. "It is never empty. " 

"Some special things? " 
"Yes, " said Uncle Carlos with · a grin. "Would 

you like to s� e? " 
Manual nodded excitedly, but Uncle· Carl6s 

held up his hand. "I will show you ·what I keep 
here. But you must promise me something� If I 
s hare them with you, you must then share them with 
everyone you meet. Can you do that? ". 

Manuel thou9ht a moment. "May I share them · 
with Rosita? " he asked . 

. Uncle Carlos laughed. "Yes, share them with 
your sister and your friends, too, " he said. "The 
more you share these, the more you will find in 
your pocket to give . away. " · "I promise to share. them, " Manuel said. 

Uncle Carlos . leaned closer. · "All · right. 
Watch closely ," chico. "  H e  reached into the. narrow 
space. Then he pulled out his han·d and covered 
his mouth with it. When he took away his hand, 
there was nothing · there • • . except a big, - wide 
grin. 

. Manuel looked puz z led. Then he began to 
smile, too. "I know ! You carry your smiles in 
that pocket-. " 
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Comprehension: 

1. What did Uncle Carlos wear to work every day? 
(L-D; overalls) 

* 2. · What type of work did Uncle Carlos do ? 
was a carpenter. ) 

( I-SD; He 

* 3. What did he keep in his pockets? 
nails, and a level) 

( L-D; a hammer, 

4. What dqe i the word " level " mean in the story ? 
(VOC�B; a tool used by a carpe�ter) 

5. Where was the pocket that Uncle Carlos kept his 
smiles in? (I i .. next to his heart) 

* 6. What did Manuel . promise ? (L-MI; He promised he 

7. 

would share the. things Uncle Carlos h9-d in his 
special pocket. ) 

Who did Manuel 
contents· of the 
sister Rosita) 

especially want to 
special pocket with? 

share 
(L-D; 

the 
his 

* 8. . What did Uncle Carlos keep .in his special pocket? 
(I-MI; a smile) 

*9. Why did he want ·Manuel to share the smiles? :/ - (I-SD, 
MI; _ to make people happy) 

* 10. Why do you think it was called a special pocket? 
(I, from "Discussion the selection " ;  It had 

_ something unusual and especially nic� in it) 
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STUDENT _______ ORAL - 3 2 
"Linda Richards". 

DATE _________ . by David R. Collins 
pp. 227-229 

Motivation: Some people· know what they. warit to . be in lif e 
when they' re very young. Read this story to 
find out about -Linda . and what she always wanted 
to do in her life. 

Linda Richards was the first nurse who was 
trained in America. When Linda was quite young, 
her father died. , Then her mother got very sick. 
Doc Currier, the family' s doctor, · watched Linda 
tend to her mother. H e  saw that she was very good 
at ma�ing he r mother comfortable. 

After Linda' s mother died, Linda moved in 
with Grandma and Grandpa Sinclair. Her greatest 
wish was to learn how to care for the sick. 

Linda liked to help · Grandpa with the· farm 
animals. Soon all the animal s seemed like friends 
to her. Linda talked to them and called them by  
name. When she gathered . the eggs, the hens 
cl ucked to her. Her pet rooster followed her all 
over the farm. 

Grandpa al�ays knew where to find Linda � Une 
corner of the barn was special to her. There ib e 
cared for her animal "patients." 

"If I get sick, will you take good care of me 
like that? " Grandpa teased her as h� watched Linda 
spoon-feed a baby . rabbi t. 

Doc Currier stopped by when he could. He  
liked to watch Linda . , work with the animals. 
"You' ve got a good barnyard hospital here, " he 
laughed. ".I wouldn' t mind being a sick cow on 
this farm." 

, "You' re just like Grandpa, " . Linda said. "I' m 
glad my animal patients don' t tease me all the 
time." 

Other people heard about Linda ' s barnyard 
hospital. Soon . she was caring for pet dogs, pet 
cats, and �ven a pet goat. 

Then, on her thirteenth birthday, Linda got a 
surprise present. . Doc Currier asked her to go 

. with him on some.sick calls. Doc had remembere d 
her wish! 
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Comprehension: 

1. What was Li nda Richards first at? (L-D; she· was the 
first nurse who was trained in America) 

* 2. What was Linda Richard' s  first nursing experience? 
(I-SD; She took · care of her sick . .  mothe·r) 

3. Where did Linda . go to live when her parents died? 
(L-D; with her grandparents on their farm) 

*4. What was Linda' s greatest wish? 
how to care for the sick )  

( L�MI ; to learn 

5 .  Where did her grandfather know that he could always 
find Linda? (I; in her special corner of the barn 
where she took care of sick ani mals .. ) 

* 6  •
. 

How did Linda practice nursing at her grandparents 
farm? (L, I-SD; She cared. for sick animals) 

* 7. What tells you that Linda would probably make a 
good nurse? (l; -SD, DC, CH; Doc Currier thought · 
that Linda tended her mother well and that she had 
a good barnyard · hospital. Linda' � grandfather 
asked· if she would take care of him when he was 
sick. People brought their sick animals to her. ) 
[ Any one of · the above answers is acceptabl� � 

* 8 .  When she was thirteen, what did Doc Currier ask 
Linda to do? (L-SD; tq go with him on s6me sick 
calls) 

* 9. How do you think Linda felt about. goirig with .Doc 
Currier on his rounds? (I -CH; she was happy) 

* 1 0 .  Why do you think she was happy? (� -CH;  be cause she 
wanted very much to learn nursing.) 
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· sTUDENT _______ .SILENT - 3� 
"The Clay Horse" 

DATE _________ by Martha Goldberg 
pp. 1 8  7- 1 8  8 . 

Motivation: It is very difficult to create something 
beautiful. Read the story to find out about 
the beautiful things that Mateo and his .family 
work to create • 

. One morning, j ust · as . the sun came up, Mateo 
brought the firewood down from the mountain. 

The houses of . Mateo' s village were far below. 
Each family in the village made the black pottery 
that was famous over all of Mexico.� 

Mateo' s mother was. one of the finest potters 
in the village. T oday she would fire the 
ollas--the large water j ars. · so Mateo hurried 
with the wood. 

He  also· wanted to see Panchita, the beautiful 
brown horse. Panchita �elonged to Big Pablo. 

Mateo had often stopped· to . watch this 
beautif ul horse. Then he had gone home and· tried 
to make - a horse from clay. His clay horses never 
looked like Panchita. Mateo wanted to see her 
again. 

Mateo was sure that he could make a good clay 
horse. But that was a secret that no one knew , 
·not even his sister, Concha. · · 

· When Mateo reached home his father called 
out, "Mama is waiting for the wood. · Where have 
you been so long? " 

"I stopped at Big Pabl o' s , " Mateo answered. 
"You· stopped while we waited for you? " his 

father asked. · · 
"Si, " Mateo said, all in � rush. "I stopped 

to see Panchi ta. Big Pablo tol d me he is selling 
her. Please, Papa , can we buy Panchita? " 

"My son, don' t be foolish!' We are po"tters; 
we do not own horses. And today we have a lot of 

· work to do. Let me hear no more about horses ! "  

Comprehension: 

* 1 .  What did the · peo'ple in Ma tea' s town do? 
made the famous black pottery) 

(L-SD; 
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* 2 .  . Why was Mateo getting wood ? ( I-SD , DC.; so that hi s 
mother could fire the water j ar s )  

, *3 . What e l se did Mateo want to · See ? (L-SD , . CH ; 
Panchita ; the beauti ful brown hqr se )  · 

* 4· . Why did he want · to see it [ the horse ] ? (.L-SD , CH ; 
Mateo wanted to make a c lay hor se like Panchita ) 

5 •· What was . Mateo ' s  secret , which he did not : even te ll  
his  s i ster Concha ? ( L-SD ; That he  ·wa s  sure he  
could make a good c lay hor se . )  

• * 6 .  What news did Mateo hear from Big Pablo?  ( L-CE ; 
Big Pablo was · going to se l l  Panchita . )  

* 7 . What did Mateo want to do about it [ B ig Pablo 
sell ing the horse ] ? ( L-CE ; Mateo wanted to buy the 
horse ) · . 

8 .  · What did Mateo ' S· father · think he had done wrong 
when he came back from getting the wood on the . 
mountain ? ( I-DC ; Mateo took too much time and . 
stopped to see the horse--keeping his  fami ly 
waiting for the wood ) 

*9 . How did Mateo fee l about Panchi ta ? 
her and · wanted to buy her )  

( I ;  he loved 

Why did Mateo want to make a horse from clay?  ( I ;  
He . could not have Panchi ta and he thought ·she was 
beauti ful ) 
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STUDENT ________ ORAL - 41 

"The Story of Pepe the Clown" 
DATE _________ by James Kruss 

pp� 72-74 

Motivation: Have you ever been on a very long trip? I t  can 
be exciting .. Read this story to find out about 
Pepe- and the trip he is taking. 

On a· windy October day, a Spanish circus was 
aboard a ship. The circus was sailing toward the 
Canary Islands, where it · was to · give a 
performance. All the circus people were in a good 
mood ex�ept Pepe, the clown. For the four days · 
since they had left Barcelona, Pepe had. not been 
f eeling · well. No. one, except the other circus 
people, suspected that this ol d man was a clown. 

There was a steady west wind. to keep the boat 
sailing smoothl y. Pepe'. s . illness couldn' t have 
come from rough waters. Pepe kept to himself. 
For four days the ·corners of his mo·uth pointed 
downward. 

On the fifth day of. the trip the wind 
.changed. The sky darkened from minute to minute 
and the waves became higher and higher. . Soon 
everyone knew that a· storm was a pproaching. Rain 
was- in the air, and the ship began to sway. ·, ' I t  
was lifted u p  high and then fell swiftly into the 
valley of the waves. Suddenly� with a crash of. a 
wave, the ship lost. its rudder. 

The clown Pe pe, who could· not stand to b� 
inside, hung to the· wooden railing of the deck. 
He was s oaked from head to toe. Then he heard the 
mate holler through the megaphone. "Captain, the 
steering wheel .no longer works. " The words were 
s o  frightening that Pepe broke ir:ito an i·ce-cold 
sweat. The captain shouted at Pepe, "Go down . into 
the cabin, s ir. I can' t have anyone fall 
overboard! "  The captain guided the ol d clown to 
the room on the bridge where the ma te stood. The 
mate was trying to steer the ship. 

Comprehension: 

* 1 . Where does this story t�ke plac� ? (L-D� on board a 
ship bound for the Canary Islands) 
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. * 2. Who was Pepe? (I-MI; a clown of a Spanish circus) 

3. Why · wasn' t Pepe in a good mood? (.I; He had not 
felt well for four days; he was sick) 

* 4. What happened to the weather on the .fifth day of 
the trip? (L-SD, S; The wind changed, the . s�y 
darkened, the waves became higher and higher, and a 
storm

.
approached.) 

*5.  

6.  

What happened to the ship? (L; When a storm came 
ri�, the steering mechanism of the . ship was 
shattered and no longer worked.) 

Why was Pepe outside on deck during the storm? (I ; 
he couldn' t stand to be inside) 

7. What did the mate holler to. the Captain through the 
· megaphone? (L-:-D; "Captain, the steering wheel no 
longer works.") 

* 8. How did · Pepe · feel when he heard the mate say that 
the ·steering · whe·el no longer worked? (L-SD, CH; 
·pepe was so frightened that he broke into an 
ice-cold sweat.) 

9. Why did the Captain tell Pepe to go down into the 
cabin? (I ; He was afraid Pepe might b� swept 
overboard in the storm. ) i · 

10. Who was trying to steer the boat in the· . storm? 
(L-D; the mate) 
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DATE 

Motivation: 

16 9 

SILENT - 41 

"Dead End Bluff" 
by Elizabeth Witheridge 

pp. 10 -12 

Have you ever been on a. picnic? Read this 
story to find out . about· Quig, Tommy and the 
picnic • 

. Quig loved to fish where the small river cut 
its channel out into the ·big one. This evening 
hi� family was having a picnic with some _ fiiends. 
Quig caught several plump sunfish and thought of 
the night in June when he cast and · came up with 
his dog, Storm, on his hook. 

"Luckiest accident I ever had, " Quig said, 
feeling around for tne dog. Storm alw�ys tried to 
keep �t a safe distance from his rod now, but _ he 
did . enj oy being close t o  Quig. 

Tommy, Quig' s. younger brother, w�s dredging 
along the edge ·of the river with a minnow net. He 
was collecting frogs. He  kept the ·frogs in an old 
dishpan in the back yard. , They were mostly little 
green speckled things, but Tommy hoped one day to 
catch the "big old bullfrog" that lived below Dead 
End Bluff. He  made lots of trips to the botto� of . 
the bluff in the daytime, but never say the 
bullfrog. "Quig' s right. I' ll have to go at 
night, I guess, " said Tommy. · "That ' s  w;hen · we 
always hear him. I guess I' ll go tonight." 

"Oh, no, you won' t go dowh · to . Dead Erid 
tonight or any other night! ? e xclaimed his mother. 

"Imagine going down there ' in the dark ! "  said 
Quig' s friend Peggy. . 

Quig smiled to himself and thought that it 
would be just as .easy for him to go down the bluff 
at night as it would iri the daytime. Even though 
Quig was blind he still had a sense of humor. 

The night after the picnic, Quig' s parents 
went with the Munsons and the Bradfords to have 
dinner in Green Valley. Quig and Peggy had been 
electeq to sit with the three younger children and 
the dogs. 

Comprehension: 

* 1. The evening of the picnic, what was Quig doing? 
(L-SD; fishing) 
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* 2.· What was Tommy doing the. evening of the picnic? 
(L-SD; collecting frogs) 

3. Where did Tommy keep his frog coll ection? (L-D; in 
a� old dishpan in the backyard) . 

* 4. What did Tommy hope to do one day? (I-DC, CH; He 
hoped he would catch the. big old bullfrog that 
lived below D·ead End Bluff.) 

5. Had Tommy ever been to the bottom of Dead End. 
Bluff? (L-D ; Yes, lots of time·s in the daytime) · 

* 6. · When was the best time. to catch the bullfrog? 
(L-D, S; at night) 

*7. Why hadn't Quig ever gone to the bottom of Dead End 
Bluff? (I; Since Quig · was blind, the descent to 
the bottom might have been dangerous for him.) 

8 .  Why wouldn' t Tommy's mother let him go down to Dead 
End . Bluff on any night? (I; It was dange�ous; he 
might get hurt) 

9 .. Why would it  be just as easy for ·Quig to go down 
Dead End Bluff a t  night as i� was in the daytime? 
(I-DC; he was blind) 

* 1 0. What job did Peggy and Quig ha ve when thei:t _: 'par·ents 
went. out? (L-SD; . watching the younge·r childr.en) 
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. ORAL - 4 2 
"How the Spider Cam� to Be" 

by James Baldwin 
pp. 298 -30 0 

Motivation: People have many differ ent· kinds of individual 
talents. Read this story to find out about 

· Arachne a nd her work. 

There was a young girl in Greece whose name 
was Arachne. All that she cared to do f�om 
morning till noon was to sit in the sun and spin . 
silk and wool and . flax. All that she cared to do 
from noon till night was to sit in the shade and 
weave. 

Fine and fair were the things that she wove 
on her loom ! Flax, wool, silk--she worked with 
them all. When. they · came from her hands, the 
cloth which she had made of them was so thin and 
soft and bright that people came . from all parts of 
'the world to see it. The people said that such 
beautiful cloth could not be made of flax, or 
wool, or s·ilk. They said that the warp must be 
the· rays of . sunlight and the woof must be threads 
of gold. · . . 

Then one day Arachne said: "I n all ' the w6rld 
there is no yarn as fine as mine, and ·in all the 
world . there is · no cloth as soft and smooth, nor 
silk · as bri ght." 

"Who taught you to spin. and weave so
.

well? " 
· someone asked . . 

"No one �aught me, " she said. · "I learned how 
to do it as I sat in the sun and the shade. No  
one showed me. ". 

"But it may b� fhat Athena, the queen of the 
air, taught you and

.
you did not know it. " 

"Athena, the queen of the air? " said Arachne . 
. "How could she· · teach me? Can she spin such · skei ns 
of yarn as these? Can she weave goods like mirie? 
I sho�ld like to see her try. I can teach her a 
thing or two." · 

Comprehension: 

* 1 . Who was . Arachne? 
girl) 

(L-MI, CH ; Arachne · was a Greek 
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* 2 . What did she [ Arachne] like to do? ( L-MI , CH; 
weave) 

* 3 . Describe the cloth she ·wove. (L-SD; . thin, soft, 
and bright) 

4 .  What . did Arachne weave her cloth from? (L-DS; 
wool, flax, or silk) [ any one answer acceptable] 

5. ·why did peop� e think the cloth was: made - from 
sunlight and gold? (.I;. It was so beautiful it 
couldn ' t  be ordinary wool, silk, or flax) 

6 .  Who taught ' Arachne to spin and weave . so well? (L; 
no one) 

7. How do we know t_h�t Arachne was very proud of her 
spinning and weaving? (I; she brags in the story 
about how fine her cloth is) 

* 8 .  What was Athena's title? 
air) 

(L-M�; the �ueen of the 

* 9. � ow did Arachne feel about Athena' s� weaving? 
(I-DC, CH; · Arachne believed that Athena could not 
possibly weave ·cloth as beautiful as her own.) 

1 0. What did Arachne mean when she said, 11 I can teach 
her a thing or tw9? 11 · (I ; . She. thought she kriew more 
and was a better weaver than the queen of the air) 
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' 

SILENT - 4 2 

"Pippi Finds a Spink" 
by Astrid Lindgren 

pp. 3 2 8-33 0 

Motivation: Some people just · can't help discovering 
.things. Read the story to find out about 
Pippi ·and her discovery._ 

One morning Tommy and Annika came skipping 
into Pippi' s kit9hen as usual, shouting good 
morning. But there was no answer. · P ippi was 

· sftting in the middle of the kitchen table with 
Mr. Nilsson, the little monkey, in her arms. and a 
happy smile on her face. . 

"Good morning ,' " · said Tommy and Annika again. 
"Just think ·, "  said Pippi dreamily, ." jus t 

think that I have discovered it-.-I and no one 
else! "  · "What have you discovered? " To:mrny and Annika 
wondered • .  They weren' t in the least bit surprised 
that P ippi had di s·covered .. something because she' 
was always doing that, but they did want to know 
what it was. 

"What did you discovei, anyway, Pippi? "  
"A new word, " said Pippi. and looked at Tommy 

and Annika as if she had just this minute noticed 
them. � A · brand�new word. " 

"What kind of word? " said Tommy. 
"A wonderful w6rd, " said Pippi. "One of th� 

best I ' ve ever.heard. " 
"Say it then, " said Annika. 
"Spink, "  · said P ippi. "The only thing I know 

is that it doesn' t mean · vaccum cleaner." 
Tommy and Annika thought for a whil�-. 
Finally Annika said, "But if you don ' t know 

what Lt means, ihen it can' t be of any u� e." 
"That' s what bothers me, " said Pippi • .  

. "Who really decided in the beginning what all 
the words should mean? " Tommy wondered. · 

"Probably some professors, " said Pippi. 

Comprehension: 

* 1. At the beginning of the story who came to visit 
Pippi? ( L-D; Tommy and Annika) 
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* 2. Who was Pippi' s animal friend? ( t-o ; Mr. Nilsso�, 
a monkey) 

* 3 .  Why did Pippi have 
(I-MI, . CE, DC, CH; 
and was_ proud of it) 

a happy smile on her face? 
S he had discovered : something 

4. Why weren ' t  Tommy and Annika surprised that Pippi 
had discovered somethi ng? ( L; she was always 
doing that) 

. � s . Whai was it that Pippi had di� covered? 
new word) 

( L-SD; a 

* 6 .  What new word had Pippi discovered? (L-SD; spink1 

*7. What was the · problem with ·Pippi ' s discovery ? 
(I-MI; Pippi did not know.: the meaning of her new 
word) 

8 .  What did Pippi · know that "spink" did · not mean? 
(L; vacuum cleaner) 

9. Why did Annika think P ippi 's new word wasn ' t of 
any use? (I; it. had no meaning) 

10. ·what does Pippi' s new 
about? ( I; who decided 
the words mean?) 

word make Tommy wonder 
in the b�gin_ning. w,hat all 
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ORAL - s1 

"Weather Widsom" 
by Helen Sattler 

. pp. 137 -138 

Motivation: Modern machines heip us do so many things that 
sometime·s we forg·et what · we ever did without 
them. Read the story to find out about some 
of the people who lived · before there were 
machines. 

A long time ago people lived mostly out-of­
doors. They 'noticed that plants, animals, in­
sects, and birds sensed the coming of . a s torm 
sooner than people did. All living things try to 
save their own lives, so they look for : shelter 
just before a storm. When the people of long ago 
saw animals seeking s helter, they did, too� 

The things that make up . weather--the air 
pressure, the amount of water in the air, the 
temperature, and the wind--are felt by plan ts and 
animals. · What they do gives cl ues to weather 
c hanges. The people of long ago called these 
" weather. signs. " Those who knew how to read the 
signs were often as good as weather services, 
where predicting is done with modern ihstruments • . 

During fair weather the air µsually has v�ry 
little water in it. Just before a rain the air 
becomes damp. It has more humidity. Humic;li ty · is 
the amount of water in the air. 

Weather servi�es use instrum�nts to measure 
humidity. In earlier times, · people looked · for 
signs to tell them when the air was getting· more 

� water in it. Spiders show one of the best signs 
of humidity. 

Usually, spiders sp�n . their webs between six 
and seven in the evening. During calm, clear 
weather they don' t bother to make large webs or to 
take them in. But when there is high humidity and 
a drop in air pressure, spiders build more and 
larger nets. 

Comprehension: 

* 1 . How did people of long  ago live differently from 
most people today? ( I-MI , CM : they lived mostly 
out-of-doors) 
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* 2 . What did these people notice? (L-SD1 that plants 
and animali . sensed an appr6aching storm before 
they did) . 

3 .  Why did the people of long ago seek shelter when 
they ·saw ·the· aniinals· doing so? (I1 because living 
things try to save their lives and it' s a sign a 
storm m�y be coming) 

* 4. What exaritly do plants and animals sense? (L-SDi 
air pressure, temperature , wind, and the amount of 
water in the air) [ answer· any two answers] 

* 5. What are "weather 
are activities of 
about the weather. )  

signs"?. (L-MI1 Weather 
living. things that give 

signs 
clues 

6 • . Why did people try to predict the 
watching the animals? . (I; because 
have modern instruments ) 

weather by 
they didn' t 

7. Wh�t happens �o the air just before a rain·? (L-D1 
it becomes more damp; has : more humidity) 

8 .  What is humidity? . (LJ the amount ·of water in the 
air) 

9. What did the people look at . long ago to tell them 
when the air was getting more water in it? (L; 
the spiders) 

* 1 0  � How do spiders give weather si gns? (L-MI ,  CE; 
When there .is high humidity and a drop in air 
pressure �piders build more and larger webs. 
Before a heavy rain they take the webs in. ) 
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STUDENT · . SILENT - 51 

�coyote in the City" 
by Jean Craighead �eorge 

pp. 1 48 - 1 50 

--------

DATE 

Motivation: Movi ng to . a new place to live can be very 
difficult for p�ople. Read this story to see 
how much of a · change moving can be . for an 
·animal. 

Tako · had · been
.

born on the hot dry plains of 
Texas. Like ail coyote pups, he used _ his senses 
and curi osity to learn about his world. But 
curiosity led him to a steel . trap , and soon Tako 
found himself on a bo�t bound for - Ne� Yqrk City. 
When the boat docked in Manhattan, Tako escaped 
and, in the manner of all , young animals, began 
seeking a territory of his own. 

· Tako loped up · the stairs and · rounded a 
cotn�r. At the top of the next stairs the silver 

· skyline· of the city was framed in  the square 
subway entrance. Down the street stood the Museum 
of Natural History. There , unknown. to him , was an 
exhibit of coyotes on the main floor. The card 
under the stuffed animals read: "Coyote (Brush 
wolf) Canis latrari$. · The coyote seeks irregular 
land w� th open fields, bushy hedges and woodland. 
It is at home. in the deserts and mountains. 
Curiosity is one of its traits. . It is qui te 

. intelligent, · and is faster than· a dog when 
running. On its home territory of several hundred 

· acres, the coyo:te often passes up food near its 
den and hunts far afield. " 

. The card went on: "The coyote has moved to 
the East and. is now living in the Adirondack and 
C atskill Mountains. I t  is highly adaptable· and 
' lives in western cities. None , however, is in New 
York City. This is fortunate, for coyotes often 
bring in disease. " 

Tako was listening to sparrows. He followed 
their voices around the subway . entrance to a 
newsstand. The birds were louder here. He looked 
up. Grass, news paper, pins, and tin-foil stuffed 
in the corners of the building and an odor of oily 
dust told him he had nests on this part of his 
territory. He could not see the birds. 
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Compr ehension 

* 1 . Where 
City? 

did Tako live pefore 
(I-SD, S;- Texas) 

coming to New York 

2. What did Tako use to learn about- · his· world? (L; · 
his senses· and curiosity) 

* 3. How did he get to . his new home? 
trapp�d an� taken oi a boat.) 

(I-DC; He was 

4 .  What did Tako do when the boat docked in New York? 
(L; he escaped) 

5. Where was the exhibit of coyotes in New York? 
(L-D; the Museum of Natural History) 

* 6 .  What kind of land makes a good home for the 
coyote? (L-SD;. irregular land with open fields, 

. bushy hedges, and woodland) 

7. Does the coyote live only in the West? 
they · have also moved into the Eastern 
ranges) How do y�u know? 

(L-D; no, 
mountain 

* 8 .  Why might people in New York  be unhappy to have a 
coyote in their city? (I-SD, CE; C oyotes can 
bring diseases.) 

* 9. Name a few of the things Tako noticed about his 
surr oundings. (L-SD; birds, litter, la.ck of 
flowers, hard earth) 

· * 10 .  What words might you use to describe Tako? (I-CH; 
observant, curious, intelligent) 
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- ORAL - s2 

· " Oona Outwits the Giant" , 
by Ruth Manning-Sande rs 

· pp. 398 -401 

Many times it is a good idea t o  avoid trouble 
when you see it corning. Read the s_tory to. 
find out about Fin M' Coul and his effort to 
avoid trouble. 

· Some giants are stronger than others, and of 
all the giants that ever lived in Ireland, · the 
giant Cucullin was. the strongest. By one blow of 
his fist he could flatten a thunderbolt ·into a 
pancake, and he walked ab6�t the country with one 

. such pancake in his pocket t o  scare the other 
· giants. H e ' did scare the m  t oo. 

But there . was one giant ·whom Cucullin hadn' t 
yet managed t o  scare, and that was Fin M' Caul. 
And · t he reason for that was that Fin kept out of 
his way so carefully that Cucullin had never yet · 
set eyes on him. · It was through fear of Cucullin 
t hat Fin lived on the top of a windy mountain, · so 
that he could see a long way all around him. And 
if Cucullin were no more than· a speck in the 
distance, Fin would be off and . hiding . himself, in 
some place or another. 

Fin was only putting off · ·the evil hour, 
however, for Cucullin had sworn that he would 
never rest by day or by night . till he had met wi�h 
Fin. And Fin knew they must meet. H e  knew it by 
touching his thumb to a special tqoth, which made 
things come plain to him; 

Well now,. Fin was one day taking the air 
outside his house on - the top of · t he windy 
mountain, when he chanced to put his thumb t o  his 
t ooth. Then, shivering and shaking he rushed 
indoors to his wife, �ona. 

Comprehension: 

* 1.- Who was the . strongest giant in Ireland? (I-MI, 
CE 1 Cucullin) 

* 2. How did he scare all the other giants? - (I-MI, CE1 
By carrying in his pocket a thunderbolt he had 
flattened to prove his great strength) 
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* 3 . Who was Fin M ' Coul ? ( [ L ]  another Irish giant) 

4 .  Who couldn ' t  Cucullin scare? (L; Fin M ' Coul) . 

* 5 . 

6 .  

* 7 . 

How did Fin M ' Coul avoid. meeting Cucullin ? (I-MI, 
CE) By living on top bf a mountain, Fin could see 
when Cucullin was coming and run of f to hide. ) 

What had Cucullin sworn? (L; that he would never 
rest until -he had met with Fin) 

Why .did Fin touch his thumb to one of his teeth? 
(I -�E, R; to learn of things ·he would otherwise 
not know) 

8 .  Do you think Fin and Cucullin ar.e real or make 
believe? (I; make believe) 

9 .  Who was Oona? (L; Fin ' s  wife) 

1 0 . How did Fin know that he and Cucullin . must meet 
someday? (L_; by touching his thumb to a special 
tooth) 

' 
) 
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SILENT - 52 

"8 -4- 2-111 

by Bruce Lewis 
pp. 41 8 -41 9 

Motivation: Machines can do many things to help people. 
Read this story to find out about one _very 
special · kind of . machine and how it helps _ 
people. 

A computer is . a machine that works with 
numbers. It is· run by electricity and filled with 
wires, connectors, switches, and other electronic 
devices. It uses these to add, subtract, multi­
ply,. . and divide. It works so quickly that each 
step may take only a billionth of a second! 

But, because it is only a machine, a computer 
cannot think. In science-.f iction books you may 
find �lectronic "brains" that think and talk. But 
they do not really exist. There· are computers 
that seem to talk. But you could not cirry on· a 
conversation · with them. There is even a . 
computer-like machine that "reads" to peopl e who 
are unable to see. Using lights and lerises, �he 
machine examines words in a book. Then it uses 
electronics · to put together · the right sounds ··for 
each word. It is a wonderful machine that wi ll 
help many sightless people. But· it carinot talk

.
or 

think the way · you do. 
. 

A ,computer is an · electronic servant. It is 
like a washing machine or a dishwasher. It must 
be. given something to work on. It will follow 
instructions and solve problems. But first people 
must tell it what to do. P eople communicate with 
computers through a computer language. The 
machine then translates that language into a 
special number code. 

To understand this . code, think of . a light 
bulb. The light bulb has a switch. You use it . to 
turn the bulb on or off. You can look at the bulb 
and see which way it is--on or off. 

Suppose we give the light bulb a number. 
Let' s call it 11 1 "  when it i.s on. When it is off, 
it stands for nothing, or z ero� 
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Comprehension 

* 1. What is a computer? 
with numbers) 

(L-MI; a machine that works· 

2. What does a computer run by? . . (L; elec_tri_ci ty) . 

* 3. What are some things· a computer can do?. (I-SD; A 
computer can add, · subtract, multiply, - . divide, . 
"speak, "  and "read" books) 

*4. _Whit is it unable to do? ( l-SD; It cannot talk or 
think in the way people do) 

5 .  How quickly does a computer do. a · single step when 
it works? (L; a - billionth of � second) 

6. Why is a computer an ·� electronic servant"? (I; it 
must be given work to· do like any other machine 
. • •  washing machine or dish washer) . 

*7 . How do. people communicate with computers? 
through a computer language) · · 

( [ L ] ; 

8 .  What does the computer translate the . language 
into? (L; a special number code) 

9. Why couldn' t  you carry on a conversation with a 
computer? (I; a computer cannot think) 

. , 
l • 

* 10. How do you . make a light bulb counter show the 
number "1"? (L-MI; by switching it on) 
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. ORAL 6 1 

"T he R�markable Education 
of Laura Bridgman" 

by. Richard B. Lyttle 
pp. 76 -78 

There are many different kinds of school. 
Read this story to find out about a very 
special school · that a ·girl named Laura_ goes 
tp. 

With . her 'fingertips the little girl explored 
the room . . There was · no other way, for the new 
�rrival at the Perkins Institution in  Boston · was 
both deaf and blind. She could not speak. Spe 
had little sense of taste or smell. It was 
October 4, · 19 37. Laura Bridgman was sev�n years 
old. 

For several days the strange surroundings, 
the teac hers, and the other pupils at the 
institution confused her. Some of her schoolmates 
were deaf. Some were blind. None were quite like 
Laura . • • 

·Laura liked · t}:le man who had brought her to 
the ne� plac e. He came to her rqom every day. 
After Laura had been at the new plac e two weeks, 
the man began to play a game with her.· It wai a 
strange game, and it seemed to have no purpose.· 

The man .sat beside her and put obj ec ts irito 
her hands. Each object had a card tied to it with 
a · string, . and on each card were pasted · strange 
shapes.· Some of the · shapes were c urved. Others 
were straight as sticks .. 

Although .the raised shape� on the cards were 
strange to Laura, all the objects were fa1n:iliar. 
There was a thin, metal objec t that· was · fl at at 
each end. She had · felt her · mother use it to 
unlock doors. As Laura touched the key, she 
thought of home. But the· man took her fingers and 
brushed them over the raised shapes on the card; 
Laura frowned. She could not understand. These 
shapes were different. She c�mld · tell that, but 
still the game made no sense . . .  

Evenfuai ly, the · man changed the game. He 
would hand her a 6ard. By this time� the shapes 
�n - the cards were not so strange to Laura, and she 
c ould understood that she was to find the obj ec t 
that went with each particular card. 



Comprehen s ion : 

. *1 . Whe re wa s 
exploring ? . 
Bos ton ) 
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the room that Laura 
( L- SD ; at the · Perkins 

B r idgman · wa s 
I n s t i tution in 

* 2 .  How was Laura B r idgman di f ferent f rom her 
c l as smate s at the Perkins I n s t itu t ion ? ( I -MI , CM ; 
she was both dea f  and b l ind , wh i l e  the othe r s  were 
dea·f or blind . ) 

3 :  How · 1ong had Lauia been at t6e in �ti tut ion be fore 
the man began to p l ay the game .with her ? ( L-SD ; · 
two wee ks ) 

* 4 . D e scr ibe the · game that Laura p l ayed wi th the man 
at s choo l ?  (L-MI ; He handed her ob j ec t s  to wh� ch 
cards we re attached . · Rai sed shape s were pas ted on 
the cards . )  

� 5 .  When the man handed Laura a c ard , what wa s she 
s uppo sed to do ? ( I -CE ; f ind- the obj e c t  that went · 
with the card ) 

* 6 . Wh at was D r . Howe trying to teach Laura ? ( I ;  that 
symbo l s  stand for words and that words stand for 
obj e c_t s . )  

* 7 . Wh at ob j ects did he u s e  to teach he r ?  ( L ;  lette r 
shapes and fami l ia r  thing s , such a s  key s ) 

8 .  · D id Laura· · 1earn 'the game right away ? ( L ;· No , she 
d id not unde r s tand at f ir st and the game made no 
s ense . )  

9 .  How did Laura fee l about the man who p l ayed the 
game with he r ? _ ( L ;  she l iked him) 

1 0 . The key reminded Laura o f  some th ing , ·. what wa s · i t ?  
_ ( L ;  home . She had fe lt her mothe r  u se a key to 
unlock door s . )  
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SILENT - 6 1 

"An. American Woman • ·s 
Daring Exploit" 

by Harriet Quimby 
pp. 47-:-48  

Sometimes people do things · just J:?ecause they 
have never been done before. - Read this story 
to see what one lady beco�es " first" at. 

The Editor of Leslie' s asked me to writ� " the 
thrilling story" of my crossing of. the English 
Channel. I am afraid I shall not be able to make 
it a " thrilling story. " ·There were, of _course, 
some doubtful moments� The heavy banks of fog. 
rising from the channel are treacherous. In fact, 
the thick fog was responsible for the �xtra sweep 
of thirty or forty miles that I took. I also had 
to overcome gus ty winds, a blinding mist, and my 
inexperience ·in the use of a compass. If that 
gives YOU a . " thrilling _S°

t<)ry 1 II YOU have the, fac'ts 
to thank and not this author. 

While I was flying in Mexico last December, 
the ambition to fly the English Channel by myself 
first entered my mind. The more I thought of .it, 
the less difficult the feat seemed to be. Finally 
I reached the resolve that I woul d · be the first 
woman to cross the English Channel alone. 

On  the seventh· of March I �ailed for London 
on the liner America. In London I discl·o_sed my 
project to the editor of the London Mirror. · He 
was delighted with the idea and pressed me to make 
the trip as the Mirror's representative. The next 
thing was to get a monoplane. To that end I 
visited the Bleriot factory in Paris and placed an 
order for a seventy�horse-power machine. 

It seemed .wise to try out the machine ·before 
attempting to cross the c hannel. For one thing, 
its controls were different from "those of other 
planes I had flown. I arranged· to · have the 
monoplane shipped to Hardelot, a French· seacoast 
village where Mr. Bleriot had a hanger. 

Unfortunately, . persistent harsh winds at 
Hardelot would not ·. permit me to try out the 
machine. Time was flying--even if I was not. I 
had promised the Mirror editor to be at Dover 
promptly. So I arran9ed to have the monoplane 
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shipped across to Dover at on�e. · Nothing should 
be known of my projected journey. I wished to 
stirprise the . world. The machine was shipped 
secretly to the aerodrome on Dover heights, about 
three. miles back from the channel. 

Comprehension: 

1 .  Why did Harriet Quimby write about her adventure? 
(L-CE; because the editors of LESLIE' S WEEKLY 
asked her to) 

2. Name two of the difficulties Har�iet had to 
overcome in her · flight. (L; fog, gusty winds, 
blinding mist, her own . inexperience in the use of 
a compass) 

* 3. While flying in Mexico, what did Harriet Quimby 
decide t6 do? (L-MI; to be the first woman to fly 
alone across the English Channel) 

* 4. · Why·. did H�rriet Quimby have the · monoplane shipped 
to Hardelot? (I-CEi to convince the· editor to 
sponsor her trip) 

5 .  Where was the factory that made Harriet' s machine? 
. (L; Paris) 

I 
l 

* 6 .  Why did Harriet Quimby .have· the monoplane shipped 
to Hardelot? (I-CE; to try out the plane) 

7. Why did Harriet want to try out the plane i (L; 
the controls were· different

.
than other planes she 

had flown) 

* 8 .  Why was her plan unsuccessful? (L-CE; winds) 

* 9. Why did Harriet Quimby have the plane sent 
� ecretly to Dov�r? (L-SD; _ She did not want anyone 
to know that ·her flight would begin there.) 

1 0. Why did the editor · of LESLIE' s think. Harriet' s 
flight would make a "thrilling story?" · (I; it was 
dangerous; no woman had ever done it before alone) 
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ORAL - 6 2 

"How tri Become a Magician" 
by Sid Fleischman 

· pp. 360-36 2 . 

Motivation: Would you like to be a magician? Read this 
story to" see · how you would go about being a 
magician. 

INTRODUCTION OR 
HOW TO VANISH AN ELEPHANT 

Snap your . fingers. I' ll wait. 
Done? 
I' ll tell you why in a moment. 

Have you ever wondered how magici� ns become 
magicians? . After . all, there are few schools for 
sorcery in the Yellow Pages. 
· Magicians teach themselves magic . . But then, 
you have already taught yourself a lot of things: 

. catching a ball, j umping_ rope, whistling, and 
maybe . wiggling your ears. 

You may start with a simple trick and someday 
vanish an elephant. 

Magicians come · in all shapes and ages. Ther·e 
have been famous magicians with short, . plump· 
fingers. Many are . left-handed. And there ··are 
wondrous wizards no older than seven or eight. . i '  

I was ten · when I first became interested in 
hokery-pokery. After learning- a few tricks from. a 
book I discovered the biggest secret of all. 
Unless I rehearsed in private I fumbled the trick 
in public. 

A school play would be a shamb les if the 
actors did not first rehearse their parts. And a 
magician is a kind of actor playing the role of a 
wiz ard. 

A wiz ard �akes mystic pa� ses with his hands.· 
He utters magic words. He appears to be in 
command of uncanny ·powers; It is all pretense, of 
course, but that is part of the· fun. Most· of all, 
a . wiz ard creates an _ atmosphere of things 
mysterious and surprising. 

There is a kind  of suspense · in watching a 
magic· .trick unfold. What is going to happen? And 
then--behold! It

.
happens. 

That is why a magic�an never tells you 
exactly what he is going to do, before he does it. 
It would be like telling the end of a j oke first. 



Comprehension: . 

1. What are some things that y.ou might have taught 
yourself? (L; _ catching a. ball, j umping rope, 
whistling, wiggling your ears) --accept · any one. 

* 2. What do you think the author wants you to believe 
. about performing magic? (E-DC, AP; You can teach 
yourself to perform magic.) 

3. If you start with simple tricks, what might you be 
able to do someday? (L; vanish an. _ elephant) 

4. How old was the author when he first became 
interested in magic? (L; 10 years old) 

5. What does · "hokery-pokery" mean in �he story? (L; 
magic) 

* 6 .  How is a magician. like a performer in a school 
play? .(L-CM; both must rehearse) 

* 7. How does a magician create an atmosphere for 
magic?· (I-CE, DC; by making hand motions, saying 
magic words� pretending to control magic 
powers) --accept any one. 

* 8. W_hy does . the magician try to create an _at:rq.osphere 
for magic? (I-CE, DC; to make the �udience 

· believe in �he trick) 

9 ·• Why is there a · kind of suspense in watching a 
magic trick? (I; because you don' t know exactly 
what is going to �appen) 

* 10 .  How is a joke like a magic trick� (I-MI, CM, DC; 
Knowing what a trick will be before it happens is 
like knowing the end .of a j oke.) 
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DATE 

1 89 

SILENT - 6 2 

"Photographing History" 
by ·Dorothy and Thomas Hoobler 

pp. 4 3 2- 4 3 4  

Motivation: A long · time ago, having your picture taken was 
a very special occasion. Read . this story to 
see how one photographer helped us to remember 
people. 

On February 27 , - 1 8 60 , a strange-looking 
figure appeared at the · studios of Mathew Brady in 
New York City. . The man who came to have his 
. picture taken was a giant of a man. One of the 
men who · met h'im that day described him as "half 
alligator, half horse." His plain black · � uit _ was 
of cheap broadcloth and terribly wrinkled · from 
being packed in a suitcase on a long trip. A 
plain black ribbon, · carelessly wound about his 
neck , served as a tie. Yet this · was Abraham· ·Lincoln of Il linois , whose reputation as a 
compelling speaker had brought him an invitation 
to speak in New York C ity. 

Mathew Brady . was at the door of the gallery 
to welcome Lincoln. Brady showed Lincoln to -the 
gallery of portraits that. he had taken. 

The walls wer� . lined with pictures : of 
America ' s  famous men · and women. Lincoln . saw 
portraits of Andrew Jackson and Dolly Madison; the 
writers Edgar Allan Poe and Washington Irving; .and 
Samuel F. B. Morse , the famous inventor. The 
faces of the Presidents were here. Brady had 
taken the picture of almost �very P resident since 
John Quincy Adams. 

Lincoln' s  face wasn' t as . famous as · those that 
graced Brady' s wall, but there might be a place 
for him there yet. People said he was . rising 
quickly in the political world. He had debated 
Stephen Douglas on the issue of slavery. The 
debates had gained a name for Lineal� in Illinois. 
Brady had taken Douglas' s picture several times. 
He didn' t want to miss anyone who might become a 
great American. He  took : pictures of almost 
everyone· · ·in politics as well as of actors, 
writers, painters, inventors. · Most of them were happy . to sit for Brady' s 
camera. Having Brady take your picture was a mark 
of success and status. 
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Comprehension: · 

1. Who was the "giant of a man" the story describes? 
(I; · Abraham Lindoln) · 

* 2. Why had Lincoln come to New York City? (L-SD; to 
give a. speech) 

* 3. What else would he do while he was there? ( I -MI ; 
have his picture taken) 

4. 

* 5  .. 

7. 

8 .  

Who was . going to take Abraham Lincoln' s picture? 
(L; Mathew Brady) 

What kinds of people did Mathew Brady photograph? 
(I-SD, MI, CE; ·f�mous men and women of America) 

Why did Mathew · �rady photograph these people? 
(I-SD, MI, CE; because · these people would be 
important in history) 

Name two of the people photographed · by Mathew 
B rady besides Abraham Lincoln. (L; the presidents 
since John Quincy Adams; Dolly Madison; Edgar 
Allan. Poe; . Washin�ton Irving; Samuel Morse) 

What helped · to make a great name for Lincoln in 
Illino1 s? (L ; the . s�avery debates) 

' .  

9. Who did Lincoln debate with over the slavery 
· issue? (L; Stephen Douglas) 

* 10. Why were people happy to sit for Mathew Brady? . 
(I-CE, CH; By having the famous photographer Brady 
take their pictures, · pe ople showed that they were 

. important. ) 
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ORAL - 7i 

"River Madness" · 
by . David Sumner 

p. 92. 

Some trips turn out to be real a dventures. 
Read this story to find out about one person' s 
very exGiting trip . 

. A dusty road runs beside the main stem of 
I�aho ' s leg� ndary Salmon River for 46 miles west 
of the tiny mountain town .of North Fork. As I . 
drove along that winding route one clear summer 
day, � had an overpowering sense of my 
surr:ou�dings. Above me, the dark canyon walls 
angled up sharply to block out the sun. Below me� 
the \o?ide river surged and tossed between j agged 
banks of granite boulders. I strained for a 
better look . at the water, and my hands tensed on 
the wheel. I was about to raft through the 
wildest . stretch of - the Salmon. I t  would be my · 
first real test at running such rough rapids and I 
was worried. · 

.When I met up with the other nine members of 
my party at the end of the road, · our leader, Verne 
Huser, -allayed my doubts. A 20- year veteran· of 
western rafti ng, Huser had six Salmon trips behind 
him, and he liked the way the river looked now. 
It was· high, ·and Verne said that would make our ­
passage easiei· by ' covering many · of t�e large 
boulders and other obstacles . . Early the next 
morning., we inf lated our 13½-foot . rubber rafts, 

·loaded up and agreed on a plan. Verne' s r aft 
would move out first and mine would follow a safe 
di°stance · behind. When nec"essary, he would hand 
signal back to me. Before we. hit the maj or 
rapids, w� ·would pui1 ashore and scout them out. 

fomprehension: 

1. What state was the Salmon River located in? ( L; 
Idaho) 

2. Why did the narrator have what . he called "an 
overwhelming sense 9f my surroundings" as he drove 
by the river? ( I; because of the high canyon 
walls blocking the sun and the wild river) 
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3 .  What kind of trip wa� the narrator · about to tak� ? 
(L; a raft · trip on the wildest stretch of · the 
Salmon River) 

* 4 . How did the narrator · feel as he approached the 
start . of the · trip ? (L-CH; He felt . tense and 
worried . )  

*5 . What training did the narrator have before this 
trip ? ( [ ! ] ; this was his first .real test at 
running such rough rapids )  

6 .  _Who helped put the author's fears to rest? (L; 
Verne Huser) 

. * 7 . Who was Verne Huser? 
trip) 

(L-SD; the leader . for the 

*8 . What . training made Verne Huser a qu�lified leader 
for the · trip ? ( [ I ] ; Verne Huser was a 2 0  year · 
veteran of western rafting and had six Salmon 
trips behind him . ) 

· 9 :  . why did Verne use hand signals to communicate with 
the men in the other · raft? ( I; the ·sound of the 
river would keep t�e men from hearing him) 

* 10.. What is the purpose of scouting rapids ·, on foot 
before rafting. through · them? ( [ I ]  ; by scouting 
the rapids on foot ahead of time, the lea�ers can 
dete�ine the best approach for navigating 
difficu lt rapids). 
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Motivation: 

1 93 

. SILENT - 71 

" Crying Willow" 
by Edward Rager : 

. pp. 1 45-146 

Plants are very important to people. · Read 
this story to find out more about what people 
are doing for plants. 

When I tell people I head . a plant protection 
agency they usually figure I'm · in industrial 
security. The truth is I'm with L�AF, the League 
to. Eliminate the Abuse of Flora. The acjency i s  

_ charged · with· seeing that our green friends aren't 
wantonly destroyed or abused. We take on any . . job 
which seems to fall · within our jurisdiction , 
including regulating and setting standards for the 
use of herbicides, coordinating the activities of 
forest rangers, and setting and enforcing laws 
against picking flowers. 
· O ur newest, and strangest, operative is a 
different breed altogether. His name's Herb 
Greene and he's trying to communicate with plants 
b oth electronically and psychically.· There's no 
need to tell you what I. ·think about his psychic 
hogwash, but I · must admi t · that. some of ··his 
electronic equipment is certainly impressive.· 1 ' He 
attaches lie detector probes to the · leaves to 
me�sure a . plani's psychogalvanic reflexe��­
whatever they are. Says changes in the lines on 

. the . chart correspond _to the plant' s reactions to 
thoughts and actions from the outside. He's 

. trying to  use this to ve�ify his attempts. at 
comm�nication. He's even got kids believing 
they're making beans grow faster by thinking good 
thoughts about them. 

He mrist be some kind of a crackpot, but I'm 
stuck with him. ·The regional director told me to · 
give him a free hand. Anyway, he gets us a lot of 
publicity and ·the. ·visitors all go away impressed. 
I' 1 1. have . to take the time someday· to find out 
exactly what he's 4oing. 
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Comprehens ion : 

* 1 .  What organiz ation . did the narrator head? ( I-SD , 
R ;  the narrato·r was · head of a p lant protection 
agency ca l le� LEAF ) 

* 2 .  · What did LEAF · stand for ? · . ( L ;  League to Eliminate 
the . Abuse of ·Flora ) 

* 3 . What was the purpose of the organiz ation [ LEAF ] ? 
( I-SD , R ;  to prevent the wanton destruction or 
abuse of green plants ) 

4 . What did · people usual ly think when the 
told them he headed a . plant protection 
( L ;  that he was in indtistrial ·security ) . 

narrator 
agency ? 

5 .  What are some o f  the j ob s  that the agency doe s ? 
( L ; regulates and sets the standards for the use 
of  herb ic ide� ; co-ordinate s the activitie s . o f  
fore st rangers ; enforce s laws against , picking 
f lower s )  [ accept any one ] 

* 6 .  · Who was Herb Greene ? . . ( I-R ,  CH ; LEAF ' s newe st · 
operative ) . . 

7 .  What wa s Herb Greene trying to do ? . · (L ; to 
·Communicate with plants by e �ectronic and' .psychic 
means ) 

8 • . What k ind of equipment did Herb Greene · attach to 
p lant leave s ? ( L ;  l i� detector probe s )  

9 .  What d id Herb Greene have · kids · be l ieving ? ( L ;  
that they were making beans grow faste r  by 
thinking good thoughts about them) 

* 10 .  How did · the . narrator . fee l  about Herb Greene ? 
( I-CH ; He wa s impres sed by the electronic equip­

ment that Greene used , but he thought the psychic 
part of Greene ' s  experiments wa s "hogwash . "  He 
thought of Greene as " some kind of .crackpot " . and 
that · he was " stuck with him . " Greene was new and · 
strange . )  



STUDENT 

DATE 

1 95 

ORAL - 72 

"T�e Dinner Party" 
by Mona Gardner 

pp. 3 90 -3 91 

Motivation: Sometimes people just can' t seem to agree 
about things. Read to find · out about the 
opinions these people have. 

· The country is India. A colonial official 
and his wife are giving a large dinner party. 
They are seated with their guest� --army officers 
and government·  attach�s and their wives, and a 
visiting naturalist--in their spacious dining 
room, which has a bare marble floor, open rafters, 
and wide glas� doors opening onto a veranda. 

A s p1 ri ted discussion springs up between a 
young girl who insists that women·· have outgrown 
the ,jumping-on-a-chair-at-the-sight-of-a-mouse era 
and a ccilonel who

.
iays that they haven' t. 

"A woman' s . unfailing reaction in any crisis, " 
the · colonel says, " i s to scream. And while a man 
may feel · like it, he has that ounce more of nerve 
control than a woman has. And· that last. ounce is 
what counts." 

The American does not join in the. argument 
but watches the other guests. As he looks, _ : · he 
sees a strange expression come over the face of 
the hostess. · s he is staring straight ahead, . h�r 
muscles contracting slightly. With a · slight 
gesture she summons the servant standing · behind 
her chair and whispers t6 him. The servant' i eyes 
widen, and he quickly leaves the room. 

Of the guests, none except the American 
notices this or sees the servant place a bowl of 
milk on the veranda just · outside the open doors. 

The American comes to with a start. In 
India, milk in a bowl means only· . one thing-�bai t 
for a snake. He realize� there must. be a cobr� in 
the room. 

Comprehension: 

* 1 .  What was the setting of this story? 
s�ory was set in I ndia) 

( [ I] ; the 
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*.2. How was the setting important to the plot? ( [ I] ; 
it is important to the .plot . because the style of 
the house and the presence of the snake are 
believable in this setting) 

3 .  What were the people in the story doing? (L; 
having dinner) 

4 ." Who was having a "spirited discussion?" · (L; the 
colonel and a young girl) 

* 5 � · What topic was being discussed at 
party? (I-MI; Whether or not · men 
control in a crisis than women do.) 

the dinner 
have more 

6 .  What did the colonel say that women always do in a 
: cri s 1 s ?  ( L ;  scream)  

. . 
*7. How did the American behave while the -argument was 

going o�? (L-SD, CH ; He sat silently and watched 
the other guests.) · · · 

* 8. What did the American first observe . about the 
hostess? (L-SD; "He saw a strange expression come 
over the face . of · the hostess. . She [ was] staring 
straight ahead,- her · muscles contracting 
slightly.") 

*9. What happened 
�hispering to 

. eyes widened, 
with a bowl 
veranda. ) 

as a result of the :' h�stess 
the servant? (I-CE; . The servant' s 
then he left the room and returned 
of milk, which he placed on the 

1 0 .  When the American saw the servant with the bowl of 
milk, what did he realize? (L; that there must be 
a cobra in the room) 
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SILENT - 7 2 

"The Fifty-First Dragon" 
by Heywood Broun . 

. · P · 3 7 3 

Moti vati on: Everyone has trouble wi th school at some ti me 
or another . . Read thi s story to fi nd out about 
a boy named Gawa ine le Co�ur-Hardy and his 
problems wi th school. 

Of all the pupils at the knight school 
Gawai ne le Coeur-Hardy· was amo1.1g the least prom-. 
1s1 ng. He· was tall and sturdy but hi s instructors 
soon disc·overed that . he lacked spirit. He .would 
hi de in  the woods when the jousting class w·as 
called al though his compani ons and members of the 
faculty. sought to appeal to his better nature by 
shouting to . hi m to come out ·and break · hi s neck 
li ke a man. Everi when they tol d him that the 
lances were padded, . the horses no mo.re than pon­
ie� ,  and the field. unusually soft for late autumn, 
Gawaine refus·ed to grow enthusi astic.. The Head-· 

· master and Assistant Professor of Pleasance were 
discussing the case one spring af ternoon , and the 
Assi stant Prof�ssor could see no remedy but ex�ul-
sion. 

"No, " said the Headmaster, as he looked out 
at the · purple hills which ri nged the sch.qol ,  · �' I 
thi nk I' ll train hi m to slay dragons. " 

. "He might be killed , " objected the Assi stant 
Professor. 

"So he mi ght, " replied the Headmaster bri ght­
· ly, but he added more soberly, . "We must consi der 
the. greater good·. We are responsible for the 
formation of this lad' s character. " 

"Are the dragons particularly bad this year?" 
interrupted the Assistant Professor. This was 
characteri stic. He �lways seemed restive when the 
head of the school began to talk ethics  and the 
i deals of the insti tution. 

"I' ve never known them worse, "  replied . the 
Headmaster. "Up in  the hills last week they 
killed some ·peasants, two cows , and a pri ze pig. 
And if this· dry spell holds·, there' s no telli ng · 
when they may · start a forest fire simply by 
breathi ng around indiscri mi nately." 
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"Wou ld any re fund on the tuition fee be 
neces sary in · case of an accident to young Coeur� 
Hardy ? "  

Comprehens ion : 

* l ; When did thi s  story take place ? ( [ I-S ] ; The story 
was. set in the Middle Ages but 9pmbined the lore 
of that period with the manner:s and la�guage of · 
the twentieth century . · ) 

. · * � . What detai l s  sugge sted the · time period of  its  
setting ? ( [ I-S] ; the detai l s  of the Middle Age s 
included j ousting , knig�ts , dragons , mag ic )  

3 .  What made · Gawaine de Co.eur-Hardy the lea s t  
promis ing pupi l in the . school : ( I ; · h e  lacked 
spirit)  

* 4 . What example did the narrator give of  Gawaine le 
Co"eur-Hardy ' s lack of spirit?  ( I-SD ; " He would 
hide in the woods when the j ousting class  wa s 
cal led • • .  [ even when his  companions and members  
of  the faculty ] told him that the lance s were 

· padded , the hor ses  no more than ponie s , and the 
f ield unusual ly soft . . for late autumn � . • " )  

5 .  Who was . the Headma ster . discus s ing Gaw�ine with dne 
spring afternoon ? ( L ;  the As s i stant Profes sor ) 

6 .  What was the on ly . remedy · for the situatfon that 
the As s istant Profes sor could see ? ( L ;  expul s ion ) 

' . 
* 7 . What did the Headmaster want · to do about Gawaine ?  

( I-MI , CH ; . The Headmaster wanted to · train · Gawa ine 
. to s lay dragons . )  · 

* 8 . What obj ections did the · As s i stant Pro fe s sor raise 
to the Headmaster ' s  idea?  ( I-S , CE ; The As s i stant 
Profes sor obj ected that Gawain·e might be k i l led ; 

. was · concerned abo.ut whether · the school would have 
to refund part of the tuition fee in case of an · 
accident to Gawaine . )  

9 .  What had the dragons done · to make the Headmaster 
think they were particular ly bad that year ?  ( L ;  
kil led some peasants , t�o cows , and a pr iz�  pig ) 

1 0 . . What was the Headmaster afraid the dragons might . 
do . i f the dry spe ll  continued? ( I ;  start a fores t  
f ire by bre�thin� around indiscriminate ly ) 
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STUDENT _______ ORAL - 8 l 
"Return of a Vanishing American" 

DATE _________ by Jean Craighead George 
. pp • 115 -116 

Moti vation: Many things that people do are very dangerous 
to wild - animals. Read this story· to see how 
one particular bird almost became extinct. 

· rt  wa.s in the spring of 196 6 that Congress 
declared the American bald eagle, our. national 
emblem, to be a vanishing species. The reality of 
the · announcement struck me hard, for I had grown 
up watching a pair of magnificent eagles that 
nested on· the banks of the Potomac near George 
Washington' s home in Mount Vernon, Virginia. 
Eagles had lived there as far back as . any · person 
could remember. This lineage of stunning birds , 
with .their white heads and tails, and striking 
six-to-eight-foot wing · spread, was · a living symbol · 
of the country' s _ strength and vitali ty .  

· But the - symbol was fading, and I . c ould see i t  
happening. rhat spring' the nesting season ca me 
and went and no eagles graced the sky. That year 

. I · had read a · ten-year study · of the status of the 
southern bald eagle, a smal ler rac e . than '·the 
northern bird. In 1948, 80 percent of the nests 
had failed to produce young, and more than half 
were des erted. In 1 957, .a count of migrating  
eagles passing Hawk · Mountain, · Pennsylvania, · 
revealed that but one eaglet existed for 32 adults 
as compared to a normal 14. 

The cause? There were several, perhaps the 
worst of which was DDT. Sprayed by the ton across 

· the mosquito-infested mars hes and waterways that 
�re the ancestral homeland of the fish-eating bald 
eagles, and ingested through the food chain, DDT 
caused disruption of t�e reproductive systems, the 
thinning of egg shells that smashed on incubation, 
and eventually sterility. This, plus the hunting 
and killing of' eagles, the collecting of eagle 
eggs, and the loss of the gr�at bitd' s wildlands 
to development, brought our national bird to the 
brink of extinction. 



200 

Comprehension: 

1. What is America' s national emblem? 
American bald eagle) 

(L ; the . 

* 2. -What happened in th� spring of ·196 6 ?  (L-SD; 
Congress declared that the American bald eagle was 
a - vanishing species) 

* 3 • . Explain the author' s reaction to this news. (I-CE, 
· CH; T}:le author was upset by the news because of 

what the news represented . . • . .  The author thought 
of -the bald eagle as a "living symbol of the 

· · country� s- strength and �itality.") 

4. Where did the author first see American. bald 
eagles? (I; she had grown up watching eagles near 
her home, near Mount Vernon, eagles of a lineage 
"as far back as any_ person could remember.") 

* 5. ·what details did the author provide to support her 
statement that "the s ymbol was fading, and I. could 
see it happenin�"·? (I -SD; the author �oted that no 
eagles had appeared that . spring for the nesting 
season near .her home. The author also quoted data 
from a ten-year study that revealed the decline in· 

.. t�rms - of the number of· young being · produc�<:1 ·· )  

6 .  In 1948 , how many of the eagle' s nests. fai led to. 
produce young? (L ; 8 0  percent) 

7. What is an "eaglet"? (I; a baby, or young eagle) 

8 �  What was the worst' of the problems threatening the 
eagles? (L-SD; DDT) 

* 9. Expla{n the �recess by which DDT affected the eagle 
population. · (I-S, CD; DDT was "spr ayed by the ton 
across mosquito-infested marshes and waterways." 
These waterways · were where the bald eagles got 
their food-fish. The fish ingested the DDT, and 
the bald eagles did likewise by eating the f,ish. 
"DDT caused disruption of the · �eproductive· systems, 
the thinning of egg. shells • • • and eventually 
sterility.") 

* 1 0. What other factors led to the decline of the bald 
eagle? .(I-CE; Eagles were hunted and killed; eagle 
eggs were taken by collectors; wildlands were lost 
to development.) 
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STUDENT. SILENT - 81 

"All Y6u' ve Ever Wanted" 
by Joan Aiken 

pp. 185 "."'186 

--------

DATE 

Motivation: Have you ever received greeting cards on your 
birthday? Read the story to find out about ·one 
girl and her special birthday cards. 

On her seventh birthday, and each one after 
it, .Matilda received a poem from her Aunt Gertie, 
who had left for foreign parts many years before. 
The poems always wished · her well and were written 
on pink paper, decorated wit� silver flowers, and 
signed; "Gertrude Isabel Jones, to her ni�ce, with 
much affection. u A_nd · ·the . terrible di sadvantage

. 
o� 

the poems , pretty though they were, was that the 
wishes in them invariably came true.. For instance 
the one on her eighth birthday read: 

NOIJ you are eight Matilda dear 
. May shining gifts yowa place adorn 
And . each day through the coming year 
Aivake you ivith a rosy morn. 

The shining gifts were all very well--they 
consisted of a flashlight, a luminous watch, pins, 
needles, a steel ·s oapbox and a useful lit�le 
brooch which said "Matilda" in case s he · ever 
forgot her name--but the rosy morns were a great 
m�stake • . As you know, a red sky in the morning is 
the shepherd' s warning, and the fatal re.sult of 
Aunt . Gertie' s well-meaning verse. was that it 
rained every day for the entire year. 
· Another one read: 

Each morning make another friend 
Who ' ll be ivith you til l  light doth end, 
Cheecy and frolicsome all  day� 
To pass the sunny hours aivay . 

For the· res t of her· life Matilda was over­
whelmed by the number of friends she made in the 
course of that year--three hundred and sixty-five 
of them. Every morning s he found ·another ·of them, 
anxious to cheer her and frolic with her, and her 
le� sons were being constantly interrupted. 



202 

Comprehension: 

1 .  What was the name of the girl · in the · story? (L; 
Matilda) 

2 .  How ol d was Matilda_ when she began to receive 
birthday cards from her Aunt Gertie? (L-SD; seven) 

3 .  Where did· Aunt · Gertie · live? 
parts; outside the country) 

(L-SD: . in foreign 

* 4� What was good about the birthday cards· Aunt Gertie 
sent Matilda? (I-DC ; They were pretty; . they 
celebrated Matilda' s birthdays; they told her her 
Aunt was thinking of her) [ accept any one] 

* 5 . What was bad �bout the birthday 6ards Aunt · Gertie · 
sen� Matilda? (I-DC ; "the wishes in them invari­
ably came true") 

* 6 . · - What wish did Aunt Gertie send for Matilda' s eighth 
bir thday wish? (L-SD; S he wished Matilda shining 
gifts to adorn her place and a rosy main each day 
of the coming year. ) 

7 • · Name two of the "shining gif ts" that were part of 
Matilda' s eighth birthday wish. (L-SD; a luminous 
watch; pins; needles; a steel soapbox; a silver 
brooch) 1 • 

* 8 . Why were the rosy morns ·a mistake? (L-CE; :. "A red 
sky in the mor_ning is t_he shepherd' s war�ing, and 
the fatal result of Aunt Ger tie' s· well-meaning 
verse was that it rained every day .for the entire 
year. ") 

* 9. What was the wish in the second card mentioned? 
(I-CE; The second card. wished for Matilda to . make a 
new friend each morning: "Cherry and frolicsome 
all day . / To pass the sunny hours away. ") 

* 10 .  What was the result · of the- wish ·in the second car d? 
(I-CE; In the course of that year Matilda made 365 
new friends, who · made gr eat demands on her time and 
whose cheerfulness· was often annoying. )  
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DATE 
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ORAL - 8 2. 

"The Light" 
by Sylvia Louise· Engdahl 

p. 38'8 

Motivation: Have you ever been given a job to do that seems ­
impossibly hard? Read to find out about Georyn 
and Terwyn · and the impo�sible job they had to 
d o. 

Elana, her fath�r, and Evrek, a friend, · have 
come from another planet. They disguise them­
selves as "Enchantress, " "Starwatcher, " and "the 
Wizard." I n  this story, _ they are hopirig that the 
brothers Georyn and Terwyn will prove to be good 
pupi ls. They will need · to be, to help their world 
rid itself of invading forces · from . a hostile 
planet. The world of Georyn and � erwyn is at a 
stage· of development similar to earth during the 
Middle Ages. 

. ".You must perf arm � task ·. for me, " · said the 
Starwatcher · to the brothers. 

"We are ready to try it, " said Georyn, "and 
you . do not need to warn us t hat it  will be 
difficult! "  

The Starwatcher smiled. "I t may indeed - piov� 
so; but I have no doubt that you are equal to if." 

"What must we do?" asked Terwyn, · in haste to 
be off. .. 

"Bring me a piece of the Sun, so · thaf in my 
hut there shall be no darkness, though the fire be 
cold and night envelops the forest." 

"But that is impossible, " faltered Georyn . 
"No  one can touch the Sun." 

"Nevertheless, you must obtain a piece of 
it, " r·eturned · the Starwatcher. · "Go, and · do not 
return until you have done so. ". 

So Georyn and Terwyn went into the .forest. 
They were joyful no longer, for they - knew that an y 
attempt to reach · the Sun itself would be quite 
useless. And they could ·scarce be lieve that a 
piece of it had ever been imprisoned anywhere upon 
the ·earth. Georyn doubted that even the Enchant­
ress could do such a thing • 
. . · Yet it was his· belief that in -her lay their 
only hope. So the brothers set out for her hut, 
although already the time drew on . to nightfall. 
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Comprehension: 

* 1. Who were Enchantress, Starwatcher, and the Wizard? 
(I-CH; -They were Elana, · her father, and Evre k, a 
f_riend) 

2. Where did Elana, her father, and Evrek come from? 
(L; another planet) 

* 3. Why did E·lana, her father, and Evrek want Georyn 
and Terwyn to be good pupils? . ( I-R_; The three we re 
hoping that Georyn- and Terwyn would learn enough to . 
be _ able "to help their world rid itself of invading 
force s form a hostile planet.") 

4. · At what stage of developme nt was the ir home plant? 
(L; a stage similar to Earth during the - Middle 
Age s. )  

* 5  . . Wh�t did the Starwatche r tell Georyn and Te rwyn to 
do? (L-SD; Starwatcher . told the brothers to bring 
him "a . piece of the Sun") 

6 .  Why did the Starwatcher want a piece of the Sun? 
(I; So that it would neve r  be dark in the hut, even  
at night wh�n the fire was out) 

* 7 . What was the reaction of the brothe rs when  Star­
watcher told them what he wante d? (L- Sb; the y · 
thought it · was an impossible reque·st, bec�use no 
one could touch the Sun. ) 

8 .  When could-the brothers return home? (L; not until 
they had obtai�ed a pie c� of the Sun) 

9 � · Did the brothe rs · try to reach the Sun to get a 
piece of it? (I; no, they · knew it was useless to 
try and reach the Sun itself) 

*10 .  Why did th� biothers go to the Enchantress? (I-CE; 
the y believed that she was · their only hope of 
finding a way to accomplish the task set by the . 
Starwatcher.) 
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STUDENT _______ SILENT - 82 

"Where the Aurochs Lingered" 
·DATE _________ by Jean McCord 

pp. 4 2 8-4 2 9 

Motivation: People have always had special . problems with 
living, and different ways of doing things. · 
Read this story about one boy and his life in 
prehistoric times. 

Magi sat at the mouth of his home cave 
watching · the hunters leave without him. An arrow 

. of sorrow wounded his breast, not because he . 
couldn' t go with . the hunters, he had never been 
able to do that, but because the last hunting 
ritual performed for the .departin g men had been no 
good. · The previous hunt had been totally unsuc­
c essful. The men had drifted back to their cave 
empty-handed or nearly · ·so; one of them had managed 
to .kill· a bear cub which had provided the tribal 
group with only one small meal. There had been 
little . said about the failure, but everyone knew 
the blame lay on . . somebody' s head,. and Magi was 

· afraid that the blame wa� mostly his. 
Perhaps he had forgotten some vitally 

necessary part of the hunt ritual. � erhaps he ·�ad 
neglected some strong spirit. . Or maybe it was 
just· his own personal deformity. He was a cripple 
and according to the taboo of the tribe, he should 
have been killed at birth. 

His ·grandmoth�r had attended his biith. 
Perhaps it had been her old eyes in the darkness 
of the cave or perhaps she was taking advantage of 
her position. In either case, he had been wrapped 
in a warm skin and given to his mother. 

His grandmother, Ala, was · the oldest person in 
the tribe.·. She didn't know-; actually, how old she 
was. She knew that there was no on� stiil alive 
who had been living when she was a child. She 
possessed · great power over the people because she 
was · the chief artist of the tribe; the one who 
carried th� most knowledge of painting and carving 
on the cave walls within her head. It was she who 
was teaching Magi the secrets of. her craft. 

Comprehension: 

1. Where di d Magi live? (L; in a cave) 
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* 2. From the first paragraph, what conclusion . can you 
draw about the tribe' s situation? (I-DC : there was 
not enougD, food) 

3.  Why · had 
hunters? 

Mogi ·never · been able 
(I: he was crippled) 

to go with the 

4. Wh�t did one hunter kill to provide the tiibe with 
one small meal? (L: a bear cub) 

* 5 .  What three reasons did Mogi consider to explain the 
tribe' s · plight? (I-SD; He. thought he may have 
forgotten some part of· the hunt · r{tual: he thought 

· he may have neglected some spirit; he thought his 
deformity might be to blame. ) 

* 6 .  What did . these thoughts reveal about the character 
Mogi? (I-CH: Mogi' s thoughts · revea.l ed that he. was 
willing to accept blame when things he was supposed 
to have control over w� nt· wroQg: that he believed 
in rituals and spirits; that · he had a deformity. ) 
[ accept any one] · · 

7. According to the taboo. of the tribe, what should 
have happened to· Mogi? (L: he should have been 
killed) 

* 8. What two reasons did. Magi consider to exp-lafn his· 
being allowed to live? (I-SD: He thought' either 
his grandmother' s  poor eyesight in the dark cave . 
had kept her· from seeing his deformity or ·she had 
taken advant·age of her position in the tribe. ) 

· * 9. 1 Describe the character Ala. (L-CH: Ala was Mogi' s 
grandmother and · the oldest person in the tribe. 
She had a position of power in the tribe because· 
she was the chief artist, "the ·one who carried the 
most knowledge of painti ng and· 'carving on the cave 
wails within. her head. ") 

10 . What was Mogi' s grandmother teaching him? (L: ·"the 
·secrets of her craft"--her art) 
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September 1982 

. To Parents , 

I am a clinician at the University of Tennessee Reading Center , currently working on a 
research project in Reading. An important part of a child' s reading instruction is 
placement in the proper grade level mater�al . I f  the mate.rial is too· difficult ,  anxiety and 
frustration may result in reading problems . Material which is too easy wil l not challenge 
the child and promote further learning. Many tests are used which claim to place the child 
on the proper level for instruction. I would l ike to determine if two of · the most widely 
used diagnostic tests do predict the level at which children should be placed in a basic 
reading series . · 

Thirty fourth-grade children wil l  be chosen at random from the Knoxville . City School 
System to participate in the project.  Two reading tests will be administered to each child 
individually , as wel l  as short reading passages from a basic reading series . The children 
will  be asked to read letters , words , and paragraphs orally and silently and answer 
comprehension questions asked by the examiner. The children will be tested in one session 
lasting approximately two hours , with a ten minute break half  way through the session. 

Only the first names of the children wil l  be placed on testing materials . The results 
will be grouped with the results of children throughout the Knoxville City School s ,  and no 
comparison of individuals , classrooms , or. schools wil l  even be possible . 

· I hope 'this project will be of value to children in _the elementary grades and I very 
much appreciate your cooperation and help . · If you do grant permission for your chi ld to 
participate in the project , please sign this form· and return it to your child' s homeroom 
teacher.  I would be happy to answer any further questions you may have about the project. 
Feel free to contact me at the UT Reading Center (974-5448) . 

Thank you again for your help . 

Sincerely , 

Sandra Zecchini 

IF my son/daughter -------------------- is selected at random from fourth-grade 
students in the Knoxville City Schools , I hereby grant permission for ·him/her to participate 
in the research project described above. 

PARENT SIGNATURE --------------



STUDENT -----------
AGE SEX --- ---

ORDER OF ADMINISTRATION: 

SPACHE SCORES : 

PASSAGE READ TIME 

*INSTRUCTIONAL LEVEL: · 
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STUDENT RECORD SHEET 

DATE ------
GRADE REPEATED? -------------

Word Recognition - List 1 

Word Recognition - List 2 

Word Recognition - List 3 

WORD RECOGNITION 

# correct 

COMP�ENSION 

, 

l 

-------
BASAL PLACEMENT: 
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WOODCOCK SCORES: 

Fasy Reading Failure 
TEST Raw Mastery Reading Grade Reading 

Score Score Level Score Level 

Letter 
Identification 

Word 
Identification 

Word 
Attack 

Word 
CompreJ:iension 

Passage 
Comprehension 

TOTAL 
READING 

*INSTRUCTIONAL LEVEL: 

BASAL . PLACEMENT: 

I .  

********************************************************************************************* 

GENERAL NOTES: 
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BASAL READER SCORES--IN PERCENTAGES: 

ORAL READING · SILENT READING 

READING 
LEVEL . word Recognition Comprehension Comprehension 

Total ? Ginn ? Supp ? Total ? Ginn ? Supp ? 



.APP.ENDIX. C 

DArA FOR INDIVIDUAL CASES 

N ote: Cases in which the research design was deviated 
from are denoted by asterisks.·. 



Table c-1 

Data for Individual Cases 

--
Basal reading scores 

Comprehension 
Diagnosed 

instructional Oral reading Silent reading 
level Basal · 

level Ginn Supplement Ginn Supplement 
Student DRS WRMT read . questions questions questions questions 

1 3 . 5  4 .  2 · · 3 1 40% 60% 66 . 6i 75.% 

41 80% 40% 66 . 6% 25%  

2 5 . 5  5 . 2  5 1 60% ?°0% 58 . 3% 50% 
w 

3 3 . 5  3 . 2  3 1 80% 100% 83 . 3 % · 75% 

4 4 . 5  4 . 3  4 1 
100% 40% 66 . 6% 50% 

5 ·3 . 5 4 . 2  3 1 80% 80% 33 . 3% 0% 

4 1 80.% 60% 16 . 6% 1 2 . 5% 

6 3 . 5  4 . 0  3 1 80% 80% 66 . 6% 50% 

4 1_ ·so% 80% 0% 1 2 . 5 i · 

7 5 . 5  4 . 0  4
1 

100% 80% 50% 50% 

5 1 50% 60% 41 . 6% 37 . 5% 



Table C-1 ( continued) 

Basal. reading scores 

Comprehension 
Diagnosed 

instructional Oral reading Silent reading . 
level Basal 

level Ginn Supplement Ginn Supplement 
Student DRS WRMT read questions questions questions questions 

8 · 5 . 5  4 .  9· 4 2 60% 100% 91 . 6% 75 % 

5 1 
100% 80% 83 . 3% 75 % ,· 

9 6 . 5 6 . 8  6 1 41 . 6% 75%  33 . 3% 25 %  

62 0% . 80% . 40% 20%  .,::.. 

10 5 . 5  4 . 1  4 1 
100% 60% 66 . 6% 75%  

5 1 80% 40% 50% 37 . 5% 

11 3 . 5  3 . 4  3 1 0% 60% 33 . 3% 0%  

* 1 2  1 . 4  1 . 8  
3 

66 . 6% 50% 50% 25 %  pp 

1
1 35%  * 30% * 

1 3 2 . 2 2 . 5  2 � .  80% * 40% * 

1 4 2 . 2 2 . 3  2
1 0% * 10% * 

1 5 6 . 5  · .6 . 0  6 1 66 . 6% 100% 16 . 6% 50%  



Table c-i (continued) 

Basal reading scores 

Comprehension 
Diagnosed 

instructional Oral reading S ilent reading 
level Basal 

level Ginn Supplement Ginn Supplement 
Student DRS . WRMT read questions questions questions questions 

1 6 6 . 5 6 . 6  6 1 58 . 3% 75% 66 . 6% 50% 

· 2 . . 6 40% . 100% , 60% 60% 

1 7 4 . 5  5 •. 6 1 · 70% 80% · 83 � 3%  50 % 4 
- � 

5 2 
20%  80% 100% 100% 

1 8 7 . 5  7 . 5  
. 1 7 . 80% 40% 60% 40% 

1 9 5 . 5  5 . 8  5 1 40% 100% 66 . 6% 50%  

5 2 . 80% 80% 70% 20% 

* 20 3 . 5  4 . 3  3 1 80% 60% 66 . 6% 50% 

32 42 . 8% 66 . 6 % 37 . 5 % 25 %  

2'1 5 . 5  6 . 6  5 1 
100% 100% 66 . 6% 50% 

6 2 
20% 60% 40% 30%  

2 2  7 . 5  5 . 1 5 1 80% 100% 66 . 6% 50% 



. Table C-1 (continued) 

Basal reading _ scores 

Comprehension 
Diagnosed 

instructional Oral reading Silent reading 
level Basal 

level Ginn · Supplement Ginn Suppl_ement 
Student DRS WRMT read · questions questions questions questions 

7 1 
100% 100% 0% 0% 

2 3 6 . 5  5 . 4  5 1 
100% 80% 83 . 3%' 50% 

61
. 20% 40%' 40% 30%  

3 1 
2 4 3 . 5  4 . 7  60% 100% 83 . 3% 75%  

4�  10,0% 100% 50% :2 5%  

. 2 5 . 3 � 5 3 . 4  3 1 
20% 40% 0% 0% 

2 6 4 . 5  4 . 8  4 1 
100% 60% 83 % 50% 

42 40% 60% 100% 75%  

2 7 5 . 5  5 . 8  · s 1 
20% 100% 83 . 3% 30% 

5 2 , 100% 100% 60% 60% 

2 8 3 . 5  4 . 6  3
1 

100% 100% 83 . 3% 50%  

4
2 

30% 40% 16 . 6% 0% 



Student 

2 9 

3 0  

Diagnosed 
instructional 

level 

DRS WRMT 

5 . 5  4 . 7  

6 . 5  5 . 4  

Basal 
level 
read· 

4 2 

5
1 

5
1 

6
1 

Table C-1 (continued) 

Basal re�ding scores 

Comprehension . 

Oral reading Silent reading 

Ginn 
questions 

70.% 

60% 

100% 

66 . 6% 

Supplement 
questions · · 

40%  

80%  

100% 

100% 

Ginn 
questions 

58% 

8% 

83 . 3% 

66 . 6% 

Supplement 
questions 

25 %  

37 . 5% 

75%  

75%  

'-1 
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