CHAPTER ONE

INTRODUCTION, STATEMENT OF THE PROBLEM, RESEARCH AIM,
RESEARCH STATEMENT, DEFINITION OF CONCEPTS AND
PROGRAMME OF STUDY

1.1  INTRODUCTION

Reading can be regarded as one of the most important skills any learner has to acquire in the
formal school or learning situation. Reading can be seen as the basis for all learning
(McCarthy 1995:16) and, as stated by Stanovich (1986:390), has “cognitive, behavioural and
motivational consequences that slow the development of other cognitive skills and inhibit
performance on many academic tasks”. Simplistically stated by Brown (1982:4), it could be
summarised that a learner’s reading ability will determine in which class he will be placed and

which subjects he will choose and later on this will also have an effect on his choice of career!

An early start in reading is important in predicting a lifetime of literacy experience, and early
success at reading acquisition is one of the keys that unlock a lifetime of reading habits
(Stanovich, Cunningham & West 1998:278). Adams (1990:26) declares that the social and
economic values of reading and writing, both in number and importance, are multiplying vastly
and Pumfrey and Owen (1995:1) warn that illiterate people are marginalised and
disadvantaged in contemporary societies. Stanovich and Cunningham (1992:64) hold the view
that only print provides the opportunities for individuals to acquire a broad and deep
knowledge of the world. They (Stanovich & Cunningham 1992:64) further believe that print
exposure contributes to cognitive efficiency, as print is an exceptional source of rich
stimulation. In addition to this, Adams (1990:26) predicts that the level of literacy presently

regarded as “satisfactory” will qualify as only marginal within a couple of years.

It therefore follows that a learner’s perception of what reading really is ought to be formed
even in the initial learning-to-read phase. Learners should never view reading as purely an act
of barking-at-words, but rather as an enjoyable, meaningful, challenging and complex

cognitive and metacognitive process, which is essentially enactive, interactive and creative,




and which involves recreation of meaning (Hunter - Carsch 1995:137). Reading is not a

single skill, but the simultaneous application of a number of skills (Bouwer 1993:21). Reading
comprises, inter alia, perception, processing of grapheme-phoneme correspondence, sound
blending, decoding, word recognition (by a lexical or non-lexical route to recognise a word,
according to dual-route theorists such as Coltheart, Curtis, Atkins & Haller 1993:589 and
Snowling 1987:70), sight word vocabulary, reading comprehension, literal reading of the lines,
inferential reading between the lines, and reading “beyond the lines” (Lerner 1993:404;
Bouwer 1990b:8). Furthermore, readers’ bringing of their pre-knowledge (schemata) to the
text, their attention and reasoning, as well as their metacogpitive involvement (described by
Burns, Roe & Ross 1992:233 as knowiné when they know, what they know, and when and
what they don’t know, and conscious efforts to monitor and control this functioning), are all
basic aspects of reading that should be introduced to young readers, helping them understand

what is expected of them when reading,

The implication of the importance and complexity of reading is clear: Learners’ reading
abilities and progress should be monitored by the class teacher on an ongoing basis, starting
from the first reading lesson. A preventative approach in the teaching of reading should

therefore be adopted, which would lessen the need for extensive corrective intervention later

(Donald 1996:76).

Unfortunately it is still frequently found that all the learners in a class are required to read the
same pages of a basal reader, one after the other. This regularly results in some children
memorising the passage and then reciting it, instead of actually reading the text. A learner
with a reading difficulty could therefore easily remain unidentified in the early stages of his

schooling, culminating in more serious learning problems later.

Reading difficulties can often be corrected before a serious learning problem develops, on
condition that the specific nature of the difficulty be diagnosed timeously. Beech (1985:68)
declares that learners can benefit more from early intervention than when a problem is
diagnosed when they are older, just as brain injuries early in a learner’s life can be

compensated for much better than when the injury occurs later in life. Early identification is
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thus of the utmost importance, as it would put the emphasis on effective initial instruction,

rather than on learning support or remediation (Ramarumo 1996:346). Singleton (1997:86)
states that in recent years there has been a genuine educational movement towards early
intervention, which was spearheaded by the programme known as ‘Reading Recovery’. In
official documents of the South African Department of Education (1998:9; 1997d:83, 147,
1997¢:20) it is stated that the early identification of learners who are likely to experience
barriers to learning, as well as the recognition of the principles of early intervention, shouid be
regarded as a national priority. Vincent (1997:35) also regards early identification, and

recurrent screening, as of the utmost importance.
This imperative leads to the controversial subject of assessment.

Assessment, evaluation, testing, measurement, judgement, or whichever other term used for
“being tested”, all scem to strike a negative chord with the majority of people. One of the
reasons for this negative connotation is that the emphasis is often placed negatively - merely
on the guantity, or percentage of knowledge or skills a learner has not yet mastered, causing

the assessee to feel exposed and vulnerable.

Assessment should be seen as an essential, creative process (Cullingford 1997:1) in which
learners’ specific strengths and weaknesses are determined in order to diagnose why they are
experiencing difficulties in an area of learning and to point to how the regular teacher could
intervene and also evaluate whether the intervention has achieved its aims. This view of
assessment could actually empower young learners (and their teachers!) to help themselves

(Burden 1996: 98-101). Singleton (1997:91) views such assessments or screening  as
supplying teachers with the information they need to differentiate learning effectively, and
Morawski (1992:82) regards a holistic assessment of each of the learners in their class as
essential for teachers to develop remedial plans for the learners. The South African

Department of Education (1997d:29) agrees that assessment should result in indicators of

educational need.

Proper assessment of each learner’s reading abilities should be regarded as an intrinsic part of




the teaching/instruction of reading to monitor whether the aim of teaching reading — to

develop thoughtful, critical, responsive and effective readers (Valencia, Hiebert & Afflerbach
1994:1) - has been achieved. The philosophy at the heart of any assessment should be the
promotion of learners’ learning, which implies that assessment goes hand-in-hand with

teaching and learning (Smith 1995:121; Hancock, Turnbill & Cambourne 1994:46).

Individual assessments for each learner would obviously be impractical, as it would be too
costly and time-consuming. Group assessments would therefore be the solution. Beech and
Singleton (1997:21-22) regard “mass screening” as useful on the grounds of economy and

efficiency and stress that this mass screening should be performed by the class teacher.

Teachers and learners in South African schools are afl presently faced with a severely complex
situation and many with unique language difficulties. Not only are there large numbers of
learners per class, but there are also sometimes more second and third language speakers of
English' (many with linguistic and socio-economical disadvantages) than first language
speakers who attend schools where English is the language of learning. A policy of inclusive
education , which encourages participation of learners with special needs i the mainstream,

will further add to this complexity.

In spite of all these difficulties facing South African teachers and learners, no formal locally
developed, diagnostic reading instrument exists for English learners in the Foundation Phase’.
Standardised American and British reading tests have been used for years by South African
practitioners. Because of, inter alia, their level of difficulty , contextual specificity and
inappropriate norm base, none of these tests is suitable for all young South African readers in

the initial learning-to-read stage.

Consequently there is a genuine need for South African diagnostic reading materials for Grade

1 to Grade 3 readers which are specifically designed for use by the regular class teacher. Such

! The researcher acknowledges that many African learners usc English as a further language;

for the purposes of this study_second language is used to include third and further languages.

2 Leamners in Grades 1 to 3 are in the Foundation Phase.
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materials would enable teachers to timeously identify and assist learners in their class who

have a reading and/or language difficulty, offering an effective starting point from which to
steer the instruction and learning support of the teacher towards effective differentiation. It

would not, however, replace continuous, authentic assessment_ in the classroom.
1.2 STATEMENT OF THE PROBLEM

The researcher’s preliminary survey showed that no scientifically developed English reading
assessment instrument exists in the country which is suitable for all South African learners in
the initial reading phase and also confirmed the need for such materials. All the available tests
(in excess of 40) in the test library of the Human Sciences Research Council (HSRC) were
examined. None of these tests was regarded suitable for all South African learners in the

Foundation Phase.

The identified problem is thus to develop diagnostic reading materials with appropriate
sub-sets of assessment items at the appropriate levels for a heterogeneous population of
South African learners in Grade 1 to Grade 3 who use English as the language of

learning. These materials must be developed for use by the regular class teacher.

The specific nature and the difficulties of the learning-to-read phase would have to be taken
into consideration in the design of the diagnostic tool. The critical outcomes formulated for
Curriculum 2005 (South African Department of Education, 1997a, 1997b), as well as the draft
Policy Document on Assessment (South African Department of Education, 1998) would have

to be reflected in the approach generally and in the matenials.

* Authentic asscssment is regarded as assessments where ongoing interactions between teachers and
their students are used for assessing students’ learning processes, abilities and accomplishments (Hiebert,
Valencia & Afflerbach 1994:6).
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The critical outcomes’ formuiated for Curriculum 2005 should be taken into consideration in

the design.

Important factors and questions that require examination and consideration in developing the

diagnostic reading materials comprise the following sub-sets:

1.2.1 Orthodidactic dynamics of assessment

e Which model of assessment would allow for group application in the Foundation Phase
to be time- and cost-effective?

o Which formats and procedures would ensure learner- and user-friendliness at the
Foundation Phase level?

. Which formats and procedures would enable regular class teachers to apply and
interpret the instrument in the regular Foundation Phase class situation?

. Which formats and procedures could make it possible for the reading instrument to
function as a mediational agent, i.e. facilitate learning and support the learners to be

cognitively involved with text on a higher level than before when reading?

% Outcomes could be critical or specific, and arc regarded as the end products of a learning process
(S.A. Department of Education 1998:39). Critical outcomes “ensurc that learners gain the skills and values
that will allow them to contribute to their own success as well as to the success of their family, community and
nation as a whole (S.A. Department of Education 1998:41). The S.A. Department of Education (1997a:16)
names the following eight outcomes, whilst only the first seven are noted in a Discussion Document (S.A.
Department of Education 1997h:10):
» commumnicate effectively using visual, mathematical and/or language skills in the modes of oral and/or
written presentation;
identify and solve problems by nsing creative critical thinking;
organisc and manage themselves and their activities responsibly and effectivcly;
work effectively with others in a team, group, organisation and community,
collect, analyse, organise and critically evaluate information;
use science and technology effectively and critically showing responsibilitics towards the environment;
understand that the world is a set of related systetns, with problem-solving contexts not existing in
isolation;
e show awarencss of the importance of effective learning strategies, responsible citizenship, cultural

sensitivity, education and career opportunities and entrepreneurial abilities.

Ouicomes-based education is a flexible, empowerment orientated approach to learning, where teachers are
encouraged to broaden their perspeclives, be proactive, interactive and to monitor the learners’ progress
continuously (S.A. Department of Education 1997d:19,21,28).




1.2.2

1.2.3

1.2.4
(1)

Content and skills addressed

What is the range of reading skills and strategies that needs to be addressed in the
diagnostic reading materials?

How could the various reading skills and strategies be addressed in sub-sets of
assessment activities?

How should the materials be designed to determine whether a learner has difficulties
related to the lower cognitive skills (infer alia, phonological awareness, word
recognition, decoding, letter recognition in terms of position in space)?

How should the materials be designed to determine whether a learner has difficulties
related to the higher cognitive skills and schemata (inter alia, using of pre-knowledge,
reading between the lines, construction of meaning, strategic reading, metacognition

and to deduce or infer information that is provided indirectly)?

Test development

How should the diagnostic reading materials be constructed, for it to be suitable for
application at any stage throughout the year for purposes of identification and
differentiation in the process of ongoing assessment?

Should the materials be criterion- or norm referenced?

Would it be possible to develop two comparable forms of assessment activities to

increase the user value?

Utilisation of test results

The teacher

How should the diagnostic reading materials be designed, to enable class teachers to
understand the reading needs of the learners in their class?

How should the materials be designed to help teachers establish differentially who in
their class has a reading, language or specific learning difficulty?

Would it be possible to design the diagnostic materials to support teachers in a practice
of continuous assessment and learning support?

How should the materials be designed to help less experienced teachers understand

that advanced aspects of strategic reading (eg. the development of schemata, reading




comprehension, reading between the lines) should be introduced even in the initial

learning-to-read phase?

(2)  Thelearner

e How should the diagnostic reading materials be designed to help learners discover
strategies to identify and solve problems by means of critical and creative thinking?

e How should the materials be designed to help learners organise and manage themselves
and their acts of learning more effectively?

e How should the materials support learners to communicate effectively at the receptive

level, using visual, symbolic and/or language skills?
1.3 AIM OF THE RESEARCH

The aim of the research is to develop diagnostic reading materials for all South African

learners in Grade 1 through 3 who use English as the language of learning.

The diagnostic reading materials for South Affican learners in Grade ! to Grade 3 will
accommodate principles and practices of outcomes-based education in its focus on skills and
strategies of reading comprehension and will be intended for use by regular class teachers in a
pro-active, continuous way. The diagnostic materials will be aimed to enable class teachers to
understand their learners’ special instructional needs in reading, and to identify the specific

difficulties that learners in the Foundation Phase generally expertence.

The development of the diagnostic materials furthermore has the objective of providing
teachers with focus to address those difficulties experienced by their learners and to decide on

the level on which learning support, as well as regular class tuition should proceed.

In summary, the development of the diagnostic English reading materials specifically aims to
be in line with the recent theories of reading in the learning-to-read phase, in looking at the
learning competencies and reading development of all South African learners in the

Foundation Phase who use English as the language of learning, i.e. including first (L1} or




second language (L2) speakers of English.

Finally, the reading materials aim to accommodate current policies of the South African

Department of Education on learning, instruction and assessment.
1.4 RESEARCH DESIGN

1.4.1 Literature review

The theoretical issues concerning the following relevant fields will be examined and integrated

by means of a review of the recent, relevant literature:

. Various models and theories of beginning reading (L1 and L2) with their respective
views of the reading processes and strategies and the reading programmes and
instructional reading materials used in each model, with the views of each on

assessment integrated in this division

. Existing instruments of reading assessment
® Principles of conventional and authentic reading assessment
. Test development, with brief consideration of

- norm-referenced tests
- criterion-referenced tests

- multiple-choice format of testing

1.4.2 Case Studies and Field Notes

Field notes of case studies from the researcher’s professional practice will be contemplated to

illustrate and verify the reciprocal relationship between theory, praxis and practice.

Relevant information from a number of case studies focusing on issues related to reading will

be supplied in Appendix A, Full reports will not be presented.

1.4.3 The development of diagnostic English reading materials

Original diagnostic reading materials for learners in the Foundation Phase who use English as
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the language of learning will be developed. The position taken on the issues examined in

the literature review proposed in 1.4.1, as integrated with the case studies and the field notes
of 1.4.2, will be closely adhered to in the development of the materials. Two comparable
forms of the materials will be developed in an attempt to contribute towards establishing a
practice of continuous assessment by the class teacher. The comparable forms will consist of
sub-sets of assessment activities to address the various aspects of development in the early

phase of reading developrhent.

The development of the diagnostic reading materials will comprise the following:

. The design of the set of materials, which entails the choice of assessment formats

. The writing of original texts and the formulation of questions

. The design of the test procedures, in the form of a user’s manual

e A pilot implementation of the assessment items, after which alterations, if necessary,

will be made

. A scrutiny of the revised items by a panel of specialists in the field, including
rescarchers of the Human Sciences Research Council

. Data-collection in four English schools representing heterogeneous L1 and L2 learners
from a low-average to average income group, selecting a representative sample of

average readers in Grades 1 to 3

° Statistical data processing, item analysis and item selection
® Establishment of the reliability, validity and practicability of the materials
® Recommendations for the final design of the diagnostic reading materials

The results obtained in the experimental application of the diagnostic materials will also be
examined summarily to gain an understanding of the distribution and nature of specific reading

needs of learners locally, to direct future development of learning support programmes.

1.5 RESEARCH STATEMENT

In order to develop diagnostic reading materials that are specifically suitable for South African
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learners (L1 and L2) in the Foundation Phase, it is imperative to analyse the factors in the

learning situation locally that play a crucial part in the development of the learners’ reading
competence and, more particularly, of reading difficulties. An orthodidactic approach to the
learning situation will provide an appropriate point of departure for this analysis. It will also
serve as a theoretical framework on which to base the research and, finally, the design and

content of the didgnostic reading materials.

The orthodidactic discipline is particularly interested in the theory and praxis concerning
learning difficulty of any nature. To emphasise the importance of praxis, the various
components of the education situation are studied as partners, which are all interactively
involved. According to Bouwer (1989:9), the learner, the teacher and the learning content
(termed learning areas in OQutcomes Based Education’) play an equally important role in the
education situation. Burden (1996:102) also points out that learning takes place if there is
interaction among teachers, learners, tasks and content (of learning areas). All the
components of the education situation need to function effectively and in harmony with each
other for learning to take place successfully, whilst a problem in any of these could contribute
to a learning difficulty. Bouwer (1989:9) states that “all factors contributing to, correlated
with or interacting with the educational problem in any of these three components need to be

taken into account.”

In developing diagnostic English reading materials for beginning readers the primary focus
would be directed at the various aspects of reading performance as the result of the interaction
between the participatory involvement of the learner with his/her unique abilities and needs

and the participatory involvement of the teacher with his/her didactic and linguistic skills, in

> Outcomes-based education (OBE) s a “design for education which is learner-centred and orientated
towards results or outcomes. It is based on the belief that all individuals can learn. In OBE the curriculum is
designed to promote knowledge, skills, attitudes and values which are nceded by the learner and society ...
(The learner is equipped) to participate actively in the society ... Learners differ and (some may need)
assistance ... to enable a learner to reach his/her full potential” (S.A. Department of Education 1997a:vii).
OBE focuses on what and how the learner leamns; the process of learning becomes just as important as what
you learn (S.A. Department of Education 1997c:9). OBE is regarded as a flexible, empowerment orientated
approach to learning (S.A. Department of Education 1997¢;21). The outcomes are achieved through the
integrated use of listening, speaking, reading and writing (5. A. Department of Education 1997d:7). Teachers
are encouraged to “broaden their perspectives, be pro-aclive, interactive and share their ideas with one
aniother” (S.A. Department of Education 1997¢:28).
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the act of learning-to-read the English orthography as L1 or L2, which represents the

content component with all its challenges, demands and potentially problematic qualties.
1.6  DEFINITION OF CONCEPTS

1.6.1 Learning-to-read

Learning-to-read is regarded as the act where beginning readers in the Foundation Phase are
introduced to the written form of communication, where they are taught to recognise words
by sight, decode unknown words and to comprehend what they read. Integrated with the
other skills in the learning area of Language, Literacy and Communication, this includes the

forming of a perception and understanding of what reading really is.

In this study, reading is viewed as a complex act, which includes aspects such as phonological
awareness, decoding, sight word recognition, reading comprehension, the ability to deduce or
infer information provided indirectly, metacognition and the formation and/or utilisation of

schemata.

1.6.2 Diagnostic reading materials for learners in the Foundation Phase

The term Diagnostic reading materials for learners in the Foundation Phase indicates that these

materials should not be regarded as a test. They should assess skills that belong exclusively to
reading, and should not be a substitute for regular, continuous assessment by the regular class

teacher.

The diagnostic reading materials should reflect the appropriate level of competence that could
justifiably be expected of a learner at various points of reading development during the first
three years of schooling, and should be designed to “break down™ the complex reading act
“into its component parts to help teachers gain information about a student’s specific reading
weaknesses and strengths” (Rubin 1982:109). It should be seen as a tool that would assist
regular class teachers to timeously identify learners in their class who might experience reading
difficulties and help them to understand and gain information about the readers’ relative

strengths and weaknesses in terms of the inter-relatedness of these. It should further facilitate
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in teachers a better understanding of individual readers’ processes of reading.

All of these benefits should enable teachers to assess the learning that has taken place in order
to effectively plan further lessons and intervention (Brady 1997:12), and take the first step into
diagnostic teaching (Vincent 1997:30), which would ensure that learners in the class could
receive appropriate instruction and training in the necessary skills at the appropriate time

(Beech & Singleton 1997:21; Burns ef al. 1992:573).

1.6.3 Foundation Phase

Learners who are in the first three grade levels of school (Grade 1 to 3) are in the Foundation

Phase.

1.6.4 Euglish Second Language speakers (1.2)
It is acknowledged that there are many African-language speakers who use English as a third,

or even later language. L2 will refer to all of those speakers.
1.7 PROGRAMME OF STUDY

The first chapter of this study has provided the introduction, statement of the research

problem, aim of the research, methodology, research statement and definition of terms.

In Chapter Two, literature concerning theoretical aspects that are relevant to the development
of diagnostic reading materials, such as current models and theories of reading in the imtial
phase, assessment and reading assessment instruments, will be reviewed and integrated with
relevant findings from the researcher’s case studies and field notes. The requirements for the

design and development of the diagnostic reading materials will be derived from the above.

The diagnostic reading materials and a detailed user’s manual will subsequently be developed.
In the interest of confidentiality during further development and eventual copyright, the
materials and manual will not be included in the dissertation, but will be provided to examiners

under separate cover.
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In Chapter Three, the pilot process, the empirical research and statistical techniques used for
the analysis and interpretation of the data will be reported. Item analysis and selection will be
performed, to arrive at the final product recommended as the diagnostic reading materials. A

frequency distribution analysis of errors per specific error type will be performed.

Chapter Four will comprise a summary, discussion of the limitations of the research, final
conclusions and recommendations concerning the administration and use of the materials and

suggestions.
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CHAPTER TWO
THE BEGINNING READING PHASE : INSTRUCTION AND ASSESSMENT -
THEORY, PRAXIS AND PRACTICE

2.1 INTRODPUCTION
The main focus of the research addresses the following aspects:

e The development of diagnostic reading materials for South African learners in the Foundation
Phase, who use English (L1 or L2) as their language of learning

e The administration of fhe reading materials to a sample of leamers in four South African
government schools

» The diagnostic qualitative and quantitative interpretation of the statistically computated data

As the research does not primarily constitute a theoretical study, the review of the literature on
reading does mot aim, nor claim, to provide a historical overview of the various models and theories
of reading. Issues that are regarded as specifically relevant for the research will be examined and

integrated. Important, but less relevant, issues will be touched on only briefly.

The format(s) of assessment proving most suitable will subsequently be considered in some detail.
Finally, fundamental issues of test design will be investigated, with a brief consideration of the
demands of validity, reliability and practicability.

The following typographical presentation will structurally reflect the elements of the rescarch
reported on in this chdpter:

25 il

s Ccase sich

T svnthesiee theory and prasisipraction”. observations and fadings (rom the reses

fichd notes (see Appendi< A) will be infegrated throughout the Hermatre roview

o corraboraiion and as g

veriicnion of positions wken. Greern ot will repeesent th

® For the purpose of the research praxis is viewed as a scientifically substantiated practice with a theoretical
grounding, whilst practice indicates general, less structured and less deliberate activity.
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Possible implications of the Itcrature review and the findings in praxis/practice (case sindies and ficld

iotes) for the aim, elements of design, contribution and/er place of the disgnostic reading maierisls in reading
instruction will be concluded in the course of the report in this chapter. Red print will be used to highlight
such comments and requirements for the design of the diagnostic materials, Comments will be numbered
chronolegically in the line of discassion. followed by the mumber and standard phease for the particular reguirement

and an indication of its accunlating weight as reflected in the mumber of times it has become apparent.

The researcher is aware that the effort to integrate theory, practice and praxis step-by-step
in this manner holds the danger of fragmenting the [literature review to the point of
obscuring the logic of the line of analysis and argument. An orientational reading of the

sections in black is recommended.

22  THEORETICAL APPROACHES TO READING INSTRUCTION

2.2.1 The Whole Language Approach in the Beginning Reading Phase

Weaver (1994:233) and Kenneth Goodman (1992:194) regard the following researchers as
prominent Whole Language theorists and psycholinguists who contributed to this approach; Yetta
Goodman (early literacy), Carol Burke (emergent literacy), Frank Smith (psycholinguistics), as well
as Dorothy Watson and Pat Rigg who worked with Goodman on his research. According to
Adams (1990:22), Horace Mann was the first prominent Whole Language advocate who suggested
in the middle nineteenth century, that the Whole Word approach be used to teach beginning

readers.

The Whole Language approach is also described as a top-down approach, with pro-active “indirect,
incidental and unorganised (implicit) instruction” (Groff 1990:4) that is material-orientated and thus
emphasises trade books, with transactive (Goodman 1986:52) and interactive involvement of the
learners in choosing their reading material and actively constructing meaning during reading
(Goodman 1986:38). Language across the curriculum is promoted (Goodman 1986:31). Miscue
analysis is an important concept in this approach (Goodman 1992:1-41), which will be discussed

later in this section.

Mejj (1995:7-9) regards the following methods for the learning-to-read phase as instructional
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methods of the Whole Language approach:

e Look-And-Say method: Whole word recognition, sight word recognition, often using the
ilash card method

e Whole-Sentence method: Emphasis on meaning through the context

¢ VAKT method: Visual, Auditory, Kinesthetic, Tactile-method, using the tracing and saying
of words until a learner can spell the word, in order to help reading later on. (However,
Richardson (1992:46) calls the VAKT method the Look-Say-Do method, and says that this
multi-sensorial approach, like all other multi-sensorial techniques, emphasises a direct,
structured mstruction of decoding, which then disqualifies this method as a Whole Language
method)

some lesrors can recognise words on Hash cards by sighe, bid sav the words withowt associating their
meanings, and/or confuse wordds which are visually similar when reading them in condext. Case Study A is an
exampie of g boy who recopnised sight words such as Gither on a fash card, and then in text read father for
feather. He also found it difficalt o define, doscribe or categorise some of the words that he recopnised by

sight, e.g. kitten is o baby caf and 2 per. has fur eic.

. . , 5 . st e . - . .
1 Reguirement 1 : Comprehension and seaning {1 thme): The diagnostic reading materials should
be designed in a way that would ensure that words are associated with meaning, even when not appearing in

comlext.

Groff (1990:5) and Beech (1985:16) argue that one of the reasons for ‘the mterest in the Whole
Word, and thus the Whole Language approach, is the unpredictable and irregular spelling of many
English words. Beech (1985:77) mentions that the Whole Word style of reading involves the
processing of the visual patterns of whole words, instead of the decoding of individual letter

sequences - not unlike the logographic recognition in Chinese reading.

Case Study A s an exampic of 1 L2 (L} Danish) learner in an Zaglish school who found the reading of

regular, simplo {OVO w s such

a5 jmge, poonie, biscmit, here, of which the meaning was Tunibiar

2 Requirement 2 : Word recognivion and decoding (3" time): Regular CVC words, as well as

irregularty spelled high frequency words which could be expected to form part of 2 leamner's sight word
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vocabulary, should be included in the diagnostic materials.  Individual Jearners' performance on these

different tvpes of words should then be compared and the instruction planned accordingly.

In the Whole Language approach, reading 1s regarded as a holistic process (Goodman 1992:192),
which integrates reading and writing into a unified learning task (Aaron 1991:128; Vellutino
1991:439). Literacy (encompassing both reading and writing skills) in all areas of the school

curricutum and in the real life environment is emphasised.

However, many jearners in the Foundation Phase Tind dictation taske and writing peneraliv very difficalt. Case
Sindv B kg oan exampie of g bov (L1} with poor fme motor conirol and wiiting difficuliies. He wrote extremely

stowdy and was unable 1o pud down o single thought in writing during his assessment.

3 Requirement 3 : Written language (1¥ time): Since beginning readers are not vet sufficiently
experienced in expressing their ideas or their understanding of diagnostic reading maierials (for group
application) in writing, it might not be advisable to use open-ended questions. In endeavouring 1o assess
reading skills the resulis should not be contaminafed by constraints existing in the learner's spolen and/or

writien expressive language skills.

Proponents of the Whole Language approach view learning to read as a natural process, just like
the acquisition of oral language (Aaron 1991:129; Groff 1990:6; Liberman & Liberman 1990:51),
This view is strongly criticised by many, including Aaron (1991:129), who compare the acquisition
of oral language and speech development to learming to walk, and learning to read (and write) to

learming to swim, which requires deliberate nstruction and effort.

® Reading is further viewed as a process of constructing meaning in which readers construct a
text parallel to the written text, with their comprehension incorporating their beliefs,
knowledge, values and expenences (Goodman 1992:193). In tlis view, readers are
encouraged to take risks when they read, which would allow them to guess at words and
information (Goodman 1986:39) and to “predict, select, confirm and self-correct as they seek
to make sense of print” {Goodman 1986:38). In the process of constructing meaning, readers
sometimes make miscues {(not “errors’, according to Weaver 1994:231) that reflect on, and
have an effect on, the construction of their meaning (Goodman 1992:192). A reader’s miscues
should be analysed to provide insight into the reading processes that he/she uses (Weaver
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1994:233). The view is that good readers simultaneously (Weaver 1994:134) and effectively

(Weaver 1994:233) use their knowledge of language (syntactic, semantic and grapho/phonemic
aspects), as well as reading strategies, such as prior knowledge (schemata) and metacognition,
to construct meaning while reading (Weaver 1994:132-134). The reading strategies are used

simultaneously to

e predict words and/or information (by using syntactic and semantic knowledge and cues to
narrow down the field of possible words)

» sample words and/or statements (by looking at some of the visual, grapho/phonemic cues), and

» confirm or correct (by using syntactic and semantic cues) the unfamiliar words (Weaver
1994:133, 134), which might/might not be exactly the same as the written words in the text.
The construction of meaning is more important than to “reproduce surface detail” (Weaver
1994:231), to such an extent that incorrect sight word recognition and insufficient reading
speed, accuracy and fluency are not necessarily regarded as indicators of a reading deficiency

(Weaver 1994:232)

Aaron (1991:129) views the goal of the Whole Language approach as helping beginning readers to
comprehend the meaning of text in written language, and declares that this approach does not make
any distinction between “learning-to-read” and “reading-to-learn.” At all grade levels, processing
textual meaning generally is emphasised, instead of developing any discrete “skills” (Aaron
1991:129). Comprehension strategies are used to expand learners’ strengths (Baumann 1991y,
Groff 1990:7).

The learner in Case Study A accepted the fllowing sentence as tuol  [n winder U is very hot, and to ihe

question Was it hot or cold in the story? he gave the answer as hot. In practice it is found that many readers do

not wse their schemata, or prior kmowledge effectively m reading,

4 Reguirement 4 : Schemata (1" time) and Reqguivement b Comprehension and mesning (Z“d
time): Learners should be taught from the very beginning to perceive reading as “reading for meaning”, and
actively to utilise their schemata when reading. The diagnostic reading maierials for ihe Foundation Phase

should thus contain a section {o assess this aspect of reading.
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In the Whole Language approach, words are never presented out of context {(Goodman

1992:191; Vellutino 1991:438; Groff 1990:5-7). The texts used in this approach are described by
Goodman (1992:192) and Aaron (1991:178) as being functional, relevant, purposefuil, meaningful

and interesting, Texts that have been written by the learners are often used.

I the researcher's practice individus! words ave ofien used successfully fo help the learners develop higher
cophitive skills such as classification, sssociation and conscioushy utilising their schemata, 1o therapy sessions.,

the fearner in Case Study A was. infer alie, required to read individusl words on flash cards. The learner had

to deseribe. define or categorise cach word and 2is0 had 1o supply other words that could be associated with it

&g bird was described as an_geimal et can Sy, # oan ont seeds apd worms, and sometimes it cols small

animls. and the associated words were fcaliers. eog. wings, cagle. bealo, clows.
S, prlie S ¥ v i = 3 e

5 Hequirement 5 : Word reading (1 timee): Since learners in the first year of the Foundation Phase,
as well as readers with a learning difficulty, are easily threatened by Iots of print on 2 page. these learners
might regard a word reading test as more learncr-friendly. A well designed word reading itest, using high
freguency, familiar concepts and words, could supply practical, relevant and nseful information regarding
various components of the learning-to-read process. Word reading tests conld meet the practical demands of
task- and time-cffectiveness, and contain 2 realistic amoumt of work for beginning readers. It would be
possible to use different word reading tests, progressively rising in level of difficulty, for various stages

throughout the first vear, leading wp to a prose reading test to fully assess a reader’s reading competence.

Adams (1990:23) and Snowling (1987.61) state that Whole Language theorists believe that when
reading is presented in context, readers use semantic clues to help them to predict words. Learners
are encouraged to use their background knowledge and self-monitoring questions, as well as their
existing knowledge of the oral language strategically to help them when they read {Pearson &
Tiemey 1983:42-43), They are inspired to make maximum use of contextual information to
facilitate word identification, and to use graphophonic information sparingly (Vellutino 1991:437),
only as an ancillary tool (Adams 1990:23). Readers are encouraged to derive from print just
enough information to provide a basis for guessing at the gist of the text (Liberman & Liberman
1990:51), an activity described by Goodman (1992:192) as a "psycholinguistic guessing game”.
Bryant and Bradley (1985:78), amongst many others, strongly oppose the Whole Language
theorists’ view that phonological, visual and orthographic clues are relatively unimportant,

Stanovich's interactive-compensatory model (Stanovich 1986:370) indicates that poor readers, and
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not good readers, often use contextual clues, because less skilled readers who are deficient in

basic reading skills tend to compensate for these inadequacies by relying more heavily on contextual
clues and higher-order processing when reading ( Ehri 1995:18,; Nicholson, Bailey & McArthur
1991:33; Vellutino 1991:438, 442; Stanovich 1986:368, 369; Beech 1985:29).

Case Stady € is an example of 2 boy in the third grade, who bad very poor decoding skills and a Hmiled sight
word vocabulary.  When presented with a text, be relied heavily on contextnal clues, as well as on his
schemata. If the unfamiliar word appeared early in the sentence or text though, he was vnabie to read the word

andd stared helplessty at it He did aot by to read ahead in an attemit 1o vse contextual clucs, he only used

those contextual clues preceding the unknown word.  He displayed 2 severe lack of metacopnitive sleatepies.
Case Sindy I is 2 hoy who faHed 10 use schemata or metacognitive skills - he accepted what he read, even i i

made no scnse, €.g. A supervise person for Jane and Peter srpived, instead of A surgrise parcel for Jane and

Peter arrived on Saturday.

5} Requirement 6 : AN known aspects of reading (1% thme) and Requirement 7 : Metacognition (1™
time): Decoding skills and strategies. as well ag the wse of schemata and metacognitive sirategies are
imporiant when reading, as illestrated by Case Studies C and D, and the diagnostic reading materials should
assess all these aspects. Discrete components of the results should steer the inexperienced eacher’s instruction
in the direction of reading for meaning, wiilising metacognition and schemata, but also emphasising accuracy

in word recognition.

Basal readers, reduced texts, experiments with non-words or pseudo-words, word reading lists

and muitiple-choice questions in any teaching or testing task are strongly rejected (Goodman ‘
1992:191), whilst the use of retelling techniques (to check whether the analysis made of the L
readers’ miscues is correct - Weaver 1994:234) and “authentic assessment”’ by the teacher are

promoted (Goodman 1992:191; Spiegel 1992:39). L

7 Authentic assessment is classroom based (Valencia 1994:23) and needs to be viewed as “ongoing
and cyclic processes intricately interwoven with teaching and learning (Smith 1995:121; Hancock et al.
1994:46). Authentic assessments use information from the classroom context, emphasises what each learner
can do, or attempted to do, as well as which processes the learner used during learning (Hancock et al.
1994:48). Assessments should result in optimal learning for all those involved, it must inform, support and
Justify teacher decision-making, it must reflect the theories that guide the teaching, and the findings resulting
from the assessment must be accurate, valid, reliable and be perceived to be rigorous by all who use them
(Hancock ef al. 1994:50). Brady (1997:10) regards assessments as important for determining that learning has
taken place, so that further teaching and learning can be planned. Brady (1997:10) further indeed stresses the
“motivational aspects” of assessment, where the learner is motivated for further learning, and the teachers are
motivated to plan their instruction.

(AFEF AR RGN 7
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The use of standardised testing of reading competence is strongly criticised, as it is the opinion
of the Whole Language theorists that aspects of reading such as prior knowledge and the use
of predictive skills, which greatly influence coniprehension, are typically not addressed in
standardised tests (Grindler & Stratton 1992:263). Gutknecht (1992:213) states that

standardised tests are skill-, and not process-orientated, and are therefore unacceptable.

In the vesearcher’s practice the multiple choice format is used effectively. aimost in a style of metacopnitive
learning support or mediated learning o assess the multiple aspects of reading (including comprehension.
prior knowledge and meigcognition).  Learners who find i difficuli (o express their thoughts or their
understanding of the texi orally or in writing (c.g. learners wilh 3 Ianpuage difficelty. or with poor expressive
writing skilis, oy with g resisiance o writing - Case study 1) fend o enjoy the muitiple choice guestions more.
The multiple cholce format focuses on and reflects the learncrs’ reading abilities, and not their (sometimes
Hmited) expressive language skifls, An exampie of the multiple choice format being used 1o asscss reading
comprehension follows:

H was guiet in the honse Tomy his brother and rhelr pavenis bad come bome lale iast nipht Evervbody,

drinking water frow ihe pond next fo the fetiorboy,

i What thme of the day was i in this story?
{a) I was very sarly in the morning.
H) 1 was vory Iake in the moraing,
{9 I was very early in the cvening,
{6l it was very laic in the evening,

Z. What was Tome dobng?

{a) Torn was still asleep.

{H Tom was expecting evervhody.
{cy Tom was siiting on his bed.

{ch) Tom was drinking wafer.

3 Where was Tom's bed?

{&} His bad was in his parents’ room.
{k His bed was in Bis brother's room.
{cy His bed was in his own room.

{y His bed was in a2 puestrotm.
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4, Where way the voom dn which Tom was sitting?

{a) Prownsiairs in the back of the house.
(b} Diownstairs in the Front of the house.
(e} Upstairs in the back of the bouse.
{3} Upstairs in the font of the house,

What ¢ true about Tom s window?

5.

{8} The curtaing had birds on then

{} The curtains were drawn.

£} The window was small and high

{ch) The window was big and low.

6. Where were the birde?

fa) The birds were i the house,

{k The birds wore in the window.

() The birds were next (o o trough. {i.e distracter for thvough)
) The birds were next to the feticrboy,

7 Reguirement 1 : Cdmprehemﬁm snd mezning (3™ time): A reading assessment battery should be

designed to assess the mmltiple aspects of reading for meaning, inchuding predictive and associative skills and
use of schemata in inlegrated, authentic fashion. The diagnostic reading materials should assist regular class
teachers in planming their instruction. A format should be chosen that would effectively distinguish the needed

ifornation concerning the details of learners’ processing.

To sumimarise, it could be said that Goodman (1992:196) views the Whole Language approach as
an “inclusive philosophy of education” and states that this philosophy is built on its strong views on
five pillars, namely language, learning, teaching, curriculum and learning community, which can in

turn be summarised as follows:

® Language: Reading and writing are performed naturally and holistiéally, with trade
books, about real life situations, and they cover literacy in all areas. Learners often write
and read their own texts, using texts similar to oral language. Authenticity is regarded as
essential (Goodman 1986:31).

® Learning: Learners are in control, choosing what they want to read. Learning is personal
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and social, with learning occurring optimally in functional, relevant and meaningful

experiences (Goodman 1986:39).

N Teaching (Language instruction): Teachers and learners interact with each other. The
teachers utilise fruitful teachable moments (Baumann 1991:vii; Goodman 1986:53), using
indirect methods of instruction (Spiegel 1992:38). Teachers are seen as "guides, facilitators
and kid watchers” (Goodman 1986:39; 41).

e Curriculum: The curriculum is integrated around problem solving in science and social
studies, with an emphasis on interdisciplinary co-operation and on literacy education
(Spiegel 1992:38).

. Learning community: A flexibility is maintained in materials and activities (Spiegel
1992:38), with learners generating their own questions and answering them collaboratively,

dynamically interacting with each other (Pearson & Tierney 1983:41).

Goodman (1992:197) explicitly states that the following examples of models are regarded as
incompatible with the Whole Language approach:

¢ Qutcomes-based education, because of its “pre-specified goals that tend to be too narrow,
too specific and unrelated to modern knowledge of language development.”

. Phonics-only programmes, because they “... reduce reading to a simple skills sequence
and isolate what is learned from functional use ...

. Any model of teaching which assumes that learning only happens as the result of teaching

. Direct Instruction, that focuses on “skills” which can easily be assessed with an “objective”

test for “mastery.”

Although the Whole Language approach is heavily criticised by proponents of the approaches to
reading to be discussed in subsequent sections, Goodman (1992:194-195) sees his contribution to

the field of reading research in the general acknowledgement of the following views:

. Predictability is an important aspect of text.
. Comprehension is at all times important in reading.

e Reading errors are not all equally salient.
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o Basal readers with “controlled vocabulary” (Goodman 1986:35) that does not represent

the “dynamic fluid nature of language” (Goodman 1986:15), are boring.

o Learners should be empowered to choose what they want to read and write.
° Learners should be encouraged to ask questions continuously while reading and to seek
answers in the text.

2.2.2 The Phonological Approach in the Beginning Reading Phase

The following authors and researchers are among the prominent advocates of the Phonological
approach: Bryant and Nunes (1998); Frederickson and Frith (1998), Adams (1990); Bryant,
Maclean, Bradley and Crossland (1990); Goswami and Bryant (1990); Perfetti, Beck, Bell and
Hughes (1998); Bryant and Bradley (1985) and Bryant (1974).

The Phonological approach is also known as a bottom-up, developmental, code-orientated, phonics
approach, with “direct, intensive and systematic instruction” (Spiegel 1992:40; Groff' 1990:2),
which could be performed explicitly or implicitly ( Grossen & Camine 1990:15), is based on an
identified scope of goals and objectives (Spiegel 1992:40), and is planned around the teaching of a
number of discrete sub-skills, which have a hierarchical sequence of difficulty (McCarthy 1995:15;
Dechant 1991:23; Groff 1990:2; Winograd 1989:2). Spiegel (1992:41) regards systematic direct
instruction as not only being teacher-centred (the teacher decides what to teach), but also as being
learner-centred (what is taught is determined by what the learners need to leamn and are able to
learn). Basal readers are used for instructional material. The systematic use of standardised
reading tests or assessments to monitor progress, is viewed as important. Empirical studies and

research to predict the future development of reading skills, are prominent in this approach.

Key terms in the Phonological approach which will occur in the discussion below, include the

following: grapheme-phoneme_correspondence, phonics, decoding, sub-skills, skilled-reading,

word_attack, word identification, pseudo word reading, graded word reading, phonological

awareness, working memory, orthography, alpbabetic coding, mental age, reading age, the

predictability of reading performance and developmental framework for the normal development of

reading.
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In the Phonological approach teachers aim to teach their learners to transfer the “wonders of

phonology” from speech to script (Liberman & Liberman 1990:58), and printed language is seen as
a “biologically secondary code that maps to its natural base in ways that must be quite consciously
understood if it is to be used properly” (Liberman & Liberman 1990:52). Learning-to-read is thus
viewed as a cognitive, intellectual achievement (Liberman & Liberman 1990:52) which requires

instruction, whilst learning-to-speak is a natural process.

Learners must thus consciousty wnderstand that i s possible {o misread/contnse words such 45 no/on, bat/pal

bazk/dark, drank/daric pest/peis/sien/besi/oets. Ervors such as these ocouy in all the Case Smdics.

8 Requirement 8 : Mediated learning (1% time) and Requirement 1 : Comprehension and meaning
4™ time): In keeping with the principles of mediation to defermine learning potential in dynamic
assessments, the design of the diagnostic reading materials should provide learners with sufficient practice
examples to make them consciously aware of the effect that ervors like these (e.g. incorrect leticr sequence and

letler reversals) would have on the meaning of the text.

Goodman, in strong critique, refers to this approach as one that regards learners as “blobs of clay
that need moulding” (Goodman 1986:25), and as a “skill-drill, text-test model” (Goodman
1992:195) that emphasises “bite-size/(sic), but abstract lttle pieces’ of language (Goodman
1986:7), instead of emphasising meaning, which sometimes calls for the incorporation of a reader’s
knowledge, beliefs, values and experiences, and sometimes allows for the use of a “psycholinguistic
guessing game” to help solve difficult words in context (Goodman 1992:192, 193). Whole
Language theorists further criticise the Phonological approach for using words out of context and
presenting monotonous and uninteresting text in basal readers (Aaron 1991:132), often in artificial
situations (Spiegel 1992:41). The teachers in the Whole Language camp arc concerned that
beginning readers who are taught reading by means of the Phonics approach will merely “bark at

Pynamic asscssment is based on the link between testing and leatning support, and does not only examine
the processes of learning, but also the products of learning (Grigorenko & Sternberg 1998:75). It has the aim
to quantify the learning potential of the leamer (Grigorenko & Sternberg 1998:75). Feedback is given by the
examiner until the test takers have solved the problem; testing therefore combines with instruction (Grigorenko
& Stermberg 1998:75). In dynamic assessment the learning is embedded in the evaluation, the teaching
provides the necessary information for mastery of the tested knowledge (Grigorenko & Sternberg 1998:75). In
dynamic testing examples will be given until the learners understand what is expected, so that they can master,
apply and reapply the knowledge taught in the dynamic testing situation (Grigorenko & Sternberg 1998:76).
Grigorenko and Sternberg (1998;76) describe dynamic assessment as aimed to evaluate, intervene and change.
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print”, without comprehending what they read (Johnston, Connelly & Watson 1995:40), and will

also fail to develop effective comprehension stratégies {Goodman 1986:52).

Beginming readers who experience reading difficuities on all levels of reading - ¢.g. decoding probloms. Himited

sight word vocabulary. poor comprehension ~ do indoed sometimes "bark ot peind”. as illustrated in Case Study
B Thisig a L1 firet grader with 2 limited sight word vecabulary who sounded oui words 1o sounds and letiers
and then litersily "barked” at the print i 4 loud voice, with virtually no comprehension. c.g,

She pat her kitten by the door

Sounded Read or Bended o word
shat

ibg 1 iol bk

tho w1 i

ko 1 L1 e nl ten!

be wai | why!
the!

tbe de ol 1l door!

This tearner had no idea what the sentence was aboni,

9 Requirement 5 1 Word reading materials (2™ time) and Requirement 1 : Comprehension and
TACATERE "™ time): The diagnostic reading materials should be designed to ephance the beginning readers’
realisaiion that, even when only single words are read, meaning and comprchension are important, and
reading activities need not be boring. Reading tasks and texts should be formmiated (o challenge young readers
to think and attach meaning to the words, and shonld “invite” them consciously io use their schemats and
mefacogmitive skills when reading. In the design of the diagnostic reading materials it should be clear that the

componenis of reading are not viewed as splinter skills being assessed.

In answer to the criticisms from the Whole Language camp, Liberman and Liberman (1990:69)
state the view of theorists of the Phonological approach as follows: “What the reader wants to get
from the printed page, is what the author actually said, not what the reader thinks he might have
said, given the reader's guess from context and his cultural and personal perspective, as is
suggested by Whole Language theorists.” Vellutino (1991:442) views word identification as the

most basic skill in learning to read, stating that an adequate degree of fluency in word identification
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is a basic prerequisite for successful reading comprehension. He (Vellutino 1991:442) regards

word identification in skilled readers as a fast acting, automatic process that depends little on
contextual information for its execution and declares that even skilled readers cannot accurately
predict more than one word of four in sentence contexts, indicating that the predictive role of

context is in fact limited.

If readers faid to read accwrately and fluently. they may see a sentence as a siring of foose words with no
collective meaning,  They then goess at words, because of poor sight word recognition, or becsuse of
difficutiies in the decoding process.  Insufficient word recognilion with poor accuracy thug lead o poor
comprehension, as dlusirated in the previous cxample of Case Study B This reader’s percention of reading

was {hat reading meant the “saying of the word” and that meaning played oo part,

10 Requirement 1 : Comprehension and meaning (6™ time): The diagnostic reading materials should

subscribe to a4 view of reading as communication, which nwust ai all times be meaningfil and accurate.

Adams (1990:61) mentions that many research studies were done in the Phonics approach during
the early 1960's to examine the possible effect that the non-linguistic perceptual and motor skills
(e.g. spatial relations, visual memory, visual discrimination, visual-motor integration, gross and fine
motor co-ordination, tactile-kinesthetic activities and auditory-visual integration) could have on
reading acquisition. The tests of Frostig (1961) and Beery and Buktenica (1989, 1982, 1967) were
prominent during that time. However, research studies concluded that perceptual training per se
does not accelerate reading development (Adams 1990:61), and the pendulum started to move to
phonological awareness, emphasising the auditory aspects of langnage and phonics. Phonics
instruction is now widely recognised as instruction that successfully engenders automaticity in word
identtfication, and has become a valuable componént in beginning reading (Aaron 1991:131;
Vellutino 1991:438 ).

Although perceptual fraining per se does not necessarily accelersie reading developmment, reading errors
because of perceptual difficulties do ocowr.  Common ervors include word reversals ke was/saw, letier

5 or susceptiblofsuspectible and visusd

dhscrimination errovs Hie fn/iar, lmeflane and wetfvet.

ii Requirement 9 : Perceptual skills (1 time) and requirement 10 : Phonological awarcness a*

time): The diagnostic reading materials should, infer afia, coniain hems open io letter and word reversals,
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segquential errors and discrimination errors in reading in order to identify areas of wealmess, related fo

perceptual problems that need attention.
The assessment of the learner’'s knowledpe of phonics should also specifically be included.

The instructional materials used in this method emphasise the processing of the smallest linguistic
units (phonemes), the gradual compilation of the smaller units, to the decipherng and
comprehension of the higher units {(Dechant 1991:23). All phonemes are regarded as extremely
important, because the smallest unit of sound can change the pronunciation, and meaning, of a

word, or the meaning of a whole sentence, as can be seen in the following examples:

“Thére's no business like shog business” : The cai can see well in the park.

*A stitch in time saves ngne.” (Dechant 1982:212) A stiich in time saves mine

1t 15 found that readers enjoy this type of readisg task whese one letter changes the meaning of a senience,

someiimes o 2 hwmnorous, ridicelous (and often meaninglesst) statement.

iz Requirement 1 : Comprehension and meaning (7™ time) and Requirement § : Word reading
makerials {3” fimep: It should be the aim to include items in the diagnostic reading materials, even in word

reading, that would confirm that, because of meaning, reading is enjovable.

Mastery of skills’ and word recognition at an automatic level are regarded in the Phonological
approach as prerequisite skills or strategies for fluent, skilled reading and for reading
comprehension. According to this view, language comprehension processes can become fully
operative in reading only when a certain degree of fluency in word identification has been
achieved (Vellutino 1991:438). Aaron (1991:131) declares that, only after the mastery of the
basic word recognition skills, “usually in the upper grades, are the readers able to focus on the

ultimate goal of reading, which is to understand the text.”

This statemend by Aavon is regarded by ihe researcher as highly questionable, Experionce has demonstrated
that learners find reading more onjovable, challenging, weaningful (and worth doing?) of thelr perception of

reading is changed from a “sav-the-word” act to a “read-the-message” act. This was clearly illusirated in

Mastery of skills depends on an individual leamer's qualities, e.g. the “attitude, capabilities and potential” of
each individual (Van der Merwe 1996:280),




30

therapy sessions with the loarney in Case Study B He read the senience She ot her kitten by the door as

Shel but! hair! ten! why! the! doori-without comprehension, merely barking o words., However, when he was

tater mstrocted o try and read 2 message and do what it requived. ihis learner was more motivated. and oven

used meiacognitive strategies to solve (he "problem ™ The msiruction was, Put the pen on the book | which he

cnabled him o recognise the anomalons word,

e

13 Requirement 1 : Comprehension and meaning (8 time): The diagnostic reading materials should

assess the beginning readers’ level of skill in wsing cognitive straiegies and linking meaning 1o individual

words, thus emphasising the maldng of meaning,

Regarding the making of meaning, Vellutino (1991:43) states that advocates of the code-orientated
approach acknowledge the importance of using meaning-based strategies in addition to code-based
strategies. Olson, Forsberg, Wise and Rack (1994:244) regard reading comprehension as the “most
important end product” of reading, and declare that poor word recognition causes deficient reading
comprehension. Gough and Tunmer (1986:7) specifically state that theorists of the phonic/code-
onentated approach do not equate decoding and reading, and realise that what is read must be
comprehended. However, they also declare that, whilst decoding is not sufficient for reading, it is
necessary for reading (Gough & Tunmer 1986:7). Véllutino, Scanlon and Tanzman (1994:287-
288), as well as Vellutino (1991:442) view word identification as the central component of the
reading process and regard this as a prerequisite for adequate comprehension, adding that reading
comprehension depends on adequate language comprehension. Grossen and Carmine (1990:15)
state that teachers of the Phonological approach deal with meaning by reading to the learners while
they are leamning to decode, which leads to advanced “interpretive and evaluative skills”.

34 Requirement 2 : Word recognition and decoding (2 time} and Requirement 17 Language (1"
time): The diagnostic reading materials should assist teachers in determining the decoding skills of cach
reader in the class, and analysing errors qualitatively in order to distinguish meaning- and language-hased
difficulties from decoding difficulties. The materials should assist feachers in differemtiating effectively

between authentically good and poor readers in all respects,

Ehri (1995:20-22) views the development of word recognition as happening in four phases:

e Visual cue phase: Readers memorise visual, contextual or graphic features of words to




31
remember how to read them, without the use of grapheme-phoneme relations. It is an

immature process. Pre-schoolers “read” words such as Coca Cola this way.

@ Rudimentary alphabetic phase: Readers use grapheme-phoneme correspondence to
read words, but process only some of the letters in words e.g. initial or final letters. Ehn
(1995:21) also calls this phase phonetic-cue reading.

o Mature alphabetic phase: Readers process all the letters and sounds in words and are

skilled at sounding out and blending unfamiliar words, to build their sight word vocabulary.

o Spelling pattern phase: Readers use familiar spelling patterns and grapheme-phoneme
knowledge. This phase emerges after readers have had sufficient experience to process 7777
words alphabetically and have learnt which letters combine frequently in different words as

well as how to pronounce them.

Lerner (1993:412) regards the synthetic and analytic phonics methods as instructional methods for
the learning-to-read phase in the Phonological approach.

* Synthetic phonics method: Isolated letters and their sound equivalents are taught.
Learners are then taught to synthesise phonemes, to segment spoken words into their
separate phonemes and then to blend the individual phonetic elements into whole words.
(Lerner 1993:412; Groff 1990:3). Teaching materials focus on the alphabet, digraphs and
syllables (Aaron 1991:127), which teachers actively demonstrate, supervise and teach
(Grofl 1990:2).

. Analytic phonics method: Learners are taught whole words that have a consistent- sound

spelling pattern, and are then taught to analyse the phoneme elements that constitute the
word. Linguistic readers use a similar approach (Lerner 1993:413). e

In the synthetic phenics method, the emphasis is on phonological awareness and on the auditory
elements of word recognition skills, whilst in the analytic phonics method, the orthographic

processing of words and the visual elements of word recognition and language are emphasised.

Phonological awareness is described as the knowledge that spoken words are composed of discrete

units of sound and that reading involves the manipulation of the units as well as the understanding
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of how to relate sounds to letters or digraphs in written words (ERIC DIGEST 1996:79; Aaron

1991:130; Liberman & Liberman 1990:63). Liberman and Liberman (1990:65) state that several
research studies have concluded that phonological awareness can be developed by training, and
Aaron (1991:130) reports that research studies show that improved phoneme awareness improves

reading skills significantly, both in beginning readers and in learners with a reading disability.

Since phonological awareness is viewed as a significant predictor of reading competence (Badian
1558:472), numerous empirical studies have been conducted to find which aspects of phonological

awareness are the best predictors of reading success. These studies have addressed:

@ Nursery rhymes {Maclean, Bryant & Bradley 1988:16)

® Onset and rime, in thyme and alliteration (Bryant ef a/. 1990:429; Goswami & Bryant
1990:18-25)

® Tapping of phonemes (Bryant ef al. 1990:429)

® Phoneme deletion tasks (e.g. omitting the first/last sound - Bryant ez al. 1990:429;
Cunningham & Stanovich 1990:734)

@ Phonological choice tasks (e.g. pairs of pseudo words, where the learner has to identify the
pseudo word that sounds like a real word - Cunningham & Stanovich 1990:734)

@ Listening comprehension (Gough & Tunmer 1986:8)

@ Letter naming tasks (Badian 1998:478)

® Phonological processing skills comprising alliteration; rhyme; segmenting single syllable
words and synthesising the segments to provide new words or word combinations; reading
of non-words, picture naming, digit naming and retrieval of phonological information from

long-term memory in a fluency test (Frederickson & Frith 1998:122-123)

Learners such as Case Study £ indeed fnd deletion tasks very difficult
Which word can you hear ' { say) g-L-op?

Which word will remain if you take away the 5 in stop?

best?

I

Which word will remain if von take away the 5 1o

i5 Requirement 10 ; Phonelogical awareness (7" time) and Requirement 1 : Comprehengion and
neging " timel: Although an analysis of the above-mentioned phonological awareness skills is relevant in

research studies that aim to understand reading and to predict future reading competence, some of these
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aspects are of less functional vaiue in 2 diagnostic assessment of the individaal's reading competence. The
aim of 3 diagnostic reading assessiment should be to understand the reason{s) for, and the corvelates of poor

reading performance.

in reading for diagnosiic purposes, readers should be allowed to read and process meaningfil printed text

{single words or prose texis) holistically and integratively.

However, phonological awareness tasks should be considered for inclusion in the design of the diagnostic lest
Phoneme deletion tasks tap indo relevant skills for reading and would also be practicable for group asscssment.
Pseudo words however, are viewed as vnsuifable for voung beginning readers, and readers with reading
chifficuliies. Meaninghil words are viewed as the preferred format even for diagnosticaily assessing

phonological skills.

Reparding the possible predictability of reading ability, the relationship between phonological
awareness and learning to read is viewed as being reciprocal (ERIC DIGEST 1996:79; Ellis
1990:119; Ellis & Cataldo 1990:1; Liberman & Liberman 1990:63-64; Maclean ef a/ 1988:35,
Perfetti ef al. 1988:40, 73; Vellutino & Scanlon 1988:113). Deficient phonological awareness is
thus both an “associate” and a predictor of reading problems (Mann 1993:259).

Some learners experience reading difficulties that are entirely different to those existing because of
phonological deficits (Frederickson & Frith 1998:121). Snowling (1987:110) as well as Gough and
Tunmer (1986:8) describe cases of learners with superior decoding skills, but poor reading
comprehension, a phenomenon called hyperlexia. Snowling (1991:56) states that the existence of
hyperlexia “is an indication that the development of single-word skills can advance without the
support of comprehension”, and the conclusion of Gough and Tunmer (1986:8) is that superior
decoding skills will only make readers read as well as they can listen. Snowling (1987:110)
furthermore warns that superiority in decoding skill can even be a hindrance, as it can mask reading
difficulty and prevent these readers from being identified timeously. Frederickson and Frith
(1998:119; 121) and Snowling (1987:113) point out that the combination of intact phonological
skills, but poor comprehension (hyperlexia) could be linked to a more general language disability,
which is often found in second language readers. Some second language learners have a limited
receptive vocabulary, or insufficient “general and/or specific knowledge of concepts represented in

writing” (Doctor, Dear & Makgamatha 1996:365).
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Cases simifar o the above have heen found in practice. Case Study F s an example of a L2 learner {Afrikaans
speaking and in an English schooly who had a well developed sight word vocabulary and expericnced o
decoding difficuity, buf displaved poor comprehension skills. He was able to answer some direct questions, but
found it very difficels to infer or deduce ywwritten information by “reading between ihe lines”, ..

A robin hopped up to my window:

Assessor: “Tell me about the window” - Learner: “It doesn’t say™.
Assessor: “Tell me abowt the house” - Learner: “0 doean't say”,
OR

The children put on thetr costumes and gan 1o the pool:

The L2 learmer in Case Stedy G (Zula spealking, and i an Foglish schoobhy had no real difficully
vecopuising(saving) the words in ihe following text

The Kinghsher uses its sharp poinled Bill o make a burrow or 2 el i the riverbank, [t lines the nestinp

chamber with fish bones.

When the fearner was asked to tell the story in her own words, she answered: “The King caiches fish and then

The leorner’s comprehension skills in reading as well as lstening comprehonsion skills wers very poor. She

ddid not have the necessary vocabulary or knowledge of concepts to understand the texi

is Requirement 12 : Early identification of difficulties and interpreting of results (1% thme): It is of
the utmost importance, especially given the South African situation, to design diagnostic reading materials to
distingnish between reading difficulties related to problems in decoding and those related o s language factor
of whatever nature. Harly identification of the L1 or L2 learner with/without a deficit in phonological skills as

reflected in decoding errors, as well as with /without reading comprebension difficuliies, is important.

In recent years there has been a shift in emphasis from the phonological to the orthographic aspects
of reading. This is illustrated by the position of Johnston er al (1995:34) who view the
Phonological approach as a multi-sensorial teaching method, which has as much to do with the
teaching of orthography (spelling rules) as it has to do with sounds. Teaching in this model
accordingly emphasises the regularities in the English orthography in order to aid leamers’ reading
development (Johnston ef al. 1995:34).
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Snowling (1987:49-50) describes studies by Bryant and Bradley that demonstrate that beginning

readers use visual, or orthographic, strategies for reading, but phonological, or auditory, strategies
for spelling. To illustrate this, the words light and bun were used, where light could be read and
bun not, whilst the opposite happened in the spelling activity.

b recognised schicol, people, bisouii o sight (he was unahis (o spell these words). He could not read or write

gt and pit

17 Requirement 3 : Written language (2°° time): In the diagnostic reading test, only reading skills,

not spelling, should be assessed,

Bryant and Nunes (1998:186) argue that, just as phonological awareness contributes to leamers’

learning about grapheme-phoneme correspondences, so too should their awareness of syntax and

morphemes (“morphosyntactic awareness” - Bryant & Nunes 1998:187) be connected to their -

learning about grammatically determined orthographic patterns. The grammatical as well as the
phonological connections between oral and written language should be emphasised (Bryant &
Nunes 1998:188). Instruction in word identification that facilitates both phoneme awareness and

alphabetic coding, or orthographic aspects, is thus promoted in this approach (Vellutino 1991:442),

With the emphasis on orthography, empirical studies using word tests instead of listening
comprehension or auditory aspects of language are used to predict reading competence. Badian
(1998:472) states that not many researchers have included visual-orthographic processing skills in
their research studies. She (Badian 1998:473 - 478) briefly discusses the following experiments and

conclusions:

® Visual-orthographic processing skills (specifically visual matching - drop: drog, drop, borq,
brop) are extremely good predictors of the reading competence of good and poor readers -

better than the phonological awareness activities (syllabic tapping and serial naming speed)
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that were included in her study (Badian 1998:473).

® Sentence memory, which taps short-term memory and working memory, was found to be a
better predictor of reading vocabulary and reading comprehension than the phonological
awareness letter naming activity, which is important for readers in the first grade (Badian

1998:478).

Cunningham and Stanovich (1990:734) included the following orthographic aspects in a study:

o Orthographic choice tasks (rume : room - Which one is spelled correctly?) (Cunningham &
Stanovich 1990:734)

@ Homophone choice tasks (pair ; pear - Which one is a fruit?) (Cunningham & Stanovich
1990:734)

In the study by Cunningham and Stanovich (1990:738) it was found that orthographic processing
ability (independent from phonological processing skill) accounts for word recognition skill, and
that good performance on orthographic processing tasks predicts efficient word recognition skills.
Automaticity in word recognition makes free reading more enjoyable and leads to more text
exposure which in furn leads to the Matthew effect : the-rich-get-richer and the poor-get-poorer,
or good readers read more and become better readers, whilst poor readers read less and become
even poorer at reading {Cunningham & Stanovich 1990:739; Stanovich 1986:396). The Matthew

effect is indeed a prominent key term often used in the Cognitive Approach to reading,

Snowling (1991:69) states that learners with reading problems (“dyslexics”) reach their level of
reading competence by relying on a visual approach and therefore find orthographic choice tasks,
as well as phonological choice tasks, very difficult.

ud

18 Requiremsent 9 @ Percepiual skills 27 time): Orthographic visual matching tasks {drop ©  drog,

drop, borg, borp, bord) could possibly be included in the diagnostic reading materials.

Reguirement 3 : Written languzge (3™ iime):

However, orthographic cheice tasks (rume:rgon: - Which one is spelled correctiy®) and homophone choice

tasks (pairpear - Which one is a fruit?) would be too difficult for heginning readers, as well as for L7 readers

or remders with a reading difficulty. Both of these tasks do not assess reading per s2 and the readers have
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perhaps not vel beew cxposed sufficiently 1o print and twition for such 2 test to vicld valid resulis.

2.2.3 The Cognitive Approach in the Beginning Reading Phase

The following authors and researchers, are some of the advocates of the Cognitive approach: John
Beech (1997, 1985), Louise Spear-Swerling and Robert Sternberg (1994); Max Coltheart, Brent
Curtis, Paul Atkins and Michael Haller (1993); Margaret Snowling (1991, 1987); Annc
Cunningham (1990); Keith Stanovich and Anne Cunningham (1992); Keith Stanovich (1988;
1986); Peter Winograd (1989, 1987) and Roderick Barron (1986).

Two of the very prominent models in the Cognitive approach that have been proposed to serve as
explanation for various facts about skilled reading, beginning reading and reading problems are the
dual-route model (Dominguez, de Vega & Cuetos 1997:401; Klein 1996:353; Coltheart ef al.
1993:589; Snowling 1991:50; Rack, Snowling & Olson 1992:30; Snowling 1987:50; Barron
1986:93; Hulme 1981:169-170), and the imteractive-compensatory model (Ehri 1995:18;
Nicholson, Bailey & McArthur 1991:33; Vellutino 1991:438; Stanovich 1986:368 - 369; Stanovich
1980:32; Beech 1985:29). Both these models will be discussed later in this section. Other models
of reading include the Spear-Sternberg model (Spear-Swerling & Stemnberg 1994:95), the Parallel-
Distributed Processing (PDP) model of Seidenberg and McClelland (Coithearf et al. 1993.:540), the
dual-route cascade model (Coltheart er al 1993:598), and the dual-interactive activation model
(Dominguez ef al. 1997:416).

Further key terms, although not exclusive to the Cognitive approach, include: construction of

meaning, comprehension, thinking strategies, strategic reading, metacognition, schemata,

attribution theory, motivation, learned helplessness, reading purpose, Matthew effect, dynamic

authentic assessment, integration, communication and information processing.

The Cognitive approach is neither a top-down, nor a bottom-up approach, but is rather an
integrative approach, which proposes a dual-route model of reading, where top-down and bottom-
up processes occur simultaneously and independently. Word identification skills are integrated with
the readers’ prior knowledge in a flexible and strategic manner, depending on the reader’s purpose,
the nature of the material, and the context (Winograd 1989:3). It is argued that the truth about
reading lies somewhere between the two extremes of the Whole Language and Phonological
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approaches to reading (Snowling 1987.61).

Advocates of the Cognitive approach view reading as a dynamic, holistic, constructive,
communicative and interactive process, in fact, as part of the communication process. Reading is
intimately related to the other language areas. When readers are reading, they are put into contact
with ideas which the author commumicates to them. The reader has to construct meamng (Lerner
1993:392; Wixson & Peters 1989:23) and make sense of what the author is communicating to him,

process this information and be able to use and apply the information.
b is found that beginning readers often have the percepiion that reading is merely a word recogniicsn act,

19 Requirement ¥ : Comprehension and meaning (16" time): In the reading materials it must be

clear that reading should be seen as a communicative DTOCESs.

A_ccordiﬁg to LaBerge and Samuels, as described by Pearson and Tierney (1983:43 - 44), followers
of the Cognitive approach believe that readers can only achieve a level of “sophisticated interactive
processing” and focus on higher-level cognitive processes {e.g. making of meaning and the ability to
infer, to deduce and to read between the lines and beyond the lines) once the lower level processes
(e.g. decoding and word recogmtion) have been automated. Bouwer {1989:122) states that
reading comprehension is “quite substantially influenced by the measure of ease with which word
clusters (phrases and clauses) are recognised.” She (Bouwer 1989:122) further states that, for
component readers, word recognition is a function of textual meaning, where the good readers are
guided by textual clues in the text to anticipate words, and that reading fluency indicates “the skills
of maintaining a high and constant reading speed, as well as the accuracy of word recognition,
which stems from reading attentively and comprehendingly.” Snowling (1987:109) explains that
phonological recoding strategies function as a self-teaching mechanism for readers and regards this
as important for reading comprehension. These phonological strategies are needed to hold items
which have been decoded for integration later on, as well as for storing the sentence context in the
working memory, facilitating word identification (Snowling 1987:109). Poor readers who are

experiencing phonological deficits will therefore have a disadvantage {Snowling 1987:109).

Morris, Shaywitz, Shankweiler, Katz, Stuebing, Fletcher, Lyon, Francis and Shaywitz (1998:348)
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discuss current views on reading disability and conclude that problems with reading often result

from a “bottleneck” in the development of phonological skills, stating that “beginning readers and
poor readers at all ages” have difficulty with decoding skills, This view is shared by Spear-Swerling
and Sternberg (1994:91), who believe that leamners with reading difficulties often have a deficit in

phonological processing and have a decoding difficulty.

Spear-Swerling and Sternberg (1994:94-95) view reading acquisition as a developmental process

which involves the following six distinct phases:

. Visual-cue word recognition; which is characteristic of children who are just beginning to

recognise words.

o Phonetic-cue word recognition; where readers begin to use phonics cues, which often
involves the first or last letter of a word. They cannot fully decode words and rely heavily
on context to aid their word recognition. Learners must be phonologically aware, know the
principles of rhyming and have alphabetic insight (letters and sounds map into each other).

. Controlled word recognition; where learners have fully attained word decoding skills and
have acquired a great deal of orthographic knowledge, but their decoding still requires
considerable effort.

o Automated word recognition; which is usually achieved at second or third grade level,
where learners recognise the majority of common words accurately and relatively

effortlessly. This level is important for proficient reading and sets the stage for rapidly

increasing reading comprehension. Learners use their mental resources to understand the
meaning of the text rather than to recognise the words and they use reading as a tool to
acquire new concepts and information. The learners with automated word recognition do —
not rely on sentence context or prior knowledge to guess at words, because they are highly
efficient in the recognition of the words.
° Strategic reading; when learners begin to use a number of strategies routinely to help then
to comprehend the text better. Nondisabled readers usually reach this level where
strategies are used at a middle-to-ending elementary level, when their pre-knowledge and

use of strategies interact. Strategy acquisition continues throughout life.

® Proficient adult reading; where readers are insightful, reflective and analytical and are able
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to use texts and integrate knowledge from many sources.

Spear-Swerling & Sternberg (1994:102) conclude that a reading programme should be well-
integrated and comprehensive, and should develop both fluent decoding and higher level

comprehension skills.

Regarding reading instruction, it is therefore argued that decoding skills should be taught explicitly,
ensuring that readers reach an appropriate level of automaticity. Teaching should be “pro-active”
(Kriegler & Skuy 1996:114; Pearson & Tiemey 1983:45), with teachers selecting materials and
making clear what the task is, modeling how the task should be performed and providing
opportunities for guided practice of the reading task (Pearson & Tierney 1983:45). Beech
(1985:24) describes the aim of the teachers as providing sufficient practice opportunities so that
readers could master the initial stage of decoding, and encouraging them to understand what they

read.

20 Requirement ¢ : AR kmown aspects of reading (Zm time): In assessmeni materials for the

beginning reading phase. both lower-order and higher-order cognitive processes should be included.

For higher level understanding of text being read, sequences of words must be retained in the short
term memory and all the individual constituents must be combined or integrated into meaningful
communication (Beech 1985:24; Hulme 1981:164). Pearson and Tierney (1983:44) state that the
reader is an “active information processor whose goal it is to construct a model of meaning for the
text”, using his’her schemata, prior knowledge or background knowledge. It is therefore
imperative that teachers help their learners to develop the skill of consciously using their schemata,
by selecting materials and reading activities that would ensure that their learners practise this skill.
Metacognitive skills should also be emphasised in the instruction of reading (Pearson & Tierney
1983:44).

14 is sommetimes Tound that readers heve difficolty vederstamding the connection befween sentences, and
deducing or inferring nformation.  Thetr resding performance often improves dramatically in therapy when

this skill is practised.
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fn Case Stady D the reader tad difTicuity answering the guestion affer reading the foxd

The black cat saw g mouse. I was scared

Assessor: Who, do vou think, does the word it refer o7

Reader: Fdon't know.

2 Al of sl He had o iake 3 bath nunediately.  He orabbed ks olean clothes and mn

David was wet and

gown the passage, He threw gpen the door and Hung down hig clothes.

Which door do vou think did he open?

it does aot say.

21 Requirement [ : Comprehension and meaning (1 1% tzmne): Ttems which assess a learner’s ability {o
refain a sequence of words or a statement in memory and then o use the information laler (o undersiand
another portion of the lexi, as well as the ability fo infer or deduce information, should be included in the

disgnostic reading materials.

However, Beech (1985:41) mentions that in practice it was found by Durkin that there is very little
teaching of the comprehension processes per se, and that readers can often “get through so-called
comprehension tests simply by referring directly to the original wording of the text, instead of
making inferences implied by the content.” A similar case was discussed by Grindler and Stratton
(1992:262). Esterhuyse (1997:102) discusses the findings of Le Roux, that in many South African

classrooms the emphasis is only on decoding skills, whilst reading comprehension is neglected.

Many teachers and parends regard word acouracy 28 50 mnporiani thal they stop voung readers if even 3 single
word 18 read incorrectly, When the reader in Uase Study B oresd

A mar wadks down the slyeet instead of

The mon walks down [he stroed, he was inamedintely stoppad and tokd 1o “look again”. which confirmed his

perception of roading as individual words that had o be eeognised corostly. with o omphasis on

LA :{i’é?'t",f'éf PRI

a . 3 a 1 i . . . .
23 Reguirement 6 : A6l known aspects of reading (37 thme): The diagnostic reading materials shouid
aim o help imexperienced teachers as well as learncrs to realise that reading comprehension and malkdng
inferences whilst reading are important, bot should also assess the learners word recognition and decoding

skiils.
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In the Cognitive approach assessment is seen as a dynamic, interactive process (interaction

between the learner, the teacher and teaching content - Bouwer 1989:9; or between teachers,
leamners, tasks and contexts, as described by Burden (1996:102), where the teacher presents a
reading activity to the reader, observes the response and then introduces modifications to the task
(Lipson & Wixson 1989:127). Assessment should be authentic (Lipson & Wixson 1989:127), and
should also be an “interpretative act” (Christie 1995:118). Assessment should aim to help teachers
intervene effectively when difficulties occur and plan their lessons according to the needs of the
learners in their class, thus improving both teaching and learning (Grigorenko & Stemnberg
1998:75; Kriegler & Skuy 1996:114; Schauweker 1995:233). Burden (1996:100) calls this
“formative” assessment or educational intervention. Assessment should also aim to empower the
learners to help themselves (Burden 1996:100 - 101) and encourage the teachers to collect as much
information as possible in order to learn more about the learners and to better understand the
strategies they use when reading (Grindler & Stratton 1992:264). Teachers should see assessment
as a decision making process rather than a process that considers assessment as an end result

(Grindler & Stratton 1992:264).

The use of standardized norm-referenced instruments is criticised in the Cognitive approach
because a learner's overall performance is compared with that of a large population, and is equated
to a figure (e.g. grade equivalent, percentile rank or stanine score), often with no diagnostic
information given about the learner’s performance on the various subtests (Burns ef al. 1992:573 -
574). These authors (Burns ef al. 1992:577) caution that the single test score on a norm-
referenced reading test often reflects learners’ fiustration level rather than their instructional or
independent level, explaining that a learner who achieves a fourth-grade score on a test might yet
be unable to perform satisfactorily in a fourth year reader or with fourth-grade content materials.

Bums et al. (1992:572 - 573) mention that criterion-referenced, or objective-referenced tests are
used to see whether mastery of each criterion or objective has been achieved. In the criterion-
referenced tests learners’ performance is not compared with that of the large population, but scores
are interpreted in terms of specific performance standards (Bums ef af. 1992:573). These results
are used as a guide for developing instructional prescriptions, with pre- and posttests measuring a

learner’s mastery of skills. Bums er al (1992:580) statc that assessment should be more
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performance-based and must attempt to evaluate the leamer's abilities to read strategically.

Grigorenko and Sternberg (1998:75 - 77), Levande (1993:125) as well as Tzuriel and Haywood
(1992:6) summarise the criticisms of several other prominent cogmitive researchers (e.g. Feuerstein,
Vygotsky) on standard psychometric testing (static assessment), centred on three main points, as

follows:

o Bias against minority groups and special needs groups, and the selective interpretation of
the results of these groups

o Lack of consideration of factors such as motivation, personality and social adequacy

® Lack of adequate information for actual intervention, prescriptive teaching, and
remediation, or learning support processes (Tzuriel & Haywood 1992:6), without which

many readers do not become competent readers

23 Reguirement 13 : Criterion-referenced testing {}1.“ tivne), Reguivement 12 : Early identification
of difficolties and interpreting of results (2™ time), Requirement 14 : Aveidance of bias (1™ time} and
Regquirement 15 : Fdentification of attention or motivational difficulties (17 time): The reading materials
should be designed as a diagnostic, dynamic, asthentic assessment that is criterion-referenced or performance
based. 1t should supply teachers with sufficient information to interpret their learners’ reading performance
and io understand the reading difficnitics that learners are experiencing, s0 that learning support and class
tmition could e planned efficiently according to individual needs. It should not be biased against 2 minority

group, and it should, infer alia, help teachers to observe which learner possibly has an atiention difficulty,

Iacks self-discipline. does not like reading, or has difficulty with task completion.

Competent readers are cognitively, metacognitively and “actively and strategically involved”
{Winograd 1989:7) when they read. Good readers approach text in a flexible manner, which
depends on their purpose for reading and the nature of the text (Winograd 1989:7). Strategic
readers are good readers who use their skills appropriately and effectively, which means they know
when and how to use each skill for better comprehension.

tn g therapy session the reader in Case Study H (2 competent reador with a poor seli~imagey was given three

reading cards, cach containing a message to “somsbody”, and be bad to choose which message was intended

esnecialiy for him.
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First message: This message is for o very pretey girl who is in Orade 30 She bves in Sandion. She has

long, bloade hair snd blue eyes .7

Second messape: [ amn wriling this message o 2 boy who Hves in Preforia. He is hardworking and likes
reading and mathematics. He is in Grade 37,

Third messape:  © This letter is for a very special boy whe is in Jrade 3. He lives in Parkwood. This bov is

tall for his age. He has 4 neat handwriting and he is always friendly and hardworking .

The learner in Case Study H had no difficuliy selecting his message (third messaged. He only read the frst

megsage up to the word gled, and the second wmessage wp 1o Pretoria belorm he put them vy,
The poor reader in Case Study C, however, merely said that the messages contained no names and “How

should T know which one s mine”™?

Many poor readers do not approach reading strategically (Winograd 1989:7), or only use strategies
to avoid reading activities (Winograd 1989:8). Poor readers lack particular reading skills and/or fail
to use the skills which they have effectively. Because they tend to read less and less, the Matthew
effect (the rich-get-richer and the poor-get-poorer) comes into play (Cunningham & Stanovich
1990:739; Stanovich 1986:381, 396). The Matthew effect in reading development is a cumulative
advantage phenomenon (Stanovich 1986:381), which means that leamers who read well and who
have a good vocabulary, “will read more, learn more word meanings and hence read better”, whilst
learners with an inadequate vocabulary ... “who read slowly and without enjoyment - read less, and
as a result have slower development of vocabulary knowledge, which inhibits further growth in
reading ability” (Stanovich 1986:381).

Stanovich and Cunningham (1992:51) declare that reading interacts with the environment and
provides the reader with unique opportunities to acquire declarative knowledge. They (Stanovich
& Cunningham 1992:64) regard print exposure as a unique source of world knowledge, as it is an
exceptional source of rich stimulation. In fact, they regard print as the oanly source that provides
“opportunities of acquiring broad and deep knowledge of the world" and influences cognitive
efficiency. They (Stanovich & Cunningham 1992:64) also regard print exposure as a significant

contributor to the development of aspects of verbal mtelligence.

Another key term often used in the holistic, interactive cognitive approach, is leamed helplessness.
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Poor readers who use strategies to avoid reading activities (Winograd 1989:8) also regularly

exhibit a passiveness and a helplessness when they have to read (Johnston & Winograd 1985:280),
and in effect become inactive or passive participants in the interactive reading process (Johnston &
Winograd 1985:279). “Disabled” readers often present emotional, motivational and sometimes
personality problems (Johnston & Winograd 1985:280), with reading failure attributed to "defects
and deficiencies” (Werner & Cromer, as quoted by Johnston & Winograd 1985:281). Johnston and
Winograd (1985:281) regard difficulties with metacognition, the attribution theory, learners’
learned helplessness and lack of achievement motivation as more accurate explanation of the

reading difficulties which many readers experience.

Johnston and Winograd (1985:281-283) explain the reasons contributing to reading difficulties as

follows:

. Metacognitive factors: Some “learning disabled” readers should rather be viewed as “in-
active learners”, who do not know how to use goal-oriented strategies “flexibly and
efficiently” Johnston & Winograd 1985:281).

® Learned helplessness: When good readers fail in a reading task, they look for solutions,
remain positive, don't define themselves as failing nor offer explanations for failing, whilst
helpless students attribute their reading failure to “uncontrollable factors”, expressing a
“negative affect and resignation”. When achieving readers are successful, they attribute
success to “internal, controllable factors such as effort” which can be repeated, whereas
helpless students tend to attribute success to external factors like luck or teaching skill,
which implies that the success will nc;t necessarily be repeated (Johnston & Winograd
1985:282). Poor readers have the perception that responses and outcomes are independent

of each other (Johnston & Winograd 1985:283).

Johnston and Winograd (1985:282) declare that readers who suffer from passive failure could have
difficulties in the cognitive, motivational and affective areas. Difficulties in the cognitive area
include all higher cognitive processes, e.g. metacognition, a poor ability to make inferences and
language difficulties. Difficulties in the motivational area include that leamers attribute success or

failure to alternative external factors (e.g “luck”) or uncontrollable factors such as their teacher’s

P
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teaching skills, displaying a negative affect. Difficulties in the affective area include a fow self-

esteem (Johnston & Winograd 1985:283).

The fearncy in Case Sady € s an excelions example of & roader with » learned helplessness. who suffers from

paszive fatlure, When ghvon a reading ssgignment. he would by fo distract the atiention of the therapist by

starting io discuss after issues. When failing iv 8 taske he would abwave offer 2 reason - e.g his cves were sore,

he had never been taught the word before. he had beon reading another word,  This reader tended 1o stac
helptessly at unfamiliay words and wail to be helped. He lacked perseversnce and motivation. and had a poor

H

sighl word vocabulary wae poor and he did not know how io utilise his schemata for fostual

sef-imape

COMENTIReNEIon.

24 Requirement 15 : ldentification of atlention or motivational difficulties 2" time) and
Reguirement 12 @ Larly identification of difficulties and interpreting results (3" time): The reading,
materials should be learner-friendly and teachers should be encouraped to motivate the lesrners whilst
engaging with the materials, (o obtain a true reflection of the learners’ reading performance.  The materials
shonid aim to distinguich between the various tvpes of difficulty in the cognitive area (c.g. language difficidty,

lack of ability to infer, inadequate nse of metacoguition etc.}.

In the Cognitive approach the view is held that there is a dynamic interaction between the reader
{e.g. his’her knowledge, skill, experience and motivation), the text (e.g. the type, content and
organisation of the material) and the context (e.g. purpose’, tasks and settings for reading) (Lerner

1993:312; Lipson & Wixson 1989:111).

The Cognitive interactive model of reading does not imply only the interaction between the reader,

the text and the comtext, but also the following interactions:

® An mteraction between the word identification skills (bottom-up) and language compre-
hension processes (top-down), with both aspects independently and jointly contributing to
reading comprehension (Vellutino ef al. 1994:29). In the instruction of beginning reading
more emphasts is initially laid on word identification skills, whilst at later stages of reading
development language comprehension and cognitive processes are focused on more closely
(Vellutino et al. 1994:280).

® An interaction between the reader and the author (Lerner 1993:402; Dechant 19825}
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which is described by Bouwer (1992:13) as a “dialogue.” The reader and the author

communicate with each other - the reader must decode the message from the author, or
make meaning of what is read (Dechant 1991:9; Dechant 1982:7).

An interaction between what the reader brings to the text by way of prior knowledge or
schemata and metacognition, and what new meaning or message the reader gets from the
printed page (Dechant 1982:9). Winograd (1989:5) quotes Anderson and Pearson who
describe this as the interaction between old knowledge and new information, and Pearson
and Tierney (1983:44) describe the reader as an active information processor.

An interaction between between the learmer (or reader) and the class teacher, implying
that both are participants in the interaction between the reader and the text. Teachers have
to provide reading material that would give learners an opportunity to use their prior know-
ledge, and ensure metacognitive consideration of the text by the readers when reading. The
readers have to be metacognitively engaged to monitor their understanding of the new

message and evaluate whether the new message makes sense.

diag the interaction between the above-mentioned aspects:

Ingeraction between word identification slills and languape comprebension processes:

If comprehension skills are seglected in the leaming-to-road phase, reading becomes less cnjovable

and less meardngfl and loarners dovelop the wrong vercepiion of what reading 15 The learner in
gl & j_,f 3 ko

£

{ase Stody

& was asked fo read the fotfowing paragraph

"Bill has six legs, st Hke g bee, He has ao wings and bo is aof big Bl and his fiends Hve i their

the colony carry food o their nesi. They work very hord They koow each other by H oo
sirange ant comes 1o therr pest, e workers drive him away
The learner rend the story. foousing on word recognition. He reo 1 read, and

condd angwer hardly any questions. He only wished o lonow how mmny more saragrnhs he would he

i read it

sxpacted o read. When 1 was pointod o that the story was 3 riddie and he was challen

s answer seme questions in order 10 fnd the answer 1o the nddle. he showed move interest and oven

started enjoving the exercise!

I8 Bill o boy (male) or g giv! (eowley? Wit

ity

“Te BHH g person of an ingect? Win?
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What i o ool

What work d

How o

they know cach other?

What do the

25 Reguirement 1 : Comprehension and meaning {12 time): The diapnostic reading materials
shonld target word identification and deceding skills combined with meaningfu! comprehension straiegies, for

beginning readers to experience that reading is a communicative, dynamic, interactive and integrative process.

wid the auihor

- Intersotion between the res

o person. He had fo road,

The fearner in Case Stude A (discussed gbove) inttially expecie

remember and interpret all the puthor's subsequent meszages | v comprehend the passape.

26 Requirment | : Comprehension and meaning (13" time): The diagnostic reading malerials should
be designed for learners to realise that the author communicates with them through a toial written message,

and that all sepments of the message should be interpreicd and comprehended for # o make sense.

Interaction butween old kaowledge and mew information

The learner tn Case Stady A had to adapt and integrate his old knowledge (Bill & the name of o male persons,
with the new information (Bil has six logs. 16 not 2 bee, works hard. lves in g colony, knows others by emeil”
Prior knowledge (ingects have six Jegs. ants have six logs, no wings, bees have wings, ante work hard efe) had

o be apphiod to the ext,
7 Reguirement 4 : Schemata (E"" time): The dizgnostic reading materials shouid be designed for
learners to realise that their background information or prior knowledge could be useful for understanding the

author's message.

“ Interaction hetweon the learner and the ¢

Learnors arc sometimes almost surprised wh realise that they are cxpected o be active
participants in the reading process and must apply metacogaitive skills, The learner in Cage Study D
defined reading as “words that vou have o read”

Agsessor Tell me about the words that vou read.
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Learper it is words that were writien by somebody.
Asgessor Why were the word written down?
Learner He wanied to write a siory.

Asseseor: Whiat was the story about?

It wag abous Bt

Assessor What was Bill7?
Learner: 11 doesn't sy
ASSCRE0T How carn you fnd oat?
Learner fdon't know.
28 Requirement 4 : Schemata (3" time): The diagnostic reading materials should be designed to invite

leamers to interact with the text.

The interaction between the learner and the text, where the leamer is metacognitively engaged in

considering the text, is thus regarded as vital in the Cognitive approach.

In a previous study, the researcher (De Jongh 1988:37) describes metacognition as a creative act,
where the readers are strategically and actively involved with the text. Readers who use their
metacognitive skills communicate effectively and productively with the text by constantly
momnitoring what they understand and fail to understand. What is mbre, they know what to do if
their reading does not make sense or does not complement their existing schemata. The
metacognitive strategies that readers use to control the text and comprehend what they read include
pausing, re-reading, formulating and answering one’s own guestions, using prior knowledge or
existing schemata, and comparing to verify that new information is in line with existing knowledge.
If a discrepancy occurs between new information and existing knowledge, readers have to decide
whether their existing knowledge should be changed, adapted or supplemented, by cognitively
Judging whether the new information is correct, appropriate and relevant. Readers also resort to

contextual clues metacognitively, to help them understand the text.

An important quality of metacognition is that the comprehension of readers who are effectively and
metacognitively engaged generally improves and they are then usually also able to apply the new
information gained from the particular text. Competent readers are not passive readers; they

engage actively with the text and regard reading holistically, as yielding infinitely more than the sum
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of the components of the text.

Young readers initially find i difficalt o engape melgcogniively in their reading. Metaoogs

should be introduced and expressly modelied o them.

The dearner of Cose Study T enioved the following e
§ 2% £

Fred Hkes all waler snort

such s swimming, skilng. motor boating. surfing)

(50, which sport counld that be? That could be & spor

He owns g catamarsy .

(What 15 g catwmaran? 1 must have some conneciion with weater sport. Let me vead o porhaps they will
explain later )

which he uses fo sail with

(50, a catamaran has something o do with sails. Porhams it s & surfhoard.)

on any dan,

(50, you can only sail on # on 2 dam. Ok bui vou akso use 2 surfboard on the sca. 5 8 cHamarsn is not 8
suriboard.}

Wher his fanilv oo 1o the sep

{8 you can use o catamaran on the gog (oo! Perbaps it 15 2 surdboard )

ae hieles his father to hook the trailer

(Why must hie book a wailer? Lot me read on)

of the catamaran. 1 is certainly worth the trouble for all the fun they will havel

(Oh, s0 i can’t be 2 surfhoard A surfboard is usually transporied on the wof of the car, and the catamaran

seers g and beavy, Let me ask my teachor what 2 catamaran 15} efs,

29 Requirement 7 : Metacognition (z* time):  Ttems that assess the use of metacognitive strategies

should be included in the diagnestic reading materials,

For readers to be metacognitively engaged when reading, they have to utilise their schemata,

Schemata can be described as all the prior or existing knowledge that readers have at their disposal,
which includes the knowledge they have about the content of the text that they are reading about,
as well as their knowledge regarding textual conventions, language and sentence construction
generaily (De Jongh 1988:38). All their existing, prior or background knowledge, help readers to
deduce and infer information, summarise content and generalise principles and facts whilst reading
(I2¢ Jongh 1988:45). Readers are thus enabled to function on increasing levels of complexity. If all
their knowledge is tapped when reading, readers will be able to read “between the lines”, as active

participants in the reading process, bringing more information to, and gaining more information
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from the text, with the result of better achievements in reading comprehension and a higher level

of reading competency.

Hillen (1995:10) argues that a reader’s linguistic schemata (or prior linguistic knowledge) and
level of language proficiency (1.1 or L2) as well as the reader's content schemata or prior
background knowledge of the content area of the text and the formal schemata or the rhetorical

structure of the text are all important factors in developing reading competence.

Readers who do not possess sufficient or rich schemata, and those who don't consciously use their
existing schemata and are not actively involved when reading, usually expenience difticulties with
text demanding higher cognitive processing (De Jongh 1988:45). For effective reading, the
reader’s abstract schemata interact with the textual data, both being equally important in the making
of meaning (Rude & Oehlkers 1984:196). Teachers should therefore help learners to expand their
prior knowledge (schemata) and teach them how to integrate new information with their existing
schemata (Be Jongh 1988:41), by evaluating the new information and considering whether
schemata should be changed or adapted, or inversely whether the new mnformation should be
adapted according to the existing schemata (Beech 1985:32-33). Learners' schemata should be
expanded and enriched, with teachers having the responsibility to provide opportunities in the
classroom to introduce their leamners to the necessary concepts. If a learner lacks the prior
knowledge necessary to understand a text, it is insufficient for the teacher to merely give an
explanation in an attempt for the reader to develop the necessary concepts, just as explaining a joke
seldom leads to laughter (Rude & Oehlkers 1984:227). New information can only be understood
and leamed when the new facts are added to existing schemata, thus changing refining or
expanding these, or when new schemata are formed arising from the new information (Rude &

Oehlkers 1984:226).

The learner in Case Study B had diffioutny with the following tos

Togn aned Mary want 1o the beach They oot the cream the Fridee and their sunsdasses in o bae,

What didd they take to the beach?
The cream. the fridge and thelr sunglasses.
Whiat digh they do with the cream?

They put i o the frices.
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ey wanied i oent 1

When he was asked how i was possible for two children to carry 3 fridge 1o the beach in ¢ bag. he realised that

the Fridgs nost bo something else and added that the cream was also probebly suntan cresm.

30 Requirement 4 : Schemata (4" time): Items that encourage learners to consciously wiilise their
schemata should be included in the disgnostic reading maierials for the identification of learners who either

fack the necessary schemata, or do not know how (o (ap (his resource.

A reading difficulty could arise when there is a deficiency or shortcoming, or insufficient

participation in any of the components of the reading process.

To Stanovich (1980:35) the interactive mode! of the Cognitive approach differs from the extreme
top-down model of the Whole Language approach, in that the reading processes are viewed as
relatively independent at different levels in the former model, whilst in the latter the higher level
processes are viewed as directing the lower-level processes. Stanovich (1980:35) explains that
when reading processes are independent at different levels the “semantic processes constrain
alternatives of lower levels but are themselves constrained by lower-level analysis”, whereas in the

Whole Language approach “the semantic processes direct lower-level processes”.

If & legmer, as in Case Study B, does not have an adeouaie sight word vocabulary o lacks decoding skills and
is unable o read some words, It appenrs o bave g nogative effect on the higher level conprehension skills.

However, even if all the words are rocognised. ss in Case Siady Db the learncr's difficulties in wsing

meiacognitive sivategies and schemata, also impacts negatively on resding comprehension.
= “ 1 - P
31 Reguirement 6 : All known aspects of veading (5 time): Al known aspecis of veading should be

addressed in the diagnostic reading materials.

In the interactive-compensatory model of reading it is consequently argued that a process at any
level can compensate for deficiencies at any other level (Ehri 1995:18; Spear-Swerling & Stemberg
1994:97; Nicholson et al. 1991:33; Vellutino 1991:438; Stanovich 1986:368, 369; Stanovich
1980:36, 63, Beech 1985:29), which means that higher-level processes could compensate for

deficiencies in lower-level processes. Poor decoders with poor word recognition skills rely more
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heavily on contextual factors than good readers (Vellutino 1991:442; Stanovich 1980:36).

Good readers use contextual clues effectively to monitor their comprehension, but poor readers use
contextual clues to aid their word recognition (Stanovich 1980:59, 64). Good readers have
“superior strategies for comprehending and remembering large units of texts” compared to poor

readers (Stanovich 1980:64).

The learner in Case Study C had poor decoding skitls, st uscd confextual clues very effectively to help him
solve unfamitiar words. However, if e encountered too many unfamiliar words in one tagk he was unable o

sodve them and stared helplessly at the text

32 Reguirement 12 : Early idectification of difficulties and inderpreting resulty (&" time): The
diagnostic reading materials should assist the teachers in thineously identifying learners in their class who are
compensating for a deficiency in either the lower or the higher-order reading processes, to support such

learners according io their specific needs.

As already mentioned in an ear]ier‘para.graphj reading is viewed as an integrative process in the
Cognitive approach. Snowling (1987:61) states that, according to this approach, readers “rely
upon knowledge-based information from the semantic system and what is known as data-driven
information from decoding.” Stanovich (1980:35) explains that during the réading process,
information is provided simultaneously from several knowledge sources, which include feature
extraction, orthographic knowledge, lexical knowledge, syntactic knowledge and semantic

knowledge, to let top-down and bottom-up processes occur simultaneously.

Stanovich (1980:60) states that word recognition at an autornatic level is important, because it frees
capacity for higher-level integrative and semantic processing. He (Stanovich 1980:60) describes
the view of Lesgold and Perfetti that speed of recognition is important in reading, where “rapid
coding of information into short-term memory facilitates the integrative comprehension processes
that operate on the information that is stored there”, witli phonological coding abilities that facilitate
reading by providing “a redundant pathway for lexical access and by providing a more stable code

for information that must be held in short term memory.

According to the dual-route model of reading (Dominguez ef af, 1997:401; Defior, Justicia &
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Martos 1996:487; Klein 1996:353; Olson e al. 1994245, Coltheart ef al. 1993:589; Rack et al.

1992:30; Snowling 1991:50, Snowling 1987.70; Barron 1986:93, 94; Hulme 1981:169) the

meaning of a word can be accessed via two alternative routes, which are independent of each other:

o A lexical, direct or visual route: The letter identities that correspond to a printed word
are used to access the orthographic representation for that word in the mental lexicon
Barron 1986:94) and meaning of words is deduced from their visual forms. These words
are recognised by sight and are usually common grapheme-phoneme correspondence words

like cat or school or words in a reader’s sight word vocabulary, which include exception

words like broad, and words with unusual orthographic patterns like yacht. This route
follows the look-and-say method of the Whole Language approach (Esterhuyse 1997:47),
which is a top-down process. The whole word orthographic representation is used to
access the word's semantic representation. The phonological representation of the word 1s
post-lexical and can be accessed through its orthographic or semantic presentation, e.g. in
homographs the meaning must be described before the word can be pronounced (Barron
1986:94).

o A non-exical, indirect or secondary phonological route (Snowling 1991:50). This
route mediates the reading of unfamiliar or orthographically inconsistent words through a
phonological decoding route. The decoding method of the Phonological approach
(Esterhuyse 1997:47) is used to read words like theory. Esterhuyse (1997:47) quotes
Snowling as declaring that, without access to this route, “new words cannot be tackled and
reading can only progress up to the limits of visual memory.” In the indirect route a stnng
of letter identities that corresponds to a word is segmented into graphemes (e.g. letters or
letter clusters such as ai, sh, ch) that correspond to phonemes, assembling a phonological
representation by applying context sensitive grapheme-to-phoneme correspondence rules
(Barron 1986:94). A semantic representation in the lexicon is then accessed through this
assembled representation (Barron 1986:94). Barron (1986:94) explains that these

assembled phonological representations of grapheme-phoneme correspondence are pre-

lexical, because their construction does not involve the use of lexical information, and

mentions that “pre-lexical phonological representations are necessary for obtamning access

to the lexicon and lexical meaning” (Barron 1986:94).




55

The direct and indirect routes may operate simultaneously, but are independent procedures for

accessing lexical meaning,

An caample of the « [ oroute, is that the pronunciation of joad differs for the present and post fonse. A

learner must therefore utilise language rules o help him read the word, He read th k. can onlv be i the

The reader in Case Stadv O had oxtreme difficulty in reading worde that he did nol recogmse by sight

indicating that he did nol have access (o the indirect, nos-lexical or secondary phonological route.

33 Reguirement 2 : Word recognition and decoding (3" time): The lexical. direct, visual route, as
well as the non-lexical, indireci, secondary phonological rowle, should be accommodated in the diagnostic
reading materials 1o assist teachers in identifving voung veaders who have memorised the words in their
reading lessons bt who do not have access o the direct route, and those who may have a limited sight word
vocabulary, but are able through the indirect route to apply the grapheme-to-phoneme correspondence rules

and read nofamiliar words.

Snowling’s (1987:70) conception of reading as an integrative, simultaneous application of top-

e

down and bottom-up processes is clear: “... essentially, the language-proficient child will bring all
of his or her resources to bear when leaming to read. To take some examples: when faced with
the new word postage, children frequently read this as “post-age.” The more proficient ones will
then search through their mind for another word which approximates this attempt auditorily. Many
are successful - they can use stored auditory-lexical information to facilitate novel word reading.

Stored visual information can also be used to guide reading...” She (Snowling 1987:91) explains
that “several subsystems are at work during word recognition”, with skilled readers referring to

“stored bodies of phonological, semantic and orthographic information to supplement the use of

letter-sound rules” when reading single word texts.

34 Requirement 11 : Language (2™ time): Items requiring readers to use their knowledge of the
i g =

lznguage mles, semantics and idiomatic use of the langnage should be inchided in the diagnostic reading

materials for teachers to identily specific difficulties ttimeously and correcily.
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2.3  READING ASSESSMENT

2.3.1 Intreduction

Although assessment, evaluation or testing of learners in the formal school situation is viewed as a
necessary tool, and an essential component of education (Cullingford 1997:1), it has always been
regarded as a contentious issue, inter alia, because of the association with the idea of a judgement
being made. However, Brady (1997:13), as well as Bachman (1990:285) declares that often it is
not the test that is controversial or at fault, but rather the inferences made from the test. Beech and
Singleton (1997:17) warn that the abandonment of all standardised testing would leave education
increasingly vulnerable to political prejudice, and would leave the future of individual learners at the

mercy of “expert” opinion unsupported by empirical evidence.

Bachman (1990:23) suggests that in testing there should be a clear distinction between the
“information-providing” functions of measurement and the “decision-making” function of
evaluation. Burden (1996:98-102) also states that more attention should be given to the

fundamental purposes of assessment, summarising these as follows:

® Assessment for classification purposes has the purpose “to aid decision-making about the
allocation of limited resources, or to provide access to some form of special educational
provision”, Such assessments are often misused and are heavily criticised by educators.

o Assessment for diagnostic purposes chiefly identifies the main reasons why a learner is
experiencing difficulties in learning. This type of assessment is criticised by many if a
“medical model” or a “faulty-wiring approach” is used.

s Assessment for intervention purposes, also called formative assessment, has the
purpose of promoting learning and opportunities. Gipps (1994:91) adds that in formative
assessment it is important to understand what the leamers know and can do and how
they articulate this, further to develop their knowledge and understanding. Good
teaching practice thus includes using formative assessment to find out what and how
learners know (Gipps 1994:91), to plan future teaching and learning (Brady 1997:11-
12; Smith 1995:121-122; Gipps 1994:81).
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o Assessment for evaluation purposes, also called summative assessment, ascertains
whether the intervention has achieved its aim. Learning is regarded as “not merely an
activity which depends on the cognitive processes of a learner, but ... also involves the
appropriateness of the educational setting”. Owen and Chamberlain (1996:16) add that
summative assessments form the basis for traditional progress reports at the end of a
programme, and before commencing with a new programme.

e Assessment for empowerment purposes is aimed at helping learners (and also teachers)
to help themselves, Here the role of assessment is not only to “do things fo children, ... and

for children”, but rather to do things “wit/ children”.

Kriegler and Skuy (1996:114), Hancock ef al. (1994:46) and Swanson (1991:225) agree that
assessments should be aimed at helping leamers to learn, and at helping teachers to teach better.
Kriegler and Skuy (1996:116) further declare that assessment can only be justified if the
information gathered will be useful to the learner from whom it was obtained. Beech and Singleton
(1997:13), Singleton (1997:86), Vincent (1997.35), Ramarumo (1996:346) and Beech (1985:68),
to name only a few, emphasise the necessity for the early identification of reading difficulties, since

it would assist teachers in providing more effective initial instruction.

Reading assessment should thus be implemented with the express purpose of obtaining information
about a learner’s reading competence, to decide upon the nature and level of a leaming support or
enrichment programme, or to plan further teaching and learning opportunities (Brady 1997:12).

Brady (1997:21) emphasises that “we need assessment practices which are (and are widely
acknowledged to be) valid, reliable, fair to individuals and which serve the needs of the society.”

He (Brady 1997:17) warns that “what can and should be assessed” is a difficult question, indicating
that the domain and processes of reading should be clearly understood when the am is to design
diagnostic reading assessment materials. Findings that result from assessment practices must be
accurate, valid, reliable and perceived to be rigorous by those who use them (Hancock et af.

1994:50).

In this section, reading, assessment and evaluation will be defined, conventional and current views




on assessment will be discussed and fundamental aspects of test design will be considered briefly.
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The chapter will conclude with an extraction of the requirements of reading and assessment theory

for the design of the diagnostic reading materials.

Reading assessment instruments and performance tests were scrutinised at the Human Sciences

Research Council for their design and content relevance to South Affican conditions. The tests are

listed in Appendix B. Insights gleaned from this scrutiny served as a frame of reference to

conceptualise the diagnostic reading materials for the study, in addition to the review on reading

assessment materials in the following section.

2.3.2 The reading assessment materials design

(1)

2

The reading construct

Reading assessment materials must meet stringent criteria, regarding both reading and
assessment, and must be practical, valid and reliable. A construct of reading must be
defined and understood clearly before attempting to design the materials. Doren
(1973:5) believes that many reading tests either assess broad functions of reading,
without analysing the component parts, or measure aspects such as vocabulary,
comprehension, paragraph reading and similar broad areas of achievement, but fail to

make a specific diagnosis of deficient competencies.

Defining reading

Reading is not a single skill, but the simultaneous integrated application of a number of

skills (Bouwer 1993:21), which do not develop in a chronological or hierarchic
sequence and comprise, inter alia, phonological awareness and other auditory and
visual perceptual skills, management of grapheme-phoneme correspondence, sound
blending, word recognition, sight word vocabulary, lexicon and reading
comprehension. The skills are applied and integrated with the reader’s store of existing
knowledge and experience (schemata) in a flexible and strategic manner (Bouwer
1989:128) and require metacognitive engagement with the text for both decoding and
comprehension to proceed effectively. Reading comprehension should always be

emphasised, even when learners are engaged in sight word recognition.




(3)
@

(b)
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Reading comprehension can thus be understood as a dynamic and creative activity
which requires the integration and/or the synthesis of a veritable motley of information
by readers in their interaction with the text (Bouwer 1990a:54; 1989:119). Reading 1s
a dialogue with the text, during which readers actively compile and interpret the
message from the text in terms of their own experiences, knowledge and attributes,
from which they may add information to the new text, confirm the statements, or
explain textual aspects which at a first reading seem baffling. In this way, readers

enrich the content as well as their own reading experience (Bouwer 1990a:54).

Reading could therefore be defined as a meaningful, integrative and complex cognitive
and metacognitive process, which is essentially enactive, interactive and creative, and

which involves recreation of meaning (Hunter-Carsch 1995:137)

Components of the reading act to be assessed
Introduction

Using the theoretical views on reading in 2.2.1; 2.2.2 and 2.2.3 (all integrated to

praxis) as a framework, it appears that the diagnostic reading materials should

comprise items to assess all components of reading.

In the design of the diagnostic reading materials it should become clear that the
components of reading are not viewed as splinter skills being examined or assessed.
The items used to examine the components of reading should enable the teachers to

qualitatively analyse the reading errors in order to identify a possible area of difficulty.

The various components of reading with which the beginning reader could experience

a range of difficulties, could be summarised as follows:

Perceptual skills

Accurate, speedy and integrated perceptual processing is required to develop accurate
recognition of words and reading fluency. Perceptual skills important in reading

include:
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Auditory perceptual skills: auditory discrimination
phonic analysis and synthesis
auditory memory and sequence
rhythm

Visual perceptual skills: visual discrimination
visual analysis and synthesis
visual memory and sequence
visual spatial relations

Visual — auditory skills: grapheme-phoneme correspondence

Typical reading errors because of perceptual difficulties include:

)

Confusion of voiced and unvoiced consonants (d xt; sxz, grxkr)

Errors in consonant blends (brat x bat)

Mistaking the position of sounds in words and inability to manipulate the sounds in
words (initial/final sound)

Errors in sound blending, e.g. omission of middle consonants (spiit x sfit x spit)
Errors in letter recognition (jxg; hxg; jx5)

Visual discrimination errors (r xn; mxn, hxn)

Letter sequence errors (split x spilt; pets x pest)

Word reversals (pat x tap; was X saw)

Letter reversals (b xdxpxg, nx u, txf, wxm)

Visual memory errors (know x no; two x to X too)

Word recognition and sight word recognition

Accurate, automatic word recognition is necessary for reading fluency which could
contribute to good reading comprehension. Knowledge of phonics and of grapheme-
phoneme correspondence, the morphology and orthography of the language (e.g.

affixes, root words), as well as a strategic approach for the decoding and recognition

of unfamiliar words, are required. Readers need to have a store of words that they can
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recognise by sight (e.g. here, through, know, of) and should further be able to use

clues (contextual, semantic, and grammar clues, e.g. I read the book last week/They

will read the book in class).

Young readers could have difficulty decoding words or recognising words by sight,

sometimes guessing at words on the basis of the initial letter.

Any of the reading errors described in (b} could lead to poor word recognition skills.

Lexicon

Lexicon, or meaning vocabulary, is defined as the set of labels for the clusters of
concepts that have been learned through experience, or schemata (Bumns ef al.
1992:164).  Although it is regarded as essential to understand the meaning of the
words that are read, it should be stressed that lexicon is but one of the components of
reading — understanding the words would not automatically imply good reading

comprehension.

A limited lexicon however, would contribute to a reading difficulty.

Many young L2 speakers attending a school that uses English as the language of
learning have a limited English lexicon and could therefore find it difficult to decode

unfamiliar words, and/or to understand what they read .

Typical problems arising from a limited lexicon include:

Difficulty to understand figures of speech or metaphors (e.g. to get into somebody's

hair; she is in a jam could be interpreted hiterally)

Difficulty to understand multiple meanings of a word, or homographs (They are close

friends x Please close the door)

Difficulty with homonyms (pair x pear; there x their)

Difficulty with synonyms (house x residence)
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o Difficulty with relational terms (more X less)

® Difficulty because the words and/or concepts are unfamiliar to the reader.

(e) Textual Comprehension
Burns et al. (1992:258; 266; 278, 288) distinguish between the following types of

reading comprehension:

. Literal comprehension, which is the most basic type of comprehension, where
directly stated ideas are processed and readers are expected to follow the gist of a
story, or argument

e Higher-order comprehension, which includes

- interpretive comprehension, or making inferences, such as identifying main

ideas, cause-and-effect, logical and chronological sequence, drawing
conclusions, interpreting figurative speech, or reading between the lines

- critical reading, or evaluating the written material, to draw conclusions about
the appropriateness, accuracy and timelessness of the formulation

- creative reading, which involves going beyond the text presented by the
author, combining existing schemata with the text, visualising the content,

predicting the outcomes or making value judgements

Spear-Swerling and Sternberg’s (1994:95) category of proficient adult reading, where
readers are described as insightful, reflective and analytical, and are able to use texts and
integrate knowledge from many sources, could be added to the set of higher-order
comprehension types. Readers have to read strategically and engage metacognitively with text —

to be able to read between and beyond the lines.
Typical difficulties because of poor reading comprehension include:

o Difficulty to infer or deduce information (e.g. They are eating ice-cream in the

pool .. Which season was it?)

o Difficulty to solve a mathematical problem (e.g. How many legs do two dogs and
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three hens have all together?

- 5x 4=20(2 dogs and 3 hens, 4 legs each)
5x2=10(2 dogs and 3 hens, 2 legs each)

- Failure to differentiate between two and four legs, failure to use
schemata

- 2+3=35-1total of dogs added to total of hens — failure to understand
the question

® Difficulty to draw conclusions (e.g. Sparrows are born in a nest in the grass. At first

they are blind. They have no feathers and cannot stand up or walk... Why can’t

sparrows stand up when they are born? Incorrect conclusion: They have no feathers)

s Difficulty to predict outcomes (e.g. Loutjie is a fast bouler and Eben bats well. They

are playing cricket outside their home, which has huge windows... What do you think

is going to happen next?)

2.3.3 Measurement (testing) and assessment in education
Owen and Chamberlain  (1996:15) define educational measurement  (testing
procedures/practices) as the allocation of scores to the resuits of instruction and/or learmng at

school.

Swanson (1991:225) distinguishes between testing practices and the concept of assessment, in
that the latter aims at discerning what the specific needs and difficulties of individual learners
are, in order to implement individual intervention programmes. Assessment then includes
observation, interviewing, experimental teaching and the administration of informal tests

across multiple contexts (Swanson 1991:225).

35 Reguirement 16 : Conthmyous assessment {1* timey: The diagnostic reading materials should aim

to help teachers in the process of ongoing assessment.

Hancock ef al. {1994:46) regard effective assessment as ongoing and cyclic processes that are
intricately interwoven with teaching and learning. Wolfendale (1993:43) further describes
assessment as a dynamic process, which allows for change en route, and which occurs in the

context of functional, authentic and relevant learning. Burns et al. (1992:548) declare that in
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the continuous assessment process teachers should observe and interact with their learners

in various types of learning activities throughout the day. Afflerbach (1995:624) concludes
that assessments prove to be most productive when learners are assessed as an integral part of
the learning process, where the assessment is regarded as a teaching tool to benefit learners as

unique individuals within the classroom.

36 Requirement 4 : Schemata {Sih time), Reguivement 7 : Metacognition iﬁ"d thme) and
Reguirement & : Mediated fearning (2™ time): The diagnostic reading materials shounid help the teachers to
ensure thai their learners know how to use their schemata and engape with ioxt metacognitively when they
read. The principle of mediated learning could be used very effectively o teach the learners how {o engage
with text metacogaitively and how to use their schemata. Mediated lcamning could be demonsirated by

including sufficient practice exampies. Mediated learning would allow for change en rowle.

Brady (1997:12) says that assessments could be motivational for both the teacher and learners
if they can see that learning has taken place, which implies that assessment should be an
interactive procedure, with teachers giving relevant and valid feedback on their learners’

performance.

37 Reguirement 8 : Medinted learning (3™ time): The diagnostic reading materials should aim to et
the icarners learn {e.g. how to classify, how 10 use schemata) while they are dealing with the materials. The
diagnostic reading materials should be user-friendly and cffective, so that teachers and learners could be

enthusiastic about the procedure, and motivated by the results.

However, performance does not necessarily improve after learners have been given valid and
reliable judgement about their work (Gipps 1994:92) or their reading. In order to improve,
learners need to know what the goals and standards of performance are, must compare their
own performance with the desired performance and must then engage in appropriate actions to
close the discrepancy between these two (Gipps 1994:92). The learners’ idea of what is
required must correlate with that of the teacher, they must be able to monitor the quality of
what is being produced at the time of production, and they must be able to regulate or to self-

monitor their work appropriately (Gipps 1994:92).

38 Requirement 1 : Comprehension and meaning 13" time): The diagnostic veading maierials
4 . g




65

shounld sensitise the teachers 1o feach reading strategically and assist them in letting the learners realise thai

reading is a complex, comummtnicative and integrative process.

Johnson (1998:385) states that introduction of Qutcomes Based Education in South Affican
Schools has brought South Africa in line with international trends in the changing culture of
assessment, with assessment targeting learning outcomes in terms of specified criteria
(criterion-referenced assessment) and with the desired outcomes expressed explicitly. Johnson
(1998:385) continues to say that assessments should be valid and authentic (performance
assessment), also in areas of classroom life which are not traditionally assessed (e.g. project
work), and should help teachers to develop a wider range of assessment skills, or to develop a

wider repertoire or battery of assessment strategies.

Haladyna, Haas and Allison (1998:265) point out a very important issue regarding the
interpretation of results, namely that administrators and teachers must be knowledgeable about

how to interpret results and cautious and conservative when sharing results publicly.

39 Reguivement 12 ; Barly identification of difficulties and bterpreting resnlis {S'ﬁ timne}: Teachers

should be provided with detailed guidelines on how 1o interprat the results of each individual learner.

In discussing a British report on the assessment of reading, Pumfrey (1995:139) mentions a
recommendation that reading assessment materials should be as “naturalistic” as possible, in
book form and with a culturally familiar story content. He (Pumirey 1995:139) points out
that, although normed word reading tests are heavily criticised, much of the criticism has been
shown to be invalid. Word reading tests can, in his opinion, effectively provide empirical

information on the decoding skills underpinning reading comprehension (Pumirey 1995:140).

40 Reguirement 5 : Word reading materials (4™ time): Word reading tests could be used effectively
in the diagpostic reading materials, providing empirical information on the decoding skills underpinmng

reading comprehension.
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2.4 CONVENTIONAL AND CURRENT VIEWS ON METHODS OF

ASSESSMENT

2.4.1 Introduction

One of the most influential trends in educational assessment is the move away from traditional

methods of testing towards “authentic” assessment.

Whereas conventional testing relies on indirect measures of overall performance, authentic
assessments are designed directly to measure learners’ performance in terms of skills, abilities

and knowledge that are valued in and of themselves (Jones 1994:101).

The primary distinction between so-called authentic assessment and conventional methods of
testing, is the choice of question format. Jones (1994:102) concludes that objective question
formats dominate in conventional, standardised testing programmes. Objective question
formats include multiple-choice, true-false, matching and multiple true-false questions, which
could be marked objectively, whereas subjective question formats used in authentic methods
of assessment require the subjective, qualitative judgement of responses by the examiner

(Jones 1994:102).

This section contains a summary discussion of indirect, conventional, standardised methods of
assessment, with an emphasis on the multiple-choice question format and norm-referenced and
criterion-referenced assessment, followed by direct, alternative methods of assessment, with an

emphasis on informal, nonstandardized, authentic and dynamic methods of assessment.

2.4.2 Indirect, conventional or standardised methods of assessment

(1) Onentation

The indirect, conventional or standardised methods of assessment are thought by many
authors to provide only static psychometric measures and are heavily criticised by the

adherents of alternative assessment.




67
Grigorenko and Sternberg (1998:75) declare that conventional, static psychometric

measures of cognitive skills quantify developed abilities and indicate latent capacity only as it
is realised in performance. Performance is affected by, inter alia, the amount of education,
test-taking skill and parental support. The learner's existing abilities and level of knowledge
are quantified and viewed as a basis for predicting his/her subsequent performance and/or
cognitive development (Grigorenko & Sternberg 1998:75), and which are then often

incorrectly used for classification purposes.

41 Reguivemeni 12 : Barly identification of difficulties, interpreting resufts (6 wime): The
diagnostic reading materials should not be viewed as having the function io predict a learner’s fiture reading

performance, bui rather o

@ identify learners with possible difficultics
® indicate what sach learner’s special reading needs are
o help learners 1o experience that reading is more than just word recognition and to formm the perception

that reading 15 an iseractive act
The reading materials showld thus be used for purposes of disgnostic learning support {(formative, for

empowerment), not for purposes of classification or judgement (summative).

Swanson (1991:226) discusses the Attribute, or Construct model of assessment, which has
traditionally been used for the assessment of learners with learning disabilities, mentioning that
the Attnbute model is illustrated through diagnostic-prescriptive teaching which focuses on

the identification of effective instructional strategies. The procedures of this assessment model

include:

® selecting a construct (e.g. language, perception)

® dividing the construct into sequential, quantifiable and measurable categories

e admunistering tests to evaluate performance in these categories (identification of
weaknesses/strengths)

® developing a programme to remediate (sic) the deficit {sic) on the test-related skills

Karlsen, Madden and Gardner (1966:2), who designed the Stanford Diagnostic Reading Test,
state that diagnostic tests give intensive coverage of the specific area to be assessed, and

provide detailed measurement, therefore emphasising the identification of strengths and
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weaknesses. They (Karlsen ef al. 1966:4) stress that, even if the assessment has been

conducted in a group, it is imperative for the assessment results of each pupil to be interpreted

separately.

42 Requirement 12 : Barly ideatification and inferpreting resuits (7" time): Guidelines for the

interpretation of test results would be essential.

The diagnostic-prescriptive approach to testing is followed by extrapolation of that
information to provide a plan for instruction (Swanson 1991:227). The diagnostic-
prescriptive approach has been criticised, infer alia, because some test instruments may not be
totally appropriate for providing information about learning problems or for prescribing
instructional activities {Swanson 1991:227). Test construction theory may even be incorrect
such as: learning problems reflect a failure within the learner, and the strengthening of weak

areas noted on the test will categorically result in improved learning. He (Swanson 1991:227)

warns that if a test is not related closely enough to classroom activities, it is not suitable to be

used to suggest specific teaching activities and that classroom teachers are in any case often

unable to translate test information into effective individual programming.

ty practice His sl found that some eachers do ot include all components of weading in their reading
; 14 £

sessions, e.z. the emphasis 8 pol on word recognition and possibly literal comprehension only, instead of
emphasising  reading-as-commmauication, and including aspects such as inderpretive comprehension and
schemata,  Classroom practics regarding reading thus does not alwavs roflect an approach fowards the
instruction of reading that is advecsied or recommended,

=il

43 Requirement 1 : Comprehension and meaning (157 time), Requivement 6 : Al kagwan agpects

(6™ time), Requirement 12 : Barly identification and interpreting results " time) and Requirement 16 :

" time): The diagnostic reading materials shouid comiain items that reflect

Comtimnous assessment (2
reading-as-comnnmication, and include all known components of reading. The materials should be practical
and realistic, to be used as a classroom activity. It should furthermore not only provide useful diagnosiic
information o icachers about the possible learning difficulties leamners in their class are experiencing, bt
should also recommend future instructional activities for reading (formative assessmeni). Examples of how

individual learning support programmes conld be planned as a direct follow-up (o the diagnostic reading

materials, would be beneficial and empowering io teachers and learners.
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Conventional methods of assessment and standardised tests could provide useful

information to teachers. Groff (1990:9) argues that, although standardised tests cannot be
viewed as the only source of insight into learners’ reading ability, they “do seem to promise
more reliable and valid mechanisms for assessing word recognition development of children
than is otherwise possible, ... providing more exact replications of investigative procedure than

is feasible with the collection of anecdotal evidence”.

44 Requirement 17 : Validity, reliability, practicability (1* time): Standardised testing could provide
valid and rchiable insight indo the difficulties that readers arc experiencing, and make exact replications of

investigative procedures possible.

Assessment materials have not only to be valid and reliable, but must also be practical to
administer. Practicability involves questions of economy, ease of administration, scoring and
the interpretation of results (Callis 1994:33). It is obviously desirable to make tests as short as
possible. However, to achieve satisfactory reliability, and to enhance validity, it may be
necessary to have a longer test, which contains items that are a representative sample of tasks

(Callis 1994:33-34).

i

43 Requirement 6 ; Al known aspects (6 time): The items in the diagnostic reading materials shouid

be a representative sample of the reading components, but the diagnostic reading materials should also be

practical io admirnsster.

For the diagnostic reading materials to meet the criterion of practicability, without sacrificing
validity and reliability, the choice of question format will have to be considered carefully and

responsibly. The multiple-choice question format will now be discussed.

(2) Indirect testing using multple-choice items

Although no one form of assessment is best for all purposes, muitiple-choice questions can
meet many different purposes (Callis 1994:34-35), which includes being a highly effective

external moderating devise for large groups of learners (Callis 1993:19).
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Heese (1990:35) admits that multiple-choice questions (MCQs) in testing have a bad

reputation because questions are often poorly formulated, do not test what they are supposed
to test and are used for the wrong reasons (e.g. only for time-effectiveness). Specifically for
the assessment of reading, however, the prime advantage of the MCQ format is that it assesses

reading skill only, without requiring writing skill {Callis 1993:20, Heese 1990:360).

Beech and Singleton (1997:13) quote the view of Cummings, that L2 learners may acquire
“surface” language skills within two years of attending school, but that adequate writing skills
may take up to another five years to develop. The multiple-choice format of questioning

would therefore be a more appropriate way of assessing L2 learners’” reading skills.

46 Beguivement 18 ; Multiple-choice guestions (M C(Qs) - (1" ¢ime): The multiple-choice format of
guestiordng would be an appropriate and fair way of assessing the reading skills of L2 learners, as it may luke
wp 1o another five years to develop adeguate writing skills required to demonsirate reading skilis by neans of

opeR questions.

Stating that well constructed MCQs can be used to test analytical and creative skills as well as
less advanced skills, Heese (1990:35) denies that MCQs merely test recognition skills which
involve nothing more than literal comprehension and short-term recall. In fact, in MCQs lots
of reading is done for which fine discriminating skills are required (Bouwer 1990a:180). Skills
to be tested should, however, be defined clearly and the distracters should be plausible and
attractive to the uninformed, requiring true insight (Heese 1990:36). Ttems { consisting of the
stem, correct answer and the distracters) which are well designed and sensitive ofien “draw
out” the learners’ comprehension and perceptions (Callis 1993:20). It is therefore essential to

do an item analysis to ensure that the items are appropriate and valid.

47 Requirement 18 : MOOs (2™ time): Distracters in MOGs should reguire true insight and fine
i g

discriminating skills in order to answer the guestion correctly.

Callis {1994:34) summarises the main advantages of the use of multiple-choice tests as

follows:
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o multiple-choice tests are practical and the administration is cost-effective

o a large number of questions can be set which would ensure a thorough sample of both

content and objectives

o the items can be spread across a wide specification or concentrate on a specific
objective
® the level of difficulty of the test can be adjusted to meet particular requirements,

since the difficulty of each item is known beforehand

The increased volume of reading in MCQs (Bhana 1987:16), requiring fine discriminating
reading skills (Bouwer 1990a:180), without expecting the young school beginners (or learners
in the Foundation Phase), of whom many are L2 learnerss, to write down their answers (Callis
1993:20; Heese 1990:360) or to verbally express their thoughts, as well as the possibility to
administer the materials in the MCQ-format to a whole class at a time, certainly make the

MCQ-format a very practical choice.

48 Requirement 18 : MCQs (3™ time): The multiple-choice formai of guestioning would meet all the
reguirements and cyiteria for practicability. Hems should be well designed. so as not o sacrifice validify and

relishility.

The question whether the diagnostic reading materials should be norm- or criterion-

referenced, now needs to be considered.

(3)  Norm-referenced tests

In norm-referenced tests, learners are compared with other learners across the nation on the
basis of their test scores. Norm-referenced reading tests thus provide objective data about
reading achievement and the reliability of scores is verified by collecting data from a large
sample of the population {(Burns ef al. 1992:573). Results of norm-referenced tests are

expressed in grade equivalents, percentile ranks or stanines (Burns ef al. 1992:573).

Norm-referenced tests can assist a teacher in planning reading instruction if properly
understood and interpreted (Burns ef al. 1992:577, 580), but they have the following

limitations:
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e Standardised norm-referenced tests do not really measure what is known about the

reading process

@ Norm-referenced tests often reflect a learners’ frustration level rather than his/her
instructional or independent level

® Norm-referenced tests measure skill mastery and do not attempt to evaluate the
learner’s ability to read strategically

® Norm-referenced tests are not always fair to minority groups

Leamners with the same test scores therefore do not necessarily have the same reading skills,

nor the same reading difficulties.

(4  Criterion-referenced tests

In criterion-referenced tests learners are not compared with other learners. The objective
is to determine whether the learners have achieved mastery of each criterion or learning
objective (Bumns ef al. 1992:573), presently translated into learning outcomes with associated

assessment criteria and range statements.

49 Reguirement 13 : Critevion-referenced testing ™ thme): The diagnostic reacing materials shouid

be criterion-referenced rather than norm-reforenced.

A cnterion-referenced test is designed to supply specialists with scores that can be interpreted
in terms of specific performance standards and are intended to be used as guides for
developing appropriate instructional prescriptions (Burns ef al. 1992:572-573), thus “fostering

systematic instruction” (Haladyna ef al. 1998:263-264).

Vincent (1997:44) believes that criterion-referenced testing of reading has “failed to fulfill its
promise”, and Tumer (1997:58) points out that “different authors view reading in different
ways and see the sequence of development of reading skills differently.” Christi (1995:118)
summarises the difficulty of designing a good reading test as “the fundamental problem in

reading-test construction is that so little is known for certain about what is t0 be measured”.
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A0 Reguirement ¢ ; A known aspects (7" time): The constract of reading should be defined very

clearty and {he diapnostic reading materiais should reflect the definition of reading.

(5)  Criticism against conventional standardised testing

Valencia (1997:63-64), an advocate of authentic assessment, and Gutknecht (1992:212-213),

a promoter of the Whole Language approach, pile up points of criticism against standardised
norm-referenced, as well as criterion-referenced tests. The criticisms are listed below, with

reference to related comments on requirements in this study. Standardised tests. ..

® are skill-, and not process-orientated {see 5, 6} P
@ are used to sort and classify learners rather than provide direction for instructional

planning (see 51} ,

e are not reflective of current conceptualisations of the reading process (ses 10, 20, 25,
50
® assume that language is learned through the acquisition of isolated, sequentially

organised skills, mastered one at a time {sze 9)

® are incomplete measures of language learning because they focus mainly on reading
and ignore other language processes (e.g. speaking, listening and writing) (see 46}

® emphasise lower-order comprehension rather than a deep understanding, focusing
mainly on word recognition skills and vocabulary skills (sight words and their meanings
outside of a natural, real language context) {scc 52)

® measure comprehension with passages so brief that Whole Language learners are

unable to apply the metacognitive meaning-secking strategies which they are learning

{see 53}
© ignore learners’ prior knowledge (schemata) (see54)  ©  — —
ignore the conceptualisation of prior knowledge into thoughts and ideas {see &)
® ignore oral syntactic and semantic language systems, as well as print awareness

developed through early involvement with environmental print (see 16, 24, 34)
® ignore the learner’s attitude toward and interest in learning to read (see 55)
® ignore familiarity with characters and events in stories resulting from listening to

stories being read to them (see 27, 30)

® ignore meaning seeking strategies employed in listening and reading (see 29, 38)
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produce scores that are not informative or useful for planning instruction (see 23, 32)
do not distinguish between the learners who have difficulty responding under the
constraints of the testing situation (i.e. who are easily distracted, have difficulty
responding in writing or are confused by multiple-choice answer sheets) (see 36)

are not continuous, and therefore do not provide sufficient information on any slight
progress (see 57)

do not assess all aspects of reading and therefore do not provide information regarding
areas not assessed (see 58)

do not include the types and variety of reading tasks that represent real reading (see
56)

are sometimes not administered in the classroom situation, which is closest to the
learner and to instruction {see 35)

are not able to produce results that are timely or specific enough to influence
instruction (see 60)

yield test results which often fail to provide valid information concerning the very
poor readers because of a floor effect; inversely, a ceiling effect will again obscure

facts about good readers {(see 66)

The criticisms against comventional standardised testing methods bearing specific implications and

requirements For the design of diagrostic reading materials should be examined carefully in order o ensure

that the diagnostic reading materials provide useful information:

31

52

ih . . . .
*imte):  The diagnostic reading

Reguirement 1% : Early identification, imferpreting results (9
materials should aim io provide divection for instructional planning; by administering the materials
teachers should better understand what learning support their learners need.

Requirement 1 : Comprehension and meaning {16™ time):  The diagnostic reading materials
Simuld be designed o ensure thai teachers and learncrs do not view reading as barking-at-words, but
will form the perception that reading is an inteprated act, emphasising higher-order cognitive skills,
gven in word recognition tasks.

Reaquivement 7 1 Metacopnition 4" time): A specific challenge in the design of the disgnostc
reading materials wounld be to design items in such a way, that even i word reading activities learners

woutd still be expecied o apply matacopmitive, meaning-seeking strategies.




75

& . . PP ; . . . L s s
54 Reguirement 4 : Schemata (67 timel: The diagnostic reading materials should contain items that

specifically call for the vse of schemata,

55 Requirement 12 : Early identification, interpreting vesults (16" fime) and Requirement 15 :
Edentification of sttention or motivational difficulties (3™ time): The diagnostic reading maicrials
should be intended to be used by the repular class teacher. The instrucior’s manual wonld have o
cortain guidelines for the inexperienced teachers on how {o promote awn interest in reading, and aiso
take # lack of interest and 2 negative attitude fowards reading into consideration in the interpretation
of individusl readers’ overall performance on the reading materials

56 Reguirement 12 : Early identification, interpreting resulis (11" time): The diagnostic reading

materiale would have 1o produce scores that are informative and useful For planning instruction and

learning support. This would require an experimental application of the diagnostic reading materials,

i order to obiain a frequency distribution of all possible error fvpes. so that teachers could for

instance pet reliable information on how significant/insignificant # is if a Grade 2 learner still has a

specific number of, say, bx g X p x g reversals.

57 Reguirement & ; Mediagted learning (4™ time): The teachers should be gnided fo realise the
importance of observing the test behaviowr of the learners in their class, and o ensore that all the
learners ynderstand what is expecled of them. Sufficient practice exampies should be included in the

test instructions o ensure thal learners know how to complefe the materials,

Lh
o8

Reguirement 16 : Comntinnous assessment {3“] thmel:  1i should be clearly undersiood that the

diagnostic reacding maierials should not atm, noy claim o replace continuous assessinent by regular
class feachers, It should rather attempt to support and assist teachers betler to understand the learners
(and the difficultics they are experiencing) in iheir class,

Requirement ¢ : Al known aspects 8" time) and Reguirement 4 : Schemsats {'7’“‘ time): The

IU»
pte]

diagnostic reading materials would have to contain all lcoown aspects and components of reading,

including stories. The materials shovid be designed for formative assessment, to ensure that thereare
learning opportunities {perhaps, in some cases for both teachers and lcarners? — e.g. liems that
repeatedly require learmers 1o use their schemata might influence them fo change their perception of
reading from, possibly, a word recogmnition act to reading as comnmunication which requires -
integration and interaction of many “participanis”).
o0 Requirement 12 ; Tarly identification, interpreting results (12" thme): I the diagnostic reading
materials arc o produce resulis that are specific encugh io influence forther instroction, feachers
shonld obiain clear information abouwt why the lesrmers are experiencing particular reading
difficuliics.  An experomental application of the diagnostic reading materials in order to obiain
information on whether, of when a specific error should be regarded as being an indication of a

difficulty, would be necessary.
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Jones (1994:110), on the other hand, is of the opinion that traditional testing should not be

completely replaced by authentic assessment programmes, since traditional assessments offer a
proven source of valuable information, and suggests that the two approaches on assessment

should rather merge to develop powerfil evaluation strategies.

« - n w s st
61 Reguirement 19 ; Dutegration of conventinnal and alternsiive approaches fo assessment {17
ghime: The conventional and allermative assessment approaches should be merged in an attempt to obtain ail

the information required to support teaching and learning.

2.4.3 Direct, alternative methods of assessment
(1)  Quoentation

According to Treiman and Schwager (1997:89), the terms alternative assessment and

authentic assessment are used interchangeably, but do not mean the same thing. For these

authors (Treiman & Schwager 1997:89) authentic assessment is associated with the fact that
human knowledge is created in human activity and realistic, real life problems should be
addressed. T.earners demonstrate how they construct meaning and apply knowledge in a
particular setting to achieve results. Alternative assessment suggests that human learning is
complex and knowledge is multidimensional. It is a dynamic assessment of complex
intellectual processes, with the focus on hew meaning develops in context (Treiman &

Schwager 1997:89; 90).

Authentic, alternative, performance-based, on-demand, por‘tfolio; curriculum-embedded,
teacher-observed, open-ended, and essay-prompted assessments in the form of exhibitions,
group projects and journals, are only a few of the new forms of student evaluation
recommended by practitioners with cognitivist, interpretivist and socially critical views of
assessment (Treiman & Schwager 1997:90; 91). Treiman and Schwager {(1997:90) explain
that recent contributions from cognitive research show that learners “construct knowledge
using subjective intellectual processes” and that constructivists claim that the knowledge
produced by learners on static, standardised tests is a “fragmented and decontextualised form

of knowing".
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However, Treiman and Schwager (1997:96) also observe that parents are often concerned

that their children might not receive enocugh universal “basics” in the new educational

approach.

[i¥3 Requwirement 2 ¢ Word recognition and decoding (4" timed): The diagnostic reading materials
should also inglude lower-order copnitive skills or “basics™, but it should be clear that components of reading

are not merely splinfer skills (that are boing assessed,

Borko (1997:231) acknowledges the new approaches 1o assessment which are prominent in
the current educational reform movement, recognising the expectation that such assessments
~should better address educational goals such as higher-order thinking, reasoning, problem
solving, communication and conceptual understanding, and should also be more closely linked
with instruction by focusing on changing classroom practices. With regard to reading,
assessment should then document what students actually do in the act of reading (Borko

1997:232).

" | ~ I3 - b = . . .
63 Requirement | : Comprehension and mesning a7 time): The diagnostic assessment reading

maierials should also include higher-order cogritive skills.

Borko (1997:232) maintains that the new vision of assessment is making profound demands
on teachers and calls for a dramatic change in their instructional practices, as well as their

knowledge and beliefs about teaching, learning and subject matter.

If reading instructional programmes introduce activities that focus on problem solving and on
the making of meaning, and if teachers listen closely to their learners when they attempt to
solve these tasks or when they provide explanations for their solutions, it is Borko’s
(1997:234) belief that they would have a better understanding of what their learners

understand and what they are able to do.

(2)  Informal or nonstandardized assessment

Johnson (1998:387) discusses the findings of a study by Smith and Johnson (1994) which

revealed that in pnimary schools, reading is mostly assessed in an ad-hoc fashion; teachers
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rarely use standardised reading tests and classroom-based assessments mainly represent the

teacher’s intuitive model of what constitutes good reading.

In his view (Johnson 1998:387), the criterion which demonstrates successful literacy is reading
“fluency” for most teachers, with no clearly defined criteria for judging writing competence.

Johnson (1998:402) argues that, although teachers' intuitive judgement of their learners’
capabilities is often good, intuitive judgement does not allow them to diagnose specific areas
in which learners may not be achieving. He (Johnson 1998:403) acknowledges manageability
in the context of large class size as the biggest challenge for successful implementation of
OBE and performance assessment and points out the importance of creating a culture for

organising large classes in such a manner that learning can be successfully mediated.

64 Reguirement 12 : Barly identification, nterpreting results (13™ time): The diagnostic reading
materiais should assist the teachers in hagnosing spectfic areas in which learners are not achieving,

irrespective of class size,

Burns et al. (1992:549-572) identify observation, interaction, analysis, appraising literacy
interests, porifolio assessment, self-appraisal, informal tests of specific content or skills, the
cloze procedure, computer procedures, informal reading inventories, miscue analysis and

running records as some of the types of informal assessment.

However, they (Burns ef al 1992:572) recognise the foHowing‘ limitations in informal

assessment:

e Informal assessment is subjective, which allows for personal bias to influence
judgements about learner performance
® Teachers might have unrealistic expectations of learners at a certain level, resulting in

an unfair appraisal of learner performance

o Informal assessments can be time-consuming and can thus place a heavy burden on the
teacher
® Not all teachers might know how to interpret and apply information from informal

records
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® Informal assessments do not allow grade scores

(3)  Authentic or performance assessment

Although there is no consensus as to precisely what constitutes authentic assessment, Jones

(1994:103) states that it is generally taken to incorporate the following four factors:

= an emphasis on learner performance, which means not only what the learners know,

but also what they can do

® the use of direct methods of assessment
& incorporation of a high degree of realism
o inclusion of activities for which no single correct answer exists, group assessment

rather than individual assessment, and continuity over time, in order to reflect

realistic situations

For assessment of reading competence to have a communicative function, focus teachers’
attention on that which is important and provide good information on learners’ progress, the
authentic assessment materials will have to tap the knowledge and skills learners are expected

to learn and be aligned with desired learner outcomes (Herman 1997:198-199).

63 Reguirment 6 © Al koown aspeets (@™ time): In reading, this would mean all known aspects of
reading and cognitive processes. complex thinkdng and problem solving skifls should be ncluded in the

assessment materials.

It takes a fair number of tasks to obtain an accurate estimate of a leamner’s level of competence
and multiple indications of performance are required to truly understand the level and nature

of performance of the individual learner (Herman 1997:200-201).

66 Reguirement ¢ : AR known aspects (10™ time); The assessment maleriats should contain sufficient

iems {0 ensure that scores are a irue reflection of the level of competence in each aspect of reading.

Herman (1997:201) consequently suggests analytic scoring instead of a single, holistic score,
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e Tzuriel and Haywood, whose research, infer alia, recognised the desirability of more
nearly culture-fair tests that would be useful for comparing results obtained in culturally

diverse populations (1992)

Vygotsky's theory of a qualitative, interactive Zone of Proximal Development (ZPD) can be

explained as follows:

ZPD reflects development itself It is not the aim to discover how the leamer became who and
what he is, but rather how he can become who and what he not yet is. ZPD is a social construct,
exists only in social interaction and is created by the interaction (Grigorenko and Sternberg
1998:78). ZPD lends itself well to interests in social cognition and classroom interaction, delves
into the essence of learning and development and is an expression of the individual in society

(Gngorenko & Sternberg 1998:78).

Grigorenko and Sternberg (1998:75) declare that dynamic testing attempts to quantify learners’
learning potential during the acquisition of new cognitive operations rather than their actualised
abilities, and to see whether and how a leamer will change if an opportunity is provided. In
dynamic testing not only previously acquired knowledge is tested, but also the capacity to master,
apply and reapply knowledge that is taught in the dynamic testing situation (Grigorenko &
Stemberg 1998:76).

Tzuriel and Weiss (1998:83) summarise the view of several authors that dynamic assessment differs
from conventional static tests in regard to its goals, processes, instruments, test situation and the
interpretation of results. Grigorenko and Sternberg’s (1998:75) view on the difference between

static and dynamic assessment is encapsulated in Figure 2.2.
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to furnish “diagnostic feedback on important dimensions of student performance and thus

focus on instruction and learning”.

67 Reqguirement 12 : Barly identification, interpreting results (14" time): Items and/or resalts should
be grouped io reflect the Jevel of competence in different areas of reading, so that teachers conld undersiand

the nature of difficulties which each leaimer is experiencing.

Implementing “authentic” assessment in the classroom would require an interactive and
constructivist approach to teaching and learning, with assessment being taken by all learners in

the class, rather than just by the apparent underachievers {Torrance 1994:85).

68 Reguirement 17 @ Valid, refiable and practical (2% time): Assessment materials for groups, which

could be taken by all learners in the class, would be beneficial and practical.

Torrance (1994:85) concludes that “... the planning of teaching, the conduct of teaching and
the naturalistic observation of students on task, would constitute the full integration of
teaching with assessment”. Valencia (1997:64) claims that “authentic classroom assessment
provides flexibility, adaptability and the continuous assessment which is needed to effectively
assess special-needs students,” and maintains that all authentic classroom measures of

assessment aim to provide information for planning instruction (Valencia 1997:69).

e s th . - .
69 Beguirement 16 : Continuous assessment {47 time): No reading assessment materials can totaily
replace suthentic, continvtous classroom assessmeni. The diagnostic reading materials showld rather aim o

assist the teachers fn their understanding of the difficuitics the readers in their classes are experiencing,
70 Reguirement 12 : Early idendification, interpreting resulls (15" time): Reading assessment

materials that could be used by the reguiar class teachers should constitute the full integration of teaching and

ASEEESIETH.,

Herman (1997:198) points out that alternative assessment does not use the multiple-choice

format of questionming and focuses on meaningful student work:

a learners are expected to create, design, produce, perform or do something
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o complex thinking and/or problem solving skills are tapped
® tasks that are instructionally meaningful are used
e authentic or real world applications are involved

vice format of guestioning | g used very offocttvely o focus on meaningful reading n

el the multiple.ch

the rosea

herg practice.

Herman (1997:198 - 199) argues that it is regarded in the authentic assessment approach as
unfair to judge learners and their learning by content and skills to which they have had no
meaningful instructional exposure, and maintains that assessments must be fair to all learners

and be a technically accurate, reliable, valid, useful, feasible and credible measure.

71 Requivement 6 : A kmown aspects (11" time): In the assessment of a learner's readin
i i

competence, where e subject content is measured, but rather reading skills and abilities, I would be important
te address ali aspects of reading, so that the teacher could idemiify the Jearners with difficuliics and gain an
understanding of the tvpe of difficulty each one is experiencing. The ieacher might need guidance on how 1o

interpret the test resulis,

It should be the aim of the disgnostic reading materials 1o support teachers 1o gain 2 better understanding of

the complexity of the reading process and also help them to direct their instruction more effectively.

Herman (1997:199) consequently emphasises the importance of ensuring that authentic
assessment instruments be free of bias and contain no stereotypes or situations that are likely

to be more familiar to some subgroups than to others.

iz Requirement 14 : Aveidance of bias (2™ time}:  Content used in the comprehension passages

should accommodate 3l learners in South Africa and be free of bias.

Herman (1997:100) further warns that developers and users of alternative or authentic

assessment should be attentive of the language demands of their assessments.

Howas fownd that diffcromt ethnic groups pronounce some words difforonily, e.g /sol % sit x sit/ for gif It

wontd confuse learners if teachers wse s promuncistion which & fers from theirs,
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73 Reguirement 11 ; Language (3™ time):  Although ideally one could piead for a standardised

South African pronuncigtion of words, in the diagnostic reading materials words with the /i/ sound shonld
rather oot be included in instructions or examples where incorrect pronunciation could cause learners to make

inistakes.

The South African Department of Education (1997:29) adapted a new framework for
assessment from Herman. The comparison between content measurement and performance or

authentic assessment is summarised in Figure 2.1.

FIGURE 2.1 Recent ¢rends in assessment : From content messurement to performance assessment of

ORE.

CONTENT MEASUREMENT PERFORMANCE ASSESSMENT
Behavioural approach to learning and assessment Cognitive approach to learning in assessnient
@ Accumulation of isolated facts and skills ° Application and use of knowledge
® Assessment activity separate from instruction @ Asgessment integrated with teaching and learning
e Assessment of discrete, isolated Imowledge and @ Integrated and cross-disciplinary assessment
skills

Paper-pencil assessment Authentic assessment

@ Textbook-based knowledge ® Use of knowledge in real life contexis

© Academic exercises » Meaningful task

¢ Implicit criteria e Public criteria for assessment

Single occasion assessment Portfolios: samples over time

Single attribute assessments Multidimensional assessments

@ Isolated kmowledge or discrete skills ¢ Knowledge, abilitics, thinking processes,

metacognition and affect

Major emphasis on individual assessment (sroup assessment

o Students assessed individually with much secrecy | @ Collaborative learning and products
surrounding the test

A new framework for assessment as adapted from Herman in South African Department of Educaiion
(199729

(4) Dynamic assessment
Tzuriel and Weiss (1998:83) define dynamic assessment as “the assessment of thinking, perception,

learning and problem solving by an active teaching process aimed at modifying cognitive

functioning”.
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Synonyms used for dynamic testing inchude interactive testing, process testing, assisted testing

and tests of leaming potential (Grigorenko & Sternberg 1998:77).

Dynamic assessment of learning potential can be seen as an integrative blend of assessment and
intervention and is regarded as a promising diagnostic, and powerful intervention procedure that
examines the processes of learning as well as its products (Grigorenko & Sternberg 1998:95). It
reveals important aspects of an individual's functioning that, according to Tzuriel (1997:103),
cannot be revealed by standardised assessment procedures, such as to determine to which extent
developed abilities refiect latent capacity (Grigorenko & Sternberg 1998:75). Dynamic assessment
could also be regarded as an interactive assessment approach, where the examiner and examinee
interact in the assessment process in the belief that the thinking processes and cognitive functions of

human beings are modifiable and can adapt to changing demands (Tzuriel & Haywood 1992:9).

74 Reguirement 12 : Early idemtification, interpreting resalts (16" time): The diagnostic reading
materials should be desipned in such 2 way that teachers could render learming support concerning the

difficuities experienced by a Iearner in the course of the assessinent or immediately after the assessment.

According to Grigorenko and Sternberg (1998:77), proponents of a dynamic approach to testing

include:
o Binet, the creator of static assessment in 1909 (but he advocated process assessment)
e Thorndyke, who argued for the necessity of measuring the ability to learn as part of

intelligence m 1924

o Penrose, who already in 1934 stated that the ideal test would be one which investigates the
ability to leamn
® Vygotsky, whose theory of dynamic assessment formulated in around 1934 seems to be the

first complete theory on dynamic assessment, emphasising the Zone of Proximal
Development (ZPD)
e Feuerstein, Rand and Hoffman, who did intensive research on leaming potential, mediated

leamning experience and cognitive modifiability (1979)
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FIGURE 2.2 Comparison between dynamic and static assessment

DYNAMIC TESTING

STATIC TESTING

QGualilying psychological processes are involved
in learning and change.

Feedback is given. The test administrator
presents a sequence of progressively more
challenging tasks, but afier the presentation of
each task, the administrator gives the testee
feedback and conlinues with this feedback in

Primarily concerned with products formed as a
result of pre-existing skills.

There is no feedback from the test administrator
to the tesiee regarding the quality of his/her
performance. The administrator presents a
graded sequence of problems, with the testee
respanding to cach of the problems,

successive ilerations wuntil the testee either
solves the problem or gives up. Testing joins
with instruction, and learners’ ability to learn is
quantified while they learn.

¢ A two-way, interactive relationship exists e Neutrality and a lack of involvement on the part
between the {est administrator and the testee, of the test administrator are necessary to ensure
which is individualised for each child in an standard measurement conditions.
atmosphere of teaching and helping,

Tzuriel (1997:90-91) behieves that static assessments are not accurate in predicting the
performance of disadvantaged learners. He proves this point with findings from research,
stating that static assessment scores correlate more with dynamic assessment pre-teaching
scores than with dynamic assessment post-teaching scores. He (Tzuriel 1997:83) explains the
need to develop dynamic assessment on the grounds of the importance of early cognitive
intervention and quotes Haywood's opinion that standardised psychometric measures cannot
provide the information required to understand learning processes (or, for the purposes of this
study, reading processes), deficient cognitive functions responsible for learning difficulties, nor
the mediational strategies that facilitate leamning. It is believed by Tzuriel and Haywood
(Tzuriel 1997:83) that dynamic assessment could also lead to a better understanding of crucial
effects of environmental factors on cognitive development and of learners with learning

difficulties, as well as help to establish appropriate intervention programmes for minority

groups.

Tzuriel and Haywood (1992:6) declare that the dissatisfaction of specialists in the field with
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standard psychometric testing has been nourished by humanistic trends that have focused on

the individual. They summarise the findings of many authors (including Feuerstein and
Vygotsky), stating that the dissatisfaction with and criticism of standardised testing are centred

around the following three main points:

® bias against minority and special education groups, as well as the selective interpretation of
results in those groups

o lack of consideration of motivational, personality and social adequacy factors that are
crucial for effective human functioning

o lack of adequate information given by standardised psychometric tests for actual

intervention, prescriptive teaching, and remediation processes

3 Requirement 14 © Aveidance of biag {EM time): The disgnostic reading instroment showld not be

biased against any group.

Grigorenko and Sternberg (1998:76} believe, together with authors such as Feuerstein, Rand and
Hoffinan, that dynamic testing will reduce educational inequalities by providing “more

compassionate, fair and equitable means for assessing students’ learning capacities”.

It shculd be stressed that in the dynamic assessment apprcach the emphasis is on individual

learners, integrating intervention (or learning support) and assessment.

{he woher acknowiedges the nnportance of foilowing o dyeamio apomeach m instruction ang especlally in
ung support, but is of the opision thay it is not abwavs pesetical or feasible 3 many o shass feachers o

asgess and provide learning sopoor o learners dividuatly. There is therefors, o need for reading mlerials thad

could be admimstored 1w o group and vet provide feachers with disgnostic wnfbrmation o anderstand thely learncrs’

et vt vare Sl iovensr e
wiport and thas ollowing

necds. diffienities and potentiod better, directing thelr plaaning of instruction and learnix

a somewhat dynaniic approach 10 sssessment, especially in a follow-un ohase,
A | ¥ W =

76 Reguirement 12 : Barly identification, inferpreting results (17%  time):  The dispuostc reading
j ¥ 4 { £ g

maierials shonld provide encugh information regarding learners’ reading needs,  for teachers o apply a dynamic

approach i their normal classroom instruction and activities.
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For the more individuahised, differentistod learning sopport or intorvention, 2 dvnamic approach such as in test-

teach-retest would be beneficial to learners.

Gngorenko & Sternberg (1998:103) further report that several authors view the goals of dynamic

testing as multifaceted, and summarise these goals as follows:

® to provide a better estimate of a specified ability construct; increasing comparability of
individual differences by
- equating for background {e.g. training examinees beforehand in the content and
relevant processes; or supplying the outcomes from prerequisite processes for
solving problems) '
- eliminating test-related artifacts, such as anxiety
- taking into account the cultural and other group differences between leamers taking
the test
@ to improve the estimation of ability, as well as to measure a newly formed, or newly
developed psychological function
® to improve learners’ mental efficiency, with the major assumption that the level of ability
itself must be changed, which would need fairly extensive training. This goal of dynamic
testing is very closely linked to intervention, with the main purpose of modifying,
changing and improving cognitive performance. Testing has the function of determining
the starting point, as well as the direction and amount of intervention necessary
77 Requirement 14 : Avoidance of bias (4" thne): The diagnostic reading materials should take inio
acoount the cultural and other group differences of the Icarners who are akang the test.

78 Reguirement § : Mediated learning ™ thme): It should further aim to modify, change and

improve the learners’ copnitive performance.
- . 5 - - . th . . - .
79 Reguirement 12 : Early identification, Interpreting resuits (18" time): The diagnostic reading

materials should assist teachers in determuning the starting point and direction of the required learning,

In the following section, leading modern approaches to dynamic testing, with the emphasis on

mtervention, are discussed.
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(5)  Leading modern approaches to dynamic testing

Grigorenko and Sternberg (1998:81) are of the opinion that the leading approaches to the
“individual-testing-orientated subfield of dynamic testing” can be divided into the following four

major clusters of dynamic testing approaches, which will be discussed briefly:

o metacognitive intervention (¢.g. Feuerstein’s mediated learning)

e learning within the test (e.g. Campione and Brown’s graduated-prompts approach)

e restructuring the test situation (e.g. Budoff’s training test)

e training a single cognitive function (e.g. Swanson’s Cognitive Processing Test with
Working Memory emphasised)

(@)  Metacognitive intervention
Feuerstein’s model of mediated learning is applied in his dynamic testing instrument the Learning
Potential Assessment Device (LPAD). The LPAD is described as a method for assessing learners’

potential for growth in specific cognitive processes, first by guided exposure to problems and
processes of thought and subsequently by the learners’ own independent efforts (Grigorenko &

Sternberg 1998:83).

The LPAD thus evaluates the learner’s ability to profit from instruction and to subsequently modify

his/her cognitive functioning.

The role and effects of mediation should not be underestimated. Several studies have indicated that
learners benefit more from mediation in the higher than in the lower levels of test item difficulty
(Tzuriel 1997:92). Mediation differs from instruction in that teaching is tailored to the individual's
specific needs in mediation, whereas in instruction teaching is more standardised (Tzuriel 1997:92).
Grigorenko and Sternberg (1998:83) point out that, whereas static tests might identify deficient
cognitive finctions, dynamic tests reveal what might be done to overcome these ditficulties.

(b) Learning within the test
Campione and Brown’s graduated-prompts approach to testing was developed to establish a
supportive framework that would gradually help individuals until they can solve a test problem,
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using the ZPD of Vygotsky as an explicit working concept. Transfer, or the ability to use

learned information flexibly and in a variety of contexts, is the key concept (Grigorenko &
Stermberg 93). The graduated-prompis testing approach uses a hinting procedure and targets
academically weak, learning disabled and cognitively challenged learners. It is determined how
much intervention or prompting individual learners need in order to transfer learned information to
a varlety of contexts. The learner and the administrator work collaboratively; if the learner runs
into difficulty, the administrator provides a sequence of hints and suggestions about how the learner
should proceed. The amount of assistance needed to master the specific procedure is an outcome

of the learning components of the test.

In this approach it is not the improvement of leamer performance that is emphasised, but rather
how much assistance was needed to reach the specific criterion and how much help was needed to

transfer the learned rules and principles to new tasks.

(c) Reconstructing the test situation

BudofP’s training test or learning potential testing targets disadvantaged and mentally challenged
learners (including learning disabled and recent-immigrant learning), whose cultural differences or
lack of proper education lead to an underestimation of their actual abilities. The learners are trained

in order to familiarise them with the demands of the test and to thus equalise their experiences.

(d) Training a single cognitive function
Swanson’s Cognitive Processing-Test emphasises Working Memory (WM). It is viewed as an

instrument for quantifying processing potential and to determine whether learners with specific

learning disabilities (reading and maths) reflect generalised or specitic WM deficits when compared
with average achieving learners, and whether learners with WM deficits are distinct from the other

groups expetiencing learning problers e.g. slow learners (Grigorenko and Sternberg 1998:100).

Grigorenko and Sternberg (1998:99) define WM as a system that simultaneously holds old and new

information that is being manipulated and transformed, with long-term memory regarded as a

system of highly interconnected units representing semantic and episodic information. Working
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Memory encoding occurs when long-term memory representations are engaged in the process of

testing as a result of previous learning (Grigorenko 1998:99).

() Limitations of Direct methods of testing

Callis (1994:31) stresses that a full application of the principle of authenticity would mean that all

the tasks undertaken in the assessment situation would have to be real-life, interactive

communicative operations. She (Callis 1994:31) concludes that full direct testing is not possible,

since

® the direct testing situation is always simulated, taking place in an artificial context

. the direct testing procedure is administratively and financially impractical for large scale
testing

* the test content is often restricted because of the constraints of time, and the validity of
inferences about the learners’ competence from isolated samples must consequently be

questioned
2.5 FUNDAMENTAL REQUIREMENTS OF TEST DESIGN

251 Introduction

It is generally recognised that an assessment instrument should be a reliable and valid measuring

instrument.

It is regarded as of the utmost importance to demonstrate that assessment instruments provide
reliable or consistent test scores, and that the interpretations that are made from the performance
scores are valid (Callis 1994:21). Davis (1990:6) states that an item analysis must be performed to
determine test homogeneity, which means the more similar to one another test items are, the more
likely it is that they are measuring functions or attributes in the same area (validity) and doing it
consistently (reliability). The instrument should further meet the criterion of feasibility or practical

use. For an instrument to be practicable, it also needs to be time- and cost-effective.

2.52 Reliability

Reliability is the term used to describe how consistently and accurately the measurement instrument
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measures a construct during repeated administrations or across subjects. Swanson (1991:225)

defines reliability as “the consistency of a child’s obtained score on the same test or equivalent items

on different occasions”.

To be useful, an assessment instrument must therefore be consistent, or error free (Mertens
1998:287). Ebel and Frisbie (1991:76) state that “Scores that are highly reliable are accurate,

reproducible and generalisable to other testing occasions and other similar test instraments”.

If a test which proposes to measure learners’ reading competence and performance is influenced by
any factor other than their reading abilities and skills, such other influences cause error. The extent
to which an assessment instrument is free from error indicates its reliability (Mertens 1998:287).

Mertens (1998:287; 289) further explains that the more reliable an instrument is, the more closely

can the researcher estimate the attribute that is being assessed.

The reliability coefficient of test items lies between the extremes of zero and one, with 1,0
indicating perfect reliability. Mertens (1998:289) states that good items have a reliability coefficient
that ranges between 0,75 to 0,95. Owen (1996:63) declares that an instrument with a reliability
coefficient of 0,6 can provide useful information, provided the test results are interpreted with
requisite care and expertise, and describes instances where measuring instrumenis with reliability

coefficients as low as 0,4 and 0,5 - and even 0,3 - were still useful.

0 Requiremaent 17 : Validity, reliability, practicability (3% time): Ttems should be reliable and test
results should be interpreted with care. The reliabitity coefficient of items should preferably range between

0.6 amd 4,95,

The following two types of errors can influence performance on a measuring instrument (Mertens

1998:287);

@ Systematic errors, which inflate or deflate performance in a fixed, constant and predictable
way. These do not affect a measure’s reliability, but might affect its validity
o Unsystematic errors, which vary at random in each situation and cannot be predicted.

These will obviously affect the reliability of the measure
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Swanson (1991:230) describes three techniques for estimating the reliability of a test:

o Parallel form: The relationship is determined between scores on two or more forms of
the same test that were administered to the same testees on different occasions. Different
items are paired in terms of content and degree of difficulty.

. Split-half method: The relationship is determined of the entire test to the two halves of
the test. The test is administered once and subsequently is split into two equivalent
halves that can be regarded as parallel.

o Test-retest: The same test is administered at two different points in time and the results

are compared.

Owen (1996:51; 56 - 61) discusses a number of formulas that can be used to estimate the reliability
of a measuring instrument, including the Kuder-Richardson formulas (K-R, K-R3, K-R8, K-R14,
K-R20, K-R21), Ferguson’s adaptation of the K-R20 formula, Cronbach's coeflicient alpha, and
reliability of a composite score of Mosier and Sichel. For the purposes of this study the

appropriateness of each formula will not be discussed.

Owen (1996:62) cautions that reliability data relate only to the accuracy (consistency) with which
the instrument measures and does not give any information about whether it in fact does measure
what it is supposed to measure. Reliability is necessary for validity, but not vice versa (Beech &
Singleton 1997:12).

2.5.3. Validity
Validity is the term used to describe that the test actually measures what it set out t0 measure,
indicating that the functions or attributes measured by a test should fit into a specific theoretical

framework or maich the construct.

Callis (1994:22) wamns that “every aspect of the test situation in which the test is given and every
detail of the administration may have an effect on performance and therefore what is measured”.

She (Callis 1994:22) quotes Cronbach (1971:449) who emphasises that all measurement
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procedures must be described with clanity, to reproduce specific test procedures accurately. The

specific target group and the types of conclusions justified by test scores must be specified clearly.
Callis (1994:23) concludes that in test validation it is not the validity of the test content or the test
scores that are examined, but rather validity of the way in which the information gathered through

the testing procedure is interpreted and used.

81 Eeguirement 20 : Clear description of fest procedures (1" Gme): Test procedurcs should be

described clearly.  The tarpet group and the conclusions that could be drawn from the leamners test

performance should be specified clearly.

Van den Berg (1996:99) views validity as a unitary concept and explains different procedures that
can be used to establish validity. He (Van den Berg 1996:98) focuses on three main classes of

validation procedures, namnely:

o content validity
® criterion-related or empirical validity
@ construct validity

(1)  Content validity

Content validity is also called logical or sample validity, and is occasionally confused with face
validity. Face validity concerns the rapport and public relations (Callis 1994:27), and only refers to
the superficial appearance of a test - the test content must appear to be related to what the test

professes to measure (Van den Berg 1996:100).

Content validity, on the other hand, includes both a rational and a logical evaluation of the test
contents. Callis (1994:24) states that the sample of activities included in a test should be as
representative of the target domain as possible. Van den Berg (1996:100) explains that the most
important consideration to determine content validity, is “whether the test items are an adequate
sample of a specific defined universe of behaviour.” In a reading test, this would mean whether the

test items represent all aspects of reading at the appropriate level of learning. A clear definition of




94

the learning area is thus required. Van den Berg (1996:100) suggests that the test items be
scrutinised by a panel of competent people and specialists in the field from the carly stages of the

test construction.

33

82 Requirement 17 @ Validity, reliability, practicability {47 time); A clear definition of reading is

necessary, and test items should be scrutinised by a panet of specialists 10 ensure content validity.

Van den Berg {1996:102) regards content validity as a necessary, but not sufficient, precondition
for empirical validity.

(2)  Crterion-related validity

Cnterion-related validity is described as the accuracy with which test scores can predict criterion
scores {Van den Berg 1996:98; 103). Individual test scores are used to predict the achievement of

testees on the criterion.

Callis (1994:25) and Van den Berg (1996:103-109} distinguish between two different types of

criterion-related validity, namely predictive and concurrent validity.

(a) Predictive validity is primarily an empirical and statistical evaluation, and has the main aim

of determining the correlation (validity coefficient) between the test scores and another
appropriate measurement of the criterion (performance). The customary procedure is a
pre-test — post-test operation, i.e. administering a test at the beginning of a programine, and
following up these tests later, to obtain a specific criterion measurement for each mdividual
in the sample, as well as a posi-test score. The correlation between the test scores and
criterion measurement is then calculated (Van den Berg 1996:103-108). The four basic
requirements for an acceptable crterion are summarised as follows (Van den Berg

1996:108):

® Relevance: The cnterion is relevant according to the degree of similarity between a
testee’s position on the scale of validity measurement and his actual performance. Deter-

mining the relevance of a criterion measurement relies on professional opinion.




95

® Absence of bias: Irrelevant factors, such as age, gender and race, should not influence
testee’s score.

® Reliability: Any criterion that has no reliability in itself, cannot be predicted by something
else.

® Availability or convenience: The selection of a suitable criterion should take practical

constraints into consideration.

83 Requirement 21 : Comparable Forms (1™ time): Two comparable forms should be designed for the

diagnostic reading materials.

() Concurrent validity 1s defined by Van den Berg (1996:109) as the accuracy of the

identification or diagnosis of current individual behaviour or status by means of a test.

Concurrent validity is investigated by calculating a correlation coeflicient between test data and

criterion data.

Simultaneously to the administration of the test to a representative sample of the target population
other criterion information, for example school marks, are obtained and used to calculate the

correlation between test scores and indices of criterion status.

24 Reguirement 17 : Karly identification, interpreting results (1™ time): The diagnostic reading

malerials should make provision for the feacher 1o comment on each Jearner’s reading performance in class, o

compare regular performance with the learner’s score profile on the diagnostic materials.

(3)  Construct validity
Construct validity is defined by Van den Berg (1996:112) as the degree to which a test measures

the theoretical construct it claims to measure. He (Van den Berg 1996:112) emphasises that a
single quantitative index of construct validity is not appropriate and that construct validity could
only be evaluated in the light of all known aspects and facts accumulated about the specific
construet, declaring that “the definition of a construct must be based on rules and concepts which

are in turn based on observable information”.
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Callis (1994:26) states that the systematic development of tests requires a knowledge of the

construct related theory to guide the initial selection of item content. Construct validity concerns
the extent to which test performance is then consistent with the predictions that are made on the

basis of the theory of the skills which are targeted by the items.

85 Requirement 6 ¢ All known aspects (“i?fh timey: The theory regarding reading should be reflecied in

the content of the items contained in the diagnostic reading materials.

Callis (1994:27) points out that construct validity need not necessarily be verified by statistical
means only, but may also be evaluated logically by specialists in the field.

26 Reguirensent 17 @ Validity, reliability, practicability (5™ time): Speciafisis in the field of reading

development should verify the censiruct validity of the diagnostic reading materials.

254 Practicability or test efficiency

Callis (1994:30) in no uncertain terms summarises the importance of test efficiency as follows: “A
valid and reliable test is of little use if it is not pracﬁcal. This involves questions of economy, ease
of administration, scoring, and interpretation of results. However problematic, there is a need fo try
and develop effective, economical and practical tests. The importance of this aspect of test

development is all too frequently underrated”.

g7 Reguivemsent 17 @ Validity, reliability, practicabilicy 6™ time): The diagnostic reading materials
¥ ¥ P 124

should be practical, economical and effective to admninister and interpret.

Herman (1997:201) reports a finding that, whilst alternative assessment programmes are beneficial
for the curriculum and for teaching practice, teachers need much more time to understand such
assessments and their learners’ performance, and concludes that this puts an extra burden and

pressure on the teachers which is sometimes not realistic nor practical.

Alternative or performance assessment which is truly authentic is not always feasible, in that the

cost of the development, administration and reporting of alternative assessment is too high.
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Herman (1997:203) realistically declares that, judged by recent history, alternative assessment

alone will not suffice. Yet, she also warns that one shouid not solely rely on standardised,
muitiple- choice testing for purposes of accountability. To meet diverse assessment purposes, an

optimal combination of both is recommended (Herman 1997:201).

84 Requirement 18 : MOQs 4" time):  Standardised, multiple-choice festing cowld be used in

cornivination with alternative assessment.

2.6 CONCLUSION : SYNTHESES

2.6.1 Requirements for the test design
Throughout Chapter Two, green print was used for observations and field notes derived from case —

studies, as verification/comment on the theoretical issues concerning reading.

Red print was used for implications and requirements which theory and practice appeared to have

for the development of the diagnostic reading assessment materials. This integration has included

® the varnious approaches to reading
& the various approaches to assessment
® fundamental aspects of test design

The text printed in red throughout this chapter and representing the requirements to be met by the
diagnostic reading materials, comprises 21 main criteria listed below, with the relevant comments

grouped together:

Criterion I : Comprehension and making meaning — raised 17 times

1 The diagnostic reading materials should be designed in a way that would ensure that words
are associated with meaning, even when not appearing in context.

4 Learners should be taught from the very beginning to perceive reading as “reading for
meaning’, and actively to utilise their schemata when reading. The diagnostic reading materials for

the Foundation Phase should thus contain a section to assess this aspect of reading,
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7 A reading assessment battery should be designed to assess the multiple aspects of

reading for meaning, including predictive and associative skills and use of schemata in integrated,
authentic fashion. The reading assessment materials should assist the regular class teachers in
planning their instruction. A format should be chosen that would effectively supply the needed
information concerning the details of learners’ processing.

8 In keeping with the principles of mediation to determine learning potential in dynamic
assessment, the design of the diagnostic reading materials should provide learners with sufficient
practice examples to make them consciously aware of the effect that errors like these (e.g.
incorrect letter sequence and letter reversals) would have on the meaning of the text.

9 The diagnostic reading materials would have to be designed to enhance the beginning
readers’ realisation that, even when only single words are read, meaning and comprehension are
important, and reading activities need not be boring. Reading tasks and texts would have to be
formulated to challenge young readers to think and attach meaning to the words, and should
“Invite” them consciously to use their schemata and metacognitive skills when reading.

10 The diagnostic reading materials should have to subscribe to a view of reading as
communication, which must at all times be meaningfil and accurate.

12 It would be the aim to include items in the diagnostic reading test, even in word reading,
that would confirm that, because of meaning, reading is enjoyable.

13 The diagnostic reading materials should assess the beginning readers’ level of skill in using
cognitive strategies and linking meaning to individual words, thus emphasising the making of
meaning.

15 Although an analysis of the above-mentioned phonological awareness skills is relevant in
research studies that aim to understand reading and to predict future reading competence, some of
these aspects are of less functional value in a diagnostic assessment of the individual’s reading
competence. The aim of a diagnostic reading assessment should be to understand the reason(s) for,
and the correlates of poor reading performance.

In reading for diagnostic purposes, readers should be allowed to read and process meaningful
printed text (single words or prose texts) holistically and integratively.

However, phonological awareness tasks should be considered for inclusion in the design of the
diagnostic test. Phoneme deletion tasks tap into relevant skills for reading and would also be

practicable for group assessment. Pseudo words are, however, viewed as unsuitable for young
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beginning readers, and readers with reading difficulties. Meaningful words are viewed as the

preferred format even for diagnostically assessing phonological skills.

19 In the reading materials is must be clear that reading should be seen as a communicative
process. _

21 Items which assess the ability to retain a sequence of words or a statement and use the
information later to understand another portion of the text, as well as the ability to infer or deduce
information, should be included in the diagnostic reading materials.

25 The diagnostic reading materials should target word identification and decoding skilis
combined with meaningful comprehension strategies, for beginning readers to experience that
reading is a communicative, dynamic, interaétive and integrative process.

26 The diagnostic reading materials should be designed for learners to realise that the author
communicates with them through a total written message, and that all segrﬁents of the full message
should be interpreted and comprehended for it to make sense.

38 The diagnostic reading materials should sensitise the teachers to teach reading
strategically and assist them in letting the learners realise that reading is a complex,
communicative and integrative process.

43 The diagnostic reading materials should contain items that reflect reading-as-
communication, and include all known components of reading. The materials should be practical
and realistic, to be used as a classroom activity. It should furthermore not only provide useful
diagnostic information to teachers about the possible learning difficuities learners in their class are
experiencing, but should also recommend future instructional activities for reading (formative
assessment). Examples of how individual intervention programmes could be planned would be
beneficial and empowering to teachers and learners. |

52 The diagnostic reading materials should be designed to ensure that teachers and
learners do not view reading as barking-at-words, but will form the perception that reading is
an integrated act, emphasising higher-order cognitive skills, even in word recognition tasks.

63  The diagnostic reading instrument should also include “higher-order cognitive skills”.

Criterion 2 : Word recognition and decoding — raised 4 times
2 Regular CVC words, as well as irregularly spelled high frequency words which could be

expected to form part of a leaners’ sight word vocabulary, should be included in the diagnostic
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materials. Individual leamers’ performance on these different types of words should then be

cbrnpared and the instruction planned accordingly.

14 The diagnostic reading materials should assist teachers in determining the decoding skills of
each reader in the class, and analysing errors qualitatively in order to distinguish meaning- and
language-based difficulties from decoding difficuities. The materials should assist teachers in
differentiating effectively between authentically good and poor readers in all respects.

33 The lexical, direct, visual route, as well as the non-lexical, indirect, secondary phonological
route, should be accommodated in the diagnostic reading materials, to assist teachers in identifying
young readers who have memorised the words in their reading lessons, but who do not have access
to the direct route, and those who may have a limited sight word vocabulary, but who are able,
through the indirect route, to apply the grapheme-to-phoneme correspondence rules and read
unfamiliar words.

62 The diagnostic reading instrument should also include “lower-cognitive skills” or “basics”,
but it should be clear that components of reading are not merely splinter skills that are being

assessed.

Criterion 3 : Written Janguage — raised 3 times

3 Since beginning readers are not yet sufficiently experienced in expressing their ideas or their
understanding of diagnostic reading materials (for group application) in wiiting, it would not be
advisable to use open-ended questions. In endeavouring to assess reading skills the results should
not be contaminated by any constraints existing in the learer's spoken and/or written expressive
language skills.

17 In the diagnostic reading test, only reading skills, not spelling, should be assessed.

18 Orthographic visual matching tasks (drop : drog, drop, borg, borp, bord) could possibly be

included in the diagnostic reading materials. However, orthographic choice tasks (rume:room -

Which one is spelled correctly?) and homophone choice tasks (pair:pear - which one is a fruit)
would be too difficult for beginning readers, as well as for L2 readers or readers with a reading
difficulty. Both of these tasks do not assess reading per se and the readers have perhaps not yet
been exposed sufficiently to print and tuition for such a test to yield valid results..

[
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Criterion 4 ;: Schemata — raised 7 times

4 Learners should be taught from the very beginning to perceive reading as “reading for
meaning’, and actively to utilise their schemata when reading. The diagnostic reading materials for
the Foundation Phase should thus contain a section to assess this aspect of reading. -

27 The diagnostic reading materials should be designed for learners to realise that their
background information or prior knowledge could be useful for understanding the author’s
message.

28 The diagnostic reading materials should be designed to invite learners to interact with the
text. ‘

30 Items that encourage learners to cohsciously utilise their schemata should be included in
the diagnostic reading matenals, for the identification of learners who either lack the necessary
schemata, or do not know how to tap this resource.

36 The diagnostic reading mstrument should help the teachers to ensure that their learners
know how to use their schemata and engage with text metacognitively when they read. The
principle of mediated learmng could be used very effectively to teach the leamners how to engage
with text metacognitively and how to use their schemata. Mediated learning could be
demonstrated, by including sufficient practice examples. Mediated learning would allow for change
en route.

54 The diagnostic reading materials should contain items that specifically call for the use
of schemata.

59 The diagnostic reading materials would have to contain all known aspects and
components of reading, including stories. The materials should be designed for formative
assessment, to ensure that there are learning opportunities (perhaps for both teachers and
leamners in some cases? — e.g. items that repeatedly require learners to use their schemata
might influence them to change their perception of reading from, possibly, a word recognition
act to reading as communication, and requires integration and interaction of many

“participants” ).

Criterion 5 : Word reading materials — raised 4 times

5 Since learners in the first year of the Foundation Phase, as well as readers with a learning

difficulty, are easily threatened by lots of print on a page, these learners might regard a word
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reading test as more learner-friiendly. A well designed word reading test, using high frequency,

familiar concepts and words, could supply practical, relevant and useful information regarding

various components of the learning-to-read process. Word reading tests could meet the practical
demands of task- and time-effectiveness, and contain a realistic amount of work for beginmng
readers. It would be possible to use different word reading tests, progressively nsing in level of
difficulty, for various stages throughout the first year, leading up to a prose reading test to fully
assess a reader’s reading competence.

9 The diagnostic reading materials would have to be designed to enhance the beginning
readers’ realisation that, even when only single words are read, meaning and comprehension are
important, and reading activities need not be boring. Reading tasks and texts would have to be
formulated to challenge young readers to think and attach meaning to the words, and should
“invite” them consciously to use their schemata and metacognitive skills when reading. In the
design of the diagnostic reading materials it should be clear that the components of reading are not
viewed as splinter skills being assessed.

12 It would be the aim to include items in the diagnostic reading test, even in word reading,
that would confirm that, because of meaning, reading is enjoyable.

40 Word reading tests could be used effectively in the diagnostic reading materials,

providing empirical information on the decoding skills underpinning reading comprehension.

Criterion 6 : All known aspects and components of reading - raised 12 times

6 Decoding skills and strategies, as well as the use of schemata and metacognitive strategies
are important when reading_ as illustrated by Case Studies C and D, and the diagnostic reading
materials should assess all these aspects. Discrete components of the results should steer the
inexperienced teacher’s instruction in the direction of reading for meaning, using metacognition and
schemata, but also emphasising accuracy in word recognition.

20 In assessment materials for the beginning reading phase, both lower-order processes and
higher-order processes should be included.

22 The diagnostic reading materials should aim to help inexperienced teachers as well as
" learners to realise that reading comprehension and making inferences whilst reading are important,
but should also assess the learners’ word recognition and decoding skills,

31 All known aspects of reading should be addressed in the diagnostic reading materials.
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43 The diagnostic reading materials should contain items that reflect reading-as-

communication, and include all known components of reading. The materials should be practical
and realistic, to be used as a classroom activity. It should furthermore not only provide useful
diagnostic information to teachers about the possible learning difficulties learners in their class are
experiencing, but should also recommend future instructional activities for reading (formative
assessment). Examples of how individual intervention programmes could be planned would be
beneficial and empowering to teachers and learners.

45 The test items should be a representative sample of the reading components, but the
diagnostic reading materials should also be practical to administer.

50 The construct of reading of should be defined very clearly and the diagnostic reading
materials should reflect the definition of reading.

59 The diagnostic reading materials would have to contain all known aspects and
components of reading, including stories. The materials should be designed for formative
assessment, to ensure that there are learning opportunities (perhaps for both teachers and
learners in some cases? — e.g. items that repeatedly require learners to use their schemata
might influence them to change their perception of reading from, possibly, a word recognition
act to reading as communication, and requires integration and interaction of many
“participants” ).

65 In reading, this would mean all known aspects of reading and cognitive processes,
complex thinking and problem solving skills should be included in the assessment matenals.

66 The assessment materials should contain sufficient items to ensure that scores are a
true reflection of the level of competence in each aspect of reading.

71 In the assessment of a learner's reading abilities, where no subject content, but rather
reading skills and abilities are measured, it would be important to include all aspects of reading, so
that the teachers could identify the learners with difficulties, as well as to get a better understanding
of what types of difliculties the learners are still experiencing. The individual teacher might need
guidance on how to interpret the test results.

It should be the aim of the diagnostic reading materials to benefit and help the teachers to a better
understanding of the complexity of the reading process and also help then to direct their instruction

of, inter alia, reading comprehension and of how to use schemata.
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85 The theory regarding reading should be reflected in the content of the diagnostic

reading instrument.

Criterion 7 : Metacognition — raised 5 times

6 Decoding skills and strategies, as well as the use of schemata and metacognitive strategies
are important when reading, as illustrated by Case Studies C and D, and the diagnostic reading
materials should assess all these aspects. Discrete components of the results should steer the
inexperienced teacher’s instruction in the direction of reading for meaning, using metacognition and
schemata, but also emphasising accuracy in word recognition.

7 A reading assessment battery should be designed to assess the multiple aspects of reading
for meaning, including predictive and associative skills and use of schemata in integrated, authentic
fashion. The reading assessment materials should assist the regular class teachers in planning their
instruction. A format should be chosen that would effectively supply the needed information
concerning the details of learners’ processing.

29 Ttems that assess the use of metacognitive strategies should be inciuded in the diagnostic
reading materials,

36 The diagnostic reading instrument should help the teachers to ensure that their leamers
know how to use their schemata and engage with text metacogmtively when they read. The
principle of mediated learming could be used very effectively to teach the learners how to engage
with text metacognitively and how to use their schemata. Mediated learning could be
demonstrated, by including sufficient practice examples. Mediated learning would allow for change
en route.

53 A specific challenge in the design of the diagnostic reading materials would be to
design items in such a way that even in word reading activities learners would still be

expected to apply metacognitive, meaning-seeking strategies.

Criterion 8 : Mediated learning — raised S times

8 In keeping with the principles of mediation to determine learning potential in dynamic
assessment, the design of the diagnostic reading materials should provide leamers with sufficient
practice examples to make them consciously aware of the effect that errors like these (e.g. incorrect

fetter sequence and letter reversals) would have on the meaning of the text.
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36 The diagnostic reading instrument should help the teachers to ensure that their learners

know how to use their schemata and engage with text metacognitively when they read. The
principle of mediated learning could be used very effectively to teach the learners how to engage
with text metacognitively and how to use their schemata. Mediated learning could be
demonstrated, by including sufficient practice examples. Mediated learning would allow for change
en route.

37 The diagnostic reading materials should aim to let the learners learn (e.g. how to
classify, how to use schemata) while they are dealing with the materials. The diagnostic
reading materials should be user-friendly and effective, so that teachers and learners could be
enthusiastic about the procedure, and motfvated by the results.

57 The teachers should be guided to realise the importance of observing the test
- behaviour of the learners in their classes, and to ensure that all the learners understand what is
expected of them. Sufficient practice examples should be included in the test instructions to
ensure that learners know how to complete the materials.

78 It should further aim to modify, change and improve the learners’ cognitive performance.

Criterion 9 : Perceotual skills - raised twice

11 The diagnostic reading materials should, inter alia, contain items open to letter and word
reversals, sequential errors and discrimination errors in reading in order to identify areas of
weakness, related to perceptual problems that need attention. The assessment of the learner’s
knowledge of phonics would also specifically have to be included.

18 Orthographic visual matching tasks (drop : drog, drop, borg, botp, bord) could possibly be

included in the diagnostic reading materials. However, orthographic choice tasks (rume:room -

which one is spelled correctly?) and homophone choice tasks (pairpear - which one is a fiuit)
would be too difficult for beginning readers, as well as for 1.2 readers or readers with a reading
difficulty. Both of these tasks do not assess reading per se and the readers have perhaps not yet
been exposed suﬂiciently to print and tuition for such a test to yield valid results.

Criterion 10 : Phonological awareness — raised twice

11 The diagnostic reading materials should, infer alia, contain items open to letter and word

reversals, sequential errors and discrimination errors in reading in order to identify areas of
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weakness, related to perceptual problems that need attention. The assessment of the learner’s

knowledge of phonics would also specifically have to be included.

15 Although an analysis of the above-mentioned phonological awareness skills is relevant in
research studies that aim to understand reading and to predict future reading competence, some of
these aspects are of less functional value in a diagnostic assessment of the individual’s reading
competence. The aim of a diagnostic reading assessment should be to understand the reason(s) for,
and the correlates of poor reading performance.

In reading for diagnostic purposes, readers should be allowed to read and process meaningful
printed text (single words or.prose texts) holistically and integratively. |

However, phonological awareness tasks should be considered for inclusion in the design of the
diagnostic test. Phoneme deletion tasks tap into relevant skills for reading and would also be
practicable for group assessment. Pseudo words are, however, viewed as unsuitable for young
beginning readers, and readers with reading difficultics. Meaningful words are viewed as the

preferred format even for diagnostically assessing phonological skills.

Criterion 11 : Language — raised 3 times
14 The diagnostic reading materials should assist teachers in determining the decoding skills of

each reader in the class, and analysing errors qualitatively in order to distinguish meaning- and
language-based difficulties from decoding difficulties. The materials should assist teachers in
differentiating effectively between authentically good and poor readers in all respects.

34 Items requiring readers to use their knowledge of the language rules, semantics and
idiomatic use of the language should be included in the diagnostic reading materials test for
teachers to identify a specific difficulties timeously and correctly.

73 Although ideally one could plead for a standardised South African pronunciation of
words, words with the /i / sound should rather not be included in instructions or examples

where incorrect pronunciation could cause learners to make mistakes.

Criterion 12 : Early ideniification — raised 19 times

16 It 1s of the utmost importance, especially given the South African situation, to design
diagnostic reading materials to distinguish between reading difficulties related to problems in
decoding and those related to a language factor of whatever nature. Early identification of the L1
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or L2 learner with/without a deficit in phonological skills as reflected in decoding errors, as well

as with/without reading comprehension difficulties, is important.

23 The reading materials should be designed as a diagnostic, dynamic, authentic assessment
that is critedon-referenced or performance based. It should supply teachers with sufficient
information to interpret their learners’ reading performance and to understand the reading
difficulties that learners are experiencing, so that learning support and class tuition could be planned
efficiently accordmg to individual needs. It should not be biased against a minority group, and it
should, inter alia, help teachers to observe which learner possibly has an attention difficulty, lacks
self-discipline, does not like reading, or has difficulty with task completion.

24 The reading materials would have tc; be leamer-friendly and teachers should be encouraged
to motivate the learners whilst engaging with materials, to obtain true reflection of the leamers’
reading performance. The materials should aim to distinguish between the various types of
difficulty in the cognitive area (e.g. language difficulty, ability to infer, inadequate use of
metacognition etc.).

32 The diagnostic reading materials should assist the teachers in timeously identifying the
learners in their class who are compensating for a deficiency in either the lower-, or the higher-
order reading processes, to support such leamers according to their specific needs.

Teachers should be provided with detailed guidelines on how to interpret the results of each
individual learner.

41 The diagnostic reading matenals should not be viewed as having the function to
predict a learner’s future reading performances, but rather to

¢ identify learners with possible difficulties

e indicate what each learner’s special reading needs are

o help learners to experience that reading is more than just word recognition,

e and to form the perception that reading is an interactive act.

The reading materials should thus be used for purposes of diagnostic learning support
(formative for empowerment), not for purposes of classification or judgement (summative).
42 Guidelines for the interpretation of test results would be essential.

43 The diagnostic reading materials should contain items that reflect reading-as-
communication, and include all known components of reading. The materials should be practical

and realistic, to be used as a classroom activity. It should furthermore not only provide useful
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diagnostic information to teachers about the possible learning difficulties learners in their class

are experiencing, but should also recommend future instructional activities for reading (formative
assessment). Examples of how individual intervention programmes could be planned would be
beneficial and empowering to teachers and learners.

51 The diagnostic reading materials should aim to provide direction for instructional
planning; by administering the materials teachers should better understand what learning
support their learners need.

55 The diagnostic reading materials should be intended to be used by the regular class
teacher. The instructor’s manual would have to contain guidelines for the inexperienced
teachers on how to promote an interest for reading, and also take a lack of interest and a
negative attitude towards reading into consideration in the interpretation of individual readers’
overall performance on the reading materials

56 The diagnostic reading materials would have to produce scores that are informative
and useful for planning instruction and learning support. This would require an experimental
application of the diagnostic reading materials, in order to obtain a frequency distribution of all
possible error types, so that teachers could for instance get reliable information on how
significant/insignificant it is, if a grade 2 learner still has a specific number of, say,bx dxpxq
reversals.

60 If the diagnostic reading materials are to produce results that are specific enough to
influence further instruction, teachers should obtain clear information about why the learners
are experiencing particular reading difficulties. An experimental application of the diagnostic
reading materials in order to obtain information on whether or when a specific error should be
regarded as being an indication of a difficulty.

04 The diagnostic reading instrument should assist the teachers in diagnosing specific areas in
which leamners are not achieving, irrespective of class size.

67 Items and/or results should be grouped to reflect the level of competence in different
areas of reading, so that teachers could understand the nature of difficulties which each learner
is experiencing.

70 Reading assessment materials that could be used by the regular class teachers would

constitute to the full integration of teaching and assessment.
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74 The diagnostic reading materials should be designed in such a way that teachers

could render learning support concerning the difficulties experienced by a learner in the course
of the assessment, or immediately after the assessment.

76 The diagnostic reading materials should provide enough information regarding learners’
reading needs, for teachers to apply a dynamic approach in their nonmal classroom instruction and
activities.

For the more individualised, differentiated learning support or intervention, a dynamic approach
such as in test-teach-retest would be beneficial to learners.

19 The diagnostic reading materials should assist the teachers in determining the starting point
and direction of the required learning. |

84 The diagnostic reading instrument should make provision for the teacher to comment on
each leamer’s reading performance in class, to compare regular performance with the learner’s

score profile on the diagnostic materials.

Criterion 13 : Criterion-referenced testing — raised twice

23 The reading materials should be designed as a diagnostic, dynamic, authentic assessment

that is criterion-referenced or performance based. It should supply teachers with sufficient
information to interpret their leammers’ reading performance and to understand the reading
- difficulties that learners are experiencing, so that learning support and class tuition could be
planned efficiently according to individual needs. It should not be biased against a minority group,
and it should, inter alia, help teachers to observe which learner possibly has an attention difficulty,
lacks self-discipline, does not like reading, or has difficulty with task completion.

49 The diagnostic reading materials should be criterion-referenced rather than norm-

referenced.

Criterion 14 : Avoidance of bias — raised 4 times

23 The reading materials should be designed as a diagnostic, dynamic, authentic assessment
that is criterion-referenced or performance based. It should supply teachers with sufficient
information to interpret their learners’ reading performance and to understand the reading
difficulties that learners are experiencing, so that learning support and class turtion could be
planned efficiently according to individual needs. It should not be biased against a minority group,
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and it should, inter alia, help teachers to observe which learner possibly has an attention

difficulty, lacks self-discipline, does not like reading, or has difficulty with task completion.

72 Contents used in the comprehension passages should consider all learners in South Affica
and be free of bias.

75 The diagnostic reading instrument shouid not be biased toward any group.

77 The diagnostic reading instrument should take into account the cultural and other group
differences of the learners who are taking the test.

Criterion 15 : Identification of attention or motivational difficulties... - raised 3 times

23 The reading materials should be designed as a diagnostic, dynamic, authentic assessment
that is cnterion-referenced or performance based. It should supply teachers with sufficient
information to interpret their learners’ reading performance and to understand the reading
difficulties that leamners are experiencing, so that learning support and class tuition could be
planned efficiently according to individual needs It should not be biased against a minority group,
and it should, inter alia, help teachers to observe which leamner possibly has an attention difficulty,
lacks self-discipline, does not like reading, or has difficulty with task completion.

24 The reading materials would have to be learner-friendly and teachers should be encouraged
to motivate the learners whilst engaging with the materials, to obtain true reflection of the learners’
reading performance. The materials should aim to distinguish between the various types of
difficulty in the cognitive area (e.g. language difficulty, ability to infer, inadequate use of
metacognition etc.).

55 The diagnostic reading materials should be intended to be used by the regular class
teacher. The instructor’s manual would have to contain guidelines for the inexperienced
teachers on how to promote an interest for reading, and also take a lack of interest and a
negative attitude towards reading into consideration in the interpretation of individual readers’

overall performance on the reading materials.

Critericn 16 : Continuous assessment — raised 4 times

35 The diagnostic reading assessment materials should aim to help teachers in the ongoing

process of assessment.
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43 The diagnostic reading materials should contain items that reflect reading-as-

communication, and include all known components of reading. The materials should be practical
and realistic, to be used as a classroom activity. It should furthermore not only provide useful
diagnostic information to teachers about the. possible learning difficuities learners in their class are
experiencing, but should also recommend future mnstructional activities for reading (formative
assessment). Examples of how individual intervention programmes could be planned would be
beneficial and empowering to teachers and learners.

58 It should be clearly understood that the diagnostic reading materials should not aim,
nor claim to replace continuous assessment by regular class teachers. It should rather attempt
to support and assist teachers better to understand the learners (and the difficulties they are
experiencing) in their classes.

69 No reading assessment materials can totally replace authentic, continuous classroom
assessment. The diagnostic reading instrument should rather aim to assist the teachers in their

understanding of the difficulties the readers in their classes are experiencing.

Criterion 17 : Validity, reliability, practicability — raised 6 times
44 Standardised testing could provide valid and reliable insight into the difficulties that readers

are expeniencing and make exact replications of imvestigative procedures possible.

68 Assessment materials for groups, which could be taken by all learners in the class,
would be Beneﬁcial and practical,

80 Items should be reliable and test results should be interpreted with care. The reliability
coeflicient of sub-sets should preferably range between 0,6 and 0,95.

82 A clear definition of reading is necessary, and test items will have to be scrutinised by a
panel of specialists to ensure content validity.

86 Specialists in the field should verify the construct validity of the diagnostic reading
instrument.

87 The diagnostic reading instrument should be practical, economical and effective.

Criterion 18 : Multiple-Choice Questioning - raised 4 times

46 The multiple-choice format of questioning would be an appropriate and fair way of

assessing the reading skills of L2 learners, as it may take up to another five years to develop
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adequate writing skills required to demonstrate reading skills by means of open questions.

47 Distracters in MCQs should require true insight and fine discriminating skills in order

to answer the question correctly.
48 The multiple-choice format of questioning would meet all the requirements and criteria
for practicability. Items should be well designed, so as to not sacrifice validity and reliability.

88 Standardised, multiple-choice testing could be used in combination with alterative

assessment.

Criterion 19 : Integration of conventional and alternative approaches to assessment — raised

once

61 The conventional and the alternative assessment approaches should be merged merge in an

attempt to obtain all the information required to benefit teaching and learning.

Criterion 20 : Clear description of test procedures — raised once

81 Test procedures should be described clearly. The target group and the conclusions that

could be drawn by the learners’ test performance should be specified clearly.

Criterion 21 : Comparable Forms — raised once

83 Two comparable forms should be designed for the diagnostic reading instrument.

2.6.2 The diagnostic reading materials for South African learners in the Foundation Phase
using English as the language of learning.

The outcome of the integration of theory, praxis and practice regarding the latest developments in
reading, assessment and test construction, is the reading materials, dubbed, Let us Read.

Requirements listed in 2.6.1 were considered in the design.

In the interest of confidentiality and copyright, a detailed user’s manual with memoranda of Lef us
Read . Experimental Application, as well as the diagnostic reading materials of Lef us Read
Experimental Application are not included in the dissertation, but are provided to the examiners

under separate cover.
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It shouid be noted that an additional section (not used in the experimental application of

the group reading sections reported on in Chapter Three) is included in the manual. The

additional section contains:

PARTD
® Three oral reading paragraphs, one for each of the Grade 1, 2 and 3-levels.

PARTE

e A section each for Grade 1, 2 and 3, containing twelve sentences with one word which is

ncorrect. The learner is required to correct the sentence after reading it silently.

Part D and Part E are intended for individual learners in Grade 1, 2 and 3, whose reading
performance on Lef us Read is very poor, and for whom a specialised analysis of reading is

therefore required.
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CHAPTER THREE

EXPERIMENTAL APPLICATION:
DATA COLLECTION, ANALYSIS, ITEM SELECTION AND INTERPRETATION

3.1  ORIENTATION: FIRST RESEARCH PHASE

3.1.1 Introduction

The aim of the research is to develop appropriate materials for the diagnostic assessment of the
development of English reading competence of learners in the Foundation Phase, in order to
identify and address possible difficulties. The materials should be flexible, time- and cost-
effective group activities in a user-friendly format suitable for all South African young learners

and their teachers in schools which use English as the language of instruction and learning.

The diagnostic materials should assess reading performance in terms of its essential nature and
should be criterion-referenced, reflecting the appropriate level of competence that could be
expected of learners at various stages of reading development during the first three years of

schooling. The materials should be designed to address the complex reading act in terms of its

component parts, supporting early, reliable and knowledgeable identification of young readers

who are experiencing reading difficulties by enabling teachers to perform an error analysis, to
gain a better understanding of individual learners’ processes of reading, ultimately to direct

their learning support at discrete difficulties experienced by particular learners.

Analysis of the data should provide an accommodating framework for the individual
differences of South African learners on account of the varety of linguistic, educational,

cultural and socio-economic contexts existing in the country.

By administering the materials teachers should be sensitised to the importance of teaching a

strategic approach to reading.
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3.1.2 Research design

(1)  Literature review
The literature review was conducted on the latest models and theories of beginning reading,
emphasising their respective views of the reading process and strategies, reading assessment

and test construction. Theory, praxis and practice as demonstrated in the researcher’s field

notes on casework, were integrated.

(2)  Test construction

From this review, the requirements for the development of diagnostic reading materials for
learners in the Foundation Phase were derived, to form the terms of reference and item

rationales for the diagnostic assessment model, briefly presented in 3.1.3.

Existing reading tests were examined against the rationales as formulated. Texts and item

types were conceptualised, developed, qualitatively piloted and refined.

Two extensive batteries of comparable texts and items were developed by the researcher and
submitted for approval to an advisory committee comprising experts in the field and
researchers of the HSRC. The design of the battery was scrutinised by the committee
collectively. The items were scrutinised by individual Committee-members. The final selection

and editing of the texts and items were performed by the researcher.

(3)  Experimental administration

The instrument was experimentally administered in four former model C schools, to learners in
Grade 1 - 3 representing households of a low average to average socio-economic status, as
judged by the teachers. The sample included 31,2% to 38,8% non-first language speakers of
English from all population groups in South Africa in the various grades. The sample could not

be accurately stratified, which obviously compromised the reliability of the test data.

The responses were coded, the coded data were captured and the first round of statistical

computations was executed.
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(4)  Item selection and frequency analysis

The items which best met the statistical requirements as well as criteria of relevance and
representativeness across the two forms were selected in sub-sets to constitute two comparable

batteries of tests for each of the three grades.

A frequency distribution of the reading difficulties represented by the distracters was calculated

to be utilised in a procedure of error analysis.

3.1.3 The assessment model

(1) Outcomes-based instruction and assessment

The instrument expressly foliows the outcomes-based model of assessment in its focus on skills
and strategies integrated in reading comprehension, thus in the particular modes of
functionalisation applied in assessing these. It also accommodates the linguistic-cognitive

competencies essential to early reading development.

(2)  Cuterion-referenced assessment

Diagnostic instruments should be mainly criterion-referenced if they are to yield meaningful
information to support learning. Interpreting the level of performance on developmental tasks
such as learning-to-read should, however, at least partly be based on normed data - especially

in a country where the majority of learners have language-related special educational needs.

It therefore proved necessary to take the diagnostic materials through the whole process of
statistical data analysis, to determine when and how particular reading needs and difficuities
manifest among South Afiican learners. An understanding is required of the general trend in
the reading development of the various groups of South African learners using English as the
language of learning, to serve as a frame of reference for a valid interpretation of individual

learners’ performance.

The data analysis could serve as a criterion-referenced guideline in selecting the final items and
sub-sets and especially in determining the cut-off scores regarding particular skills domains,

below which difficulties could be suspected to hamper overall reading development.




' 117
(3)  Authentic, alternative, formative, continuous and dynamic assessment

The principles of authentic, alternative, formative, continuous and dynamic assessment and its
relevance and usefulness in indicating learners’ special needs are fully endorsed. The
diagnostic materials undef development are intended to support that process. Teachers®
diagnostic skills should be considerably enhanced if they could utilise the diagnostic materials
to verify their identification of learners with possible reading difficulties and, in addition, could
be encouraged to apply the assessment model represented in the materials in analysing and

interpreting their learners” regular performance.

However, the understanding required of feachers who lack expertise for whatever reason to
deal effectively with their learners” special reading needs, could perhaps also be met directly by
making a specialist measure available for use as needed. Two forms of the diagnostic materials
were developed to enable teachers to re-assess learners afier a period of specific learning

support if needed.

(4)  Therange of réadingmgkilis and strategies assessed

The diagnostic materials are comprehensive, assessing muitiple aspects of reading. It is

intended to identify learners with reading difficulties related to the following:

. Deficiencies in perceptual skills, inciuding phonic skills
. Learning to read in a second language
° Language difficulties pertaiming to vocabulary, syntax and figurative use of language

e - Difficulties in bringing pre-knowledge or schemata to the text

* Deficits in cognitive potential and/or higher order cognitive skills
) Poor comprehension generally
. Specific learning disabilities

The set of diagnostic materials begins with the recognition of single sounds/letters, then
progresses to word recognition skills and sight vocabulary and finally assesses higher-order
reading comprehension skills, requiring learners to use their schemata, to engage

metacognitively with the text and to make inferences and deductions from implied facts.
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Although the diagnostic materials are not intended to assess learners’ perceptual development
per se, the items have been designed to yield some information concerning the level of
perceptual skill which they apply in their reading activities. The instrument could thus screen

for various perceptual difliculties and could indicate specific developmental needs.

The collection of diagnostic reading materials are divided into four sections for Grade 1

learners, and one each for Grade 2 and 3 learners.
The four sections of the Grade 1 set are as follows:

® Al - 6, basically at a perceptual level, with letter and word recognition, decoding and
sight word recognition tasks

® A7 - 11, basically consisting of word reading tasks, but also requiring learners to use
higher order cognitive comprehension skills in reading for meamng. Distracters in this
section do not contain options that could cause learners to answer incorrectly due to
e.g. perceptual difficulties, but rather use words that ensure higher-order reading
comprehension

. B1 - 3, where learners read a story, and where they are required to engage with the text
metacognitively. A high level of reading comprehension is expected. The words used
in the stories are high frequency. Figurative speech is introduced

o C1 -3, beyond Grade 1- level and requiring advanced comprehension skills
Figure 3.1 contains the components of the diagnostic reading matenals, dubbed Lef us Read.

Target responses do not appear directly in the text - the wording is adapted, so that the readers

must really comprehend what they are reading in order to answer the question correctly.




FIGURE 3.1 Components of Let us Read (2 Forms — Form X (green) and Form Z (red) — for re-

assessment)
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GROUP ADMINISTRATION (to be administered by the class teacher)

Number of items - Number of items
developed for each of |  selected for national
Forms X and Z data collection
PART A: LETTERS ANDR WORDS Gr1 mulfipie-choice options
FIRST SITTING: LETTERS AND WORD RECOGNITION :
Al Recognition of initial lelters in words 18 10
A2 Recognition of last letters in words 17 10
A3 Synthesis: words 19 10
Ad Analysis: omitting a letter in a word 12 10
A5 Analysis: adding a letter in a word 16 10
AS Word recognition 20 10
SECOND SITTING: COMPREHENSION: WORDS
AT Which word answers the guestion? 12 9
AR Which word completes the sentence? 7 5
AS Which word goes best with the given word? 3 7
Al0 Which one of the four words does not go with the others? 12 6
All Which word goes best with the two sentences? 5 |
PART B: PARAGRAPHS muitipie-choice questions
3 possibie paragraphs; 2 to be seiected (1 each, Form X and Z)

Grade 1 level
Example Dad’s car {Yellow)
Bl Ben and Ken (Blue) 12 3
B2 Flap and Pog (Pink) 12 not selected
B3 Tub and Tod (Green) 12 8
PART C: PARAGRAPHS multiple-choice questions
Beyond Grade 1 (for leamers who could do Parts A & B)
Example Dad’s car (Yellow)
Ct Luand Jo (Blue) 9 7
c2 Sam (Pink}) 9 not selected
C3 Jim (Green) 9 7
Grade 2 level
Example Dad’s car (Yellow)
C4 Brad (Blue) 14 nol selected
C3 Pam (Pink) 14 12
Cé Birds (Green) 14 12
Grade 3 level
Example Dad’s car (Yellow)
C7 Rob (Blue) 17 not selected
C% Bob (Pink) 17 i0

17 10

co Matt {Green)
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The distracters have been specifically designed to allow broad-based screening for

learners’ specific difficulties such as the following, by means of various scoring stencils which

should be developed after data collection on a nationally stratified sample:

%)

Poor position in space
Learners confuse words containing bxdxpxgq; txf wxm;, nxu

Word or syllable reversals (on x no, was x saw, temper x temrep)

Poor visual discrimination

Learners confuse net x met; vet x wet; nest x rest; hot x not.

Poor visual sequential memory

Learners select pots x stop x tops for spot

Insufficient knowledge of socund-letter relationship

Learners confuse similar words containing different vowels/consonants, e.g.
cup x cap X cop; keen X teen

Blending difficulties

Learners select fat for flat

Limited vocabulary

Learners fail to recall the correct word and/or respond in linguistically incorrect terms

in: A baby dogis calleda ... (cub x kitten x puppy x small)

Difficulties pertaining te idiom
Learners fail to distinguish between figurative and literal expressions, e.g.

It is a first class car means ... It is in a class It is a bad car

It looks like a fist It is a good car

Limited schemata
Learners fail to relate their reading to their schema of the particular subject, as in:

Then he puts on his shoes, Last of all he takes his socks and wants to put them on.

What does Sam do wrong?

He puts on ...

Format and leammer-fiendliness of the instrument

The set of materials is in the muiltiple-choice format, which has been established by research as
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reliable and because it can be utilised for beginning reading skills which cannot readily be

assessed by means of a group activity using the communicative model.

True to the principles of mediated learning in the dynamic approach, sufficient practice
examples are provided to demonstrate exactly what learners are expected to do. Instead of
using numbers as is customary in instruments for older learners, markers are in the form of
pictures to which school beginners can relate. All sub-sets and stories are printed in correct
font type and size and printed on white paper to ensure homogeneity. The cover of each story
is on either a blue, pink or green page to distinguish between the various stories. The front

pages of Forms X and Z are respectively dark green and red.

(6)  The Whole Language, Phonological and Cognitive approaches to reading

The diagnostic materials subscribe fully to the Cognitive approach to reading instruction and
thus focus on the construction of meaning and reading as communication. Reading
comprehension is consistently emphasised onwards from sub-set 3, even when learners are
engaged in sight word recognition. However, words have been selected with care

simultaneously to assess aspects of phonic skill in order to cover a fuller range of relevant

reading skills.

This rationale is in line with basic theory on reading development, and would enable teachers
to recognise learners’ difficulties encountered in decoding as well as comprehension skills

during the early phases of learning to read.

(7 The curriculum base of the reading materials

In the integrated approach of Curriculum 2005 to the development of language, literacy and
communication, the level of print complexity is obviously not stringently controlled.
Especially at the first reading level (Grade 1) of the reading materials, the level of reading
complexity is age-appropriate and does not reflect the complexity of their spoken language.
High frequency words are used. Words that could possibly cause a misinterpretation of
reading needs because of the factor of group-specific pronunciation (e.g. sit as

[sit]/[si:t]/[sat]), have been excluded.
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3.2 EXPERIMENTAL APPLICATION

3.2.1 Backgreund to the experimental application of the reading materials

During 1994 the HSRC was involved in discussions with the Auxiliary Services of the
Departments of Education of Gauteng and the Western Cape concerning the need for a
diagnostic reading instrument for South African learners who use English as the language of
learning. Participants agreed that no suitable South African diagnostic reading instrument
existed by means of which learners’ competence in the reading of English could be assessed

reliably in the early years of schooling,

The development of Let us Read, the diagnostic English reading materials for the Foundation
Phase, began in March 1995 when the researcher, the University of Pretoria and the HSRC

agreed to collaborate on the project,

A literature survey was conducted on the latest developments in reading, assessment and test
construction, the materials were developed, a limited scale pilot study was conducted, the
items were refined, the “final” product was scrutinised by an advisory committee of experts in
the field and researchers of the HSRC, and approved as a valid sampie of reading skills. The

materials were printed and ready for the experimental application in February 1996.

However, a national moratorium had been placed on all testing for test development in South
Affican schools and the researcher could not obtain permission to administer Lef us Read at

any school.

Authorisation for access to schools was only received in December 1997. On account of the
long delay and increasing budgetary constraints in the HSRC, it had by then become impossible
to perform a formally stratified data collection exercise. Instead, Ler us Read was
experimentally administered on a limited sample dictated by logistical considerations in 1998.

The responses were coded, the Computer Centre of the HSRC captured the coded data and
executed the first round of statistical computations. In 1999, the item selection was executed

for the proposed diagnostic battery, to be administered to a national, representative sample
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upon completion of this thesis. In conclusion, frequency distributions of the learners’

performance and error types were performed and contemplated.

3.2.2 Subjects

Let us Read was experimentally administered to a sample of 726 learners in four former model

C schools in Gauteng during February and March 1998.

Since the battery was administered early in the first term, the materials for Grade 1 were
administered to Grade 2 learners, the materials for Grade 2 to Grade 3 learners and those for

(Grade 3 to Grade 4 learners.

As explained above, it was not possible to use an accurately stratifted sample for the
experimental application. This would definitely compromise the reliability of the data, making
it virtually impossible to draw valid conclusions. The large total number of data points in
terms of both the sample size and the sub-sets of reading activities and items could, however,
argue in favour of careful tentative and contextual interpretation and might at the very least
suggest fruitful directions for further research on the set of materials. No analysis in terms of

L1/L2 or gender will be attempted. The sample distribution is indicated in Table 3.1.

The sampling in School A was performed differently from that in School B, C and D in that
the group from whom the random sample was taken had first been selected by the teachers to
contain only readers with average reading skills. Logistical difficulties were, however, caused
by this method of sampling since only particular learners from each class were involved in the
reading procedures. Schools B, C and D therefore requested whole classes at a time to be
involved in all procedures. All the Grade 2 ~ 4 leamers in School B were included in the

sample. In School C, only all the Grade 2 learners were included, and one class of learners
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SCHOOL A B C i TOTAL | PERCEN-
TAGE

GRADE 2

Total icarners 30 116 106 97 349

Form X+ Z X z X z X z X Z

Learners 15 15 58 58 71 35 46 51

Language L.1 8 9 34 35 51 24 27 32 220 63,0

Langnage 1.2 7 6 24 23 20 11 19 19 129 370

Gender : Boys 8 8 30 29 36 19 21 25 176 50,4

Gender : Girls 7 7 28 29 35 16 25 26 173 496

GRADE 3

Total learners 30 103 28 27 188

Language 1.1 19 64 20 12 115 61,2

Language 1.2 11 39 8 15 73 38,8

Gendcr : Boys 15 52 13 15 95 50,5

Gender : Girls 15 51 15 12 93 49.5

GRADE 4

Total learners 30 104 28 27 189

Langunage 1.1 17 75 20 18 130 68.8

Langunage L2 13 29 8 9 59 31,2

Gender : Boys 16 51 14 14 95 50,3

Gender ; Girls 14 53 14 13 94 497

each in Grade 3 and 4. In School D, all the Grade 2 learners and one class of Grade 3 learners

were again included for all activities;

but, since not enough texts had been printed, each

learner in the one Grade 4 class did only one of the texts. Table 3.2 provides an overview of

the data records collected.
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TABLE 3.2;: Data records per section of Let us Read

GRADE 1 GRADE 2 GRADE 3
X X Z Z
1-6 7-11 1-6 7-11 w

= e o B = o 2 i
S| E |8 |z |8 |28 8|8 |8 2

g 188 {190 159 | 159 | 180 | 190 | 189 | 190 |} 190 | I90

a0 :

] .

& o

s G

w | 185 | 177 | 184

e

- 3

- o

& 3

- 170 170 | 170

o T

- 3

-+ ™

s &

Of the 349 Grade 2 learners, 190 were assessed in groups constituting full classes on sub-sets
1~ 11 on Form X and 159 on Form Z. Each learner further did one, a combination or even all
six of the texts (three stories on Grade 1- level and three stories beyond Grade 1 - level). Ben
and Ken was read by 189, Tub and Tod by 189 and Flap and Pog; Lu and Jo; Sam and Jim
each by 190. Of the 188 Grade 3 learers assessed on the Grade 2 texts, 185 learners dealt
with Brad, 177 worked on Pam and 184 responded to Birds. Of the 189 Grade 4 learners
assessed on the Grade 3 texts, 161 dealt with all three stories. In one Grade 4 class, 27

learners each did one of the possible three stories resulting in 170 learners reading Rob, Bob

and Matt.

Class teachers assisted the test administrators by observing their learners and by checking that

the learners were completing the reading material forms correctly.
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The testing time was approximately 120 minutes for Part Al-6 (Form X or Z) and

approximately 75 minutes for Part A7-11 (Form X or Z). Testing times for Parts B and C

ranged between 15 and 90 minutes, depending on the work rate of each individual learner.

Teachers were generally very positive about the content of Ler us Read, but commented that
the amount of work that had to be completed in three sessions over three consecutive days
was too much for some of the Grade 2 learners. The amount of work for the Grade 3 and 4

learners was regarded as realistic.

The completed reading materials were subsequently coded, the coded data were captured and
the first round of statistical computations was executed. A discussion of the statistical

procedures used to analyse the experimental application follows.

3.2.3 Statistical procedures
(1)  Method of Item Analysis
(@) The X-ITEM-K programme

The item analysis was performed using the X-ITEM-K programme. The main aim of the procedure

was to establish the success of each item in the battery. The X-ITEM-K programme provides the

following information on each item:

e the percentage of learners who did not answer the item

® the percentage of learners who seclected each of the four options of the item
respectively ‘

. the percentage of learners who did not reach that particular item in the test (see
footnote'") |

. the percentage of learners who did not select the correct answer

' Since the researcher and the assistant administered all materials personally and were assisted by

class tcachers, it was possible to ensure that all the items were answered (and only one option chosen) by all the
learners in the group, before moving to the next item. Thereforc a section was unanswered only in cases where
a learner was absent. In Tables 3.3 and 3.4 (and in Appendix C, Tables 1a(i) - 11a(i) [Form X], la(if) —
11a(ii) [Form Z] and 12a - 23a, each Table a with a corresponding Table b which contain the X-ITEM-K
statistics, the incomplete records are not included.
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At the end of the item analysis of each sub-set the following data are supplied:

® the mean score obtained by all the learners
e the standard deviation
. the number of learners who participated in the experimental application

e the K-R14 and the K-R8 reliability coefficient

¢ the standard error of measurement

(b) The correct response and/or difficulty level

It is regarded as an essential requirement of a good item that the percentage of learners who
selected the correct response should obtain a higher average in the test than those who selected

any of the alternative answer options {Owen:1996:36).

The difficuity level of the test could be derived by doing the following calculation:
p=R

n
with R being the number of learners who answered the item correctly n the number of learners

who attempted the item (Owen 1996:31). In Tables 3.3(i) and 3.3(ii) (and in Appendix C
Tables 1a(i) — 11a(i) [Form X] and Table 1a(ii) — 11a(ii) [Form Z] and Table 12a - 23a
[stories] contaiming the data of the diagnostic reading materials, the p value could be calculated

as follows:

If 93,1% of the learners answered the item correctly, the difficulty level would be

p=  93,1=0931
100
The higher the value of p, the easier the item.

The difficulty level of an item should be taken into account in item selection, but is not decisive

in its own right. The item correlation and the discrimination value play a more important role.

(2)  The statistical properties of Let us Read

{a) The mean

The mean is the average score obtained when all the individual learners’ scores for the test/sub-
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set are added and then divided by the number of learners whose scores have been summed

(Barnard and Chamberlain 1993:24).

(b) Item correlation and item discrimination value

The item correlation value is used to indicate how the item correlates with an external criterion, and
to determine whether the item measures the same ability as the crterion concerned (Owen
1996:33). When an external measure is not available, the total score of the test/sub-set is used as
the criterion (Owen 1996:32). The contribution that an item makes to its field is obtained by
correlating the item score with the total score for that field (Owen 1996:35).

The discrimination value indicates to what extent an item discriminates between good and poor
performers, and could be viewed as a possible index of item validity. It indicates whether
those testees who performed well on the whole test tended to perform well or poorly on each

item in the test (Callis 1994:77).

Owen (1996:32) states that the item analysis programmes of the HSRC use the point biserial

correlation technique:

ra= >, =% . Vp
q

St

where T = the correlation between the item score and the test’s total score
X = the mean in the test of everyone who got the item right
Xy = the mean in the test for the total group
St = the standard deviation of the total score of the whole group
P = item difficulty value
q = I-p

{c) Standard error of measurement (or SEM)

According to Owen (1996:63), the standard error of measurement is actually the reliability of
the test expressed in a slightly different form. The explanation of what this score means, could
be adapted as follows for the diagnostic reading materiais: If a learner managed to obtain a

score of 13, and the standard error of measurement is 0,991, the learner’s true score could be
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assumed with a fair degree of certainty, to lic between 12,009 - 13,991 (13 - 0,991 and 13

+0,991). The smaller the SEM, the more reliable the test (Barnard & Chamberlain 1993:25).

(d) Reliability
The Kuder and Richardson formulas, abbreviated as K-R, are based on the consisiency or the

constancy of the learners’ responses to the various test items (Owen 1996:56). These formulas are

numbered. The higher the number, the stricter the conditions that the measurements must satisfy

(Owen 1996:56).

According to Owen (1996:57), the K-R8 formula gives a very clear underestimate of the
reliability of an item, if the difficulty values for items are not the same. When the p-\}alues
(percentage of respondents who answered the items correctly) vary, a reliability coefficient of
0,78 is obtained with the K-R8, whereas a very high reliability coefficient of 0,91 is obtained
with the K-R20 formula. The K-R14 is used when one assumes that all the correlations

between the items in the item correlation matrix are equal (Owen 1996:58).

Owen (1996:58-59) warns that although the K-R formulas are undoubtedly the best to use for
homogeneous test items, an underestimate of the reliability coefficient will be produced if test
items are not homogeneous. The difficulty level of the varnous items on each sub-set of the
diagnostic reading materials should therefore be taken into account when the data is analysed.
Although no unique cut-off point for an acceptable reliability coefficient can be given it can
generally be accepted that an instrument with a reliability coefficient of about 0,600 could
supply useful information, provided the results are interpreted with care and expertise (Owen
1996:63). The higher the reliability coeflicient, the more reliable the test, with perfect
reliabihty being 1,000,

(e) Standard deviation

The standard deviation is the measure of variability that is the sum of the deviations from the

mean standard, and is an indication of how adequate the mean is as a summary statistic for a

set of data (Mertens 1998:332).




130
3.2.4 Statistical analysis

(1) Introduction
An analysis of the statistical data of the experimental application of Lef us Read can give

strong direction to the selection of items to be finally evaluated by means of a scientifically

designed data collection exercise.

In the interest of both economy and integration of the vast number of data points, an attempt
has been made to structure and integrate the findings from the outset and to suggest item
selections in that context, rather than to present discrete aspects of the data followed by
separate discussion of each, The complete data printouts of the X-ITEM-K analysis and ail

other data processed are available for inspection from the researcher on request.

e As an example of the item analysis and selection procedure Table 3.3(i), containing the
analysis of the first sub-set (A1) of Form X and Table 3.3(ii), containing the analysis of
the first sub-set (Al) of Form Z will be discussed. Appendix C contains Table 1a(i) —
11a(i), [Form X]; Table 1a(ii) — 11a(ii) [Form Z] and Table 12a — 2351 {stories], which
are similar in format and method.

e Table 3.4 will serve as an example of the frequency distribution of the learners’ total
scores. In Appendix C, each previously mentioned Table a is followed immediately by the
corresponding Table b.

e Tables 3.5 and 3.6 will display further summary data of the various sub-sets on Form X
and Z and the stories, namely the reliability coefficients (KR-14 and KR-8), error of
measurement, standard deviation and the mean of the results.

e Table 3.7 contains the difficulty values of all selected items.

e Table 3.8 contains the discrimination indices.

e Tables 3.9 — 3.28 contain the frequency distributions of the various error types. Ths

analysis is useful for diagnostic purposes and for planning learning support.

(2) Discussion

(a) ltem analysis and item selection

The following information regarding each item is integrated in Table 3.3(i) and 3.3(ii):
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Error analysis (the possible reason why the specific distracter could have been chosen)

The percentage of learners who chose the correct answer (which correlates with the
difficulty value of the item) and each of the distracters

How well the item correlates with the other items in the original sub-set (or how often the
item was answered correctly by the high performers)

The correlation of selected items with the set of selected items

How items with an unsatisfactory item correlation which were selected, have been adapted

Table 3.3(i) contains the information of sub-set Al, Form X, and Table 3.3(ii) that of sub-set
Al, Form Z.

Errors that occurred in sub-set Al (Forms X and Z) include:

errors presumably because of difficulty with grapheme- phoneme correspondence (e.g.
ixg hxg

errors presumably because of visual perceptual difficulties (e.g. visual position in space —
panxnap, bxdxpxg; .1 xf wxm; nxu, visual sequential memory — st x ts; visual
discrimination-mxn;, nxh; rxh; vxw, visual memory — th x sh)

errors presumably because of auditory perceptual difficulties (e.g. voiced/unvoiced sounds
- /kt/ x /gr/;  auditory discrimination — /@/ x /f/; auditory analysis and synthesis —
omission of a sound in a blend — spl x sl x sp; position of the sound in the word — last

instead of first)

F
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TABLE 3.3(1) : Item analysis and selection : Sub-set Al - Recognition of initial consonants,

Form X
ITEM OFTION | ERROR OPTION | ERROR OPTION | ERROR | OPTION ERROR | ITEM
CHOSEN | TYPE CHOSEN | TYPE CHOSEN | TYPE CHOSEN | TYPE CORRE-
LATION
(1) goat j il g¥* Correct “h e t Position
Tecogni- answer Tecogni- of
tion of tion of sound: :
letters letters last
instead §
of first 5
Original test; 0,0% 99,5% 0,5% 0,0% - 0,678
difficulty —
value

Not Selected Reason : Item correlation low

(2) dam p p/d t Voiced / b b/d d* Correct

reversal unvoiced reversal answer | _

anditory

Original test: 0.0% 1,1% 5,9% 93,1% 0,228
difficulty
vaiue
Selected items §| Now Item I 0,253
(3) soft s¥ Correct z | Voiced/ F Middle t Position

answer unvoiced sound of sound

in word

Original test: 98.9% 0,0 i1 0,0 0,070
difficulty
value

Not Selected Reason : Item correlation low

(4) fox X Position of t it £* Correct ] j/f visual

sound: last reversal answer form of
Original test L1 instead of 0.0 visual 97,9 0.5 letter  £75774
value

Not Selected Reason : [temn correlation iow

(3} not n* Correct T 1/n visual t Position h n'h
answer discrimi- of sound visual
nation in word discrimi
Original test: 97,3 0,5 11 L1 -nation g 334
difficulty _
value

Sclected items || Now Item 2 0,219
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ition of initial consonants, Form X (cont.)
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ITEM OPTION ERROR | OPTION | ERROR OPTION ERROR | OPTION ERROR ITEM
CHOSEN | TYPE CHOSEN | TYPE CHOSEN | TYPE CHOSEN | TYPE CORRE-
LATION
(6) or clfer cl* Correct co cofcl er Voiced /
clown CONSo- answer COnso- : unvoiced,
nant i nant consonant
blend blend blend
Original 0.5% 97.9% 1,1 0,0 0,190
test:
difficulty
value
Not
Selected Reason : Item correlation low
(7) flank ti tf nk Position of f1* Correct fk Omission of
reversal sounds in answer middle
visual word letters
Original 9,0 0,0 B7.8 32 0,152
test:
difficulty [
value :
Not
Selected Reason : [iem correlation low
(8) plant bl bip pl* Correct ni Position pt Omission of
reversal of sound middle
visual in word, letters,
auditory Auditory
Original 1,6 96,8 0,0 1,6 0,256
test:
difficulty
value
Selected 0,266
items Now Item 3
(%) snack so* Correct kn Position of st /n 5a Consonant
sound in visual blends,
word, diserimi auditory
blend -nation
Original 87,2 0,0 10,1 2,7 0,193
test:
difficulty
value
Selected 0,026
items Now ltem 4. Suggested new item 4 to be more in line with Form Z : swift with options
pt X sm X sw X st L
(10 st Position ts Visual to sound- tw* Correct '
twist of sequence letter
sounds and associa-
in words position of tion,
Original 2.1 2.1 sounds 2.1 blends 93,6 0,287
test: IWI't-O,
difficulty auditory
value
Selected 0,299
items Now Item 5
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TABLE 3.3(1) : Item analysis and selection : Sub-sct Al - Recognition of initial consonants, Form X (cont.)

ITEM OPTION | ERROR | OPTION | ERROR OPTION | ERROR OPTION | ERROR ITEM :
CHOSEN | TYPE CHOSEN | TYPE CHOSEN | TYPE CHOSEN | TYPE CORRE- :
LATION
(i sl Omission sps Omissions spt* Carrect sp Conso-
splash of middle of sounds nant
seumd in in word, blends,
blends auditory auditory
Original 4,3 438 64,9 26,1 0,319
test:
difficulty
value
Selected 0,361
items Now Item & :
(12) siring st Leiter tsr Letter str* Correct st Conso- |
sequence, sequence, nant
visual/ visnal/ blends,
Original 74 | auditory 0,5 | auditory 86,7 53 | owission, I7g375
test: auditoy  } -~ 4§
difficulty
value
Selected 0,277
itemns Now Item 7
(13) chair sh Digraphs, ch* Correct th Digraphs, i] Recog-
auditory visnal nition of
MEmory sounds,
Original 43 91,0 3,7 11 auditory |70 705
test:
difficulty
value
Selected Now Item 8. Suggested new item 8 chick, options sh x th x j x ch - the digraph could have 0.161
items caused the difference between X & Z scores
(14) sharp ch Digraphs, th Digraphs, 5 Digraphs, sh* Correct
auditory visual audttory
mermory
Origmal 85 1,6 122 77,1 0,254
test:
difficulty
value
Selected 0,309
items Now Item 9
(153) think tch Digraphs, th* Correct f Auditory ch Digraphs,
visual discrimi- visnal
memory nation memory
Original 4.8 87,8 43 2,7 0,245
test:
difficulty
value
Selected 0,205
items Now Item 10
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TABLE 3.3(3) : ltem analysis and selection : Sub-set Al — Recognition of initial consonants, Form X (cont.)
ITEM OPTION | ERROR | OPTION | ERROR | OPTION | ERROR | OPTION ERROR ITEM
CHOSEN | TYPE CHOSEN | TYPE CHOSEN { TYPE CHOSEN TYPE CORRE-
LATION
(16) what wt Digraphs, sh Digraphs, wh* Correct th Digraphs,
Omission visual visual
of middle MEmory memory
Original 287 sound 0,0 68,1 2,7 6,238
test:
difficulty
value
Not Reason : Different item selected on comparable Form (Form Z) on account of high difficulty value
Selected (59,1%)
a7n pan* Correct ban b/d dan dip nap Word
pancake reversal, reversat reversal
voiced/
unvoiced
Original 97,3 2.1 0,5 00 -0,059 -
test: -
difficulty
value
Not
Selected Reason : Item correlation low
(18) picnic cip Syllable nic Position cin Syllable/ pic¥® Correct
reversal of Waord
syllable reversal
Original 2,1 37 1,6 92,6 - 0,080
{est:
difficulty
value
Selected
items Reason : liem correlation low
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ITEM OPTION | ERROR | OPTION | ERROR { OPTION | ERROR | OPTION | ERROR | ITEM
CHOSEN § TYPE CHOSEN | TYFPE CHOSEN | TYPE CHOSEN | TYPE CORRE-
LATION
(1) gate ] g recog- g* Correct h h/g recog- t Position
nition nition of sound
Original 1,9 96,2 0,6 B3 0,173
test:
difficulty
value
Not
Selected || Reason : Item correlation low
(2) big P bip 2 Auditory, d b/d b* Correct
Teversal position reversal
visual of sound
Original 1,3 0.6 5,0 93,1 0,240
test:
difficulty
valuc
Selected 0,222
itemns Now ltem 1 )
(3) taps t* Correct P Middle d Voiced / s Position
: sound unvoiced of sound
Original 95,0 2.5 0,6 0.6 0,286
test:
difficulty
value
Not
Selected j| Reason : Item correlation low on same test of comparable form
(4) hut t Position n w/h h* Correct J i/
of sound visual recogni-
discriini- tion
nation
Original 4.4 0,6 95,0 0,0 0.274
test:
difficulty
value
Not
Selected || Reason : Item comrelation low on same test of comparable form
(5) peg P Cormrect q Pq g Position | b b/p
reversal of sound, reversal
visual auditory visual
Original 95,6 3.1 0.6 0,6 0,195
test:
difficulty
value
Selected 0,167
items Reason : Now item 2. Change to pet, options m x t x h x n to get more in line with Form X
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ITEM OFTION | ERROR | OPTION | ERROR | OFTION | ERROR | OPTION | ERROR | ITEM
CHOSEN | TYPE CHOSEN | TYPE CHOSEN | TYPE CHOSEN | TYPE CORRE-
LATION
(6) br b/d dr¥ Correct du dr/du dm Omission
drum reversal COnSo- of middie
visual nant letters
blend
Original 10,1 84,3 2,5 2,5 0,371
test:
difficulty
value
Not Reason : Diffionlty level vanes on X and Z
Selected || Item correlation low on same item of comparable form
(7 f1* Correct tl fre k Ormission fo Conso-
flock reversal of middle nant
- visual letters blends
Original 95,0 0,0 31 1,9 0,204
tlest:
difficulty
value
Selected
items Reason : Item correlation low on same item of comparable form
(8) pl p/b bl* Correct nd Position bd Ormission
blend reversal of of middle
visual sounds, sounds,
auditory auditory
Original 2,5 94,3 1,9 1,3 0,380
test:
difficulty
value
Selected 0,323
items Now ltem 3
(9) pt Position sm w/m sw Correct st Omission
swept of sounds reversal of middle
visual sounds,
auditory
Original 1,3 2,5 91,8 38 0,663
test:
difficulty
value
Selected 0,626
itemis Now liem 4
(10 ns Position sn Letter to Soum/ tw* Correct
twins of sounds sequence letter
and associa-
position tion
of sounds
Original 0,6 38 6,9 88,1 0,556
test:
difficulty
value
Selected 0,540
ttems Now ltem 5




TABLE 3.3(ii) : Item analysis and selection ; Sub-set Al — Recognition of inmitial consonants, Form Z (cont,)
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ITEM OPTION { ERROR | OPTION | ERROR | OPTION i ERROR | OPTION | ERROR | ITEM
CHOSEN | TYPE CHOSEN | TYPE CHOSEN | TYPE CHOSEN | TYPE CORRE-
LATION
(10 slp Letter pls Letter spl* correct sp Omission
splat sequence sequence of sound
visual visual in
Original g 44 73,6 9.4 Conso- 75 783
test: nani
difficulty ble]}d,
valie anditory
Selected 0,276
items Now Item 6
(12) ST Omission spn 1/n visual spr* correct sp Omission
spring of middle discrimi- | of sound
sound, nation in conso-
Original 94 | uditory 7.5 69,8 126 | mant 0.34%
test: blend,
difficulty auditory
value
Selected 0,335
iftems Now Item 7
(13) sh Digraph, ch* Correct th Digraph, ] Jch
chest Auditory Visual recogni-
memory tion of
sounds,
Original 6.3 86,2 38 2,5 | awdiory 53]
test:
difficulty
vallie
Selected 0,424
iterns Now Item 8
(14} ch Digraph, th Digraph, s sfsh sh* Correct
shumt anditory visnal TECORTH-
memory tion of
letters,
Original 12,6 44 13 | auditory 81,8 0,344
test:
difficulty
value
Selected 0,293
items Now Item ¢
(15) teh Recogni- th* Correct f Auditory ¢h Digraphs,
thank tion of discrimi- visual
letters, nation emory
vistal th/f
Original 63 Memoty 81,8 8.2 3,1 0,351
test:
difficuity
value
Selected 0,326
items Now Item 10
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TABLE 3.3(ii) : ltem analysis and selection : Sub-set Al — Recognition of initial consonants, Form Z (cont.)

ITEM OPTION | ERROR | OPTION | ERROR | OPTION | ERROR | OPTION | ERROR | ITEM
CHOSEN | TYPE CHOSEN | TYPE CHOSEN | TYPE CHOSEN | TYPE CORRE-
LATION
(16) wn Digraphs, sh Digraphs, wh* Correct th Digraphs,
when omission visual visual
of middle memory memory
sounds
Original 39,6 0,6 59,1 0,6 0,422
test:
difficolty
value
Not
Selected | Reasen : Difficult item ‘
17) pen* Correct ben b/p den d’p nep Word
pencil reversal, reversal reversal
voiced/ visual visual
mvoiced
soend | v 4 v T
Original 95,0 1,9 1.9 1,3 0,357
test:
difficulty
value
Not
Selected | Reason : Item correlation low on same item of comparable form
(18) gip Word / let Position tel Syllable/ pig* Correct
piglet Syllable of word
Teversal syllable reversal
visual visual
Original 3,1 31 13 92,5 0,338
test:
difficulty
value
Not
Selected || Reason : ltem correlation low on same item of comparable form

As could be expected when diagnostic reading materials on a Grade 1 level were dealt with by

early Grade 2 learners, the vast majority of these learners found the recognition of initial
sounds in words casy. In eleven of the eighteen items in Form X (and ten in Form Z), above
90% of the learners chose the correct answer, and in four more items on Form X (five on
Form Z), 80 - 89% of the Grade 2 learners were successful. Only the following three

distracters in the entire sub-set Al (Forms X and Z) were chosen by more than 20% of the

learners:
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@ Form X item 11 : splash

]

correct answer ; spl
distracter sp chosen by 26,1% of the learners
error. omission of third sound in three - blend

reason: auditory analysis and synthesis difficulty

® Form X item 16 : what

Correct answer : wh

distracter wt chosen by 28 7% of the learners

error. not recognising digr_aph, selecting first letter in digraph and last sound of
word

reason: poor visual memory for wh digraph, auditory analysis/synthesis

e Form Z item 16 : when

Correct answer: wh

distracter wn chosen by 39,6% of learners

error: 1 x h, not recognising digraph, selecting first letter in digraph and last sound
of word

reason: poor visual memory for wh digraph, visual discrimination h x n or auditory

analysis/synthesis

The Grade 2 learners who dealt with the Grade 1 materials sub-set A1 did not make as many d x p

or p x b reversals (0,0; 1,3% respectively) as b x d reversals (5,9% Form X; 5,0% Form Z).

Furthermore, not a single Grade 2 learner made a t x f reversal in simple CVC words in sub-set A,

whilst in words containing consonant blends (e.g. flank) 9,0% t x { reversals were noted.

Regarding item selection, difficult items were not selected, even if they have a high item correlation

value (e.g. on item 16, Form Z with an item correlation of 0,422, where 40,1% of learners had the

item wrong, the item was not selected).

Items were only selected if the item correlation value was sufficiently high on both Form X and Z,

and the difference in the difficulty levels between X and Z for the specific item was not more than

12%.
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Of the twenty selected items on sub-set A1 Form X and Z, three items needed to be examined and
changed after the second X-ITEM-K programme had been executed and the items showed a low

item correlation in the new set.

Of the twenty final items (10 Form X and 10 Form Z) three items had an item correlation of
between 0,433 and 0,626, five items between 0,300 and 0,349 and nine itermns between 0,200 and
0,299, indicating that sub-set A1 of the diagnostic reading materials provides reliable information.

The item analysis and item selection of all other diagnostic reading materials (sub-set A2 — All, as

well as the stories) were performed in a similar way (see Appendix C).

(b} Validity
Reading is a complex act comprising many components, which should all be addressed when

attemnpting a diagnostic assessment of a learner’s competence.

Develop reading assessment materials to contain homogeneous items for each subtest across
two forms held a particular challenge. Even in a relatively simple task such as the recognition
of initial sounds in words, it is found that not even the same itemt necessarily assesses exactly
the same skill. For example, if learners have to choose the letter that represents the first sound

in mat, the error types represented by the options chosen are not necessarily homogeneous:

Mat: m - correct
W - m x w reversal — visual position in space
t - position of sound in word
n - m x n visual discrimination

Van den Berg (1996:101) actually regards too much homogeneity in test items as detrimental
to content validity since it does not reflect real-life situations and also declares that high item-

test correlations are not sufficient evidence of content validity.
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Indeed, the very heterogeneity of the possible reasons for error as represented in the

frequency distribution of error types in Table 3.3¢i} and 3.3(ii) could be taken to establish the

validity of Let us Read more strongly.

Specialists in the field, as well as researchers of the HSRC found the reading assessment

materials, Let us Read, to be valid materials for the assessment of the reading competence of

learners in the Foundation Phase.

fc) Freguency distribution

Table 3.4(i) and Table 3.4(ii) indicate the frequency distribution of the total scores on Sub-

set 1 - Recognrtion of initial letters , Form X and Z respectively.

TABLE 3.4(3) Frequency distribution of total scores: Sub-set 1 — Recognition of initial letters, Form X

CUMULATIVE CUMULATIVE
SCORE: SUBTEST 1 FREQUENCY PERCENTAGE FREQUENCY PERCENTAGE
8 1 0.5 1 0,5
10 1 0,3 2 11
11 1 0,5 3 1,0
12 6 32 s} 4,8
13 3 1.6 12 6.4
14 15 8,0 27 14.4
i5 26 13,8 53 28,2
16 43 22,9 96 51,1
17 47 25,0 143 76,1
18 45 23,9 188 100.0

TABLE 3.4(ii) Frequency distribution of total scores: Sub-set 1 — Recognition of initial letiers, Form Z

CUMULATIVE CUMULATIVE

SCORE: SUBTEST 1 FREQUENCY PERCENTAGE FREQUENCY PERCENTAGE —

3 i 0.6 1 0.6 e

7 3 1,9 4 2,5

8 2 1,3 6 3,8

9 1 0,6 7 4.4

10 1 0.6 8 5.0

11 4 25 12 7,5

12 4 2,5 16 10,1

13 7 4.4 23 14,5

14 12 7,5 35 22.0

15 18 113 53 33,3

16 30 18,9 23 52,2

17 37 233 120 75,5

18 39 24,5 159 100,0
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Respectively 23,9% (Form X) and 24,5% (Form Z) of the learners in Grade 2 achieved full

score (18); 85,6% of the learners obtained 15/18 or more on Form X and 85,5% obtained
14/18 or more on Form Z. The bottom 4,8% (Form X) and 5,0% (Form Z) learners who
succeeded in respectively only 12 (Form X) and 10 (Form Z) or fewer recognition of initial
letters items, might in terms of international incidence figures (3%) as adapted for developing
countries (HSRC 1987:55), be regarded as those experiencing learning disability.  The
difference in the performance and number of errors of the bottom 14,5% of learners in Forms
X and Z would suggest that the original versions of Forms X and-Z are not totally parallel.

Repetition of the frequency distribution analysis for the ten selected items of each form would

therefore seem indicated.

It would, however, seem safe to recommend that learners who made four or more errors on

sub-set Al (Form X) and five or more errors on Form Z, be considered for preventative

learming support.

Tables 3.5 and 3.6 summarise the integration of information provided by the X-ITEM-K
programme, providing the reliability coeﬁiciénts, error of measurement, standard deviation
and mean performance of the various sub-sets of Forms X and Z (Table 3.5) and the stories

(Table 3.6). These issues will be discussed briefly under the headings:

° Reliabihity
° Standard error of measurement

. Mean and standard deviation
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TABLE 3.5
sets 1-11
SUB- || DESCRIPTION OF SUB-SET, AND SKILLS FORM X FORM X FORM Z FORM
SET OR ERRORS ORIGINAL SELECTED ORIGINAL SELECTED
ITEMS ITEMS ITEMS [TEMS
1 {i Recognition of initial lefters:
cnnsonantsl Kl‘i4 0,539 0,540 0,770 0,688
Which sound(s) do you hear first?
Decoding skills, recognition of etters — i‘;";‘;in . 1,171 0,9112 1,234 0=9ZO
which letter makes which sound, visual 9,4% 9.7%
discrimination, reversalis, position of KR 8 0,642 0,672 0,807 0,761
sound in word — last instead of first letter,
visual form of letter, omission of middie g:::fégi 1,725 1,389 2,574 1,738
d t blends, voiced /
coviond, Totter seqoncs, digraphs - 162 90,0% |88 88,0% |15.7872% |86 860%
2 s L] can
auditory analysis skills, gaessing. 18 10 18 10
2 Ret:.ugnition of last letiers: (consonants) i.n 14 0.798 0,710 0,841 0,780
Which sound(s) do you hear last?
Decoding, recognition of letters, visual Error of 1,262 0,993 1,425 1,040
discrimination, reversals, letter sequence, } e suremeat 9,9% 10,0%
position of sound in word, visual form of fyp g 0,827 0,779 0.863 0,829
letter, omission of sounds, consonant
blends, voiced / unvoiced, auditory Standard 2,308 1,846 3,571 1,846
analysis, guessing. deviation
Mean 147 86,3% |85 85,0% §13.3 782% (8.1 81.0%
17 10 V7 10
3y Svpthesis skills , KR 14 0,598 0,503 0,697 0,592
Which word can you hear if I say c-a-t.
Simple CVC, blend VC, CV blend, blend {j Error of 1,624 1,083
) 1,477 o 1,579 o
V blend, digraph VC messurement 10,0% 10,1%
Same error types as 1 and 2. KR8 0,657 0,624 0,738 0,686
No words that could be pronounced
incorrectly (eg. seat X sit) were used. Standard 2,329 1,453 2,868 1,705
deviation
Mean 156 83,79 185 850% [14.7774% |82 82.0%
19 10 19 10
4 Anal'\irsis skills : omitting letters / KR 14 0,730 0,740 0.619 0,603
sounds
Cat without /c/ is? Error of 1,073 0,906 1,.087 0,916
Stop without /s/ is? measurement 9.1% 9.2%
Clap without /l/is? KR8 0,781 0,795 0,692 0,691
Damp without /p/ 157
Went without /n/ is? Standard 2,065 1,778 1,762 1,454
Aunditory analysis skills, omitting wrong deviation
sound, same error types as | - 3. ean 101 84.2% |8.7 87,0% |103 85,8% |8.9 89.0%
12 10 12 10
3 An:ah’sis skil?s :_addi_n_g letters / sounds Fyg 10 0.814 0,765 0,788 0,681
/p/ in the beginning of an
/s/  the beginning of ot Error of 1,365 0,983 1,273 0,976
/df at the end of ran measurement 9.8% 9,8%
/U after the /b/ in bed KR % 0,838 0,813 0,817 0,746
fuf after the /ef in bel _
auditory analysis, adding letter in wrong | Standard 3,162 2,026 2,762 1,728
place, same error types as 1 - 4. deviation
Moan 12.8 80,0% |84 840% |13483.8% |8.6 86,0%
16 10 16 10
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TABLE 3.5 Reliability coefficients, error of measurement, standard deviation and mean : Sub-sets 1-11 (cont.)

" . FORM X FORM X FORM Z FORM
o o R OF SUB-SET, AND SKILLS ORIGINAL | SELECTED | ORIGINAL | SELECTED
ITEMS ITEMS ITEMS ITEMS
6 j¥ord recognition KR 14 0,690 0615 0,684 0,614
Look for the word dog.
All error types, as in subtests 1 - 5. Error of 1,547 1,272 1,508 1,133
Traps for decoding errors occur throughout | esurement 12,7% 11,3%
these sub-sets. KR 0,737 0,699 0,730 0,712
Standard 2.780 2,052 2,684 1,824
deviation
Mo 16,3 81,5% |72 72.0% |16.683.0% |79 79,0%
20 10 20 10
7 | COMPREHENSION: WORD kg4 0,453 0,477 0,732 0,660
READING (reading as communication)
Which one has four legs? In this sub-set, {frror of 0,963 0,763 0,998 0,874
1o traps were set for decoding errors (eg, || eAsHrement 8,5% 9,7%
no Teversals, visual discrimination, letter KR 8 0,595 0,637 0,781 0,744
sequence), meaning of words. Reading
comprehension skills, as well as listening | Standard 1,302 1,055 1,928 1,499
comprehension skills are assessed, the deviation
learners have to use their schemata and
engage with the text metacognitively to be
successful, Mean 0.5 87,5% {83 922% [10.5875% |79 878%
A langoage difficulty, or a limited vocabu- 12 5 12 9
lary could cause reading comprehension
difficulties.
§ ) COMPREHENSION: WORD KR 14 0,484 0,521 0,643 0,560
READING
(Leamners have o use contextual clues to | Error of 0,750 0,675 0,783 0,673
complete a sentence as well as their measurement 13,5% 13,5%
§chcmala, Hstending comprehens.ion is KR 8 0,677 0.720 0,768 0,763
important - the leamners have to listen to
the complete sentence, and not puess after [ Standard 1,045 0,976 1311 1,014
listening to a part of the sentence. deviation :
Metacognitive engagement is important o 6.2 886% 143 B60% 132 843% 142 840
be successful. A language difhiculty, ora {4, 7 5 7 5
limited vocabulary could canse reading
comprehension difficulties.
9 | COMPREHENSION : KR 14 0,526 0,537 0,572 0,608
ASSOCIATIONS
Word reading. Error of 0,505 0,852 0,923 0,806
Which word goes best with hen? measurement 12,2% 11,5%
Higher-level cognitive and metacognitive
engagement, using schemata. A language KR8 0,666 0,686 0,686 0,725
d’m"“ltyﬂdg a 1“m‘e‘ih"°°*.‘b“1‘:i‘7ﬁf’°‘;1‘.i Standard 1314 1352 1,410 1,288
cause reading comprehension difficulties. ||, - -
6.8 850% |39 B43% 6.8 850% 61 87.1%
Men 8 7 8 7
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TABLE 3.5 Reliability coefficients, error of measuremeni, standard deviation and mean : Sub-sets 1-11 (cont.)

SUB- || DESCRIPTION OF SUB-SET, AND SKILLS FORM X FORM X FORM Z FORM
SET OR ERRORS ORIGINAL SELECTED ORIGINAL SELECTED
ITEMS ITEMS FTEMS ITEMS
10 || COMPREHENSION : READING KR 14 0,635 0,544 0.504 0.573
WORDS ‘
Which word does not belong with the Error of 1,493 0,980 1,476 1,009
other 3 words? measurement 16,3% 16,8%
leissiﬁcatiuns, e.g. pender, domestic KR 8 0,703 0,696 0,622 0.713
animals, poultry, colours etc, antenyms,
e.g. actively / passively. A language ﬁ"a{‘d%fd 2,469 1451 2,097 1,544
difficulty, or a limited vocabulary could eviation :
cause reading comprehension difficnlties. [pfean %2- 60,0% ‘éﬁ 73,3% %Z 47.5% %Q 66,7%
H § COMPREHENSION o KR 14 0,374 0,401 0436 0,429
Reading 2 short sentences, describing
something, choose the correct word. Error of 0,922 0,842 0,538 0,804
High-level metacognitive engagement, use [je2suranent 21,1% 20,1%
of schemata and knowledge of the KR 8 0,632 0,673 0,661 0,700
vocabulary are necessary to be successful.
A language difficulty, or a limited Standard 1,166 1,087 1,248 1,065
vocabulary could cause reading deviation -
comprehension difficulties. Mezn %:Q 72,0% %Z 67,5% %3, 66,0% %ﬁ 70,0%
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TABLE 3.6 Reliabitity coefficients, error of measerement, standard deviation and mean :
Stories
ORIGINAL | SELECTED | ORIGINAL | SELECTED | ORIGINAL
Gr 1 —stories BEN BEN TUB TUB FLAP
KR 14 0,725 0,707 0,717 0,665 0,600
Error of 1,520 1,189 1,497 1,216 1,557
measurement 14,9 13,1%
KR 8 0,775 0,782 0,769 0,751 0,679
Standard 2,960 2,196 2,816 2,090 2464
deviation
Mean 7.0 583% 150 62,5% (63 52,5% |50 625% |61 350,8%
12 3 12 3 12
ORIGINAL | SELECTED | ORIGINAL | SELECTED | ORIGINAL
Beyond gr 1 - level stories LU LU JIM JIM SAM
KR 14 0,723 0,723 0.627 0,623 0,605
Frror of 1,176 0,986 1,243 1,624 1,252
measurement 14,1% 14,6%
KR & 0,787 . 0,802 6,722 0,772 6,710
Standard 2,234 1,872 2,035 1,791 1,991
deviation
Mean 39 65,6% 51 729% |57 63,3% 149 700% |48 53.3%
9 7 9 7 9
ORIGINAL | SELECTED | ORIGINAL | SELECTED | ORIGINAL
Gr 2 ~ level stories PAM PAM BIRDS BIRDS BRAD
KR 14 0,750 0,708 0,712 0,699 0,614
Error of 1,484 1,355 1,542 1,393 1,583
measurement 11,3% 11,6%
KR 8 0,790 0,762 0,757 0,754 0,681
Standard 2,971 2,508 2,873 2,541 2,548
deviation
Mean 97 69,3% 8.8 730% 194 067,1% |85 7038 7.6 543%
14 12 14 12 14
ORIGINAL | SELECTED | ORIGINAL | SELECTED | ORIGINAL
Gr 3 - level stories BOB BOB MATT MATT ROB
KR 14 0,597 0,660 0,706 0,723 0,616
Error of 1,724 1,242 1,578 1,230 1,519
measurement 12.4% 12.3%
KR 8 0,671 0,733 0,770 0.780 0,691
Standard 2,716 2,129 2,911 2,333 2,450
deviation
Mean 10360,1% |73 73.,0% [10.1 394% |73 73,0% (95 559%
17 10 17 16 17

(d  Reliability

As was discussed in Chapter 2, the validity of a test is limited by its reliability. Whereas a

valid test is necessarily reliable, a reliable test is not always a valid one.
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For the purpose of the research the KR-8 and KR-14 formulas were applied to establish

the reliability coefficients and the standard error of measurement. It should be remembered
that although the KR-formulas are regarded the best formulas to judge reliability, they tend to
produce an underestimate of the reliability coefficient if the items are not homogeneous, and
also if the difficulty values of the tests are not the same. Owen (1996:63) declares that an
instrument with a reliability coefficient of 0,600 could provide useful information when
interpreted with care and expertise, but mentions instances where a reliability coefficient as

low as 0,300 provided useful information.

In Tables 3.5 and 3.6 it can be seen that the KR-8 reliability coefficients of the selected items

of the diagnostic reading materials, Lef us Read, were all above 0,600.

The reliability coeffictents for the selected items range from:
0,624 to 0,813 (Form X, sub-sets 1 — 11)

0,673 to 0,829 (Form Z, sub-sets 1 — 11)

0,751 to 0,782 (Gr 1 story-level}

0,772 to 0,802 (Beyond gr 1 story-level)

0,754 to 0,762 (Gr 2 story-level)

0,733 to 0,780(Gr 3 story-level)

The diagnostic reading materials developed in this research could therefore be regarded as
providing useful and reliable information regarding the reading competencies of beginning

readers.

(e) Standard error of measurement

The standard error of measurement (SEM) expresses the reliability of the instrument in
another way — the higher the SEM the higher the fluctuation of the learner’s scores, and the
less reliable the test. In Tables 3.5 and 3.6 it can be seen that the standard error of

measurement for the diagnostic reading matenials could be regarded as satisfactory:

Form X sub-sets 1 — 6 60 selected items SEM ranges between 9,1% - 12,7%
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Form Z sub-sets 1 — 6 60 selected items: SEM ranges between 9,2% - 11,3%

Form X sub-set 7 9 selected items: SEM  8,5%

Form Z sub-set 7 9 selected items: SEM  9.,7%

Form X sub-set 8 5 selected items: SEM 13,5%

Form Z sub-set 8 5 selected items: SEM 13,5%

Form X sub-set 9 7 selected items: SEM 122%

Form Z sub-set 9 7 selected items: SEM 11,5%

Form X sub-set 10 6 selected items: SEM 16,3%

Form Z sub-set 10 6 selected items: SEM 16,8% pr—
Form X sub-set 11 4 selected items: SEM 21,1% ‘
Form Z sub-set 11 4 selected items: SEM  20,1%

Gr 1 level stories 8 selected items each: SEM ranges between 14,1%-15,1%

Ben; Tub

Beyond gr 1 level stories 7 selected items each: SEM ranges between 14,1%-14,6%
Lu and Jo; Jim

Gr 2 level stories 12. selected items each: SEM ranges between 11,3%-11,6%
Pam,; Birds

Gr 3 level stories 10 selected items each; SEM ranges between 12,3%-12,4%
Bob; Moatt

') Mean and Standard deviation

In Table 3.5 indicates that Form X had one sub-set with a mean of above 90%, seven

sub-sets with means between 80-89%, two sub-sets with means between 70-79% and i
one sub-set with a mean below 70% (67,5%), whilst Form Z had eight sub-sets beteen
80-89%, two sub-sets with means below 70% {66,7%). However, it is clear that the
sub-sets are not totally parallel, with the difference between means of the same sub-

sets on Form X and Z varying between 2% and 7%.

The Grades 1 and 3 level stories had the same mean for both stories (respectively

62,5% and 73,0%), as indicated in Table 3.6, The beyond Grade 1-level stories had
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means of respectively 72,9% and 70,0%, whilst the Grade 2 stonies had means of

73,0% and 70,8%. For the stories on the same grade level, the difference in means

varies between 0,0% and 2,9%, which could be accepted as satisfactory.

Tables 3.5 and 3.6 indicate that the differences in standard deviation of sub-sets Al-11
(Forms X and Z) as well as the stories vary between 0,000 and 0,444, The differences
between the standard deviation is 0,0 for one sub-set; between 0,022 and 0,093 for six
sub-sets; 0,106 for one sub-set; between 0,206 and 0,298 for four sub-sets; between

0,324 and 0,349 for two sub-sets and 0,444 for one sub-set.

(g)  Difficulty level

Table 3.7 indicates that 88% of the items dealt with by Grade 2 learners in the sub-sets 1- 11
on Form X and 8/7% on Form Z ranged between 70 — 99%. However, performance was
notably poorer in the comprehension questions on the stories, suggestiﬁg that the questions
should be simplified: For the story Ben and Ken, only 25% of the questions were answered
correctly by 70 - 79% leamers and 50% of the questions drew only 50 — 59% correct
responses, with a mean of 62,5% (Table 3.5). For Tub and Tod 12,5% questions fell in the
range 70 — 79%, 37,5% in 60 — 69% and 50% in 50 — 59%, with a mean of 62,5% (Table
3.5).

The stories developed to be more advanced, Lu and Jo and Jim, drew better following
performances by Grade 2 learners, with a mean of 72,9% for Lu and Jo and 70,0% for Jim,
the latter even having a question in the 90 — 99%, difficulty range and only one in 50 — 59%.

Judging by the performance profile of the Grade 3 and 4 learners, they appear decidedly more
at ease with comprehension tasks, and the Lef us Read materials appear correspondingly more
appropriate. For both the Grade 2 level stonies (read by Grade 3 leamners) 58,33% of the
questions fell in the 70 — 89% range, and the Grade 4 learners obtained a mean score of 73%

for both the Grade 3 stories (Table 3.6).
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TABLE 3.7 Difficulty levels : Number of items per 10% -range

iffic Eas

:g % Difficult y

TR0 -49% [ 50-59% 60 — 69 % 7079 % 80 — 89 % 90 - 99 %
Materials
Sub-set 1 10 - - - - | 1 i i 3 4 5 4
Sub-set 2 10 - - - - i 2 3 & 1 2 3
Sub-set 3 10 - - - 1 i - i 2 4 4 4 3
Sub-set 4 10 - - - - - - 1 - 7 6 2 4
Sub-set 5 10 - - - - - - 3 2 3 6 i 2
Sub-set 6 10 - - i - 3 4 3 i 2 2 ! 3
Sub-set 7 9 - - - - - - 1 4 4 5 4
Sub-set 8 5 - - - 1 - B i - 3 2 i 2
Sub-set 9 7 - - - - “ i - i 6 2 1
Sub-set 10 | 6 - - 2 3 2 i 1 2 i - -
Sub-set 11 | 4 - - ] i 1 1 i i - i -
Sub-sets - ¥ 3 G 9 16 i4 4{} 37 24 16
1-11 91
(%) - - 71 3.4 G4 9.9 176 154 | 444 40,7 264 28.6
Grl
Ben & - - 4 - 2 - 2 - - - - -
Ken 8
Tub & Tod | 8 - - - 4 - 3 - 1 - - - -
Bevond Grl .
Lu & Jo 7 - - - - 3 - 3 - - -
Jim 7 . - : i - 3 - 2 - - - i
Gr2
Pam 12 - - 2 - 3 - 2 - ] - -
Birds 12 - i - i - 3 5 2 -
Gr 3
Bob 10 - - 2 - 2 - 2 4 - -
Matt 10 - - - b - - - o - 2 -

The difficulty values of the various subsets are therefore not homogeneous and this factor
would obviously lead to an underestimated reliability coefficient. The comprehension

exercises especially require some adaptations.

(h) Discrimination indices (item - crilerion correlations)

Owen (1996:102) describes the perception of Cronbach that, since the reading abilities of no
learner are homogeneous, it is not an indication of test content failure when some items have a low

item correlation.

Table 3.8 contains a summary of the discrimination indices or the item - criterion correlations

of the entire set of diagnostic reading materials. The table indicates how many items per sub-
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set of the different forms (X and Z), as well as the various stories have item - criterion

correlations below 0,189; 0,190 - 0,199; 0,200 - 0,299; 0,300 — 0,399; 0,400 — 0,499 and
above 0,500.

TABLE 3.8 Index of Discrimination

w Below Between Between Between Between Above
§ 0.189 0,190-0,199 | 0,200 -0,399 | 0,300 0,399 | 0,410--0,499 | 0,500
PR LT N R P e
— ., R Tiems items items
revision Tevision
Gr! X é X Vs X 7 X Z b3 vé by 7
Materiais
Sub-set 1 10 P 1 - - G 3 Z 3 - i 2
Sub-set 2 10 - - . - ] - 2 3 3 4 3
Sub-set 3 10 - - 2 7 4 ] 3 ] - -
Sub-set 4 10 - 3 - 2 3 2 4 3 - 3 -
Sub-set 5 10 H - - 3 4 3 kil i ; i
Sub-set 6 10 - - 2 5 5 | 2 1 - -
Sub-set 7 9 - ] - 5 3 - 2 4 -
Sub-set 8 5 - - 3 3 2 1 - 1 -
Sub-set 9 7 i - - - 3 3 2 3 1 1 - -
Sub-set f - - - Z ) E 4 - - -
10 6
Sub-set 2 1 - - i 2 H - - - -
11 4
Sub-sels
F11 a1 i G ; 4 % 31 33 29 1t 14 ¢ 7
(%6) P10 6,63 PO% |44 418 [ 341 2531319 12,1 154 6.6 | 717
Gri
Ben & - - - - 3 - ! - 2 - 2 -
Ken 8
Tub & - - 3 “ 2 - 3 - -
Tod 8
Beyond Gr 1
Lué& Jo 7 - - - - i - 2 - 2 - 2 -
Jim 7 - - : 1 3 - i 2
Gr 2
Pam 12 B - i - ] - 5 - 4 - - -
Birds 12 - - - i . 3 - 5 - 3 - -
Gr3
Bob 10 - - - - 4 - 5 - i - - - PR
Matt 0 |- 1 : - - 2 - 4 e L

Form X contains 44% of items which qualify as good, 41,8% as satisfactory and 14,2% which
require revision. On Form Z 55% of the items are good, 34,1% are satisfactory and 10,9%
require revision. In the stories for the Grade 1 level, 62,5% of the items are good and 37,5%
are satisfactory. In the stories beyond the Grade 1 level, 85,7% of the items are good and
14,3% are satisfactory. In the Grade 2 stories 70,8% items are good, 16,7% are satisfactory

and 12,5% require revision. In the Grade 3 stories 70,0% items are good, 20,0% are
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and 12,5% require revision. In the Grade 3 stories 70,0% items are good, 20,0% are

satisfactory and 10,0% require revision.

It could therefore be concluded that the diagnostic reading materials discriminated well. The
small percentage of items below 0,200 were reconsidered and adapted as necessary, or

rejected.

(1) Distribution of errors per error type

Let us Read would not truly be suitable for diagnostic use if interpretation is based on the
scores alone. Contemplating the frequency distribution of the various possible errors

represented by the distracters could significantly enhance the value of the materials.

The frequency distribution per error type, discussed in Tables 3.9 — 3.28, could support an
interpretation distinguishing between what could be regarded as a “normal” amount of error
for learners in the Foundation Phase and what might raise concern as an indication of a
possible reading difficulty.

Figure 3.2 contains the error types and number of possible errors per type for Forms X and Z.

FIGURE 3.2: Number of errors per error type

X X Z Z

Error type Possible MZﬁ:;Sum Possibic Miﬁ::_sum
€ITOTS EITors
_ made made

(1) Letterreversalsbxdxpx g 22 5 25 9
(2) Letterreversals (txf wxm; nx o 3 1 7 3
(3) Word reversals (on X no) 23 4 19 5
(4) Sequence crrors pets x pest 33 10 33 9
(5) Visual discrimination (n x m) 9 3 7 2
(6) Auditory difficulties 76 23 73 22
(7) Digraphs th x wh x ch x sh 14 4 16 6
(8) Schemata 29 7 30 7
(9) Lexicon (meaning vocabulary} 21 6 18 7
(10) Comprehension errors 93 18 93 17
Total possible erross (1-10) 323 321

It should be remembered that the learners who were assessed were in February or even March
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of the grade subsequent to that targeted by the materials. The differences in the maximum

possible number of errors per error type would seem to indicate that Forms X and Z are not
totally parallel for all error types. The high level of comparability between the maximum
errors actually made on those error types which do approximate each other closely in number
(i.e. No’s 4,6,8 and 10) would suggest it a worthwhile exercise to equalise the possible error

numbers per error type in the final version.

The frequency distribution analysis of the vanious error types in the paragraphs for Grade 1

and beyond Grade ! level accidentally failed to include all learners in the sample. Information

on these stories will therefore not be used.

(i) Grade 1 level materials: Perceptual ervors per ervor type

TABLE 3.9a: bxd x p x g reversals — Form X

Errors/learner Cumulative
Sub-set 1 -6 Frequency Percentage Cumulative frequency percentage
0 66 35,1 66 35,1
1 51 271 117 62,2
2 36 19,1 153 81.4
3 14 7.4 167 88,8
4 10 53 177 94.1
5 11 5,9 188 100,00
TABLE 3.9b: b xdxp x g reversals - Form Z
Errors/learner Cumulative
Sub-set 1 - 6 Frequency Percentage Cumulative frequency percentage

0 1 0,6 1 0,6 .
1 56 35,2 57 35,8 §
2 43 270 100 62,9 f
3 29 182 129 81,1 —
4 12 7.5 141 88.7 —
5 11 6,9 152 95,6
6 4 2,5 156 98,1
7 1 0,6 157 98,7
8 1 0.6 158 99.4
9 1 0,6 159 100,00

Not surprisingly, b x d x p x g letter reversals still occurred rather frequently among these Grade 2

learners, with 5,9% leamers making 5 such reversals each on Form X, and 4,3% leamners between
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six and nine errors on Form Z. Whereas 35,1% learners had no b x d x p x g reversals on Form

X, only a very small number (0,6%) on Form Z succeeded in steering safely through these pitfalls.

The reason for the large discrepancy in the performance of the learners on the two forms is not

clear.

Judging by the large number of learners (81,4% and 81,1%) who succeeded in committmg only
two (Form X) or three (Form Z) errors and the clear change in the pattern of the frequency

distribution at these points, it would seem safe to say that learners in early Grade 2 who make four

or more b x d x p x q errors on sub-sets 1 ~ 6 might require preventative learning support.

TABLE 3.10a: fxt; nxu; wxmreversals - Form X

Errors/learner Cumulative
Sub-set 1 — 6 Frequency Percentage Cumulative frequency percentage
0 177 94.1 177 94,1
1 11 59 188 100,00
TABLE 3.10b: fxt; nxu; wxm reversals - Form Z
Errors/learner Cumnlative
Sub-set 1— 6 Frequency Percentage Cumnulative frequency perceniage
0 113 71,5 113 71,5
1 39 247 152 96,2
2 5 3,2 157 99.4
3 1 0.6 158 100,00
TABLE 3.10c: fx t reversals - Ben and Tub
Errors/learner Cumulative
Sub-set 1— 6 Frequency Percentage Cumulative frequency percemntage
0 174 92,1 174 92,1 :
1 15 7.9 189 100,00 i

The occurrence of £ x t; w x m and n x u letter reversals was less common and was almost
exclusively observed in consonant blends such as tlat for flat (Table 3.3). It would therefore

seem that even a single reversal of this nature at the Grade 2 level should be taken to indicate

a need for learning support.




TABLE 3,113: Word reversals — Form X
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Errors/learner Cumulative
Sub-set 1 — 6 Freguency Percemtage Cumulative frequency percentage
0 108 57.4 103 57.4
1 52 27,7 160 85,1
2 20 10.6 180 95,7
3 6 32 186 98,9
4 2 1,1 188 100,00
TAEBLE 3,11b: Word reversals - Form Z
Errors/learner ‘ Cumulative
Sub-set 1 —6 Freguency Percentage Cumuiative frequency percentage
0 101 63,5 101 63,5
1 35 22,0 136 85,5
2 17 10,7 153 96,2
3 5 3,1 158 99,4
5 1 0,6 159 100,00

Word reversals (saw/was) on the other hand, occurred more frequently, with the bottom

4,3% of learners making between three and four errors on Form X and the bottom 3,7%
making between three and five errors on Form Z, and a further 10,6 (X) and 10,7 (Z) leamers
making two word reversals. The fact that 27,7% (Form X) and 22,0% (Form Z) of learners

had one word reversal might suggest that isolated word reversals could still be expected early

in Grade 2.

TAELE 3.12a: Letter sequence - Form X

Errors/learner Cumulative
Sab-set 1 —6 Frequency Percentage Cumulative frequency percentage

0 30 16,0 30 16,0

1 40 21,3 70 37,2

2 35 18,6 105 55,9

3 32 17,0 137 72.9

4 18 9.6 155 324

5 16 8,5 171 91,0

6 5 2.7 176 93,6

7 6 3,2 182 96,8

8 1 0,5 183 97.8

9 1 0,5 184 97.9

10 4 21 188 100,0
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TABLE 3.12b: Letier seguence - Form Z

Errors/learner Cumuiative
Sub-set 1 — 6 Frequency Percentage Cumulative frequency percentage
0 1 0,6 1 0.6
1 20 12,7 21 13,4
2 45 28,7 66 42,0
3 32 20,4 98 62,4
4 28 17.8 126 30,3
5 16 10,2 142 90,4
6 9 57 151 94,2
7 3 L9 154 98.1
8 1 0,6 155 98,7 :
9 2 1,3 157 " 100,00 S
TABLE 3.12¢: Letter Sequence — Lu and Jo and Jim
Errors/learner Cumulative i
Sub-set 7 - 11 Freguency Percentage Cumulative frequency percentage
0 137 81,1 137 811
1 27 16.0 164 97,0
2 4 2.4 168 994
3 1 0.6 169 100,00

Letter sequence errors (post X pots x stop X tops) often occurred, with respectively the bottom

6,3% and 3,8% learners on Forms X and Z making more than seven such errors. A similar

discrepancy as with the b x d x p x q letter reversals was noted, since only 0,6% learners made

no sequence error on Form Z, compared with 16,0% on Form X. A further 77,7% learners
made between one and six letter sequence errors on Form X, and 95,5% learners made e

between one and six letter sequence errors on Form Z.

The frequency distribution was also analysed for the stories Lu and Jo, and Jim.

Looking at the performance on the stories, context would seem to support the learners to
avoid making letter sequence errors. No errors were made by 81,1% learners, and only one
error was made by a further 16,0%. A clear cut-off point in terms of frequency of error again

puts two to three errors in the 3% specific learning disability category.




More than one letter sequence error in context thus seems to be an indication of a need for
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learning support, and in Forms X and Z more than four such errors would be an indication of a

need for preventative learning support.

TABLE 3.13a: Visual discrimination - Form X.

Errors/learner Cumulative
Sub-set 1—6 Frequency Percentage Cumulative frequency percentage
0 152 80,9 152 80,9
1 32 17.0 184 97,9
2 3 1.6 187 99.5
3 1 0,5 188 100,0
TABLE 3.13b: Visval discrimination - Form Z
Errors/learner Cumulative
Sub-set 1 —6 Frequency Percentage Cumulative frequency percentage
0 141 88,7 141 88,7
1 15 94 . 156 98.1
2 3 1.9 159 100,0

Learners from the sample did not seem to have visual discrimination difficulties. On Form
X, the bottom 2,1% of the learners made two and three errors and 17,0% had one error;

80,9% made no mistake at all. Form Z showed comparable results: The bottom 1,9% had
three errors and 9,4% had one error; a high 88,7% learners had no visual discrimination error
at all. It should thus be regarded as a significant indication of a possible difficuity if even one

visual discrimination error occurs in Grade 2.

TABLE 3.14a: Recognition of digraphs th x wh x sh x ch - Form X

Errors/learner Cumulative
Sub-set 1 —6 Fregquency Fercentage Cumulative frequency percentage
0 122 64.9 122 64,9
1 30 16,0 152 80,9
2 20 10,6 172 91,5
3 9 4.8 181 96,3
4 7 3.7 188 106,00
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Ervors/icarner Cumulative
Sub-set 16 Frequency Percentage Cumulative frequency percentage
0 16 10,1 16 10,1
1 85 53,5 101 63,5
2 25 15,7 126 79.2
3 19 11,9 145 91,2
4 9 5,7 154 96.9
5 3 1,9 157 98,7
6 2 1,3 159 100,00

Only the top 10% learners on Form Z recognised all digraphs correctly, whereas 64,9%

learners were successful with all items on Form X. The reason for the discrepancy is not clear.

A more comparable statistic is the top 80,9% of learners on Form X who had only one error

and the top 79,2% of learners who had 0-2 errors on Form Z, The bottom 3,7% learners with

four digraph errors on Form X and 3,2% on Form Z with five or six might again represent the

international figure for specific learning disability.

TABLE 3.15a: Auditory analysis and synthesis - Form X

Errors/learner Cumulative
Sub-sct 16 Frequency Pcrcentage Cumulative frequency percentage
0 23 122 23 122
1 23 12,2 46 245
2 28 14.9 74 39.4
3 27 14,4 101 53,7
4 28 14,9 129 68,6
5 16 8,5 145 77.1
6 8 43 153 81,4
7 13 6,9 166 88,3
8 4 2.1 170 90,4
9 6 3,2 176 93.6
10 2 1,1 178 94,7
11 1 0,5 179 95,2
12 2 1.1 181 96,3
13 2 1,1 183 97,3
15 2 1,1 185 98,4
17 1 0,5 186 98,9
21 1 0,5 187 99,5
23 1 0,5 188 1000
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TABLE 3.15b: Auditory analysis and synthesis - Form Z

Errors/iearner Cumulative
Sub-set 1 —6 Frequency Percentage Cumuiative frequency percentage

0 1 0.6 1 0.6

1 23 14.6 24 ' 15.2

2 33 20.9 57 36.1

3 25 15.8 82 519

4 20 12.7 102 64.6

5 9 57 111 70.3

6 15 9.5 126 79.7

7 6 38 132 83.5

8 4 23 136 86.1

9 8 5.1 144 91.1

10 4 ~2.5 148 93.7

11 5 32 153 96.8

12 3 19 156 98.7

13 I 0.6 157 99.4

22 1 0.6 158 100.00

Auditory analysis and synthesis difficulties would appear to be common, with respectively only
12,2% (Form X) and 0,6% (Form Z) making 1o error. The top 39,4% of learners on Form X and
36,1% on Form Z made two or less errors. The bottom 9,6% of learners on Form X had between
nine and twenty-three errors, and the bottom 8,9% on Form Z had ten to twenty-two. The data
would seem to suggest that learners found it especially difficult to omit or add a sound to a word

and to blend consonants.

(ii) Grade 1 level materials: Higher-order cognitive skills

TABLE 3.16a;: Schemata - Form X

Errors/learner Cumulative
Sub-set 7 - 11 Fregucncy Percentage Cumulative frequency percentage

0 42 22,1 42 22,1 |
1 50 26,3 92 48 4 L
2 39 20,5 131 68,9
3 24 12,6 155 81,6
4 17 3.9 172 90,5
5 11 5.8 183 96,3
6 5 2,6 188 98,9
7 2 1.1 190 100,00




TABLE 3.16b: Schemata — Lu and Jo and Jim
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Errorsflearner Cunmulative
Sab-set 7 — 11 Frequency Percentage Cumuiative frequency percentage
0 130 76,9 130 76,9
2 35 20,7 165 97.6
4 4 2.4 169 100,0

Utilisation of schemata can only be discussed for Form X since the results seem to have been

accidentally duplicated for Form Z. The bottom 3,7% leamers had six to seven errors on discrete

items because they were unable to utilise their schemata effectively. The next 5,8% (cumulative

perceritage 9,4%) had five errors and a further 8,9% (cumulative percentage 18,3%) had four

errors related to schemata. Only 48,4% had O - 1 error.  Looking at the performance on the

stories, context would, however, seem to support the utilisation of schemata: No errors were made

by 76,9% learners, and one error was made by 20,7%. The bottom 2,4% of learners made four

EITOoTrS.

TABLE 3.17a: Vecabulary - Form X

Errors/learner Cumulative
Sub-set 7 —9 Frequency Percentage Cumulative frequency percentage
1 2 1,1 2 1,1
2 83 43.9 85 45,0
3 68 36,0 153 81,0
4 28 14,8 181 958
5 7 3,7 188 99,5
6 1 0,5 189 100,00
TABLE 3.17b: Vecabulary - Form Z
Errors/learner Cumulative
Sub-set 7—9 Frequency Percentage Cumulative frequency percentage
0 63 39,6 63 39,6
1 42 26,4 105 66,0
2 28 176 133 83.6
3 16 10,1 149 93,7
4 7 4.4 156 98,1
5 1 0,6 157 98,7
7 2 1,3 159 100,00

In the frequency distribution analysis of errors regarding meaning vocabulary or lexicon, the
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bottom 4,2% learners experienced difficulties with 5 — 6 questions on Form X, and 1,9%

with 5 — 7 questions. on Form Z.

No separate analysis could be made for L1 and L2 speakers on account of sampling

deficiencies, which is a serious shortcoming in this research.

TABLE 3.18a: Comprehension - Form X

Errors/learner Cumuiative
Sub-set 7 —11 Frequency Percentage Cumulative frequency percentage

0 8 42 8 42

1 20 10,6 28 14,8

2 33 17,5 61 32,3

3 24 12,7 85 45,0

4 22 11,6 107 56,6

5 19 10,1 126 66,7

6 17 9,0 143 75,7

7 18 9,5 161 85,2

8 6 3,2 167 88 4

9 2 1.1 169 89,4

10 6 3,2 175 92.6

11 3 1.6 178 942

12 3 1,6 181 95 8

13 2 1,1 183 96,8

15 1 0,5 184 97,4

17 4 2,1 188 99,5

18 1 U] i89 100,00
TABLE 3.18b: Comprehension - Form Z

Errers/learner Cumulative
Sub-set 7 — 1 Frequency Percentage Cumulative frequency percentage

0 5 32 5 3,2

1 18 11,3 23 14,5

2 21 13,2 44 27.7

3 23 14.4 67 421

4 19 12,0 86 54,1

5 15 9.4 101 63.5

6 17 10,7 118 74,2

7 14 8,8 132 83,0

8 8 5.0 140 88,0

9 3 1,9 143 89,9

10 3 1.9 146 91.8

11 3 1.9 149 93,7

12 2 13 151 95,0

13 2 13 153 96,3

15 1 0,6 154 96,9

16 4 2,5 158 99.4

17 1 0.6 159 100,0
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Forms X and Z appear to compare very well for comprehension difficulties on discrete items.
The bottom 2,6% and 3,1% learners on respectively Form X and Z made more than seventeen =
(X) or sixteen (Z) errors and would seem to experience severe reading comprehension
difficultics. A further 4,8% (cumulative frequency 7,4%) on Form X and 5,1% (cumulative
frequency 8,2%) on Form Z made 11 - 15 errors. The top 14,8% (Form X) and 14,5% (Form

Z) made 0 — 1 errors.

(iti)  Grade 2 materials (Stories): Perceptual skills _

TABLE 3.19a: b x § x p x g reversals — Grade 2 stories : Pam and Birds

Grade 2 level
stories Cumulative R
Errors/learner Frequency Percentage Cumulative frequency percentage
0 177 94,1 177 94,1
1 11 5.9 188 100,0
TABLE 3.19b: fx t, n x u, w x m reversals — Grade 2 stories : Pem and Birds
Grade 2 tevel
stories Cumulative
Errors/learner Frequency Percentage Cumulative frequency percentage
0 175 93,1 175 93,1
1 13 6,9 188 100,0

The learners in the sample were all in February of their Grade 3 school year. It appears
significant that respectively 5,9% and 6,9% learners still made a single bxd x p x g and/or
txf wxm, nx u letter reversal, whilst the rest made no reversal of any kind. Learners who

make even one letter reversal at this stage should be watched carefully, since this error type

was so uncommon on these diagnostic reading matenials.

Table 3.20: Sequential errors - Grade 2 stories : Pam and Birds

Grade 2 level
stories Cumulative
Errors/learner Frequency Percentage Cumulative frequency percentage
0 136 72,3 136 72,3
1 41 21,8 177 94.1
2 10 5,3 187 99.5
3 1 0,5 188 100,0
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Regarding sequential errors (e.g. lots x lost), 0,5% learners made as many as three and 5,3%
made two. Only 72,3% learners made none at all. It could be deduced that this is a skill stili
requiring attention in reading instruction at this level. An occasional letter sequence error
should apparently not be regarded as a significant indicator of reading difficulty early in
Grade 3.

TABLE 3.21: Visual discriminatien - Grade 2 stories : Pam and Birds

Grade 2 level

stories Cumulative
Errors/iearner Frequency Percentage Cumulative frequency percentage

0 82 43,6 82 43,6

1 71 37.8 153 81,4

2 26 13,8 179 95,2

3 8 4.3 187 99.5

4 1 0,5 188 100,0

Visual discrimination errors (slight differences in words or letters, e.g. feathers x fathers, west

x vest) would also seem still to be relatively common at this grade level. Only 43,6% learners
made no visual discrimination error and 4,8% made as many as 3 — 4. The data suggest that

the occasional visual discrimination error should be accepted as normal.

(ivi  Grade 2 level materials: Higher-order cognitive skills

TABLE 3.22: Making inferences - Grade 2 stories : Pamn and Birds

Grade 2 level
stories Cumulative
Errors/learner Frequency Percentage Cumulative frequency percentage
0 4 2.1 4 2.1
1 48 25,5 52 277
2 44 23,4 96 51,1
3 42 223 138 73,4
4 24 12,8 162 86,2
5 18 9.6 180 95,7
6 6 32 186 98,9
7 1 0,5 187 99,5
8 1 0,5 188 1000

Making inferences would presently seem a too advanced skill for most learners early in this grade

level, since only 27,7% succeeded in making O — 1 error and 71,2% made 1 — 3 errors (respectively
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25,5%, 23,4% and 22,3% of the leamers). The bottom 4,2% leamers made 6 — 8 errors. It

could perhaps be concluded that the development of inferential skill receives limited attention in
learning facilitation at this stage. This is certainly a cognitive skill which should be emphasised.
Teachers should be guided in how to teach their learners to read strategically and make inferences.

TABLE 3.23: Utilising schemata - Grade 2 stories : Pam and Birds

Grade 2 level
stories Cumulative
Errers/icarner Frequency Percentage Cumulative frequency percentage
0 8 4.3 8 4,3
1 75 39,9 83 441
2 43 229 126 67.0
3 37 19,7 163 86,7
4 18 9.6 181 96,3
5 6 3,2 187 99,5
6 1 0,3 188 100,0

The utilisation of schemata likewise would seem to present some difficulty for the majority of
learners in early Grade 3. Only 44,1% learners made 0 — 1 error. On the reading difficulty side of
the scale, 3,7% made 5 — 6 errors. Facilitation in the skill of utilising pre-knowledge would seem

recormumended.

TABLE 3.24: Langunage - Grade 2 stories : Pam and Birds

Grade 2 level
stories Cumulative
Errors/learner Frequency Percentage Cumulative frequency percentage
0 52 27.7 52 27,9
1 50 26,6 102 54,3
2 44 23,4 146 77,7
3 26 13,8 172 91,5
4 9 4,8 181 96,3
5 6 3,2 187 99.5
6 1 0,5 188 100.0

Language errors noted in the Grade 2 stories pertain to the understanding of idioms (e.g. a

blue eyed boy) or lexicon (e.g. helpless, stalks etc). The possibility of a somewhat slight

reflection of the L1 : L2 proportion in the sample of this group (61,2% : 38,8% - Table 3.1)
still merits some consideration on the grounds of the cut between the frequencies for two and

three errors (0 errors - 27,7%; 1 error - 26,6%; 2 errors - 23,4% <> 3 errors; 13,8%).
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1.2 difficulties as well as language disability might be contained in the lower 3,7% indicated

by 5- 6 errors.

(v) Grade 3 materials (Stories): Perceptual skills

TABLE 3.25: Visual diserimination - Grade 3 stories ; Bob and Matt

Grade 3 level
stories _ Cumulative
Errors/learner Frequency Percentage Cumulative frequency percentage
0 135 79.4 135 79.4
1 32 18 8 167 982
2 3 1.8 170 100,0

It should be noted that the learners who constituted this sample were all in February - March

of their fourth school year.

The frequency distribution pattern leaves little doubt that the 1,8% Grade 4 learners who made two
visual discrimination errors are contending with a learning and reading problem, but the teacher

would be wise also to pay special attention to the 18,8% learners who made one error.

(vi)  Grade 3 level materials : Higher-order cognitive skills

TABLE 3.26: Making inferences - Grade 3 stories ;: Bob and Matt

Grade 3 level
stories Cumulative
Errors/learner Frequency Percentage Cumulative frequency percentage
0 32 19,9 32 19,9
1 35 21,7 67 41,6
2 34 21,1 101 62.7
3 25 15,5 126 78,3
4 17 10,6 143 88,8
5 6 3,7 149 92.5
6 5 3.1 154 95,7
7 3 L9 157 97,5
8 3 1,9 160 99.4
9 1 0.6 161 1000

The learners in this age group also seemed to find it difficult to answer inferential questions. Only
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41,6% learners had 0 — 1 error. A rather considerable proportion (11,2%) had five or more

errors and 2,5% had as many as 8 - 9.

TABLE 3.27: Utilising schemata - Grade 3 stories : Bob and Matt

Grade 3 evel
stories Cumulative
Frrorsfiearner Frequency Percentage Cumulative frequency percentage
0 76 472 76 472
1 60 37.3 136 845
2 21 13,0 157 97.5
3 4 2.5 161 100.0

As with the learners assessed on the Grade 2 stories, a considerable mumber of these learners

(15,5%) apparently failed to use their pre-knowledge, or indeed demonstrated some lack of

pre-knowledge. These statistics confirm the need to pursue possibly context-related factors in

higher-order reading incompetence of South African learners, using the Let us Read materials

in comparative research.

TABLE 3.28: Language - Grade 3 stovies : Bob and Mait

Grade 3 level
stories Cumulative
Errors/learner Frequency Percentage Cumulative frequency percentage
0 28 17,5 28 17,5
1 41 25,6 69 43,1
2 47 29.4 116 72,5
3 18 11,3 134 83.8
4 16 10,0 150 93,8
5 9 56 159 99.4
6 1 0.6 160 100,0

These data on discrete items of language knowledge (Table 3.28) would seem to reflect the
L1 : L2 proportion of the Grade 4 sample (68,8% : 31,2% - Table 3.1) more closely in the cut

between two errors (72,5%) and three or more errors (27,5%) and the frequency pattem of O

errors - 17,5%;

1 error - 25,6%;
sample on Grade 2 stories (Table 3.24) .

2 errors - 29,4% <> 3 errors - 11,3% than with Grade 3

______________________________
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3.3 CONCLUSION

In Chapter Three the statistical properties of the experimental application of the diagnostic
reading materials, Lef us Read, Forms X and Z, and the various stories on each grade level,

were examined.

The performance of a limited sample of learners in early Grade 2 — 4 was analysed in order to
make an item selection and to observe the characteristics regarding reliability and validity of
the diagnostic tool. The means, standard deviations, errors of measurement and the item
correlations and item discrimination values were discussed, and the frequency distribution of

errors per specific error type was discussed.
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CHAPTER FOUR
SUMMARY, LIMITATIONS OF THE RESEARCH, FINAL CONCLUSIONS AND

RECOMMENDATIONS
4.1 SUMMARY AND CONCLUSIONS OF INVESTIGATION

4.1,1 Orientiation

The research was undertaken because a need exists for diagnostic English reading materials

for South African learners in the Foundation Phase.

The ultimate aim of the research was to develop a valid, reliable and practical diagnostic
reading tool with appropriate sub-sets at the appropriate levels for our heterogenous
population of South African learners in Grades 1 - 3. This tool has specifically been designed
to be used by the regular class teacher to direct the planning of further facilitation of language

development and learning support where reading difficulties become apparent.

4.1.2 Summary

In Chapter One the place of reading and the importance of the early identification of learners
with a reading difficulty were discussed; the statement of the problem emphasised the need for
the design and development of diagnostic English reading materials on the one hand, but also
gave some vision of the complexity of the task of designing a reading tool that would fulfill the

aim of the research. An integrative approach to theory, praxis and practice was envisaged.

The theoretical issues concerning various models and theories of beginning reading and the
principles of conventional and authentic reading assessment, existing instruments of reading
assessment and test development were examined by means of a review of the recent, relevant
literature in Chapter Two. Green print indicated the integration of praxis and practice with

theory and red print indicated the requirements or criteria to consider in the test design.

The outcome of the above-mentioned integration was a set of diagnostic English reading

materials and a manual for its experimental application (Ler us Read : Experimental
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Regarding the practicability of the materials, the original set and also the selected items for

the proposed adaptation were found to be practical and cost-effective, and to assist the regular
class teacher in the timeous identification of learners with possible reading difficulties and a
better understanding of the reading performance of learners. The participating teachers were
all experienced teachers, yet commented freely that afler observing their learners’ test
behaviour and performance and the diagnostic analysis of their incorrect responses, they
understood the learners and their reading behaviour better, and they expressed the wish to
have the materials at their schools. et us Read supports the process of authentic, formative,
continuous and dynamic assessment, helping teachers to verify their identification of learners
with possible reading difficulties. Teachers should be encouraged to apply the diagnostic
assessment model of the materials in analysing and interpreting their learners’ performance in

class generally.

However, while the materials were experimentally administered, the researcher observed the
behaviour of those learners, and noted that a small group seemed to find the reading tasks
very difficult. The researcher would have preferred to assess these learners individually, not
only to do an oral reading exercise, but also to obtain information regarding the written
performance. Teachers admittedly do listen to the reading of each learner individually from
time to time, but the text could have been memorised. It is expected that some learners would
still need to be assessed by reading experts. Since no South African based diagnostic English
reading assessment tool suitable for all learners exists, development of a further tool for

individual application should be recognised as a necessary culmination of the present research,

A tool containing a written exercise and a text with questions for oral reading was mdeed
designed, but not experimentally administered. It has been included in the manual of the set of
materials submitted to the examiners under separate cover. It is recommended that these tests

be used in a future study.
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4.2.2 The experimental application

(1)  The sample selection

Since it was not possible to draw a scientifically stratified and randomly selected national
sample, the administration of Lef us Read to four schools only must be viewed as no more

than an experimental application.

Although the experimental application and the statistical analysis of the data provided useful
information and it was possible to perform an item selection, the reliability of the data was
obviously compromised, and trends could only be discussed for the particular sample. The
frequency distribution analysis of errors ccﬁﬂd therefore not be accepted as indicating firm cut-

off points with regard to reading difficulties of various degrees.

The sample “selection” is therefore recognised as a serious limitation in the research. It is
imperative that a national, stratified sample from representative educational, linguistic,
cultural, socio-economic situations and balanced for gender, age and ability be drawn in
accordance with scientifically valid sample selection criteria and that Lef us Read be re-

administered for a full data analysis.

(2)  Practicability

Because of the difficulties to gain access to schools over a long time, the Grade 1 materials had to
be administered over a period of three days only at each school and the leamners were exhausted. It
the sub-sets could have been administered per one book (e.g. Form X 1-6) or even per smaller
groupings of sub-sets (e.g. sub-sets 1-3, 4-6) the learners would have percetved the test as more
user-friendly. This aspect would not be a practical problem when the regular class teachers

administer the materials in accordance with the principle of authentic assessment.

The proposed final set of diagnostic materials furthermore contains fewer items, which should
contribute to a more user-friendly, less time-consuming and more practical tool. In the data
collection on a nationally stratified sample it is recommended that all Grade 1 leamners

complete all the sub-sets, so that their performance could be compared across them all.
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(3)  Statistical data and information about the learners (school. age, gender

performance, home language, socio-economic status)

The statistical computations of the performance of the learners in the sample on Lef us Read
yielded significant and useful information regarding the item correlation and discrimination values,
difficulty levels of each sub-set, the reliability coefficient of each sub-set, errors of measurement and

standard deviations.

However, some basic information was not computated, which could have added to the
diagnostic value of the materials. A differentiation between the performance of L1 and L2,
and boys and girls, as well as a comparison between the learners’ performance in class (as

judged by the class teacher) and their performance on Lef us Read would have been profitable.

A detailed frequency distribution analysis of error in a national, representative and properly

stratified sample of learners, would increase the diagnostic value of the materials significantly.

4.3 RECOMMENDATIONS
4.3.1 Administration and use of the materials

To assist less experienced teachers to understand the reading of each learner in their class and
to make a qualitative diagnostic interpretation and a qualitative error analysis of the reading
performance, it is recommended that, after the final application of Lef us Read, scoring stencils
be developed, especially for the grouping of related errors, e.g. to determine the number of
word reversals a learner still made per sub-set and across the whole set, but also for higher-
order cognitive errors, such as making inferences. The emphasis should be on making a
diagnostic error analysis, and not on the comparison of learners with each other. The set of
stencils could be valuable to enable comparison of an individual’s performance on the various
sub-sets per error type. It would help the teacher to identify the learners with reading
difficulties related to, imfer alia, deficiencies in perceptual skills, language difliculties
pertaining to vocabulary, difficulties in higher-order comprehension skills and specific learning

disabilities.
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Teachers would benefit and be sensitised to the importance of teaching a strategic approach to
reading if they understood the diagnostic English reading matenals. It 1is strongly
recommended that teachers who administer the test study the manual with care and ensure that
they understand the materials well before applying the tool. All example jtems should be

explained as in the manual, to ensure that all learners have practised for the various question

types.

It might prove helpful if examples of ways to render learning support to learners with regard
to specific difficulties that the learners are experiencing in reading could be supplied with each

scoring stencil.

4.3.2 Further research

Data collection from a nationally structured sample is imperative. The learners should deal
with the appropriate diagnostic reading materials applicable to their actual grade. A further,
more detailed and in-depth diagnostic analysis of the reasons why particular errors occurred
and in which types of words or context, could lead to a better understanding of reading
difficulties which South African learners might be experiencing as well as internationally. A
better understanding of the distribution and nature of specific reading needs of learners locally

could be used to direct future development of learning support programmes.

1t is recommended that each item and distracter of both Forms X and Z be compared with care
and changes be considered in order to equalise the possible number of errors per error types in

the final version, thus ensuring a more comparable Form X and Z.

The context-related factors in higher-order reading incompetence of South African learners

should be examined, using Let us Read in comparative research.

An experimental application on a smaller scale of the oral reading paragraphs for individual
learners, including an investigation of those responses on the individual tool which contain an

incorrect word, incorrect concept, or a grammar error, would contribute to the better
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understanding of the difficulties which individual learners might be experiencing in learning

to read English.

44  CONCLUSION

The diagnostic English reading materials developed in this research distinctly hold the promise
of being a valid, reliable, practical instrument for the diagnostic assessment of all South
African learners in the Foundation Phase who attend schools that use English as the language

of learning,
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