
3W..2.!.f4(41..3).LL

.44...-/’HH_A1..

4{i

.2”...

.13...

if

T ..mr3._._3....: 4.1.3.7.... A A- t __ .. , .5 _. Mug... 414.31....
:gfl.3-Um.n.. .r. ..4.._.P

5.... i313 ._ 32.“...
.94v....mw .5. 5.3 4.. 3.1.3 .3. 643.. ....x {fiwwt

”.1311

_. . I...
. _ 1‘ 1M9

. 13 .3 :1 ..r3 3 _ “‘44. 1.. l

.. 3. a. ..[$3333.13. 3 :4 3 4.3....41%..». :44m4u1m
3 2.1.... 3.34.3131 , 4. 3 3.. .. .. JET.

. . . . :4 4 4.1ux1hwk.m_l:r..ulm: u'flm L4.€431.43”. to . .r L‘Aygwxfim l

. . . ovl

-
v
—
u
—
—
—
—
—

1

-
I
'
:
‘

.
1
3
"

‘
-
3
,
.
,
‘
.
.
A
4

.
-
.

.34 3. ”1.99 .34.... .413...“J33.

if...what. . 3143.....3wfl3.qr ..
b4..-.!.un.u..... . 6.4..

.4. 3 .
v ‘A

3
9
1
:
1

43
.3

:
m
u
m

Y
:

“
5

2
1
' .

3
.

 

 

.
Q
‘

43,4.. 0- 3.33..

J 4». 4. . .19 .3.

A1 m. . LL.1.33.41.mm. 1.33.9w3wn .33u......4.
M m: .14 ".1... 13.3 firinmhnhmuzucft.

3.4. 4.. M3333
.ufl M3 VP.

.3.

“
"
4
2
1
1
“
.

 

 

3.30. ..

3 nu...
.!n .3.

.i . I

.3... fl. .
3.3 N33 . 3 : ...3.,2.13.1.. 3"... .4 3 .. 3.417.113 .43.!

.3 3.3 . 3.... 3.; .33....3..33..:. 3333334433 . 1.3
3 . 3 .. r. 1.3 . 1 - ... 3

4 III...» .c ..1....1| .40 .A 3.334.! .3 J4va3u1.flllf1\nu.w.rmmnoacuo:

. _ 3331. . .3131. 3 . . 3.- 9.33..

. 3 4 . . I3 , .13.? . - omflv'x’. 3U”, .r[$33511W3f'l3u43'n.

3 :3 I. . : 13. . .51.
L III.

. .d

.3 .
31

Air
.3.”

3...

.13.
t 3
[0' 3.... 3-

1.". hm!:4an

.« 013M
. 4 l

.7

.3
3:.

.nL

5
:

   

.
_

1
A

.
4

4

-
A
—
‘
c
u
-
‘
h
-
u
'
d
n

. 3

a.

.. ..

4._\co.oIIkI~H.J.I01’”

3.3.3.... .2..w.m

3
-
.
p

.
4
9

o
.
-

.
’
.
L

+
3

 

3
.
1
-
1
.
3

5
.
“
:
3
1
. 

     



THESIS

$11.17* ..._ -u“._.‘____" ‘

  

 

LIP?”7'3“[1s» ?~

g I"

M:L:"“"_<(-'1$f.'“5
‘-I ‘d.

['7 :w

I ‘,- v i 43' .7
I . ' O y, ‘ r

’l

"-1- r .

This is to certify that the

thesis entitled

THE RELATIONSHIP BETWEEN ORAL READING FLUENCY

AND OTHER READING BEHAVIORS

AMONG FIRST GRADE CHILDREN

presented by

Nancy Kilgore Rice

has been accepted towards fulfillment

of the requirements for

2h;_.___dDegree inmun

aim x/Umfl‘fl/
Major professor

mm

0-7639



uv

:— .‘~.'_v-rF!|L__\'

25‘ P" 0&1 Per 11m
‘l‘

If“V“i E1 "'56L__IB_R_M_Y_~*-‘-5_rxa.
\Z‘I’pm Pin-.1! if: 31.051 n: ‘. .. l.

I” ‘
”H.“ ,

- r‘rzm :..._.._

 

  

 

n

4

'\:‘.'

 

  
 



© 1981

NANCY KILGORE RICE

All Rights Reserved



THE RELATIONSHIP BETWEEN ORAL READING FLUENCY

AND OTHER READING BEHAVIORS

AMONG FIRST GRADE CHILDREN

By

Nancy Kilgore Rice

A DISSERTATION

Submitted to

Michigan State University

in partial fulfillment of the requirements

for the degree of

DOCTOR OF PHILOSOPHY

Department of Education

1980



ABSTRACT

THE RELATIONSHIP BETWEEN ORAL READING FLUENCY

AND OTHER READING BEHAVIORS

AMONG FIRST GRADE CHILDREN

BY

Nancy Kilgore Rice

The study was undertaken to investigate the phenom-

enon of oral reading fluency among children in the beginning

stages of reading instruction. Oral reading fluency was

defined as the ability to read text with appropriate intona—

tion patterns: pausing at punctuation, raising or lowering

pitch at terminal juncture to indicate a statement or ques-

tion, stressing contrastive elements, and reading a story

with a minimal number of pauses. These four measures of

fluency, plus a composite of the first three known as "Oral

Reading Fluency," were correlated with measures of six other

reading abilities and activities to see to what extent flu-

ency skills and reading behaviors were related. The six

independent variables were word recognition ability, silent

reading comprehension, peer evaluation as a good reader,

classroom practice time, amount of time the parent spends

reading to the child, and amount of time the child spends

reading orally at home.



Nancy Kilgore Rice

The subjects were 106 first grade children from a mid-

western, upper-middle socio-economic level suburban community.

The children came from nine classrooms in three schools, and

were those recommended by teachers as children who could read

at Primer level or above. The measuring instruments used

included a researcher-designed Oral Reading Fluency Test, the

Slosson Oral Reading Test for word recognition, the COOpera-

tive Primary Reading Test to assess comprehension, a student

questionnaire for peer status rating, a classroom oral reading

time questionnaire, and a parent questionnaire to gather data

on the home variables.

Responses to the Oral Reading Fluency Test were scored

twice, once by a group of four judges and once by the author,

yielding two sets of data. Pearson product moment correlation

coefficients were calculated for the five fluency measures

with each of the six independent variables, and multiple

regression equationsvmnxadeveIOped to assess the contribution

of the independent variables to the oral fluency scores.

The major findings were that first grade subjects

reading at least at Primer level used appr0priate intonation

72% of the time in their oral reading of Primer level text,

and were more likely to apply apprOpriate pause and pitch

than to employ contrastive stress. Use of appropriate
 

intonation was not highly correlated with word recognition

or comprehension, but moderate negative correlations were

found between total number of pauses and these two reading
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subskills. Total pause was also negatively related to peer

status as a "good reader." Fluent oral reading had a low

negative or negligible relationship with classroom practice

time, and a non-significant relationship with home practice

time. Level of fluency was not related to age of child when

parent first began reading to the child, nor was use of

appropriate intonation related to amount of time the parent

spent reading to the child. The six independent variables,

functioning jointly, accounted for only a small percentage

of the variance in oral reading fluency scores. With in-

creased scoring reliability, a measurement of oral reading

fluency may have a useful place in the field of reading

research.
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CHAPTER 1

PURPOSE OF THE STUDY

Considerable attention is currently being given to the

nature of the relationship between reading and spoken lan—

guage. Both are assumed to be communication processes, but

the application of specific speech structure phenomenon to

the reading process is just beginning to be investigated.

For the educator, this means looking at the way in which the

child brings to the reading task a vast experience with the

world and with spoken language: the way in which the child

applies phonological, syntactic and semantic information to

get a meaningful message from printed text. Although the

child's language skills are considerably advanced by the

time school attendance begins, it is not yet clear the extent

to which, or the exact manner in which, these skills influ-

ence progress in learning to read. While other researchers

are concerned with the operation of syntactic and semantic

structure in beginning reading, this study focuses on the

so-called "suprasegmental phonemes,‘ the features of into-

nation. These are features which have an important role in

some theories of child language acquisition, but which have



received very little attention in theoretical discussions of

reading acquisition.

Listening to the child read aloud is one means of

assessing the child's reading performance. In addition to

noting errors in the application of reading skills such as

the use of phoneme-grapheme correspondences in word recog-

nition, one can also judge the fluency of the reading act.

In this study, oral reading fluency is defined as the ability
 

to read text with appropriate intonation patterns; appro-

priate because they are the patterns used by adults when

reading orally. Measuring fluency, therefore, means

attending to intonation--the phrasing and the rise and fall

of the voice that accompanies the decoding of printed sym-

bols into oral language. Intonation patterns are largely

unmarked in text, and, as has been repeatedly demonstrated

(Harris & Sipay, 1975; Oakan, Wiener, & Cromer, 1971; Coady

& Baldwin, 1977), the application of appropriate intonation

is not automatically forthcoming for elementary school chil-

dren. Reading with appropriate intonation seems to depend

on some internal processing: a certain level of awareness

and organizational sophistication seems necessary in order

to reproduce a string of isolated words in a manner that

suggests how the message might sound in oral language. One

might speculate that the child who reads with appropriate

intonation is the one who has grasped the idea of reading

as a communication process.



In the early elementary classroom, oral reading fluency

may be perceived, at least informally, as an important per-

formance objective. Teachers of reading have often admon-

ished their pupils to "read with expression" (Gibson & Levin,

1975, p. 105); in other words to utilize the stress and pitch

variations of oral language. Many currently popular class—

room teaching techniques (Cunningham, 1979), such as reading

along with recorded books, repeated reading of one passage,

and the impress method (having the teacher read along with

the student), may also be viewed as strategies which promote

expressive reading. In each of these approaches, the empha-

sis is on getting the child to use his "language sense"; to

help him see that written text is rendered orally with the

intonation contours of spoken English. Fluent oral reading,

however, is virtually ignored in most basal reading programs

(Coady & Baldwin, 1977), and a survey by this author of cur-

rent texts on the teaching of reading (Harris & Sipay, 1975;

Moffett & Wagner, 1976; Duffy & Sherman, 1977) yields further

evidence that teachers receive little information about

intonation features and few suggestions for fostering the

use of appropriate intonational patterns. It appears then,

that fluent oral reading is viewed as a desirable reading

skill, but receives little formal recognition.

It was the purpose of this study to investigate the

phenomenon of fluent oral reading among children in the begin-

riing stages of reading instruction. In addition to examining

CXIrrelations between fluency and other reading subskills, the



study was designed to note the relationship between fluency

and classroom oral reading time-on-task, peer evaluations,

experience listening to parents reading, and practicing

reading in the home. The study was an attempt to see to

what extent these variables are correlated with fluent oral

reading.

The intonation features of oral language (pause, pitch

and stress) have been defined and quantified by linguists,

and many studies exist in which linguists describe the use

of these features by infants and young children. On the

other hand, very few researchers have actually analyzed

intonation patterns in the oral reading performance of chil-

dren. There is some early research evidence that use of

appropriate intonation features is related to skill in com-

prehending reading material (Means, 1969). Other researchers

(Ahlvers, 1970; Hantman, 1970; Martin & Meltzer, 1976; Ehri,

1976) have used a variety of techniques to "teach" intonation

skill in an attempt to improve comprehension, but the results

have been generally disappointing. A recent study by Clay

and Imlach (1977), however, supports a hypothesis that good

and poor readers have characteristically different intonation

patterns when reading aloud. Thus, the research suggests

that the ability to read with appropriate intonation is an

indication that the child is reading at the phrase, sentence,

and intersentence level, engaging in reading to get the

intended message, but the research also illustrates how lit—

tle we know about measuring this ability and the dearth of



 

our knowledge about how and when this ability develops in

young children.

The research previously noted appears to have a number

of shortcomings, particularly in terms of measurement pro-

cedures: no "test" of fluency has been developed, and lin-

guistic descriptions have failed to yield useful scores for

comparison purposes. Also, word recognition ability may

have been confounded with fluency in some of the studies

because the texts used were at various levels of reading dif-

ficulty. Where fluency has been correlated with compre-

hension scores, word recognition ability and general world

knowledge may both have been confounded with comprehension

because of the tests used. Another shortcoming seems to be

the lack of a theoretical framework which might help to

explain the function of intonation--a speech phenomenon--in

the "learning-to-read" process.

Special provisions were included in the present project

to alleviate some of these shortcomings. A method of assign-

ing a score to oral reading performance was used that is less

technical than full linguistic analysis but which retains the

quality of objective measurement of intonation variables. By

carefully constructing the prose passage used to measure

intonation, and carefully selecting a method of measuring

comprehension, the possible confounding with word recognition

may have been diminished. Also, by looking at other reading

skills, reading behaviors, and perceptions about reading

ability, this study has broadened the field of investigation.



The present study attempted to investigate intonation in

oral reading within a psycholinguistic framework, an approach

which emphasizes the communicative function of reading. The

focus of the study was the child who is just beginning to

master communication in written form.

The study was suggested by the need to measure flu-

ency when working with Sherman's(l978) proposed model of

the four major reading subskills to be checked in the diag-

nosis of reading difficulties. In this model, fluency is

defined as the "overlay of language on single words," and

is tested by listening to the child read orally while the

examiner notes the use of appropriate intonation and rate

of reading. Accordingly, there seemed a need for devising

an instrument to give a quantitative estimate of use of

appropriate intonation; for a measurement technique that

could capture intonation contour appropriateness in a way

diagnosticians would find useful. Once fluency can be quan-

tified, one can turn to the study of the relationship between

fluency and other reading skills.

Broadly stated, the question addressed in this study

was: for children in the beginning stages of reading

instruction, what is the nature of the relationship between

appropriate use of intonation (pause, pitch, and stress)

in oral reading and six potentially related variables (word

recognition skill, comprehension skill, peer evaluation,

classroom practice time, parent-reading-to-child time, and

home reading practice)? A better understanding of oral



reading fluency and its relationship to these variables

might provide teachers with a basis for selecting teaching

techniques and materials that would ensure a balanced devel—

opmental reading program, and might help parents plan home

activites that potentially enhance reading growth. Four

specific questions were formulated for study.

The first question was to what extent is oral fluency,

measured in terms of appropriate intonation, a unique read-

ing subskill? That is to say, to what extent does fluency

have low correlations with word recognition ability and with

comprehension ability? Harris and Sipay (1975,;ux 199-200)

suggest that reading subskills may develop somewhat indepen-

dently, and that the relationship between these skills is

not clearly established. These authors note that fluency

does not automatically improve as word recognition skills

increase: one can observe readers who can decode unfamiliar

words but who continue to pause after each word as though

reading a shopping list, a deficiency known as "word-by-word"

reading. On the other hand, one may find a fluent-sounding

reader who is quite inaccurate in word recognition. Simi-

larly, although word-by-word reading may interfere with com-

prehension for some, other readers, particularly older stu—

dents, may understand and recall material even though their

oral reading lacks evidence of fluency. By correlating

intonation measures with measures of word recognition and

comprehension, one may be able to determine the relative

independence of the fluency operation.



The second question dealt with the relationship between

the child's oral reading performance and the impression of

reading ability level formed by his listeners: to what

extent does the child's ability to read fluently influence

peer evaluation of that child's reading ability at the begin-

ning stages of reading acquisition? It may be that a first

grade child who can read a story aloud using natural language

patterns will be judged by peers as a "good reader." These

evaluations, in turn, may influence the child's attitudes

toward reading and might color that individual's view of him-

self as a reader. A peer status evaluation was included in

this study to probe this relationship between fluency and

perceived reading ability level. The results of the group

status questionnairevnnxaintended to yield information about

the degree to which peer evaluations of high reading ability

are correlated with fluent oral rendering of prose material.

The third question concerned the relationship between

fluency and time spent on oral reading in the primary class-

room: is the fluent reader simply the one who has the most

opportunity to practice oral reading in the classroom?

Because of the importance of time-on-task, a teacher ques-

tionnaire was included to determine the amount of time each

child spent on oral reading activities.

Finally, the writer looked at possible precursors of

oral reading fluency: are parental influences such as read-

ing to the child and listening to the child read highly cor—

related with expressive oral reading behavior? Also, because



information on current home reading behaviors may not reveal

the extent of parental influence, a question appeared in the

questionnaire about the age of the child when the parent

began reading aloud.

An interest in the appropriate use of intonation fea-

tures in the reading act rests on the theoretical assumption

that reading is a communicative process. The assumption is

made that the reader who recognizes reading as communication

will, when reading orally, try to convey the perceived mes-

sage with pause, pitch, and stress similar to that which he

would use if conveying tins; message in conversation. A

communication model of reading and a review of the literature

concerned with fluent oral reading by elementary age children

are presented in Chapter 2. Although many of the other

variables included in this study have not previously been

linked with oral fluency, some pertinent research on each

variable is also included. A detailed description of the

methods and measurements employed in this study is given in

Chapter 3.



 

CHAPTER 2

THEORY AND SUPPORTIVE RESEARCH

Five major areas of theory and research seem pertinent

to the questions raised in this investigation. First,

because the investigation deals with a linguistic phenomenon

inailearning-to-read situation, theoretical statements con-

cerning the language-reading relationship are reviewed. Sec-

ondly, both theoretical and research attempts to look at oral

reading fluency are considered, especially as they speak to

the question of how fluency may be related to other reading

subskills: namely, word recognition and comprehension. Par-

ticular attention is given to techniques for measuring flu-

ency used in previous research. Another variable under con-

sideration is the relationship between fluent reading ability

and peer evaluation as a "good reader." To see how such an

evaluation might, in turn, influence a child's progress,

studies on the influence of affective factors are reviewed

in a third section. A fourth area of interest consists of

studies which demonstrate the importance of time-on-task,

since one of the variables which might affect fluent reading

would be allotted classroom practice time. And, lastly,

some studies on the effects of reading experiences in the

10
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home are reviewed to see to what extent such activities are

thought to contribute to the acquisition of reading skills.

Theoretical Treatment of the

Language-Reading Relationship

 

 

Reading has been defined by Ruddell as "a complex psycho-

linguistic behavior which consists of decoding written lan-

guage units, processing the resulting language counterparts

through structural and semantic dimensions, and interpreting

the deep structure data relative to an individualfisestab-

lished objectives" (Ruddell, 1976, p. 452). In his attempt

to set forth a Systems of Communication Model of Reading,

Ruddell suggested that similar systems are involved in the

encoding and production of speech or writing as are involved

in the decoding and comprehension of listening or reading.

And, although speech-listening and writing-reading are

accessed through different perceptual systems, both utilize

the same communication components: the morphemic system,

short-term and long-term memory, syntactic and semantic

structural analyses, affective mobilizers and cognitive

strategies. Thus Ruddell provides a broad theoretical basis

for the underlying communicative relationship of reading to

oral language.

There appears to be some controversy about the function

an oral rendering plays in the communication process, with

some writers stating that the child needs to put the printed

message into the familiar speech code before the deep
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structure can be accessed, and other writers stating that

comprehension takes place before the oral output.

When discussing the relationship between speech and

reading, Conrad (1972) approached reading as a transduction

problem where a visual input is transformed into a speech-

motor output when we read aloud, and possibly also when we

read silently to ourselves. He called attention to the task

of short-term memory, which can hold onto one or more words,

while considering the related implication of subsequent

words or ideas, and speculated that we use a speech code in

reading because it best sustains the short—term memory

processes.

According to Eric Brown (1974), the reader needs to be

completely familiar with surface structure complexities and

with the lexicon before he can give an acceptable oral ren-

dering, and an acceptable oral rendering is considered a

significant linguistic event preliminary to further proces-

sing. In Brown's model, comprehension is the final step

which may or may not follow a successful oral rendering.

For Brown, an acceptable oral rendering indicates that "the

child can read the passage-~that the translation process is

adequate" (Brown, 1974, p. 73). Reading involves a low—

level transition to a more general and universal language

processing level.

In Goodman's (1976) model, the child, in early stages

of reading, is thought to "recode" graphic input into speech

(either out loud or internally) and then utilize his oral
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output as aural input which he decodes into meaning as he

would in any speech act. This "recoding" is not considered

"reading." As the reader becomes more proficient, Goodman

proposes that the "recoding" is gradually supplanted by

direct decoding from print to meaning, although there is

evidence that "recoding" may not completely disappear. He

also postulates that fluent readers will decode to meaning

and then recode the message as oral output rather than get-

ting meaning after recoding as beginners are thought to do.

This is similar to the reading model proposed by Smith (1973),

in which he suggested that the reader moves from the surface

structure of the writing to the deep structure (meaning),

and then to a surface structure of spoken language when

reading aloud. In such a scheme, there is no room to hypoth-

esize decoding to sound at all.

As can be seen, there is considerable theoretical inter-

est in the relationship between reading and speech. After

reviewing recent research on oral language and reading,

Groff (1977) concluded that researchers disagree about the

command of oral language factors necessary for reading suc-

cess, and about the role played by oral reading and subvocal-

ization in the development of reading skills.

Writings and Research Dealing with Fluency and

with the Relationship Between Fluency

and Other Reading Skills

 

 

 

In the present study, fluent oral reading has been

defined as the ability to read text with appropriate
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intonation patterns; appropriate because they are the pat-

terns used by adults when reading orally. The intonation

variables of pause, pitch, and stress were included because

they have been discussed and measured by linguists with

regard to language acquisition, mature speech, mature oral

reading, and language-to-language variation (Lieberman, 1967;

Kaplan, 1970). Crystal (1969) defined the prosodic features

as "those non-segmental characteristics of speech referable

to variations in pitch, loudness, duration and silence"

(Crystal, 1969, p. 141). He stated that these features must

be defined in terms of an individuals' norms, and that

prosodic features are better described auditorily (as per-

ceived by a human listener), rather than accoustically (as

measured by technical means such as computerized Fourier

analyses). He also discussed the high probability of

prosodic co—occurrence in oral language; for example, low

pitch is correlated with softness ("piano") and with narrow

pitch range. In his discussion of the relationship between

intonation and grammatical structure, Crystal cautioned that,

although certain intonation patterns occur fairly regularly

with given sentence types, it is simplistic to reduce into-

nation variations to three or four generalized patterns

(statements, two types of questions, commands, and excla-

.mations) because of the lack of evidence of correlation and

.because of the importance of individual variations. Evidence

tfiuat.the prosodic features mark important message-bearing

uni'ts such as clauses and phrases has recently been cited:
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Kleiman (1979) reviewed research studies which suggest that

phrase and clause boundaries are marked by pause and by pat-

terns of pitch change, and are reliably cued by peaks in

loudness.

Pause is, in a sense, a segmental, working in sequence

with segmental phonology. Pause, or time lapse, occurs in

speech or oral reading due to biological necessity such as

breathing, and due to hesitations. Crystal (1969, p. 166)

reviewed the writings of linguists who suggested that, for

English read aloud, the frequency and placement of breath

pauses is largely a function of the grammatical structure of

sentences, but that pauses might also be symptomatic of the

amount of information related by the words. Brown and Miron

(1971) found 64% of the pause time variance in the oral

reading performance of college students to be predictable

from syntactic analyses of the message. Both surface struc—

ture and deep structure analogue measurements correlated

highly with pause time. These authors concluded that an

acceptable oral reading performance indicates an under-

standing of both deep and surface structure configurations

in the material read" (Brown & Miron, 1971, p. 666).

The pitch variable, according to Crystal (1969), can be

neasured in terms of direction of pitch or range of pitch.

The extent of a step of pitch is defined relatively rather

than absolutely, and Crystal suggested a general middle,

lligh, low breakdown. Stageberg (1965) described procedures

fixr marking the patterns of pitch and their accompanying
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terminals, and gave examples of pitch patterns which usually

signal statements, yes-or-no questions, etc. He recommended

four pitch levels, with the normal pitch of one's speaking

voice, whatever its actual level, designated Level 2. He

also described three terminals or methods of closure at ter-

minal junctures. A fading terminal (marked by an arrow

pointing down) is characterized by the rapid fadeaway of the

voice and by a prolongation of the preceding word with pitch

Level 3. It occurs at the end of statement sentences such

as,"I'm going home."+ A rising terminal (marked by an arrow

pointing up) is a short, slight rise in pitch from the last

level heard, but does not go all the way up to the nextlevel.

A rising pitch commonly occurs at the end of an English yes-

or-no question such as,"Are you there?"+ The third terminal

is the sustained terminal, indicated by a sustaining of the

last-heard pitch, and is marked with a horizontal arrow

pointing to the right. It might occur with direct address,

as in,"Why are you washing,+ Jane?"+

The third variable, stress, is an indication of loudness.

According to Crystal (1969), tonicity, or stress, usually

falls on the last lexical unit in a tone unit, but can be

placed at other points by the speaker who wishes to accent

something. For example, stress marks a different interpre-

tation in the similar surface structures of, "I thought it

would gain" (and it hasn't), compared with, "I thought it

would rain" (and it has). The idea of contrastive stress

was further explored by Hornby and Bass (1970) and Hornby
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(1971). In the first study, 20 children, ages 3-8 to 4-6,

were asked to describe pairs of pictures in which only one

element of the picture differed in each pair. Tape record-

ings of these descriptions were scored for contrastive stress,

noting the number of times each sentence constituent (subject,

verb, object) received contrastive stress. The authorsreport

that the sentence constituents which were assigned contrastive

stress were identical in 86% of the cases when judged by two

judges. Few constituents received stress in the description

of the initial picture, but when a new element was introduced

in the second picture, it very frequently received stress.

Stress was most prevalent for the subject (80%), less for

the verb (56.25%), and still less for the object (43.75%).

In a second study, 20 children at each of three age levels

(6, 8, 10 years) were asked to produce sentences (to tell the

Examiner what he should have said was happening in the

selected picture), and these sentences were marked to show

which of five constructions children would employ to mark the

topic-comment relationship. Stress sentences were by far

the most frequent at all ages, although the use of stress

declined with age. Two judges, instructed to underline any

word that they felt received greater than normal stress, were

in agreement 87% of the time. Contrastive stress, then,

appears to be a device used frequently by young children to

mark the topic of verbal utterances.

Gibson and Levin (1975) have lamented the fact that

intonation variables have received much more attention in
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speech than in reading. There are, however, a significant

number of writers who have "speculated" about the role

of intonation in reading acquisition, a few who have actually

studied these variables in beginning reading performance,

and many practitioners who have written about their efforts

to teach intonation features, assuming that such a teaching

practice would facilitate the acquisition of other reading

skills.

Lefevre (1967) has speculated that appropriate into-

nation is critical to reading comprehension since intonation

patterns integrate sentences and help clarify their meaning.

Another writer, commenting on the non-visual aspects of

reader-author communication, suggested that for a pupil to

derive meaning from print, he must "relate the melody and

rhythm of his oral language to the visual language patterns

found on the page" (Tovey, 1977, p.9). Printed text, however,

provides few cues to the "melody and rhythm" of language.

Steiner, Wiener, and Cromer (1971, p. 512) make a similar

observation: "speech utilizes patterns of stress, pause, and

intonation as essential and primary structure guides . . .

graphic language, at least as it's widely taught, offers no

equivalent devices for signaling syntactic and certain seman-

tic functions--functions critical to comprehension." Some

readers apparently find it difficult to supply the "missing

signals" and consequently cannot group words syntactically.

Vernon (1977) considers this difficulty to be a major reading

deficiency category; a category consisting of children who
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have facility in word recognition but are unable to group

words into phrases for processing.

Steiner, Wiener, and Cromer are the only writers from

those mentioned previously in this section who have attempted

to test their assumptions with research. Using fifth grade

subjects, these authors identified a group of poor readers

as "different"; their problem did not lie in word identifi-

cation but resulted from the manner in which they organized

input. Despite training to identify all words found in the

stories they were subsequently asked to read (Oaken, Wiener,

& Cromer, 1971) , a number of readers continued to treat words

as unrelated items, failing to organize words into patterns

that would enable them to understand what they read. Yet,

when listening to material in which the words were both well

identified and well organized, poor readers performed at a

level of comprehension comparable to that of good readers.

These authors also provided comprehension training (pre-

senting a story summary with synonyms prior to reading) for

the poor readers, but they still showed no improvement

(Steiner, Wiener, & Cromer, 1971).

A number of recent studies on pause placement, or

"parsing,' appear to substantiate the importance of word

organization for comprehension. Using 22 third graders,

Johnson and Johnson (1978) found that the total number of

pausal errors differentiated between "good" and "bad" readers

("good" and "bad" being defined in terms of scores on the

reading comprehension subtest of the Iowa Test of Basic
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Skills). Kleiman (1979) found that a group of below average

readers at fourth grade placement (based on comprehension scores

on the Stanford Diagnostic Test) marked significantly fewer

required breaks in a no-prosody condition than when a spoken

version was provided. And, using first grade subjects in a

case study approach, Smith (1980) found that retelling scores

were high when juncture pause percentages were high. All of

these are consistent with the hypothesis that the reader's

ability to segment prose into ideational constituents (as

reflected by pauses), is related to the reader's competence

in comprehending.

In addition to the previous group, six other researchers

have conducted studies which look directly at the relationship

between intonation features and reading comprehension.

Goodman (1964) reported a correlational study involving 100

children in grades 1, 2, and 3. Each child read a paragraph

and was rated on "naturalness" in intonation on a scale from

1 to 5, with a rating of 1 meaning natural speech intonation

and a rating of 5 meaning "word calling." These ratings were

then compared with the number of typed lines of retold story

for each child. At first grade level, Goodman found that

those with low intonation ratings retold fewer lines, but

there was considerable variation among those with ratings of

3 and over. At second and third grade, also, the relation-

ship was not clear. The author attributed this confusion,

in part, to the measure of comprehension, noting that children



21

with better comprehension might be reducing the story to its

essence for retelling, thus getting low retelling scores.

For a dissertation study, Means (1969) did a linguistic

analysis of the oral reading of 60 third grade subjects.

Each child was judged on his use of inappropriate pitch,

stress, and pause, and these scores were correlated with

comprehension scores for oral and silent reading obtained by

using different forms of the Gilmore Oral Reading Test. High

negative correlations were found between inappropriate use

of pitch, stress, and pause and oral reading comprehension

(-.611, -.603, and -.503). Smaller but significant cor-

relations were found between subjects' scores in pitch,

stress and terminal juncture and comprehension scores in

silent reading (-.528, -.523, -.485). Means also noted that

the children were highly consistent: those who used inappro-

priate pitch also tended to use inappropriate stress and

pause. A correlation of .978 was obtained between use of

inappropriate pitch and stress, .900 between pitch and pause,

and .903 between stress and pause scores. When focusing on

comprehension, Stewart (1978) found comprehension scores to

be related to a linear combination of reading vocabulary,

sensitivity to syntactic violations in oral reading, syntactic

maturity in writing, and fluency in oral reading (multiple

correlation coefficient of .71, significant at the .0001

level). Only vocabulary and fluency made significant con-

tributions, however, with a partial correlation coefficient

of .26 found to exist between reading comprehension (measured
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by a standardized reading comprehension test) and fluency in

oral reading (measured by judges assessment) when reading

vocabulary was controlled.

Clay and Imlach (1971), using a linguistic analysis

approach similar to Means (1969), found different intona-

tional patterns in readers categorized as High, High-Middle,

Low-Middle, or Low on the basis of an accuracy—plus-speed

score. No correlational studies were done: the researchers

simply listed median scores on various measures of pause,

pitch, and stress for the children in each of the reading

level groups. For example, the best readers read 7 words

between pauses compared with 1.3 words between pauses for

the poor readers, and the latter used the longer pause cate—

gories most often. With regard to pitch, the best readers

completed a sentence with a fall in pitch but the poorer

reader was more likely to use a rising or sustained pitch.

The best readers read 4.7 words per stress while the low

group used 1.1 stresses per word, as if reading a list. The
 

children involved were 7-year olds (N=103), and the material

used for oral reading consisted of four stories graded for

difficulty, ranging from "easy" to "sufficiently difficult

for the best children to show the full range of their skills"

(Clay & Imlach, 1971, p. 134).

Recently, Coady and Baldwin (1977) examined the into-

nation patterns of 80 children (grades 2 to 5) who read

sentences composed from a 36-word lexicon which every student

could pronounce correctly on a flash card test. A structural
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analysis of intonation was used, with performance criteria

being adult normative patterns. The results indicated that

the subjects generated appropriate patterns less than 60% of

the time in spite of the fact that the words were known. The

18 sentences used were listed in order of difficulty and

analyzed to see what cues, or lack of cues, may have accounted

for their relative difficulty level. Then children's primers

were surveyed, and the authors noted that difficult and

potentially confusing sentences were common. (Example: "A

dog that can talk?" said Tim.) An important aspect of this

study is the authors' attempt to isolate ability to read

with appropriate intonation from the ability to recognize

words.

And, in a study of oral reading fluency, Aulls (1977)

investigated the acquisition stages of fluency. Skilled and

less skilled subjects (based on standardized test scores and

teacher judgement) in grades 1, 2, and 3 read paragraphs from

the Sucher-Allred Oral Reading Test. Seven categories of

oral reading behavior were operationally defined, with the

lowest category being word-by-word reading and the highest

category requiring reading that was consistently in phrase-

size units, that preserved external and internal sentence

punctuation, and that gave an expressive interpretation of

the semantic content. Two judges coded the level of fluency

with which each reader read each sentence. Skilled readers

obtained higher mean fluency scores than less skilled readers,

and it was not until after the third year that the less



24

skilled readers obtained the pattern displayed in first grade

by the good readers. The author concluded that, after two

years of practice and instruction, less skilled readers did

not change their level of fluency even when reading passages

at their independent level (where they knew 97% of the words

and comprehended 80% or more of the information needed to

answer questions about the passage).

As noted earlier, there appear to be relatively few

studies of the oral reading intonation patterns exhibited by

elementary school children, and those which exist are dif-

ficult to compare. Since the studies varied in type of

analysis, age of subject, difficulty level of reading text,

and type of comprehension measure used, it is difficult to

draw conclusions about the relative importance of fluency

for children in the process of learning to read. One major

difference in the studies was the method of measuring into-

nation; the range being from "naturalness" ratings to full

linguistic description. The latter approach, by itself,

gives no useable "score" which can be used to compare flu-

ency with other reading skills or behaviors, or to compare

fluency at one age level with fluency at another age level.

The problem of quantifying the fluency operation is of para-

mount importance since, as can be seen in this literature

review, many writers discuss fluency and make assumptions

about the value of teaching it, but few have undertaken

objective studies of this phenomenon.

_—-__._..‘
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Having mentioned writers who have called attention to

the importance of studying intonation variables in oral

reading, and having reviewed some research studies dealing

with these variables, there still remains a body of liter-

ature dealing with the teaching of intonation variables to

elementary age children in anticipation of improving their

reading competency level. Mountain (1971), for example,

outlined an instructional program for first graders which

included tape recorded lessons designed tx>teach the use of

the comma ("Let's eat, Mother" vs. "Let's eat Mother"), les-

sons designed to teach the drop in pitch at periods, and les-

sons designed to help pupils discover stress from context,

since stress is not signalled in print. Pival (1968), also,

urged the teaching of pitch, stress, and juncture, suggesting

that stress be taught in a sequential program beginning as

early as first grade so that by fourth grade all children

would be able to identify at least three levels of pitch.

She also offered specific teaching devices, concluding that

a phonics program which didn't include the suprasegmental

phonemes was incomplete.

When such direct methods are attempted and evaluated,

however, the results are mixed. Ahlvers (1970) implemented

a program with 210 first grade children which involved three

lessons per week for 2“) weeks. When compared to a control

group who got regular reading instruction, no significant

differences in reading comprehension (as measured by the Gates

MacGinitie Comprehension Test) were found, although the
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experimental group did improve significantly on an oral

reading intonation test. In a different situation, Hantman

(1970) identified four children (third and fourth graders)

from a learning disabled program who had decoding skills but

comprehension deficiencies. Working with these children

three times a week (25 minute sessions) for 6 months, she

taught the children to mark rising and falling final juncture

pitch with arrows, called attention to words that signalled

phrases, had the children separate sentences into phrase

units, and devised a buzzer and flashing light instrument to

practice rhythm patterns such as "—— — m" for "good morning."

Of the four subjects, one left the program, one showed normal

maturation only, and two made notable gains in comprehension.

Several intervention studies have utilized technical inno-

vations. Martin and Meltzer (1976) programmed a computer to

present sentences on a TV screen with each syllable timed as

though it was spoken. Primary school children, exposed to

training sessions in "visual rhythm" scored significantly

higher than a control group on a test of reading fluency.

And, in another unique approach, Ehri (1976) had intonation

patterns represented graphically by having words printed in

three sizes corresponding to stress-pitch levels, with large

spacings to indicate pause points. The group of second and

third graders trained to read the intoned print, however, did

not outperform groups receiving other treatments.

Less direct methods of promoting fluent reading are cur-

rently receiving considerable attention. In a recent review,



27

Cunningham (1979) discussed four methods for improving

"automaticity," the ability to decode words quickly and with-

out thinking about it, and he noted that all four are

attempts to allow students to "experience what fluent reading

is like before they can read fluently, so they will under-

stand what they are attempting to achieve" (Cunningham, 1979,

p. 422). The methods included were (1) the Imitative Method,

(2) the Impress Method, (3) Repeated Readings, and (4) Modi-

fied Cloze Procedure. Although Cunningham defined fluency

in terms of only two components, accuracy of word recog-

nition and reading speed, three of the four methods discussed

have been used successfully by teachers concerned with the

expressive quality of oral reading as well as just speed and

accuracy. The Imitative Approach is essentially the "talking

book" approach (Carbo, 1978) where the child follows printed

text while listening to a taped version. The Impress Method

calls for the teacher and the child to read in unison, with

the teacher's voice modeling appropriate phrasing, pitch,

and stress (Gibbs & Proctor, 1977). In the Repeated Reading

approach, practice is usually done "silently" (Samuels, 1979);

but subvocalization may have made this practice similar to an

oral reading rehearsal. Such an effect was discovered in a

study (Neville, 1968) where first graders were given echoic,

oral reading, or silent reading practice sessions before

reading a passage silently. There were no significant dif-

ferences among the groups when subsequently tested on word

recognition or comprehension. The author noted that one
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reason for lack of differences may have been the lack of

truly "silent reading, for, although instructed not to, the

children whispered whenever they thought they were unobserved.

The above citations are evidence of the concern for pupils

who cannot read fluently, and highlight the considerable

variety in teaching techniques which have been designed to

help children develop the skill of reading printed text in a

way that sounds natural to native speakers of the language.

As can be seen in the review, fluency is sometimes

studied in terms of its relationship to comprehension (Means,

1969; Hantman, 1970; Clay & Imlach, 1971) and sometimes

studied in terms of its relationship to word recognition

ability. Some authors (Cunningham, 1979; Samuels, 1979) have

emphasized word recognition skill, or the ability to decode

"automatically" as a crucial component of fluent reading,

while others (Oakan, Wiener, & Cromer, 1971; Vernon, 1977)

have suggested that good identification is not a sufficient

condition; that ability to organize words according to famil-

iar oral language patterns is essential to getting meaning

from text.

The Relationship Between Fluent Reading Ability

and a Peer Evaluation as a Good Reader

 

 

The influence of status on attitude, and the subsequent

influence of attitude on reading achievement has been inves-

tigated by many researchers interested in the affective

domain. Athey (1976, p. 357), in reviewing the research in

this area, noted the importance of the child's self-concept,
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especially of one's self-image "as a reader." Other writers

have noted that "self—concept may play an important role as

an input and output of reading instructional programs" (Lynch

& Haase, 1976, p. 198). The influence of status on self-

concept was recently studied by Kibby (1977), who demonstrated

that status as a reader within a group affects the child's

concept of himself as a reader and his attitude toward

reading--irrespective of his actual reading ability. Looking

at second graders assigned to classrooms on the basis of

reading ability, he found that high achievers had a signif-

icantly more negative self-concept than low achievers in

spite of significantly superior reading facility. He also

found that superior readers exhibited negative behaviors

when coming to the reading group and during the group time,

suggesting the ways in which their attitudes were influencing

their behavior in a reading class.

Another writer, Kaczkowski (1977), has paid attention to

the role that peers might play in shaping the student's self-

concept of himself as a reader. He has proposed an inter-

action technique in which other members of the reading group

make positive statements to every other group member after

they read aloud. The purpose is to get the child to relate

personal standards to reading competencies. Theoretically,

"dissonance" between personal standards and peer statements

tend to be resolved by the student accepting the peer opinion

that he can read. Thus the student begins to act as a good

reader and functions as one.
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Because oral reading is a frequent activity in many

first grade classrooms, and because it has been demonstrated

that first and second graders perceive reading as an "oral"

activity (Tovey, 1976, p. 537), skill in this area may be a

salient feature in the identification of "good readers" by

students. It seems reasonable to suggest that peer identi-

fication as a "good reader" might color the child's per-

ception of himself as a reader.

The Relationship Between Fluent Reading

and Classroom Reading Time

 

 

Recently researchers have become interested in the

actual amount of time spent on reading activities in the

classroom. Working in a secondary setting, Stallings (1978)

compared the behavior of teachers and students in the classes

which showed gain in reading achievement with the classes

which showed no gain. She found that the high-gain group

read aloud twice as often as the no-gain group, and also read

silently from their workbooks more than the no-gain group.

The no-gain groups spent more time in discussions, listening

to the teacher talk, and performing drill and practice

activites.

A recent study of second graders (Yap, 1977) emphasized

the importance of reading practice for higher achievement in

reading. In an evaluation of the Hawaii English Project,

reading activity (measured by number of books read) was found

to be highly correlated with reading achievement (measured by

the California Reading Test), and, what's more, the influence
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of amount of reading activity was found to be stronger than

that of IQ. As Yap noted, at a time when educators are

searching for ways to improve reading scores, these results

"lend support to the common belief that practice makes

perfect" (Yap, 1977, p. 28).

Another writer (Griffin, 1977) has pointed out the

importance of looking at reading activities that go on

throughout the day, apart from the designated reading period.

Activities such as reading texts to each other informally,

reading trade books and resource books, menus, daily sched-

ules, recipes, labels on science equipment, etc., occurred

frequently in the classroom, engaging the children in con-

tinuous reading practice. By contrast, the researcher found

the overriding concern of the teacher-directed reading activ-

ities to be phonics oriented, and noted that a great deal of

teaching-learning behaviors would be missed if one confined

observations only to those methods and materials employed in

the officially designated "reading" events.

The Relationship Between Fluency and Time

Spent with Books in the Home

 

 

The exact contribution of the parental influence factor

on success in initial stages of reading has not been deter-

mined but educators assume that the child's potential for

success is increased by exposure to books in the home and

parental encouragement for practicing newly acquired skills.

A study of home environments by Lamme and Omsted (1977)

attempted to assess the influence of family reading habits
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on reading achievement of first grade children, as measured

by a standardized test. In a parent interview, all but 1

of 38 low income families reported either reading aloud to

the child or listening to him read at home. Children who

reported that someone often read to them at home also watched

less T.V., made greater use of the library, more often saw adults

read in the home, and had more children's books at home.

Yet, the children's attitude, perception, and habit scores

were not significantly related to their reading achievement

scores on the Comprehensive Test of Basic Skills. There was

some indication that children who perceive themselves as

poor readers were less involved with books at home, and

these particular children tended to score lower on the read-

ing achievement subtest of the Comprehensive Test of Basic

Skills (r. = .36, p. < .01).

In a review of research on the effects of reading aloud

to children, McCormick (1977), found evidence that having

someone at home read to the child was positively related to

success in first grade reading. She also noted that, in

almost every case, children who read before entering school

were read to by parents or older siblings. In addition to

learning that print is meaningful, such early experiences

with books can help the child "develop a feel for the pat-

terns, the flow, the nature of written language" (Teale,

1978, p. 927).

Lyons (1972) also proposed exposure to the language of

literature as a possible explanation for increased reading
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comprehension scores. In a school setting, second grade

children who heard literature read aloud scored significantly

higher on a comprehension measure than children who partici-

pated in oral discussion. The authors concluded that listen-

ing to literature exposes the child to the language patterns

he must deal with when reading to himself.

No research project has specifically dealt with the

influence on fluent oral reading of home exposure to books,

but the above research suggests that familiarity with "book

language" may facilitate the production of fluent oral

reading.

Summary

Ruddell's Systems of Communication Model of Reading sug-

gests that decoding and comprehension in reading are related

to, and at least initially dependent upon, the encoding and

production systems of oral speech. In Eric Brown's (1974)

model, a successful oral rendering is a significant linguis-

tic event, an event necessary before comprehension can occur.

In accordance with these theoretical positions, linguists

and educators have observed the prosodic variables of speech

as they occur in samples of oral reading.

The variables of pause, pitch, and stress appear to mark

message components (Kleiman, 1979) and are the intonation

variables most often described. Pause, or time lapse,appears

to be particularly salient, since both surface structure and

deep structure analogue measurements are highly correlated
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with pause time (Brown & Miron, 1971). Relative levels of

pitch have been described by Crystal (1969) and by Stageberg

(1965), who provided examples of common English sentence

types with their accompanying pitch pattern. Stress, or

loudness, occurs also in regular grammatical positions, but

can also be used by the speaker to accent something (Crystal,

1969). This stress variable appears to be frequently used

by children (ages 3 to 10) to mark the topic or contrasting

element in pairs of pictures which differ in only one regard

(Hornby & Hass, 1970; Hornby, 1971).

There are relatively few studies which have examined

these three intonation variables in the oral reading of

elementary school schildren. Means (1969) did a linguistic

analysis of oral reading of 60 third graders and found that

the use of inappropriate pitch, stress, and pause was highly

correlated with oral reading comprehension (-.611, -.603,

and -.503) and moderately correlated with silent reading

comprehension (-.528, -.523, and -.485). Means also reported

high correlations among the three intonation measures (.978

between use of inappropriate pitch and stress, .900 between

pitch and pause, and .903 between stress and pause).

Clay and Imlach (1971) used a similar linguistic analysis

approach with second graders. They noted differences in the

use of pause, pitch, and stress by readers categorized as

High, High-Middle, Low-Middle, or Low on the basis of an

accuracy-plus-speed score. Poor readers, for example, were

found to pause more frequently, were more likely to complete
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a sentence with a rising or sustained pitch, and used stress

much more frequently. Coady and Baldwin (1977) examined

intonation patterns of children in second to fifth grade.

Although the sentences used were composed from a word lexicon

which every student could pronounce correctly on a flash card

test, subjects generated appropriate patterns less than 60%

of the time. Aulls (1977) studied stages of fluency devel-

opment, and noted that it was not until after the third year

that the less skilled readers obtained the intonation pat-

terns displayed in first grade by the good readers. He also

observed less skilled second graders who did not change their

level of fluency even when reading material in which they

could identify 97% of the words and answer 80% of the com-

prehension questions.

In addition to these studies which examined all three

intonation variables, several researchers have concerned

themselves only with pause placement, or parsing. This is

considered an important indication of the child's ability

to organize words into units that aid comprehension, and is

currently receiving research attention (Oakan, Wiener, &

Cromer, 1971; Johnson & Johnson, 1978; Smith, 1980).

Studies were also reviewed in which children have been

taught to use the prosodic variables (Ahlvers, 1970; Hantman,

1970), or in which these variables were mechanically marked

for children (Martin & Meltzer, 1976; Ehri, 1976). There

were also a number of studies in which less direct methods

of promoting fluency were employed, such as the Imitative
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Method, the Impress Method, and Repeated Readings (Cunningham,

1979). These treatments were undertaken on the assumption

that using appropriate pause, pitch, and stress would improve

the child's reading fluency, and presumably, his compre-

hension, but the results of these approaches have been mixed.

And, although some researchers contend that fluent rendering

depends heavily on the number of words one recognizes auto—

matically (Samuels, 1979), other research suggests that word

recognition ability is not sufficient for a fluent rendition

or for comprehension of the intended message (Oakan, Wiener,

& Cromer, 1971; Stewart, 1978).

In the present study, an attempt has been made to

measure the use of appropriate pause, pitch, and stress, as
 

opposed to the measure of inappropriate intonation used by

Means (1969). Pause and pitch were examined at every punc-

tuation mark, as done by Clay & Imlach (1971). A measure

of word recognition skill was included, as was a measure of

silent reading comprehension, to see how closely these

variables are related to the use of appropriate pause, pitch,

and stress.

In addition to investigating the relationships among

fluency, word recognition, and comprehension, four additional

variables were added which current educational reasoning sug-

gested might be related to fluency (peer vote, classroom

practice time, parent reading time, and home practice time).

No studies could be located in which these variables were

directly related to intonation, or to a general assessment
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of oral reading fluency. Therefore, selected studies were

reviewed dealing with each variable and its relationship to

reading ability, broadly defined. Listening to books read

at home, for example, has been found to be positively related

to success in first grade reading (McCormick, 1977). Yet,

Lamme and Omsted (1977) found home reading experiences unre-

lated to the comprehension scores of first graders. The

amount of classroom time devoted to oral reading might also

affect scores. Stallings (1978), for example, found that

high-gain secondary classrooms read aloud twice as often as

the no-gain group. The peer status variable was suggested

by writers interested in the affective domain. Athey (1976)

called attention to the importance of the child's self-image

as a reader, and Lamme and Omsted (1977) found that first

grade children who perceived themselves as poor readers

tended to score lower on a standardized reading achievement

test. There is, then, some support in the literature for

the assumption that oral reading fluency might be related to

other reading skills, such as word recognition ability and

comprehension ability, and to other variables such as peer

evaluation, classroom time spent in oral reading, hearing

parents reading aloud, and reading aloud to parents in the

home.



CHAPTER 3

RESEARCH DESIGN

The concern with fluency evident in the literature and

the paucity of research on this variable suggested that an

investigation of fluency in the oral reading of children in

the beginning stages of learning to read might be a profitabhe

study. This study merely begins the investigation of oral

reading fluency and its relationship to other variables: it

was undertaken to determine the comparative strength of

these relationships, and it is hoped that future studies will

probe these relationships in more detail. In this third

chapter, the sample and the data gathering instruments will

be described, and research procedures will be outlined.

Population
 

The populaton under consideration consisted of the

children enrolled in the first grade classrooms of a mid-

western surburban school system. This system has nine

elementary buildings, three junior high schools, and two

high schools, with a total enrollment of 10,000 pupils. The

community is located 25 miles north of a major metropolis

and is a rapidly growing community, with numerous subdi-

visions occupying what was recently farm land. The

38
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socio-economic make-up of the community is largely middle

and upper—middle level. Major industries are not located

within the district, and many wage-earners commute toward

the city. Representation from minority groups is very low.

Sample

The subjects of the study were 106 children enrolled in

the first grade in the suburban school system described above.

They were selected by cluster and stratified sampling pro-

cedures. In an attempt to include a full range of home

environment, the nine elementary schools of the school sys-

tem were characterized as Subdivision Schools, City Schools,

or Rural Schools to designate the geographical area served

by each. One of the three Subdivision Schools, one of the

three City Schools, and one of the three Rural Schools were

included in the sample. Within each of these schools, three

first grade classrooms participated, yielding nine classroom

clusters.

Initially, 12 subjects were selected from each of the

9 classrooms, yielding a sample of 108 children. Each

teacher was asked to provide a list of pupils who could read

at Primer level or above. The first 12 names heading the

list were contacted, and were replaced with the names next

in line if unable to participate. (Ten replacements were

necessary: five parents denied permission and five parents

could not be contacted.) The selection of equal numbers

from every classroom was an attempt to control the teacher
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extraneous variable, and also allowed for procedural ease in

testing.

The tabulation which follows portrays the distribution

of subjects in the sample:

GEOGRAPHIC DESIGNATION

 

Subdivision City Rural

School School School

Teacher A 12 subjects 12 subjects 12 subjects

Teacher B 12 subjects 12 subjects 12 subjects

Teacher C 12 subjects 12 subjects 12 subjects

(This diagram was for sampling only: it was not used

in data analysis.)

All 108 subjects were tested, but results for only 106

subjects were used in data analysis. One of the subjects

could not be used because his individualized testing session

tape was blank, and a second subject could not be used

because, although the parents gave verbal permission for

testing, they moved back to India without returning the par-

ent consent form or the parent questionnaire.

Variables
 

The dependent variable in the study was the ability to

read aloud fluently. The independent variables were (1) word

recognition skill, (2) silent reading comprehension ability,

(3) peer status rating as a reader, (4) amount of time spent

reading orally in the classroom, (5) amount of time spent

listening to books read aloud in the home, and (6) amount of
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time spent reading orally in the home. Of interest was the

extent to which each of these six variables is related to

the dependent variable.

Possible extraneous variables include IQ, sex, the

teacher factor, and socio-economic status of the child. Pre-

vious research (Means, 1969) has suggested that sex is not

significantly related to reading fluency, and that only a

small proportion of the variance in the relationship between

oral reading fluency and comprehension is accounted for by

Mental Age scores. Accordingly, in the present study, no

attempt was made to control sex, and no mental ability scores

were included. An attempt was made to control the teacher

factor by including nine different classrooms in the study,

with equal representation from each. However, to the extent

that teachers provided differential opportunities for oral

reading, placed differential emphasis on fluent rendering,

and allowed differential amountscfiftime for reading tasks,

the teacher factor was not controlled. As described in the

discussion of population, the subjects were drawn from a

community largely composed of middle and upper-middle income

level families, with very low minority enrollment. An attempt

was made to tap the full range of socio-economic levels rep—

resented within the community, but the generalizability of

the results of this study may be limited to suburban com-

munities of similar make-up.
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Instrumentation
 

The dependent and independent variables were measured

using the following instruments: three tests (Oral Reading

Fluency, Word Recognition, Comprehension Ability) and three

questionnaires (Peer Status, Classroom Reading Time, and

Reading in the Home). These are described below in detail.

Oral Reading Fluency, the dependent variable, was
 

assessed by the use of a researcher-designed test, referred

to throughout as the Oral Reading Fluency Test. The test

has two parts: a short story to measure use of pause and

pitch, and 12 pairs of cards, each card having a simple

picture and a short sentence, to measure use of contrastive

stress. The story contains ten sentences (four statements,

one "wh" question, two "yes-no" questions, and three short

exclamations), and there are seven commas located within

sentences (three associated with quoter clauses such as "No,"

said Jan,"It'S- - nn'amdfour designating items in a series).

The vocabulary items are words ordinarily found with high

frequency in Primer level texts, and, if a subject hesitated

more than two seconds, or mispronounced a word, the examiner

pronounced that word for the subject. The story is printed

in primary-size type on 8% x 11 paper, and a line drawing of

a girl holding a large bag appears on the bottom half of the

page. Three xerographic copies were made and each copy

laminated for use by the three examiners.

The cards used to measure contrastive stress in oral

reading were designed to be similar to those used by Hornby &
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Ease (1970) in their study of contrastive stress in chil-

dren's speech. There were 24, 4 x 6 inch cards, each con-

taining a line drawing of an object or person and a short

sentence or phrase. The cards were designed in pairs, with

only one element of the picture differing in each picture

of the pair. Three pairs differed in adjective used (A red

ball/A blue ball), three differed in object with actor

remaining the same (The boy has a car/The boy has a truck),

three differed in actor with object remaining constant (The

boy can hit the ball/The girl can hit the ball), and three

differed in action with actor remaining the same (The boy

is skating/The boy is not skating). These cards were not

presented in the groupings just described, but in a set

order of presentation with the 12 pairs presented in the same

sequence at each administration. When giving the test, one

card of the pair was placed on the table in front of the

child and he was instructed to read it. Then the second

card was placed beside the first card, allowing for visual

comparison, and the child read the second card of the pair.

This set was removed from view and the next set presented.

The sentences accompanying the pictures are hand printed in

large letters at the bottom of the cards. The vocabulary

consisted of high frequency words and words readily identi-

fiable from the pictures (Superman/Wonder Woman), but if a

child hesitated, the word was pronounced by the examiner.

Three identical sets of cards were made by tracing the orig-

inal set. Copies of these materials appear in the appendix.
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The oral fluency test materials were individually admin—

istered and responses were recorded on cassette tape for

later scoring. The story, the cards, and the Slosson Oral

Reading Test were all given in one session, and these three

tests were presented in rotated order. The testing session

began with a general statement about the purpose of the

project ("I want to learn more about how first graders

read . . ."), and was followed by a tape recorder desensiti-

zation activity in which the child said his name, age, and

other comments about himself into the recorder, listened to

himself, and then was instructed to read one of the three

individually administered tests.

Socring was done by four judges who listened to the

tapes and marked responses on two scoring sheets. On one

score sheet, the story was reproduced without capitalization

or punctuation so that the judge could mark total number of

pauses without being visually influenced. Then, referring

to a punctuated copy of the story, the judge circled the

punctuation points and counted the number of pauses which

occurred at punctuation. The number of total pauses was

unlimited, but the highest score obtainable on pause-at-

punctuation was 21. On the bottom of that first score sheet

the 12 contrastive stress sentence pairs were reproduced,

and the judge marked each pair "+" or "0" on whether or not

the subject stressed the contrastive element in the second

sentence of the pair. The highest possible score was 12.

The second score sheet was for judging pitch change. A key
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appeared at the top of the page, showing expressive adult

pitch changes with directional arrows (as suggested by

Stageberg, 1965), and the judge marked the subject's pitch

changes on the text of the story which appeared again at the

bottom of the page. The subject's rendition was compared to

the key and a point was given for agreement: possible

score = 21. Three of the scores (pause, pitch, and stress)

were added together to form an Oral Reading Fluency score,

a score based on the use of appropriate intonation patterns.

However, all four scores (total pause, pause, pitch, and

stress) were also used separately in data analysis.

Word Recognition Ability was measured using the Slosson
 

Oral Reading Test (Slosson Educational Publications, Inc.).

A test—retest reliability of .99 is reported for this test.

The test consists of graded word lists of 20 words each, from

Primer level to High School level. The child was handed a

laminated copy of the test to read, and scoring was done on

additional forms of the Slosson test. Each subject was asked

to start reading words at the Primer level, and was encouraged

to pronounce only words readily recognized rather than

attempting phonetic or structural analysis. The total num-

ber of words read correctly was taken as the raw score for

word recognition.

Silent Reading Comprehension Ability was measured using
 

the Cooperative Primary Test, Form 12A (Educational Testing

Service, 1967). This instrument was designed to be a test of

the ability to read words, sentences, paragraphs, and longer
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passages with understanding. The test consists of 50 items,

with a suggested administration time of 35 minutes. The

authors report a KR20 coefficient of internal consistency

for Spring administration in Grade 1 of .87, with a standard

error of measurement of 3.35. Tests were administered in

small groups of six, and were scored by hand. Raw scores

(number correct) were used as the score for silent reading

comprehension (highest possible score being 50).

Peer Status as a "Good Reader" was assessed in the fol-
 

lowing way: the child was read a list of classmates involved

in the study (11 children), and was asked to name the three

"best readers" on the list. The number of votes each child

received from peers was that individual's score for Peer

Vote. (If a child was named by everyone in the peer group,

it was possible to get a score of 11.) The names of each

child's three "best friends" (from the list of classmates)

were also elicited and recorded on the peer status question-

naire form. This was used as a check to see whether the chil-

dren were actually nominating "good readers," or simply naming

their friends.

Classroom Oral Reading Time was also assessed by a
 

questionnaire. Each teacher was asked to keep a record for

each subject for one week, recording the time the subject

spent reading orally each day in minutes. From these ques-

tionnaires, a minutes-per-week score for each subject was

calculated which became the child's score for Classroom

Practice Time.
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Reading in the Home was assessed by a parent question—
 

naire, suggested by an instrument designed by Chomsky (1972)

to study the relationship between exposure to written lan-

guage and the rate of linguistic development. The parent

was first asked how many times a week the child had books

read aloud to him, and how long the reading sessions usually

lasted. These figures were used to calculate a minutes—per-

week score for each subject which was that individual's

score for Parent Reading Time.

The parent was then asked to report how old the subject

was when the parent began reading orally to the child. This

latter score was not used to calculate a correlation, but

simply plotted to show the relationship between level of

fluency score (High, Middle, Low) and age when parent began

reading. A graph was developed showing the frequency of

individuals in each cell of a chart which had Oral Fluency

Level on the vertical axis and Age of Child When Parent Began

to Read on the horizontal axis.

Thirdly, the parent was asked to report how many min—

utes per week the subject read aloud to the parent. This

became the child's score for Home Practice Time.

Copies of the three questionnaires used in the study

appear in Appendix A.

Research Questions
 

The study was undertaken to investigate the nature of

the relationship between oral reading fluency and six other
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variables, and to assess the relative strength of those

relationships. The four research questions, posed in chap-

ter 1, are:

1. To what extent is oral reading fluency a unique

reading subskill: to what extent do measures of

fluency have low correlations with measures of

word recognition ability and with measures of

comprehension ability?

2. To what extent is the child's ability to read

fluently related to peer evaluation of that child

as a "good reader"?

3. To what extent is fluency related to time spent

practicing oral reading in the classroom?

4. To what extent is fluency related to how much

time the parent spends reading aloud to the child,

to the age at which the parent began reading to

the child, and to the time the child spends prac—

ticing oral reading in the home?

Previous research suggests that a positive relationship

may exist between the independent variables and the dependent

variable, but only in the case of oral reading fluency and

reading comprehension ability has the relationship actually

been studied. Therefore, the research questions are stated

in nondirectional terms.

When testing the correlations for significance, the

null hypothesis and alternative hypothesis being tested in

this study are:
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Ho: The population correlation coefficient is equal

to zero.

:
1
1

The population correlation coefficient is non-zero.

Design

The investigation was essentially a correlational study,

designed to assess the relationships between oral reading

fluency and other reading skills and behaviors. Because the

independent variables were assumed to be correlated with each

other, a multiple regression analysis was performed to eval—

uate the relative strength of the relationships between oral

reading fluency and the six other variables included in the

study.

Analysis of Data
 

After all tests were scored and questionnaire responses

tabulated, Pearson product-moment correlation coefficients

were calculated to determine the extent of the relationship

between the dependent variables (the measures of fluency) and

each independent variable, and between each possible pair of

independent variables. The assumption when utilizing cor-

relation coefficients is that the two variables involved

have a bivariate normal distribution. The test statistic is

t, and the sampling distribution is considered a t distri-

bution with degrees of freedom = n-2. Calculations were done

at the Michigan State University Computer Center using an

SPSS program (Statistical Package for the Social Studies),
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with program writing assistance from the Office of Research

Consultants and the SPSS Consultant.

Because the independent variables are all assumed to be

related to reading, and therefore assumed to correlate with

each other to a certain degree, a multiple regression

analysis was undertaken involving the independent variables

with each measure of the dependent variable. The regression

equations and multiple correlation coefficients were also

computed using an SPSS program, using an F statistic with

k-l, N-k degrees of freedom. The level of confidence for all

inferential tests was set at .05.

A double cross validation study was done to evaluate

the usefulness of the obtained Beta weights.

Research Schedule
 

The research study proceeded according to the schedule

outlined below.

A. Preparation for the study

1. In September 1979, permission was obtained from

the Assistant Superintendent of the school dis-

trict to use subjects from the schools in the

research project. The nine schools were cate-

gorized as Subdivision, City, or Rural, and

one of each category, having three first grade

sections, was targeted for the project.

2. In March 1980, principals were contacted and

meetings were set up with the principals and
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teachers concerned to discuss the purpose of

the study and to schedule testing.

The teachers provided a list of subjects with

addresses and phone numbers.

The three research assistants met for 4 hours

of instruction in testing procedures.

A professional children's librarian made a

recording of the Oral Fluency Test paragraph

which was used as a resource in establishing

a norm to which student renderings could be

compared.

B. Conducting the study

6. In March, the parent permission slips and

questionnaires were mailed. A stamped,

addressed envelope was included. After 1 week,

return was approximately 50%.

Follow-up phone calls were made to answer

questions about the research and to enlist par-

ticipation. When participation was denied

(five instances) and when the parents could not

be contacted either by mail or by phone (five

instances), another subject from the same class-

room was contacted.

If verbal consent was given but the written

permission and questionnaire were not returned

in 1 week, a second letter and second copy of
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the forms were mailed to the parents. After

4 weeks, 107 were returned.

During the last 2 weeks of April, subjects, in

the school building they attended, met individ-

ually with an examiner to take the individu-

alized tests (a 20 minute session), and met in

groups of six to take the comprehension test

(a 45 minute session).

During the last week in April teachers were

asked to keep a daily record of time each sub-

ject read orally on the "Classroom Reading

Time" questionnaire.

C. Scoring and data analysis

11.

12.

13.

All tests were scored according to keys, and

all questionnaire responses recorded, giving

each subject a score on each of the six inde-

pendent variables.

Three judges met in two 3-hour sessions with

the author to practice scoring the components

of the Oral Reading Fluency Test.

Each of four judges scored 27 tapes for pause,

pitch, and stress. Sixteen tapes were selected

by chance to be scored by all four judges to

establish inter-rater reliability. Each judge

also re-scored ten of her own tapes (tapes

chosen by reaching into the box and drawing
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out a tape), to establish time-lapse stability

as a rater.

14. Because of seeming inconsistencies in the four-

judge scorings, all 106 tapes were scored by

the author, and 32 tapes were re-scored after

1 week to establish one—judge rating stability.

15. Pearson product-moment correlations were com-

puted between five measures of oral reading

fluency and the six independent variables.

16. A correlation-inter-correlation matrix was

developed, and multiple regression analysis

was undertaken to examine the comparative

strength of the relationships generated.

17. A double-cross validation study was made to

check on the accuracy of the regression equations

generated in the multiple regression analysis.

SUmmary

This study was undertaken to investigate the relation—

ship between oral reading fluency and six independent

variables: word recognition, comprehension, peer status as

a reader, classroom reading time, parent time spent reading

to child, and child time spent reading orally at home. The

final sample consisted of 106 first grade children from a

midwestern suburban school system. Initially 12 children

came from each of nine classrooms located in three schools

which represented different home environments. The entire



54

community, however, was middle to upper-middle socio-economic

level, and minority population was very low. The students

from each classroom were those recommended by the teachers as

children who could read at Primer level or above.

Measuring instruments used included three tests and

three questionnaires. Oral reading fluency was assessed by

a researcher-designed instrument consisting of a story to

assess use of appropriate pause and pitch, and a set of con-

trasting picture-plus-sentence cards to test use of con-

trastive stress. Word recognition was measured using the

Slosson Oral Reading Test, and the Cooperative Primary Test

was used to assess comprehension. Peer status rating was

measured with a student questionnaire and classroom oral

reading time by a teacher questionnaire. A parent question-

naire provided data on the two home reading variables.

The analysis consisted of calculating Pearson product-

moment correlation coefficients for the dependent variable

measures with the six independent variables, and performing

a multiple regression analysis. The research question asked

was to what extent do non-zero correlations exist between

the variables.



CHAPTER 4

ANALYSIS OF RESULTS

Data were collected and recorded according to the

schedule outlined in the previous chapter. It immediately

became apparent that scoring the variables of pause, pitch

and stress was much more subjective than anticipated, and

reliability of the judges surfaced as a major concern.

Inter-rater reliability data was, therefore, included in the

initial section of this chapter so that the reader may have

this information prior to considering the results of the

four research questions. A presentation of the results and

the reliability among the judges of the Oral Reading Flu-

ency Test is followed by a section on each of the four

research questions: (1) To what extent is oral reading

fluency a unique reading subskill? (2) To what extent does

the child's ability to read fluently appear to be related

to peer evaluation of that child as a "good reader"? (3) To

what extent is fluency related to time spent on oral reading

in the classroom? (4) To what extent is fluency related to

reading-at-home factors? In each section, two sets of data

will be presented, one set based on scores assigned

55
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originally by the four judges, and a second set based on

scores assigned by one judge; namely, the author in this

study.

The Test of Oral Reading Fluency:

Analysis of Results

Five measures of oral reading fluency were obtained:

pause-at-punctuation (Pause), pitch-at-punctuation (Pitch),

stress on contrastive elements (Stress), a composite of

these first three scores (Oral Reading Fluency or ORF), and

a count of the total number of pauses made in reading the

story (T-Pause). The first three and their composite repre-

sent appropriate intonation, the fifth (T-Pause), represents

nonfluent intonation patterns.

Results of the fluency test for the 106 first grade

readers are presented in Tables 0:1 and 0:2. The percent

of appropriate intonation is the total number of correct

Table 0:1.--Oral Reading Fluency Statistics: Four Judge Data

 

 

Pause Pitch Stress ORF T-Pause

Mean 16.425 15.585 6.717 38.726 26.217

Std Dev. 2.526 3.380 3.161 6.102 6.905

Score Range 8-21 6-21 0-12 19-49 12-54

Possible Points 21 21 12 54 ---

% of Appropriate 78 74 56 72 ---

Intonation
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Table 0:2.--Oral Reading Fluency Statistics:

One Judge Data

 

 

Pause Pitch Stress ORF T-Pause

Mean 16.160 17.123 5.415 38.698 27.755

Std Dev. 2.130 1.717 2.722 4.308 6.274

Score Range 11-21 12-21 0-12 29-48 13-54

Possible Points 21 21 12 54 ---

% of Appropriate 77 81 45 72 ---

Intonation

 

responses divided by the total number of possible correct

responses.

A further analysis of responses on the contrastive

stress test was carried out so that results might be com-

pared with results obtained in oral language research on

the production of contrastive stress. There were five

sentence constituents in which stress occurred: subject,

verb, object, adjective and adverb ("is skating"/"is n95

skating"). The number of correct responses was tabulated

for each category and results are reported in percentages

(Tables 0:3 and 0:4).

Scoring difficulties encountered by the four judges

suggested that an alternative scoring should be undertaken.

As originally proposed, the four judges met together for

training sessions where scoring criteria were disCussed and

tapes played for practice in marking pause, pitch and

stress. In the sessions, each judge scored each tape
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Table 0:3.--Analysis of Contrastive Stress Scores: Stress

in Sentence Constituents:

Four Judge Data

 

    

 

Subject Verb Object Adjective Adverb

(3 items) (2 items) (3 items) (3 items) (1 item)

45% 62% 57% 54% 84%

 

Table 0:4.--Analysis of Contrastive Stress Scores: Stress

in Sentence Constituents:

One Judge Data

 

  
  

 

Subject Verb Object Adjective Adverb

(3 items) (2 items) (3 items) (3 items) (1 item)

45% 40% 41% 40% 84%

 

independently, and then the assigned scores were discussed.

With practice, the judges appeared to come closer together

in scores assigned, but differences among judges were still

evident. For example, one judge heard pitch rise when

another did not, and one judge's interpretation of a pause

differed from another's; yet, each felt confident of what

she had heard, and could not "hear" what the other heard.

Also, all judges reported a heightened awareness of cues

the more tapes they scored, resulting in subtle criterion

changes over a 2 or 3 hour scoring session. Because of

these scoring difficulties, all tapes were judged by the

author to see if results would differ had the readings been

rated by one judge rather than four. (Three weeks had
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elapsed since the author had participated in the original

scorings.)

One measure of fluency, Total Pause, was not included

in the following comparisons of the four judge scores with

the one judge scores. There was initial indecision about

the scoring of Total Pause, and not all of the judges

scored their protocols for this measure of fluency during

the first 2 weeks of scoring. In the process of re-scoring

for establishing reliability, many of the missing Total

Pause scores were filled in. The 29 remaining missing

Total Pause scores were assigned by the author (Judge 3)

so that the correlations could be calculated between the

five fluency variables and the six independent variables

for all 106 subjects. Total Pause scores assigned in this

manner, however, could not be used in the comparison of

four judge scores with one judge scores (Tables 0:5 and

0:6), nor could they be used in establishing inter-rater

reliability for the four judges (Tables 0:7, 0:8, and 0:9).

Differences between the four judge scores and the one

judge scores are reported in Table 0:5. Pearson correla-

tion coefficients were calculated to show the relationships

of the scores in the two judging situations, and a T—test

was run to test for significant differences in means. For

the correlations, the hypothesis to be tested is:

Ho: The population correlation coefficient is equal

to zero.
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Table 0:5.--Correlation Between the Four Judge Scores and

the One Judge Scores

 

Pause Pitch Stress ORF

 

.614* .326* .759* .656*

 

N=lO6

*Significant at the .05 level

H1: The population correlation coefficient is not

equal to zero.

Although the null hypothesis can be rejected for all

correlations tested, the relationship between scores

assigned for the Pitch variable (.326) was not as strong

as the correlations between the four judge scores and the

one judge scores for Pause (.614), Stress (.759), and Oral

Reading Fluency (.656).

When testing for significant differences in means, the

hypothesis being investigated is:

Ho: There is no difference between the scores assigned

by four judges and the scores assigned by one

judge.

H1: There is a difference between the scores assigned

by four judges and the scores assigned by one

judge.

The null hypothesis cannot be rejected for Pause and

for Oral Reading Fluency, the composite. For the Pitch

variable, the one judge mean was 1.54 points higher than

the four judge mean: this is significant at the .05 level
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and the null hypothesis can be rejected. For the Stress

variable, the one judge mean was 1.30 points lower, a dif—

ference significant at the .05 level allowing the null

hypothesis to be rejected. In summary, the results of the

T-test indicate that Pitgh and Stress scores differed sig-

nificantly (when comparing team and single-judge scores),

but Pause and Oral Reading Fluency did not (see Table 0:6).

Two measures of inter-rater reliability were included
 

in the research design: a measure of inter-rater reliability

among the four judges, and a measure of each judge's con-

sistency after a time lapse. This latter measure was also

applied to the results obtained in one-judge scoring.

Reported in Tables 0:7, 0:8, and 0:9 are the alpha coef-

ficients and Pearson correlation coefficients computed to

assess inter-rater reliabilities. When testing for signifi-

cance, in each instance, the null hypothesis states that

the population correlation is zero, and the alternative

hypothesis states that the population correlation is non-

zero.

Inter-Rater Reliability of the

Four Judges

 

 

In the original four judge scoring, inter-rater reli-

ability of the four judges was established by drawing out

four tapes of each judge and circulating those until 16

tapes had been scored by all four judges. Crombach's coef-

ficient alpha was used to compute the inter-rater reliabil-

ities for the four judges on four intonation measures:
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Table 0:6.-~Resu1ts of T-Test for Differences in Means Between the Four

Judge Scores and the One Judge Scores

 

—. —

 

 

 

Difference

Mean Std. D. S.E. Mean Std. D. S.E.

Pause

Four Judge Scores 16.42 2.53 .25

.26 2.08 .20

One Judge Scores 16.16 2.13 .21

Pitch

Four Judge Scores 15.58 3.38 .33

-1.54* 3.26 .32

One Judge Scores 17.12 1.72 .17

Stress

Four Judge Scores 6.72 3.16 .31

1.30* 2.09 .20

One Judge Scores 5.41 2.72 .25

Oral Reading Fluency

(Pausei-Pitch4-Stress)

Four Judge Scores 38.73 6.10 .59

.03 4.62 .45

One Judge Scores 38.70 4.31 .42

 

*Significant at the .05 level, 2-tail probability withtdegrees of

freedom = 105.

”'2 m... ...~...._
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Pause, Pitch, Stress, and the composite, Oral Reading Flu-

ency (Table 0:7). In an attempt to determine the extent to

which individual judges were influencing the reliability

coefficients, inter-rater reliabilities were also computed

for each possible set of three judges (Table 0:8). Inter-

rater reliability for the four judges ranged from .639 for

Pitch to .900 for Stress, but the reliability would have

been higher on three of the four measures if Judge 1 had

been deleted.

Table 0:7.--Inter-Rater Reliability Coefficients for Four

 

 

Judges

Pause Pitch Stress Oral Reading

Fluency

Alpha: .867 .639 .900 .858

 

N = 16

Rating Consistency Over Time
 

The reliability of each individual judge over time was

established by having each judge re-score 10 of the 27 tapes

previously scored. One to three weeks elapsed between

ratings. Pearson correlation coefficients were computed

for each judge for the scoring and re-scoring of four intona-

tion measures (Table 0:9). Rating consistency coefficients

for Judge 3 and Judge 4 were significant for all four

measures, but Judge 1 and Judge 2 had significant consis-

tency coefficients for only two of the four measures.



64

Table 0:8.--Coefficients when Each of the Four Judges is Deleted

 

Oral Reading

 

Pause Pitch Stress Fluency

Alpha if Judge 1 Deleted .917 .797 .846 .880

Alpha if Judge 2 Deleted .800 .548 .884 .775

Alpha if Judge 3 Deleted .803 .554 .870 .814

Alpha if Judge 4 Deleted .795 .434 .880 .816

 

 

 

 

N = 16

Table 0:9.--Rating Consistency Over Time: Four Judges

Oral Reading

Pause Pitch Stress Fluency

Judge 1 .379 .258 .953* .715*

Judge 2 .610 .792* .587 .714*

Judge 3 .912* .907* .937* .949*

Judge 4 .815* .935* .970* .974*

N = 10

*Significant at the .05 level
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To establish the reliability of scoring when all 106

tapes were scored by one person, 32 tapes were selected at

random for rescoring l to 2 weeks after the initial scoring.

Pearson correlation coefficients for five intonation mea-

sures are given in Table 0:10. The rating consistency coef-

ficients for the one judge were significant for all four

measures .

Table 0:10.--Rating Consistency Over Time: One Judge

 

Pause Pitch Stress ORF T-Pause

 

Author-Judge .893* .725* .835* .815* .819*

 

N = 32

*Significant at the .05 level

In summary, the measures of inter-rater reliability
 

yielded scoring agreement among the four judges ranging

from .639 for Pitch scores to .900 for Stress scores. On

three of four variables scored, deleting Judge 1 would have

resulted in higher inter-rater reliability. When time lapse

consistency was measured for each of the judges separately,

correlations ranged from .258 (Judge 1 on the scoring of

Pitch) to .974 (Judge 4 on the composite Oral Reading Flu-

ency score). Time lapse consistency for the one judge

scoring ranged from .725 (Pitch) to .893 (Pause). The

reader is asked to keep in mind these scoring reliabilities

when examining the main body of data presented below.
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Each of the four research questions will be examined in

turn.

Research Question 1: To what extent is oral reading fluency

a unique subskill?

The first question was the extent to which oral reading

fluency is a subskill not highly correlated with other recog—

nized subskills such as word recognition and comprehension.

Pearson correlation coefficients are reported for five mea-

sures of fluency with scores on the Slosson Word Recognition

Test and scores on the Cooperative Primary Test (a measure

of comprehension). Following that, a matrix is presented,

giving inter-correlations between all seven variables. The

hypothesis to be tested:

Ho: The population correlation coefficient is equal

to zero.

H1: The population correlation coefficient is not

equal to zero.

Table l:l.--The Relationship Between the Fluency Variables and Other

Reading Subskills: Four Judge Data

 

 

Pause Pitch Stress ORF T-Pause

Word Recognition -.017 .223* .149 .194* -.573*

Comprehension .129 .173 .016 .158 -.343*

 

N = 106

*Significant at .05 level
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The decision is to reject the null hypothesis for four

of the relationships tested: the correlation between Word

Recognition and Pitch, between Word Recognition and Oral

Reading Fluency, between Word Recognition and Total Pause,

and between Comprehension and Total Pause. It appears that

the relationships between the use of appropriate intonation

features and other reading subskills are low or nonexistent,

but that the number of total pauses made by the reader shows

a moderate negative relationship to high scores on word

recognition (-.573) and comprehension (-.343).

Table l:2.--The Inter-Correlations Among Reading Variables: Four

Judge Data

 

Pause Pitch Stress ORF T-Pause W. Recog. Comp.

 

 

Pause ---

Pitch .348* ---

Stress .144 .056 ---

ORF .681* .727* .609* ---

T-Pause .209* -.073 -.182 -.O48 ---

W. Recog. -.017 .223* .149 .194* -.573* ---

Comp. .129 .173 .016 .158 —.343* .682* ---

N = 106

*Significant at .05 level

The decision to reject the null hypothesis can be made

for ten of the inter-correlations: four were identified in

the preceding table, three are between the composite Oral
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Reading Fluency score and its component parts, and two of

the significant correlations are between individual measures

of fluency (Pause with Pitch, and Pause with Total Pause).

The two reading measures, Word Recognition and Comprehension,

were also significantly related. The strongest relationships

were between Word Recognition and Comprehension (.682) and

between Oral Reading Fluency and its components (.681, .727,

.609), while the significant inter-correlations between

individual measures of fluency were smaller (.348, .209).

Table l:3.-—The Relationship Between the Fluency Variables and Other

Reading Subskills: One Judge Data

 

 

Pause Pitch Stress ORF T-Pause

Word Recognition -.060 .063 .109 .064 -.609*

Comprehension .175 .104 .016 .138 -.427*

 

N = 106

*Significant at .05 level

The decision to reject the null hypothesis is made for

two of the relationships tested: the correlations between

Word Recognition and Total Pause, and between Comprehension

and Total Pause. These results are similar to results given

for the four judge data (Table 1:1). High Total Pause

scores, an indication of poor fluency, were negatively

correlated with Word Recognition (-.609) and with Compre-

hension (-.427). The use of appropriate Pause, Pitch, and
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Stress was not significantly related to the other reading

subskills.

Table l:4.--The Inter-Correlations Among Reading Variables: One

Judge Data

 

Pause Pitch Stress ORF T-Pause W. Recog. Comp.

 

 

Pause ---

Pitch .203* ---

Stress .072 .144 ---

ORF .621* .590* .725* -—-

T-Pause .424* -.111 -.116 .092 —--

W. Recog. -.O60 .063 .109 .064 -.609* ---

Comp. .175 .104 .016 .138 -.427* .682* ---

N = 106

*Significant at .05 level

The decision to reject the null hypothesis can be made

for eight of the inter-correlations: two were identified

in the preceding table, three exist between the composite

Oral Reading Fluency score and its components, and two of

the fluency variables are significantly correlated with

each other (Pause with Total Pause, and Pause with Pitch).

The reading subskills (Word Recognition and Comprehension)

were also significantly correlated. The one judge data were

consistent with the four judge inter-correlation data

(Table 1:2). The significant inter-correlations among

intonation measures were not strong (.424, .203) compared
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with the correlations between Word Recognition and Compre-

hension (.682) and between Oral Reading Fluency and its

components (.621, .590, .725).

Five step-wise multiple regression analyses were done,

using each of the five intonation measures as dependent

variables with all six of the independent variables entered

into each analysis. The multiple correlation coefficients

and equations are presented in Tables 5:1 and 5:2.

Word Recognition and Comprehension scores were two of

the six independent variables entered into the prediction

equations. Tables 1:5 and 1:6 give the position in each

regression equation of the reading subskills, and the R2

change resulting from the addition of these variables into

the equation. Only twice in the four judge data and twice

in the one judge data did either of these reading subskills

have correlations with the fluency scores higher than those

of other independent variables, allowing them to be entered

on the first step of the regression. Using the four judge

data (Table 1:5), Word Recognition entered first in the

prediction equations for Stress and for Total Pause, and

using the one judge data (Table 1:6), Word Recognition

entered first in the equation for Total Pause, while Com—

prehension entered first in the equation for Pause. Yet

only in the case of Total Pause did these reading subskill

scores cause a moderate change in the amount of variance

which can be accounted for by the multiple regression (R2).
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Table l:5.--Entry Step and R2 Changes of Word Recognition and Compre-

hension in Multiple Regression Analyses of Intonation

Variables: Four Judge Data

 

 

Dependent Word Recog. W.R. Caused Comp. Comp. Caused

Variable Entry R2 Change Entry R2 Change

Pause Step 4 .023 Step 3 .010

Pitch Step 2 .042 Step 6 .002

Stress Step 1 .022 Step 2 .014

ORF Step 2 .032 Step 6 .001

T-Pause Step 1 .328 Step 4 .016

 

Table l:6.--Entry Step and R2 Changes of Word Recognition and Compre-

hension in Multiple Regression Analyses of Intonation

Variables: One Judge Data

 

 

Dependent Word Recog. W.R. Caused Comp. Comp. Caused

Variable Entry R2 Change Entry R2 Change

Pause Step 2 .060 Step 1 .030

Pitch Step 6 .001 Step 4 .007

Stress Step 4 .005 Step 5 .010

ORF Step 6 .001 Step 2 .034

T-Pause Step 1 .371 Step 5 .000
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Research_guestion 2: To what extent is the child's ability

to read fluently related to peer

evaluation of that child as a "good

reader"?

The second question was the extent to which fluency

might be seen as an influence on peer evaluation as a

reader--is the child who has expressive oral reading the

child voted one of the "best readers" in a group of his

peers? Pearson correlation coefficients are reported for

five measures of fluency correlated with number of peer

votes as a "good reader." The inferential hypothesis to be

tested is:

Ho: The population correlation coefficient is equal

to zero.

H1: The population correlation coefficient is not

equal to zero.

Table 2:1.--The Relationship Between Fluency Variables and

Peer Evaluation as a "Good Reader": Four Judge

 

 

 

Data

—— Pause Pitch Stress WORF T-Pause

Peer Vote -.002 .146 .114 .139 -.454*

N = 106

*Significant at .05 level

The decision is to reject the null hypothesis for one

of the relationships tested: the correlation between Peer

Vote and Total Pause. As can be seen in Table 2:1, the

correlation between Total Pause and Peer Vote was -.454,
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while the use of appropriate Pause, Pitch, and Stress had

correlations ranging only between -.002 and .146.

Table 2:2.--The Relationship Between Fluency Variables and

 

 

 

Peer Evaluation as a "Good Reader": One Judge

Data

Pause Pitch Stress ORF T-Pause

Peer Vote -.057 .132 .131 .107 -.377*

N = 106

*Significant at .05 level

The decision is made to reject the null hypothesis for

one of the relationships tested: the correlation between

Peer Vote and Total Pause. Consistent with results in the

four judge data (Table 2:1), the correlations found in the

one judge data (Table 2:2) show a moderate relationship

only between Total Pause and Peer Vote (d.377).

Peer vote was also correlated with the five other

independent variables in the study.

Table 2:3.--The Relationship Between Peer Vote and the Five Other Inde-

pendent Variables (Four Judge Data = One Judge Data)

 

 

Word Classroom Parent Home

Recog. Comp. Practice Time Reading Time Practice Time

Peer Vote .490* .452* .035 -.l4l -.l72

N = 106

*Significant at .05 level
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The decision is to reject the null hypothesis for two

of the relationships tested: the correlations between Peer

Vote and Word Recognition and between Peer Vote and Compre-

hension. As seen in Table 2:3, both of these correlations

were positive and moderate (.490, .452). It is of interest

to note that these correlations are similar in strength to

the correlations between Peer Vote and Total Pause (-.454,

-.377) given in Tables 2:1 and 2:2.

Peer Vote was one of six independent variables

entered into multiple regression equations with each intona-

tion measure as a dependent variable. Multiple correlation

coefficients and equations are given in Tables 5:3 and 5:4.

The contribution of Peer Vote scores to the prediction equa-

tions is summarized in Tables 2:4 and 2:5. Although the

correlations in the one judge data (Table 2:2) between Pitch

and Peer Vote and between Stress and Peer Vote were low

and non-significant (.132, .131), they were still strong

enough to enter the regression equation first. Peer Vote

scores, however, accounted for very little of the variance

in these intonation measures (R2 = .017).

To see whether pupils might be naming their friends

rather than nominating "good readers," pupils were asked

to name their three "best friends" from the list of 12 sub-

jects after they had named their choices for "good readers."

A frequency count was done to determine the number of over-

laps existing in each classroom. For example, if a child

named one classmate to both lists, the overlap was 1, etc.
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Regression Analyses of Intonation Variables:

Four Judge Data

 

 

Dependent Variable Peer Vote Entry R2 Change

Pause Step .001

Pitch Step .003

Stress Step .005

ORF Step .003

T-Pause Step .039

 

Table 2:5.-—Entry Step and R2 Change of Peer Vote in Multiphe

Regression Analyses of Intonation Variables:

One Judge Data

 

 

Dependent Variable Peer Vote Entry R2 Change

Pause Step .010

Pitch Step .017

Stress Step .017

ORF Step .002

T-Pause Step .012
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Results are charted below (Table 2:6). Fifty-five of the

106 subjects had no overlap or named just one person as

both a good friend and a good reader, suggesting that first

grade subjects were able to make a distinction between

"good reader" and "good friend."

Table 2:6.--Frequency Count of Children who had Overlap for Names

Proposed as Both "Good Reader" and "Best Friend"

 

 

 

 

Amount of
Classroom

0v 1

Total

er aP l 2 3 4 5 6 7 8 9

0 0 1 1 4 2 2 4 o 3 17

2 8 7 5 5 3 6 3 4 4 45

3 0 0 0 1 4 o o o 1 6

N = 106

Research Question 3: To what extent is fluency related to

time spent on oral reading in the

classroom?
 

The third question asked about the possible contribu-

tion to fluent reading of oral reading practice in the class-

room. Pearson correlation coefficients are reported for

the five measures of fluency with Classroom Practice Time,

the minutes per week of classroom oral reading reported for

each subject. The relationship between Classroom Practice

Time and the five other independent variables is also
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reported. The inferential hypothesis to be tested for each

relationship is:

Ho: The population correlation coefficient is equal

to zero.

H1: The population correlation coefficient is not

equal to zero.

Table 3:l.--The Relationship Between Fluency Variables and Classroom

Practice Time: Four Judge Data

 

Pause Pitch Stress ORF T-Pause

 

Classroom Practice

Time -.278* -.295* .051 -.252* .089

 

N = 106

*Significant at .05 level

Using the four judge data (Table 3:1), the decision is

to reject the null hypothesis for three of the relationships

tested: Classroom Practice Time with Pause, with Pitch, and

with Oral Reading Fluency. Although a positive relationship

might have been expected, all of the significant correlations

were negative (-.278, -.295, -.252). One explanation for the

negative findings might be that children who are reading with

appropriate intonation are doing more silent reading than

oral reading in the classroom, while the teacher schedules

oral reading practice for less fluent readers.

None of the relationships generated using the one judge

data (Table 3:2), were significant at the .05 level. These
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Table 3:2.--The Relationship Between Fluency Variables and Classroom

Practice Time: One Judge Data

 

Pause Pitch Stress ORF T-Pause

 

Classroom Practice

Time -.000 .104 .006 .045 .031

N = 106

*Significant at .05 level

results are in contrast with results obtained from analysis

of the four judge data (Table 3:1).

When examining the correlations between intonation

variables and independent variables elsewhere in this

study, the significant correlations from the four judge

data and the one judge data were fairly consistent, but

the correlations for Classroom Practice Time were signifi—

cantly different for three of the five intonation measures.

The difference in Pause results is particularly interesting

because, although significant differences in means were

found between four judge scores and one judge scores for

Pitch and Stress, the means and standard deviations of Pause

scores were very similar (Table 0:6). These differences

suggest a need for future research on the nature of the

relationship between fluent oral reading and classroom prac-

tice time, perhaps with a more accurate method of measuring

time spent reading aloud in the classroom.
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Correlations were also calculated to show the relation-

ship between Classroom Practice Time and the other five

independent variables.

Table 3:3.--The Relationship Between Classroom Practice Time and the

Five Other Independent Variables (Four Judge Data = One

Judge Data)

 

 

Word Peer Parent Home

Recog. Comp. Vote Reading Time Practice Time

Classroom Practice

Time -.O6l .010 .035 —.021 -.082

 

N = 106

*Significant at .05 level

None of these relationships were significant at the

.05 level, suggesting that, as measured in this study,

Classroom Practice Time is not highly inter-correlated with

other measures of reading behavior.

The contribution of Classroom Practice Time to the

multiple regression equations of the fluency variables is

given in Tables 3:4 and 3:5. Because of the high correla-

tions between Classroom Practice Time and several of the

intonation variables found in the four judge data

(Table 3:1), this variable entered the multiple regression

equation at Step 1. However, this variable accounted for

very little of the variation in intonation scores. In the

one judge data, there were no significant correlations

(Table 3:2), and Classroom Practice Time entered the
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Table 3:4.--Entry Step and R2 Change of Classroom Practice

Time in the Multiple Regression Analyses of

Intonation Variables: Four Judge Data

 

Classroom Practice

 

Dependent Variable Time Entry R2 Change

Pause Step 1 .077

Pitch Step 1 .087

Stress Step 4 .004

ORF Step 1 .063

T—Pause Step 6 .004

 

Table 3:5.--Entry Step and R2 Change of Classroom Practice

Time in the Multiple Regression Analyses of

Intonation Variables: One Judge Data

 

Classroom Practice

 

Dependent Variable Time Entry R2 Change

Pause Step 6 .001

Pitch Step 3 .010

Stress not entered

ORF Step 5 .001

T-Pause not entered
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multiple regression equations after other independent vari-

ables or not at all.

Research Question 4: To what extent is fluency related to

readipg-at-home factors?
 

The fourth question dealt with possible home influ-

ences on fluent reading. Two measures of time spent on

home—reading activities were included: the amount of time

per week the parent spends reading to the child, and the

amount of time per week the child spends reading to the

parent or sibling. The Pearson correlation coefficients

are reported below for the five measures of fluency with

the two measures of home-reading activity. Following that,

the relationship between the Reading-at-Home variables and

the other independent variables is reported. The hypothesis

to be tested:

Ho: The population correlation coefficient is equal

to zero.

H1: The population correlation coefficient is not

equal to zero.

Using the four judge data, the decision to reject the null

hypothesis can be made for only one of the relationships:

Parent Reading Time with Total Pause. Use of apprOpriate

Pause, Pitch and Stress was not found to be significantly corre-

lated with either Parent Reading Time or Home Practice Time.

Although one might expect a positive relationship to exist

between fluency variables and reading at home, several low

negative correlations were found in the analysis of the four
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Table 4:l.--The Relationship Between Fluency Variables and Reading-at-

Home Variables (Parent Reading Time and Home Practice Time):

Four Judge Data

 

 

Pause Pitch Stress ORF T-Pause

Parent Reading Time -.032 .033 .026 .018 .274*

Home Practice Time -.158 -.052 -.019 -.104 -.041

(Child Reading)

 

N = 106

*Significant at .05 level

judge data, and the significant correlation between Parent

Reading Time and Total Pause (.274) was positive when one

might have expected the correlation to be negative. The

data seem to suggest that the child whose parents read aloud

frequently may also be the child who makes many pauses and

hesitations while reading orally. One explanation for this

unexpected finding may be that the child who uses intona-

tion appropriately and reads orally with a minimal number

of pauses is now spending time at home in silent reading

activities, while parents of less fluent readers still spend

time reading aloud to their children.

The decision to reject the null hypothesis can be made

for only one of the relationships studied using the one judge

data: the correlation between Parent Reading Time and Total

Pause (.243). These results are consistent with results of

the four judge data (Table 4:1). As previously discussed,

this unexpected positive relationship may be due to fluent
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Table 4:2.--The Relationship Between Fluency Variables and Reading-at-

Home Variables (Parent Reading Time and Home Practice Time):

One Judge Data

 

 

Pause Pitch Stress ORF T—Pause

Parent Reading Time .134 .113 .080 .162 .243*

Home Practice Time -.l61 .010 -.100 -.138 -.108

(Child Reading)

 

N = 106

*Significant at .05 level

readers turning to silent reading while parents continue to

Spend time reading to those children who are less fluent

readers.

The inter-correlations between the Reading-at-Home

variables and the other four independent variables are pre-

sented in Table 4:3.

The decision is to reject the null hypothesis for two

of the relationships tested: Parent Reading Time with Word

Recognition and with Comprehension (both negative). These

inter-correlations are of interest because of the unexpected

positive relationships between Parent Reading Time and Total

Pause found in both the four judge data (Table 4:1) and the

one judge data (Table 4:2). These correlations are con-

sistent in suggesting that those children who are being

read-to for longer periods of time are those children who

have low reading performance scores in major subskill areas.

There is the possibility that high performance children
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Table 4:3.--The Relationship Between Reading-at-Home Variables and the

Other Independent Variables (Four Judge Data = One Judge

 

 

 

Data)

Classroom Parent Home

Word Peer Practice Reading Practice

Recog. Comp. Vote Time Time Time

Parent Reading -.208* -.255* -.l4l -.021 --- .047

Time

Home Practice -.035 —.180 -.l72 -.O82 .047 ---

Time

N = 106

*Significant at the. 05 level

are engaging in silent reading activities at home, but this

was not measured in the present study.

The contribution of the home reading variables to the

multiple regression equations for the five measures of oral

reading fluency is given in Tables 4:4 and 4:5. Although

Parent Reading Time entered the Oral Reading Fluency equa-

tion on the first step in the one judge data (Table 4:5),

knowing the amount of time the parent reads to the child

allows one to account for less than 3% of the variance in

Oral Reading Fluency scores. In all other instances, the

home reading variables entered the equation at Step 2 or

later, and resulted in R2 changes of .03 or less.

Question 4 also asked about the relationship between

fluent reading scores and age at which the parent began to

read orally to the child. In order to examine this
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Table 4:4.--Entry Step and R2 Change of Home Reading Variables in the

 

 

Multiple Regression Analyses of Intonation Variables: Four

Judge Data

Dependent Parent Reading 2 Home Practice 2

Variable Time Entry R Change Time Entry R Change

Pause Step 6 .000 Step 2 .033

Pitch Step 3 .005 Step 4 .005

Stress Step 5 .002 Step 6 .001

ORF Step 4 .003 Step 3 .014

T-Pause Step 3 .022 Step 5 .006

 

2
Table 4:5.--Entry Step and R Change of Home Reading Variables in the

Multiple Regression Analyses of Intonation Variables: One

Judge Data

 

 

Dependent Parent Reading Home Practice

Variable Time Entry R2 Change Time Entry R Change

Pause Step 3 .030 Step 4 .011

Pitch Step 2 .018 Step 5 .002

Stress Step 2 .010 Step 3 .006

ORF Step 1 .026 Step 3 -013

T-Pause Step 3 .015 Step 2 .017
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relationship, the composite Oral Reading Fluency scores

were displayed on the vertical axis and Age in Years was

charted along the horizontal axis. Oral Reading Fluency

scores were divided into three groups: High (at or above

1 standard deviation from the Mean), Middle (those between

1 standard deviation above the Mean and 1 standard devia-

tion below the Mean), and L9! (those at or below 1 standard

deviation below the Mean). The ages were divided into five

categories: Ages 0.0-0.9 years, 1.0-l.9 years, 2.0-2.9

years, 3.0-3.9 years, and 4.0-4.9 years. The number of

subjects in the resulting cells is summarized in Tables 4:6

and 4:7. A scatter graph, or visual representation of the

data, is found in Appendix B (Tables B:l and 3:2). The

scatter graph allows one to see the lack of clearly defined

relationships. The dots representing each subject are

clustered at the early year levels, and the Oral Reading

Fluency scores earned by these subjects in the 0.0-0.9 and

1.0-1.9 age columns ranged broadly from high to low. At

ages 3.0 and above, subjects cluster in the middle to high

score ranges.

Eighty of the 106 children were read to before the age

of 2, according to parent reports. When examining the four

judge data, it can be noted that 12 high readers were read

to by their parent beginning before age 2 vs. six high

readers who were first read to by their parents after age 2.

For low readers, 13 were read to by their parent beginning

before age 2 vs. 7 who were first read to by the parent
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Table 4:6.--The Relationship Between Oral Reading Fluency Scores and

Age when Parent Began Reading to Child: Four Judge Data

 

Age in Years

Oral Fluency Scores 

0.0-0.9 1.0-1.9 2.0-2.9 3.0-3.9 4.0-4.9

 

High 1 ll 4 2 0

(45 - 50)

Middle 24 31 7 4 2

(34 - 44)

Low 6 7 7 0 0

(19 - 33)

 

Table 4:7.--The Relationship Between Oral Reading Fluency Scores and

Age when Parent Began Reading to Child: One Judge Data

Age in Years

Oral Fluency Scores
 

0.0-0.9 1.0-1.9 2.0-2.9 3.0-3.9 4.0-4.9

 

High 5 ll 2 2 0

(43 - 48)

Middle 22 33 9 4 2

(35 - 42)

Low 4 5 7 0 0

(29 - 34)
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after age 2. When scores were assigned by one judge, 16

high readers fell into "before age 2" categories vs. 4 high

readers who heard their parent read after age 2. For low

readers, nine were first read to before the age of 2 vs.

seven after the age of 2.

Usefulness of the Six Selected Independent

Variables in Accounting for Variation in

the Measures of Fluency: Multiple

Regression Equations

 

 

Six independent variables were included in the study

because there was some suggestion in the literature or in

current educational practice that these six variables might

be related to fluent oral reading ability. The simple cor-

relations between these variables and the fluency variables

have been presented in the four previous sections. In addi-

tion to these simple correlations, a multiple regression

analysis was undertaken to determine the amount of variation

in the fluency measures that could be explained by the inde-

pendent variables operating jointly. The multiple regres-

sion statistics and prediction equations for each of the

five fluency variables are given in Tables 5:1 and 5:2.

The null hypothesis in each case is that the multiple corre-

lation coefficient R is equal to zero in the population

from which the sample was drawn.

The decision to reject the null hypothesis can be

made only for the two dependent variables Pause and T-Pause

in the one judge data, and for Pause, Pitch, and T-Pause in

the four judge data analysis. Using either set of data,
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Table 5:1.--Multiple Regression Coefficients and Prediction Equations

for the Five Fluency Variables (without selection parameters):

Four Judge Data

 

Dependent Multiple

Variable R R Signif. Regression Equation (Unnormalized)

Pause .380 .144 .015* Y'= l6.545+(-.026)CLSM+(-.005)HOM+

(.074)COMP+(-.026)SLOSS+(-.036)VOTE+

(-.001)PAR

Pitch .379 .144 .016* Y'= 13.922+(-.O33)CLSM+(.027)SLOSS+

(.005)PAR+(-.002)HOM+(.076)VOTE+

(.022)COMP

Stress .218 .048 .552 Y'= 6.207+(.040)SLOSS+(—.066)COMP+

(.091)VOTE+(.007)CLSM+(.003)PAR+

(-.001)HOM

ORF .340 .116 .053 Y'= 36.674+(-.052)CLSM+(.041)SLOSS+

(-.009)HOM+(.007)PAR+(.131)VOTE+

(.029)COMP

T-Pause .645 .416 .000* Y'= 32.612+(-.181)SLOSS+(-.7l4)VOTE+

(.022)PAR+(.123)COMP+(-.007)HOM+

(.015)CLSM

 

*Significant at .05 level N = 106

Table 5:2.--Multiple Regression Coefficients and Prediction Equations

for the Five Fluency Variables (without selection parameters):

One Judge Data

 

Dependent Multiple

Variable R R Signif. Regression Equation (Unormalized)

Pause .377 .142 .017* Y'= l4.164+(.106)COMP+(-.029)SLOSS+

(.007)PAR+(-.004)HOM+(-.097)VOTE+

Pitch .235 .055 .454 Y'= 15.616+(.083)VOTE+(.005)PAR+

(.006)CLSM+(.025)COMP+(.001)HOM+

(-.004)SLOSS

Stress .220 .049 .408 Y'= 5.226+(115)VOTE+(.005)PAR+(-.004)

HOM+(.024)SLOSS+(-.044)COMP

ORF .280 .078 .221 Y'= 34.983+(.017)PAR+(.087)COMP+

(-.006)HOM+(.100)VOTE+(.005)CLSM+

(-.009)SLOSS

T-Pause .644 .416 .000* Y'= 38.152+(-.l67)SLOSS+(-.013)HOM+

(.014)PAR+(-.311)VOTE+(-.009)COMP

 

*Significant at .05 level N = 106
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the R2 indicates that 14% of the variation in Pause scores

and 42% of the variation in T-Pause scores can be explained

by the independent variables operating jointly: using the

four judge data 14% of the variation in Pitch scores can

also be accounted for by the multiple regression equation.

For the Stress and Oral Reading Fluency measures, having

information about the subject's word recognition skill,

comprehension ability, peer status as a reader, classroom

practice opportunities, parent-child reading time and home

practice time would not allow one to make an accurate or

reliable estimate of that subject's score.

A double cross validation analysis (Mosler, 1951) was

undertaken to check on the usefulness of the multiple

regression equations generated by the four judge and one

judge data. For each set of data, one-half of the subject

data cards were selected at random to represent Sample 1,

and the remaining cards represented Sample 2, each subset

having 53 subjects. Multiple regression equations were

calculated from data in each subset, and then the equations

were used to predict fluency variable scores for subjects

in the other. These predicted scores for Pause, Pitch,

Stress, Oral Reading Fluency and Total Pause could then be

compared with the subjects' actual scores on the fluency

measures. Linear correlation coefficients were calculated

to determine the strength of the relationship between pre-

dicted scores and observed scores, and these figures are

reported as "cross-validated validity." In other words,



91

"cross-validated validity" is the level of accuracy in pre-

diction obtained when the regression equations were applied

to subject data not used in the formulation of the equation.

The complete set of regression equations generated by

dividing each set of data into subsets for cross-validation

purposes is given in the Appendix (Tables B:3 and B:4).

The cross-validated validity coefficients, or correlations

between predicted scores and observed scores, are reported

in Tables 5:3 and 5:4. Moderate positive coefficients were

found for Total Pause scores in both the four judge and

one judge data, but for the other intonation variables,

the correlations were so low that scores predicted by the

multiple regression equations would have negligible accu-

racy.

Table 5:3.--Cross-Validated Validity: Four Judge Data

 

 

In Sample 1 In Sample 2

Predicted Pause with Observed Pause: .050 -.026

Predicted Pitch with Observed Pitch: .183 .266

Predicted Stress with Observed Stress: -.102 -.116

Predicted ORF with Observed ORF: .058 .089

Predicted T-Pause with Observed T-Pause: .525 .569
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Table 5:4.--Cross-Validated Validity: One Judge Data

 

 

In Sample 1 In Sample 2

Predicted Pause with Observed Pause: .235 .045

Predicted Pitch with Observed Pitch: .069 .198

Predicted Stress with Observed Stress: -.l36 .067

Predicted ORF with Observed ORF: -.O97 .083

Predicted T-Pause with Observed T-Pause .624 .538

 

Data Analysis of Interest for

Planning Future Research

 

 

In addition to the data analyses performed as part of

the research project, other analyses were undertaken which

are of interest in terms of planning future research in the

same area.

First, classroom means were computed for each of the

five fluency measures (using the one judge data). This was

done because one of the teachers involved reported that she

emphasized fluent oral rendering in her reading program,

and she was interested in learning how her classroom com-

pared with other first grade classrooms when intonation

features were measured. The classroom means are given in

Table 6:1.

Classroom 7 was taught by the teacher who reported

that she explicitly taught fluent oral reading. Classroom

7 had the lowest Total Pause mean, ranked second on appropri-

ate use of Stress, ranked fourth on the Oral Reading Fluency
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Table 6:1.--Classroom Means of Fluency Measures: One Judge Data

 

 

 

Classroom N Pause Pitch Stress ORF T—Pause

Mean Mean Mean Mean Mean

1 11 16.64 17.36 5.27 39.27 28.09

2 12 15.75 17.33 6.67 39.75 29.33

3 12 15.75 16.50 4.67 36.92 26.33

4 12 17.00 16.50 4.75 38.25 30.17

5 12 15.00 17.17 5.75 37.92 26.50

6 12 16.83 17.00 5.00 38.83 28.25

7 12 15.92 17.08 6.25 39.25 24.00

8 12 16.17 17.17 4.25 37.58 32.08

9 11 16.45 8.09 6.18 40.73 24.82

composite scores, but ranked sixth on Pitch and Pause. The

results suggest that explicit teaching of intonation may

be a fruitful area of future research, and that one might

hypothesize that explicit teaching will have a more Sig:

nificant effect on some measures of fluency than on other

measures .

Secondly, school means were computed to see if the

schools chosen to represent different home environments

would score differently on the fluency measures.

means are listed in Table 6:2.

The school

The school means fell within one point of each other

on every fluency measure. This suggests either that levels

of fluency are not affected by home environment or that the
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Table 6:2.--School Means of Fluency Measures: One Judge Data

 

 

S hool N Pause Pitch Stress ORF T-Pause

C Mean Mean Mean Mean Mean

Rural 35 16.03 17.06 5.54 38.63 27.91

City 36 16.28 16.89 5.17 38.33 28.31

Subdivision 35 16.17 17.43 5.54 39.14 27.03

 

community in which the study was done was so homogeneous

that such effects were not observable. Additional research,

done in two communities with widely different socio-economic

levels, might be of considerable interest.

Thirdly, an examination of individual subject protocols

suggested scoring guidelines which might help to quantify

intonation variables in oral reading in a more accurate and

useful way. For example, the subject who had the highest

Word Recognition score and one of the highest Comprehension

scores, had the lowest Pause score, and one of the lowest

Stress scores (using the one judge data). However, every-

one of this subject's pauses came at the end of a sentence:

the subject paused after every complete sentence, but did

not pause at all internally. When examining the Stress

responses, it appears that this subject used stress to mark

only five of the picture contrasts, but marked the other

seven contrasts with dramatic pitch changes. This suggests

that some refinement in the measurement of pause might pin-

point pause locations which are more critical than others
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for fluent oral reading, and perhaps for comprehension.

It also suggests the inclusion of a scoring category for

ability to use intonation to convey contrasts, using either

Stress or Pitch.

W

Establishing scoring reliability for the oral reading

fluency measures became not only the first analysis under-

taken, but one of the most crucial. These data were pre-

sented at the beginning of this analysis chapter, along with

the statistics of the Oral Reading Fluency measures (Means,

Standard Deviations, Range of Scores, and Percentage of

Appropriate Use), followed by an examination of the four

research questions. Significant differences were found

(T-test for differences in means) between fluency scores

when assigned by four judges dividing up the 106 tapes and

fluency scores assigned by one judge scoring all 106 tapes.

The mean of the Pitch scores was 1.54 points higher when

judged by one judge, and the mean Stress score was 1.30

points lower when judged by one judge. Although the inter-

rater reliability coefficients for the four judges ranged

from .639 to .900 (with the other variables at .858 and

.867), the rating consistency over time for the four judges

ranged from .258 (Judge 1 on Pitch) to .974 (Judge 4 on ORF).

The rating consistency when author-judged (referred to as

one judge data), ranged from .725 (Pitch) to .893 (Pause).
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For the four research questions, various Pearson corre-

lation coefficients were calculated and the null hypothesis

of a population correlation coefficient equal to zero was

tested for each coefficient. Tables 7:1 and 7:2 list the

significant relationships identified for each of the

research questions; relationships for which the null hypoth-

esis was rejected at the .05 level of confidence.

When oral reading fluency scores were charted against

age when parent began reading to the child, there was some

suggestion of a positive relationship between fluency and

early experiences with books. For example, with one judge

data, 16 high readers were read to by their parents

beginning before age 2 vs. 4 high readers who were first

read to by their parents after age 2.

Multiple regression analysis data were presented to

indicate the amount of variation in the five fluency mea-

sures which could be accounted for by the six independent

variables operating jointly. With the four judge data, the

decision to reject the null hypothesis (population multiple

correlation coefficient equal to zero) could be made for

three of the multiple regression coefficients: Pause (R =

.380), Pitch (R = .379), and T-Pause (R = .645). With the

one judge data, the decision to reject the null hypothesis

could be made for two of the multiple coefficients: Pause

(R = .377) and T-Pause (R = .644). The regression equation

entry step and resulting R2 change for the independent
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Rejected: Four Judge Data

Hypothesis was

 

 

. . . Correlation
Research Question Null HypotheSis Rejected For: Coefficient

1. Reading Word Recog with Pitch .223

Subskills Wbrd Recog with ORF .194

Word Recog with T-Pause -.573

Comp with T-Pause -.343

ORF with its Components (.681, .727,

(Pause, Pitch, Stress) .609)

Pause with Pitch .348

Pause with T-Pause .209

(WOrd Recog with Comp) (.682)

2. Peer Vote Peer Vote with T-Pause -.454

(Peer Vote with Word Recog) (.490)

(Peer Vote with Comp) (.452)

3. Classroom Classroom P.T. with Pause -.278

Practice Time Classroom P.T. with Pitch -.295

Classroom P.T. with ORF —.252

4. Home Factors Parent Reading Time with T-Pause .274

(Parent Reading Time with Word Recog) (-.208)

(Parent Reading Time with Comp) (-.255)

 

variables were included in the data presentation for each

of the four research questions.

A double cross-validation procedure was performed by

dividing each data set into two samples and using multiple

regression equations generated from one sample to predict

fluency scores in the other sample. The correlation between

predicted score and observed score (cross-validated validity)

was reported for each fluency variable: cross-validated

validity for T-Pause ranged from .525 to .624 but all others

were below .266.
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Table 7:2.--Summary of Correlations for Which Null Hypothesis was

Rejected: One Judge Data

 

 

. . . . Correlation

Reading Question Null HypotheSis Rejected For. Coefficient

1. Reading Word Recog with T-Pause -.609

Subskills Comp with T-Pause -.427

ORF with its Components (.621, .590,

(Pause, Pitch, Stress) .725)

Pause with Pitch .203

Pause with T-Pause .424

(Word Recog with Comp) (.682)

2. Peer Vote Peer Vote with T-Pause -.377

(Peer Vote with Word Recog) (.490)

(Peer vote with Comp) (.452)

3. Classroom None

Practice Time

4. Home Factors Parent Reading Time with T-Pause .243

(Parent Reading Time with Word Recog) (-.208)

(Parent Reading Time with Comp) (-.255)

 

A discussion of these results, and conclusions to be

drawn, are presented in Chapter 5.



CHAPTER 5

SUMMARY AND CONCLUSIONS

Following the summary, conclusions to be drawn from the

results of the data analysis will be presented and discussed.

Limitations of the present study and implications for future

research are included in the discussion and are summarized at

the end of the chapter.

Summary

This study was undertaken to investigate the phenomenon

of oral reading fluency among children in the beginning

stages of reading instruction. It was suggested by the body

of theoretical literature which emphasizes the link between

oral language and reading as communicative processes, and by

the very practical problem of assessing fluency when

attempting to diagnose reading difficulties.

Oral reading fluency was defined as the ability to read

text with appropriate intonation patterns: pausing at punc-

tuation, raising or lowering pitch at terminal juncture to

indicate a statement or question, stressing contrastive ele—

ments, and reading a story with a minimal number of pauses.

These measures of fluency were then correlated with measures

of six other reading abilities and activities to see to what

99
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extent these skills and activities are related. These six

independent variables were word recognition ability, silent

reading comprehension, peer evaluation as a "good reader,"

classroom practice time, time parent spends reading to the

child, and time the child spends reading orally at home.

The variables of pause, pitch and stress have been

described by linguists, and their use to mark message com-

ponents has been studied. Research with elementary school

children has suggested that use of intonation in oral reading

is correlated with comprehension ability and with reading

level. There is also evidence that elementary children have

a difficult time reading sentences fluently despite their

familiarity with the words used in the sentences, and that

less skilled readers may not obtain until the third grade

the fluency patterns displayed by good readers in grade one.

Researchers have reported their attempts to teach fluency

explicitly, anui there is current research interest in methods

which allow the child to experience fluent reading although

he cannot yet produce it. There does not appear to be prior

research on fluent oral reading related to reading behaviors

such as classroom practice and home reading activities, but

these variables have been linked to reading achievement in

general.

The purpose of the study was to investigate the extent

to which oral reading fluency among first grade readers at

Primer level is related to six other reading behaviors. Four

specific research questions were posed: (1) To what extent
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is oral reading fluency a unique reading subskill? (2) To

what extent is the child's ability to read fluently related

to peer evaluation of that child as a "good reader"? (3) To

what extent is fluency related to time spent practicing oral

reading in the classroom? (4) To what extent is fluency

related to home reading activities?

The study was done using 106 first grade children from

a midwestern suburban school system. The community is middle

to upper-middle socio-economic level and minority represen-

tation in the community is very low. The children came from

nine classrooms in three different school buildings, and were

those recommended by teachers as children who could read at

Primer level or above.

Testing was done in the schools in April 1980, by three

trained research assistants. The measuring instruments used

included three tests and three questionnaires: a researcher-

designed Oral Fluency Test, the Slosson Oral Reading Test for

word recognition, the Cooperative Primary Reading Test to

assess comprehension, a student questionnaire for peer status

rating, a classroom oral reading time questionnaire and a

parent questionnaire to gather data on the two home variables.

Responses to the Oral Reading Fluency Test were scored

twice, once by a group of four judges and once by the author,

yielding two sets of data. Pearson product-moment correlation

coefficients were calculated for the five fluency measures

with each of the six independent variables, and a multiple

regression equation was developed to assess the contribution
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of the six independent variables to the Oral Fluency scores.

This was done separately for the four judge data and for the

one judge data. For each simple and multiple correlation,

the null hypothesis of a population correlation coefficient

equal to zero was tested, with level of confidence set at.05.

Results are summarized for each of the four research

questions.

1. Fluency as a unique subskill:

-using the four judge data: significant correlations

were found for Word Recognition with Pitch (.223),

with ORF (.194), and with T-Pause (-.573), and for

Comprehension with T-Pause (-.343).

-using the one judge data: significant correlations

were found for Word Recognition with T-Pause (-.609),

and for Comprehension with T-Pause (-.427).

Fluency and peer evaluation:

~using the four judge data: a significant corre-

lation was found between Peer Vote and T-Pause(-«454L

~using the one judge data: a significant correlation

was found between Peer Vote and T-Pause (-.377). No

other significant correlations emerged.

Fluency and classroom practice:

-using the four judge data: a significant corre-

lation was found for Classroom Time with Pause

(-.278), with Pitch (-.295), and with ORF (-.252).

ousing the one judge data: ru>significant correlations

were found.

Fluency and home reading factors:

-using the four judge data: a significant correlation

was found for Parent Reading Time with T-Pause(.274).

°using the one judge data: a significant correlation

was found for Parent Reading Time with T—Pause(.243).
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Multiple regression analysis suggested that only a small

percentage of pause, pitch and stress could be accounted for

by the six independent variables included in this study.

Total Pause, the measure of non-fluency, was the measure most

highly correlated with the six independent variables (R.= .645,

R = .644).

Conclusions
 

Given the characteristics of the sample, and the limi-

tations of the testing instruments and scoring procedures

employed, the following conclusions might be drawn from the

results of data analysis.

A. Conclusions pertaining to the Oral Fluency Test:

1. The Oral Reading Fluency Test was more reliable
 

when scores for the intonation variables were
 

assigned by one judge than when assigned by four
 

judges.

Scoring difficulties which deve10ped during the scoring

sessions were confirmed by low consistency over time relia-

bility coefficients for one of the judges on two of the

intonation variables and moderate reliabilities for a second

judge (Table 0:9). The scoring of intonation is qualitative

and therefore subject to the scorer's interpretation of cri-

terion as well as to other influences such as noise inter-

ference or fatigue of the rater. However, it is hypothesized

that more rigorous training and a more specific definition of

what constituted "appropriate" pause, pitch, and stress might
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have improved the performance of the four judges. It is

recommended that, in future research, training in scoring

procedures involve demonstration and practice until judges

demonstrate a higher level of inter-judge reliability before

actual scoring begins. For example, it might be established

that judges must be in agreement about scores assigned 85%

of the time before judges are allowed to score protocols.

2. The Oral Reading Fluency Test cannot be recom-
 

mended for use when making decisions about indi-
 

viduals because of its marginal reliability.
 

The scores assigned appeared to have been affected by

the scorer as well as by the child's performance, and the

variation was such that a child considered above level by

one judge might have fallen into an average group if rated

by another judge (or rated on another day by the same judge).

As discussed above, it may or may not be poSsible to improve

judging reliability through training, additional experience,

refined scoring keys, etc. At present, however, the indi-

vidual scores must be considered somewhat variable, and might

best be reported to parents, students, etc., in terms of High,

Middle, or Low (:1 standard deviation above the Mean) on the

ORF composite score, or some other band—of—scores system. If

individual scores are required for assignment to treatment

groups or educational programs, testing the student on two

or three different occasions is recommended. Samples of oral

reading might be taped on three different occasions and
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scored by one trained judge. It is hypothesized that such a

procedure might improve reliability.

3. The Oral Reading Fluency Test appears to have
 

potential as a useful research and diagnostic
 

322;.-

The test was designed to be read with minimal word

recognition difficulty and yet to have sentence syntax varied

enough to provide opportunities to apply expressive intonation

to printed text. In both respects, the instrument appeared

to be satisfactory. There were relatively few instances

among the 106 cases in which the examiner interrupted the

reader with a correction, and several of these were instances

where the child had skipped one whole line of print. When

reading aloud, the subjects did exhibit a range of expressive

intonation, from very "flat" to very expressive. For future

use, the test might be improved by adding more sentences of

various types, especially more exclamatory sentences, since

this might result in a greater spread of scores. The cri-

terion of controlled sight vocabulary, however, must be

retained so that a test of appropriate intonation is not con-

founded with a test of word recognition.

Possible diagnostic uses of the test suggested them-

selves while listening to the tapes. Individual children

demonstrated some self-correcting behaviors which seemed to

indicate that they were conscious of pause and pitch place-

ment as communicative markers. They would repeat phrases to

correct pause or pitch errors just as children do who misread
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a word which causes the sentence not to make sense. Accord-

ingly, giving an individual reading diagnostic evaluation,

the examiner could use the test paragraph and stress sentence

cards to see if the child used appropriate pause, pitch, and

stress, and to see whether or not they will self-correct

inappropriate productions.

4. The first grade subjects in the study used
 

intonation variables appropriately 72% of the
 

time in their oral reading of Primer level text,
 

and were more likely to apply appropriate pause
 

and pitch than they were to employ contrastive

stress.

The Oral Reading Fluency Test statistics from both the

four judge data and the one judge data suggest that perfor-

mance on the contrastive stress sentences was weaker than

performance on measures of pause and pitch. However, both

sets of data yielded a similar composite mean, which, when

divided by the number of possible points (54), resulted in

an apprOpriate intonation usage estimate of 72% (Table 0:1).

Although the use of subjects at different ages precludes a

direct comparison, it is of interest to recall the research

of Coady and Baldwin (1977). Those authors reported that

second to fifth grade subjects were able to generate appro-

priate patterns less than 60% of the time in spite of the

fact that the words were known to them in a word recognition

pretest. It might be hypothesized that the relatively higher

percentage of usage of appropriate intonation variables
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demonstrated in the present study was due to the select

sample: the first grade subjects were included because they

read at Primer level or above, but subjects in the Coady and

Baldwin study were unselected except that they were able to

read the words of the text. However, it is also possible

that the difference in usage of appropriate intonation

reported in the two studies is in some part a function of

the test format. Coady and Baldwin used a list of uncon—

nected sentences, while the present study used sentences con-

nected in a story, suggesting the possibility that use of

appropriate intonation patterns increases in connected text.

The percentage of appropriate use of intonation reported

in both studies may seem low, considering that children are

exposed to appropriate intonation patterns in daily conver-

sation and in examples of oral reading by adults, and con-

sidering that the words of the text are familiar to them.

These results, however, are consistent with the position of

other researchers (Oakan, Weiner, & Cromer, 1971; Aulls,

1977) who believe that knowing the words is not a sufficient

condition for producing a fluent oral rendering. It might be

hypothesized that children read expressively only to this

extent, (1) because cues to intonation are not graphically

represented in text, (2) because children in the beginning

stages of reading mastery are still concentrating on repro-

ducing the words to the exclusion of all other communicative

elements, or (3) because expressive oral reading is not

taught or rewarded in the school reading curriculum.
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Speculation about the variables which effect the percentage

of appropriate intonation usage may lead to formulation of

testable hypotheses for future research.

5. The first grade subjects in the study stressed
 

the contrastive element in sentence pairs only
 

about 50% of the time, although the tendency to

employ stress differed somewhat depending on

the sentence constituent in which the contrast
 

occurred.

Using the four judge data, appropriate use of stress

occurred 56% of the time, and with the one judge data, appro-

priate use of stress only 45% of the time (Tables 0:1 and 0:2).

Indeed, there were many instances in which the second sentence

appeared to be delivered with intonation patterns identical

to the reading of the first sentence. Use of stress did vary

somewhat for different sentence constituents. The negative

adverb ("is skating"/"is not skating") was stressed 84% of

the time in both sets of data, with contrastive elements as

subjects, verbs, objects or adjectives eliciting stress to a

lesser degree. In contrast to the high percentage of stress

on the negative adverb, the use of stress ranged from 45%

(Subjects) to 62% (Verbs) with the four judge data, while,

with the one judge data, the range was only from 40%

(Adjectives and Verbs) to 45% (Subjects).

It is interesting to compare these statistics on the use

of contrastive stress in reading with the Hornby and Haas

study (1970) of contrastive stress in verbal productions. In



109

that study, 20 subjects, with a mean age of 4, used stress

about 60% of the time as a marker for contrastive elements in

picture pairs. The frequency of contrastive stress was

greatest in describing pictures where the new element was the

subject (80%), less when it was the verb (56%), and still

less when it was the object (44%). Results of the present

study suggest that contrastive stress is less in evidence

when reading contrastive elements than when producing con—

trastive statements in an oral language situation, and that

the use of stress is less a function of sentence constituent

position when reading text. The extent to which such dif-

ferences actually exist might be tested by a study which

includes both a measure of oral contrast and a measure of

contrast when reading printed text.

Contrastive stress may be less in evidence when reading

because the child employs devices other than stress to mark

the contrasting elements. When listening to the tapes, the

following contrastive patterns were observed:

1. Falling pitch as the contrastive word was pronounced.

Example: "The clown is sgd."

2. Falling pitch one or two words after the contrastive

element. Example: "The girl canlhit the ball."

This pattern occurred on a number of tapes. One

explanation might be that the reader realized at

that point that he had already named the contrastive

element, and so lowered his pitch for the rest of

the sentence.
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3. Increased speed on the contrast word. Example:

"Two cars" "Three cars" (pronounced very rapidly)

4. Contrastive pitch patterns for the whole sentence.

Example: "The boy has a car."_ 7

"The boy has a truck."_' +

The observation of these intonation changes suggests

future research in which a variety of contrastive intonation

patterns might be investigated, not just contrastive stress.

6. Inter-correlations of the intonation variables
 

pause, pitch, and stress, as measured in this
 

study, were modest or non-significant for first
 

grade children who read at Primer level.
 

Referring to both the four judge data (Table 1:2) and

the one judge data (Table 1:4), pause and pitch were signif-

icantly related (.348, .203), but between pause and stress,

and between pitch and stress, correlations Were low and non-

significant. In other words, those who read with appropriate

stress were not particularly likely to read with appropriate

pause or pitch. By contrast, Means (1969) found use of

inappropriate pause, pitch, and stress to be highly inter-

correlated (r = .900 between pause and pitch, .903 between

pause and stress, and .978 between pitch and stress). It

might be hypothesized that such differences could be

accounted for by sample selection, age of subjects, tests

used, or training and orientation of the judges. The sub-

jects in the Mean's study, for example, were unselected

third graders, presumably with a wide range of reading
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levels, rather than first grade subjects at Primer level or

above. Aulls (1977), however, has postulated acquisition

stages of fluency, and it may be that inter-correlations

between fluency variables may increase as a function of

practice and instruction.

B. Conclusions pertaining to the four researohquestions:

7. Use of appropriate intonation in oral reading

does not appear to be highly correlated with

word recognition or comprehension skill among

first grade children reading at Primer level.

The use of pause, pitch, and stress, measured alone or

in the composite Oral Reading Fluency score, does not have a

high and predictable linear relationship to other reading

subskills. It is therefore not possible to assume that a

first grader with good word recognition skills will be a

fluent-sounding reader, nor is it possible to assume that a

child who reads with appropriate intonation will be the child

who gets high scores on a measure of comprehension. This

conclusion is supported by both the four judge data and the

one judge data. With the four judge analysis, both pitch

and ORF (the Oral Reading Fluency composite) had a low pos-

itive relationship with word recognition. With the one judge

data, no significant correlations were found between the

measures of appropriate intonation and the measures of word

recognition and comprehension. The correlations obtained

were well below the inter-correlation coefficient found
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between word recognition and comprehension in the present

study (.682), so to this extent Oral Reading Fluency can be

considered a unique reading subskill.

Observations from the data suggested the possibility

that a non-linear relationship might exist, to some extent,

between fluent rendering and other reading subskills. Indi-

vidual cases were observed in which readers with high scores
 

on measures of word recognition and comprehension read rap-

idly in a non-expressive style, receiving low fluency scores

(especially on stress). Yet, readers with low scores on
 

measures of word recognition and comprehension, who read

slowly in non-expressive style, received similar low fluency

scores. The extent to which such a non-linear relationship

might exist was not tested in this study, but in future

studies scores might be plotted to investigate this phenom-

enon. A measure of speed might be included to investigate

the effect of this variable.

8. A measure of the total number of pauses in oral
 

reading appears to be the measure of fluency
 

most related to other readinggsubskills.
 

The measure of total pause emerged as a fairly salient,

reliably-scored (.819) measure of non-fluency. Compared with

the non-significant or low positive correlations found between

the use of appropriate intonation and other reading subskills,

correlations between total pause and word recognition and

between total pause and comprehension tended to be moderate,

but negative. Referring to the four judge data and to the
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one judge data, total pause was significantly correlated with

word recognition (-.573, -.609) and with comprehension (-.343,

-.427). These were the highest correlations obtained in the

present study; the strongest relationships found between any

of the five measures of fluency with any of the six indepen-

dent variables. In the stepwise multiple regression of

variables accounting for variance in total pause socres, word

recognition entered first, and alone would have accounted for

33% to 37% of the score variance (depending on the set of

data used to generate the equation).

These results are consistent with the theoretical posi-

tion that grouping words into meaningful units is a component

in the reading process important for comprehension (Means,

1969; Oakan, Wiener & Cromer, 1971). These correlations may

also be seen as lending support to the current interest in

"parsing" (Johnson & Johnson, 1978; Kleiman, 1979) as an

indication of the reader's ability to segment prose into

ideational units for comprehending the message in the text.

However, these results are also consistent with the

position that those with poorly developed instant word recog-

nition vocabularies are more likely to read with a disrupted,

word-by-word style (Cunningham, 1979: Samuels, 1979). Both

areas of investigation seem important to pursue, since it

might be hypothesized that the relationship between fluency

and other reading subskills might vary depending on a number

of variables, such as age of child, reading ability level,
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the emphasis of the instructional program, and the purpose

for which the subject is reading.

9. The child's use of appropriate pause, pitch and

stress in oral reading is not highly related to

peer evaluation of that child as a "good reader,"

but use of a minimal number of total pauses in

oral reading is significantly related to peer

evaluation as a "good reader."
 

Peer evaluation as a good reader was more highly related

to total pause, a measure of non-fluency than to pause, pitch,

and stress, the measures of appropriate use of intonation.

With both sets of data, total pause was the only fluency mea-

sure significantly correlated with peer vote (-.454, -.377).

And, equally interesting, is the observation that peer eval-

uation is as highly related to measures of word recognition

and comprehension skill as it is to the measure of totalpause

(Table 2:3). The results suggest that, at this point in the

school year, for children making successful progress in read-

ing instruction, the identification of a "good reader" does

not depend heavily on fluent oral rendering of text. It might

be hypothesized that in situations where oral reading was the

predominant reading activity, fluency would be a more salient

determinant of peer status. For readers in the present study,

appropriate use of pause and pitch at punctuation did not

appear to be an influential component of peer evaluation.

10. First grade children appear to be able to nomi-

nate for "best reader" pupils who are not their

best friends.
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There were only six instances out of 106 cases where a

child gave the same three names for both designations, and

there were 55 instances of no overlap or one name overlap

(Table 2:6). In a classroom cluster where these children

interact daily, a moderate amount of overlap might be expected.

An examination of individual protocols suggested that indi-

viduals did not choose strictly along sex lines either: most

boys chose some girls as "best readers" and vice versa. The

results suggest that for successful first grade readers,

evaluation as a "good reader" is not completely confounded

with "good friend."

11. Fluent oral reading among successfully reading

first grade subjects appears to have a low

negative or negligible relationship with class-

room practice time as measured in the present

sally.

In the analysis of the four judge data, classroom prac—

tice time had small, significant, negative correlations with

pause (-.278), pitch (-.295), and oral reading fluency (-.252),

but an analysis of the one judge data did not yield any sig-

nificant correlations. A possible explanation for the nega-

tive findings is that, by April of the first grade year, oral

reading practice is no longer a significant part of the

instructional program, especially for readers who have pro-

gressed to the Primer level and beyond. In other words, those

with lower fluency scores are spending more time at classroom

practice than those who have already demonstrated fluent



116

reading patterns. Classroom practice time, measured at a

point earlier in the school year, might have resulted in dif-

ferent correlations. The limitations of the questionnaire

measurement tool must also be kept in mind: results might

differ if one could observe each subject (via an observer or

a TV monitoring system) and actually tally the time spent in

oral reading activity in the classroom. Given the measure-

ment conditions of the present study, and the lack of sig-

nificant findings in the one judge data, classroom reading

time does not appear to be highly related to fluent reading.

If this variable is included in future research, it is recom-

mended that more accurate measuring tools be designed.

12. The use of appropriate intonation appears to
 

have a non-significant relationship with the
 

amount of time the parent spends reading orally
 

to selected first grade subjects; Inn: total
 

number of pauses, a measure of non-fluency, has
 

a low positive relationship with amount of parent
 

reading time.
 

No significant relationships were found between measures

of pause, pitch, and stress and parent reading time. However,

although one might have expected a negative relationship to

exist, significant positive correlations were found between

parent reading time and total pause in the four judge data

(.274), and in the one judge data (.243). When examining

the inter-correlations between the independent variables

(Table 4:3), parent reading time was found to be negatively
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correlated with word recognition (-.208) and with compre-

hension (-.255), when one might have expected a positive

relationship. One explanation may be that children who

have reached Primer level prefer to read to themselves or to

another person rather than being read to. Indeed, parents

reported in phone conversations and in written comments on

the questionnaire that, since learning to read, their child

preferred to read to himself. Amount of parent reading

measured at an earlier age, perhaps even in the first month

of first grade, might have resulted in a different set of

correlations. It seems more plausible to assume that parents

continue reading to the children whose skills are less

advanced, than to interpret the findings as suggesting that

the amount of parent oral reading has a negative effect on

reading skills, an interpretation which is contrary to cur-

rent educational practice. The absence of'a positive rela-

tionship between the amount of time the parent spends read-

ing to the child and oral reading fluency is consistent with

other research on the influence of home variables on reading

achievement (Lamme & Omsted, 1977), but these results sug-

gest that much definitive work remains to be done in the

realm of home influences on reading skill development. It

is recommended that, if this variable is included in future

studies, an exact accounting be kept by parents of reading

time rather than allowing parents to give an estimate, and,

that such accounting be made at several different points

during the first grade year.
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13. The use of appropriate intonation appears to

have a non-significant relationship with the
 

amount of time the child spends reading orally
 

at home.

The relationship between the fluency variables and home

practice time were low and non-significant in both the four

judge data and the one judge data. Furthermore, an exami—

nation of the inter-correlations among the independent

variables reveals that home practice time is not signif-

icantly related to any of the other five variables. It might

be hypothesized that an actual accounting of home reading

time, rather than an estimate, would result in the emergence

of significant relationships, or that a measure of time spent

reading silently at home would be related to measures of

fluency, but these hypotheses are untested. Although current

educational practice suggests that having a first grade child

read aloud to parents at home will have a positive effect on

reading achievement, this practice was not supported for flu-

ency scores of children reading at Primer level in April of

the first grade year.

14. For the first grade subjects in the study, level
 

of oral reading fluency was not highly correlated
 

with age when parent first began reading to the
 

child.

The data on age at which the child was first read to was

based on parent report. When level of fluency was charted

against age at which parent first read to the child, subjects
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were heavily concentrated at the young end of the scale: 75%

of the subjects had parents who read to them by the age of 2.

This data suggests that those children who have successfully

reached Primer level in reading by April of first grade are

those who have had an early experience with books, but the

hypothesized relationship between fluency and early experience

is not evident (Tables 4:6 and 4:7). It might be that a sam-

ple of readers with a broader range of fluency skills would

provide evidence for a correlation between these variables,

but such a hypothesis is yet to be tested.

15. The six independent variables included in the
 

study, functioning jointly, accounted for only

a small percentage of the variance in oral
 

reading fluency scores.
 

The measure of total pause emerged as the component in

the fluency score most highly correlated with the independent

variables: using either set of data, the regression equation

could account for about 42% of the variance in total pause

socres (Tables 5:1 and 5:2). Using either set of data, pause

was also significantly related to the independent variables

considered jointly, but to a lesser extent: only about 14%

of the variance in pause scores is accounted for by the

regression equation. In the four judge analysis of data, 14%

of the variance in pitch scores can also be accounted for by

the multiple regression equation. Stress and composite

scores were not significantly related to the independent

variables functioning jointly. It might be hypothesizedtflun:
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the multiple regression coefficients might be increased with

a more varied sample, with more precise measurement of the

variables included, or by substituting other potentially

related variables for those found to have negligible rela-

tionships with fluency variables in the present study. The

possibility exists that the inclusion of variables such as

a measure of oral language production, a measure of IQ, or

a measure of story retelling ability might increase the

predictability of fluency scores, but these proposals are

only speculation at this point.

In summary, the conclusions which can be drawn from

this study are:

l. The Oral Reading Fluency Test was more reliable when

scores for the intonation variables were assigned by

one judge than when assigned by four judges.

2. The Oral Reading Fluency Test cannot be recommended

for use when making decisions about individuals

because of its marginal reliability.

3. The Oral Reading Fluency Test appears to have

potential as a useful research and diagnostic tool.

4. The first grade subjects in the study used into-

nation variables appropriately 72% of the time in

their oral reading of Primer level text, and were

more likely to apply appropriate pause and pitch

than they were to employ contrastive stress.

5. The first grade subjects in the study stressed the

contrastive element in sentence pairs only about 50%

of the time, although the tendency to employ stress

differed somewhat depending on the sentence con-

stituent in which the contrast occurred.

6. Inter-correlations of the intonation variables

pause, pitch, and stress, as measured in this study,

were modest or non-significant for first grade chil-

dren who read at Primer level.



 

121

7. Use of appropriate intonation in oral reading does

not appear to be highly correlated with word recog-

nition or comprehension skill among first grade

children reading at Primer level.

8. A measure of the total number of pauses in oral

reading appears to be the measure of fluency most

related to other reading subskills.

9. The child's use of appropriate pause, pitch, and

stress in oral reading is not highly related to

peer evaluation of that child as a "good reader,"

but use of a minimal number of total pauses in oral

reading is significantly related to peer evaluation

as a "good reader."

10. First grade children appear to be able to nominate

for "best reader" pupils who are not their best

friends.

11. Fluent oral reading among successfully reading first

grade subjects appears to have a low negative or

negligible relationship with classroom practice time

as measured in the present study.

12. The use of appropriate intonation appears to have a

non-significant relationship with the amount of time

the parent spends reading orally to selected first

grade subjects--but total number of pauses, a

measure of non-fluency, has a low positive relation-

ship with amount of parent reading time.

13. The use of appropriate intonation appears to have a

non-significant relationship to the amount of time

the child spends reading orally at home.

14. For the first grade subjects in the study, level of

oral reading fluency was not highly correlated with

age when parent first began reading to the child.

15. The six independent variables included in the study,

functioning jointly, accounted for only a small

percentage of the variance in oral reading fluency

scores.

Limitations
 

As the research progressed, problems and limitations

became apparent which should be noted when generalizing from
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these conclusions to other populations, and when planning

replications or future research studies of a similar nature.

1. The subjects were a very select group.
 

Although attempts were made to include subjects from dif-

ferent home environments, the socio-economic status of the

entire community from which the subjects were drawn is largely

middle or upper-middle level. Also, all of the pupils were

making satisfactory progress in learning to read: they were

selected because they could read at least at Primer level in

April of the first grade year. However, their performance

on the two standardized test instruments was higher than

anticipated--well above Primer level. The group mean (N==106)

on the Slosson Oral Reading Test (the measure of word recog-

nition) was 55, equal to grade level equivalent of 2.7. The

group mean on the Cooperative Primary Reading Test (the com-

prehension measure) was 35, equivalent to the 86th percentile

on national norms. These scores indicate that the sample was

indeed a very select group, quite advanced in the learning-

to-read process. First grade children with poor reading

skills were not included because it was felt that word identi-

fication problems would be confounded with the fluency factor.

In generalizing from these data, the reader must be cautioned

that children nominated as "Primer level or above" in another

population might not compare with this particular sample in

levels of reading achievement.

2. Marginal scoring reliability
 

Although inter-rater reliability for the four judges

appeared at first to be satisfactory (ranging from .639 for
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pitch to .900 for stress), the rating consistency over time

for the four judges was quite variable (ranging from .258 to

.974). The scoring consistency when judged by the author

ranged from .725 for pitch to .893 for pause. Significant

differences were found in the means of scores for pitch and

stress when assigned by the four judge team and when assigned

by the author with the result that different significant cor-

relation coefficients emerged from the data anlysis. Despite

differences, tentative conclusions can be drawn from the

scores assigned for research purposes. The testing instru-

ments and scoring techniques used, however, may not be

reliable enough for making decisions about individual chil-

dren.

3. Lack of variability
 

The scores assigned to the intonation variables pause,

pitch, and stress were concentrated at the mean, with a

minimal spread of scores. On the one judge data, for example,

68% of the pause scores were within 2 points of the mean of

16, with a possible score of 21. It is possible that the

oral reading intonation patterns of first grade children do

not truly vary a great deal, or it is possible that the

research procedures used did not capture the variability

that exists. In the latter case, variability might be

improved by including subjects from different socio-economic

levels or ability levels, by lengthening the test, or by

increasing the complexity of syntax used in the sentences.
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4. Imprecise measurement instruments
 

One of the questionnaires and one of the intonation mea-

sures appeared to have some specific limitations. The parent

questionnaire was open-ended rather than forced-choice, so

that responses were quite varied and were stated in such a

way that, in some cases, phone calls to parentsvnnxarequired

for clarification. For example, to the question, "How many

minutes per week does your child read out loud to you?", one

parent wrote "Yes, constantly!" Pre-established time cate—

gories in a check-off format might have eliminated the prob-

lem. Accuracy of reporting might have been improved by

asking parents to actually keep track of home reading activ-

ities for 1 week rather than giving an approximation.

Secondly, a more valid procedure for the scoring of the

pause component could have been adopted: failure to pause

at commas should not have been marked wrong if that comma

was a writing convention. For example, in the construction,

"'Is it a game, Jan?‘ asked Kim," neglecting to pause before

the word "Jan" was marked wrong, yet a pause is not always

placed there in observed adult conversation. In any future

research, the points at which pause and pitch change are

evaluated should more closely correspond to adult oral

patterns.

Implications and Suggestions for Future Research
 

There is more to learn about the use of appropriate

intonation variables in the oral reading of elementary school



125

children. A replication of the study, exactly as presently

designed, might result in different conclusions if the data

were collected from a sample representing a different socio-

economic or geographical community. And a longitudinal study

of the same subjects immediately presents itself as a worth-

while project because of Aull's (1977) developmental hypoth-

esis, and because it would allow for comparisons with other

research studies using children in middle grades. What will

betflmzintonation patterns of these same children in second

grade?, in third grade? Will their third grade fluency

scores be equalled or surpassed by any of those classmates

who had not yet attained Primer level by the end of first

grade? Will observed inter-correlations between intonation

variables increase, and will the relationships between flu-

ency and other reading subskills shift as the child progresses

from beginning reader to experienced reader? These questions

might be addressed in such a longitudinal study.

A study of the same design with slight modifications in

measurement tools and scoring procedures might also result

in different conclusions. As recommended in the conclusions

section, the use of forced-choice questionnaires, the tabu-

lation of actual time rather than approximations, and more

rigorous training of judges might provide significantly dif-

ferent data. Variations might also be considered: children

might be asked to read from an unpunctuated story to see how

well they can apply appropriate intonation without any

graphic cues, or a practice condition might be added so that
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pupils would have an opportunity to practice reading the text

silently before being called upon to read aloud.

Results of the present study also suggest the exclusion

of variables such as classroom reading time, and theinclusion

of some new variables. Of particular interest might be the

addition of an assessment of oral language intonation. A

sample of oral language use could be recorded, perhaps using

a puppet dialogue so that one could elicit questions as well

as statementsihxxnthe child. One could then compare into-

nation usage in the oral language of a child with intonation

patterns in that child's oral reading. A measure of IQ might

also be appropriate: although this writer is unaware of an

established relationship between aptitude and intonation in

conversation, aptitude measures are correlated with success

in school—related tasks and fluent oral reading may be

included in that category. As previously mentioned, a mea—

sure of reading speed might also be included. This would

allow one to see to what extent a fast reader is considered

a "good reader," and to see the effect of the speed variable

on pause, pitch, and stress. Again, there is the possibility

of a non-linear relationship, since both very slow and very

fast readers might omit intonation variables. Additional

variables which suggest themselves for inclusion are teacher

emphasis on fluent renderings, formal pre—school experience,

and self-concept as a reader.

The emergence of total pause as the fluency score most

related to other reading skills suggests that further
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experimental investigation in this area might be fruitful.

An educational intervention might be planned, perhaps for

those children identified as having sufficient word recog-

nition skills but poor comprehension. For example, sessions

might be planned in which subjects read stories along with

tape recorded versions, thus practicing appropriate word

groupings they themselves could not generate. Pretest and

posttest measures would assess the extent to which such

imitative techniques affect the reading subskills of word

recognition, comprehension, and fluency, and delayed post-
 

test scores would indicate the extent to which these effects

are lasting.

The reliable scoring of intonation variables in oral

reading, and the designing of materials which tap the

variability that exists are crucial considerations in all

future research in this area. The measurement of oral readhr;

fluency appears to have a potentially useful place, both in

reading research and in the field of reading diagnosis.



REFERENCES



REFERENCES

Ahlvers, E. "A study of the effect of teaching intonation

in grade oneJ' Unpublished doctoral dissertation,

The Pennsylvania State University, 1970.

Athey, I. Reading research in the affective domain. In

H. Singer and R. Ruddell (Eds.),Theoretical models and

and processes of reading. Newark, Delaware: Inter-

national Reading Association, 1976.

 

 

Aulls, M. The acquisition of reading fluency by skilled

and less skilled readers in grades one, two and three.

Paper presented at the annual meeting of the National

Reading Conference, New Orleans, Louisiana, 1977.

 

 

Brown, E. The bases of reading acquisition. Reading Research
 

Quarterly, 1970, g, 49-74.
 

Brown, E., and Miron, M. Lexical and syntactic predictors of

the distribution of pause time in reading. Journal of

Verbal Learning and Verbal Bahavior, 1971, 19. 658-667.

 

 

Carbo, M. Teaching reading with talking books. The Reading

Teacher, 1978, 31, 267-273.

 

Chomsky, C. Stages in language development and reading

exposure. Harvard Educational Review, 1972, 42, 1—33.
 

Clay, M., and Imlach, R. Juncture, pitch, and stress as

reading behavior variables. Journal of Verbal Learning

and Verbal Behavior, 1971, 19, 133-139.

 

 

Coady, J., and Baldwin, S. Intonation and syntax in primers.

Reading Improvement, 1977, 14, 160-164.
 

Conrad, R. Speech and reading. In J. Kavanaugh and I.

Mattingly (Eds.), Language by ear and by eye. Cambridge,

Mass.: MIT Press, 1972.

 

Crystal, D. Prododic systems and intonation in English.

Cambridge: University Press, 1969.

 

128



129

Cunningham, J. An Automatic pilot for decoding. The Reading
 

Duffy, G., and Sherman, G. Systematic reading instruction.

New York: Harper & Row, 1977.

 

Ehri, L. Effects of printed intonation cues on reading in

children. 1976. (NIE Project, U. S. Dept. HEW,

ED 131 447).

 

Gibbs, V., and Proctor, S. Reading together: An experiment

with the neurological-impress method. Contemporary

Education, 1977, 48, 156-157.

 

 

Gibson, E., and Levin, H. The psychology of reading. Cam-

bridge, Mass.: MIT Press, 1975.

 

Goodman, K. A linguistic study of cues and miscues in read-

ing. Paper presented at the American Educational

Research Association, Chicago, 1964.

 

Goodman, K. Behind the eye: What happens in reading. In

H. Singer and R. Ruddell (Eds.), Theoretical models

and processes of reading. Newark, Delaware: Inter-

national Reading Association, 1976.

 

 

Griffin, P. How and when does reading occur in the classroom.

Theory into Practice, 1977, 16, 376-383.
 

Groff, P. Oral language and reading. Reading World, 1977,

11, 71-78.

 

Hantman, D. Reading comprehension and nonverbal aspects of

spoken language. Academic Therapy, 1970, 5, 281-293.
 

Harris, A. J., and Sipay, E. R. How to increase reading

abilityy 6th ed. New York: David McKay, 1975.

 

 

Hays, W. Statistics for the social sciences, 2nd ed. New

York: Holt, Rinehart and Winston, 1973.

 

Hornby, P. Surface structure and the topic-comment dis-

tinction: A developmental study. Child Development,

1971, 42, 1975-1988.

 

Hornby, P., and Hass, W. Use of contrastive stress by pre-

school schildren. Journal of Speech and Hearing

Research, 1970, 13, 395-399.

 

Kaczkowski, H. Pride: Helping children read better. Ele-

mentary School Guidance and Counseling, 1977, 12, 55-57.
 



130

Johnson, R., and Johnson, C. Ideational phrasings in reading

as related to reading competencies. Paper presented at

the annual meeting of the International Reading Associ-

ation, Houston, Texas, 1978.

 

 

Kaplan, E. Intonation and language acquisition. Papers and

reports on child language development, No. 1. Stanford

University, Committee on Linguistics, 1970. (ED 102 836) .

 

 

Kibby, M. The status and the attitudes of homogeneously

grouped second-graders: An exploratory study. Elemen-

tary School Journal, 1977, 18, 13-21.
 

Kibby, M. Passage readability affects the oral reading

strategies of disabled readers. The Reading Teacher,

1979, 88, 390-396.

 

Kleiman, G. Prosody and children's parsing of sentence.

Technical Report No. 123, Urbana, Illinois: Illinois

University Center for the Study of Reading, 1979.

 

Lamme, L., and Omsted, P. Family reading habits and chil-

dren's progress in reading. Paper presented at the

annual meeting of the International Reading Association,

Miami Beach, 1977.

 

 

Lefevre, C. Reading: Intonation and punctuation. Education,

1967, 81, 525-530.

 

Lefevre, C. Linguistics, English and the language arts.

Boston: Allyn and Bacon, Inc., 1970.

 

Lieberman, P. Intonation, perception and language. Cam-

bridge, Mass.: MIT Press, 1967.

Lynch, M., and Hasse, A. M. Self-concept in reading

instruction programs. In W. Miller and G. McNinch

(Eds.), Reflections and investigations on reading.

Clemson, South Carolina: The National Reading Con-

ference, Inc., 1976.

 

Lyons, P. "The effect of children's literature and oral dis-

cussion on the reading achievement of first and second

grade childrenJ' Unpublished doctoral dissertation,

The Ohio State University, 1972.

Magnesson, D. Test theory. Reading, Mass.: Addison-Wesley,

1967.

 

Martin, J., and Meltzer, R. Visual rhythms: Report on a

method for facilitating the teaching of reading. Jour-

nal of Reading Behavior, 1976, 8, 153-160.
 



131

McCormick, S. Should you read aloud 39 your children?

Language Arts, 1977, 88, 139-143.
 

Means, C. "A study of the relationship between the use of

intonation patterns in oral reading and comprehension

in reading." Unpublished doctoral dissertation, The

Pennsylvania State University, 1969.

Mehrens, W., and Lehmann, I. Measurement and evaluation in

education and psychology, 2nd'ed. New York: Holt,

Rinehart & Winston, 1978.

 

Moffett, H., and Wagner, B. Student-centered language arts

and reading, k-l3. Boston: Houghton-Mifflin, 1976.

 

 

Mosier, C. I. Problems and designs of cross-validation.

Educational and Psychological Measurements, 1951, ll,

5-11.

 

Mountain, L. Intonation for beginners. In C. Braum (Ed.),

Language, reading and the communication process. Newark,

Delaware: International Reading Association, 1971.

 

Nevill, M. Effects of oral and echoic responses in begin-

ning reading. Journal of Educational Psychology, 1968,

éfl. 362-369.

 

Oakan, R., Wiener, M., and Cromer, W. Identification,

organization, and reading comprehension for good and

poor readers. Journal of Educational Psychology, 1971,

62, 71-78.

 

Pival, J. Stress, pitch and juncture: Tools in the diag-

nosis and treatment of reading ills. Elementary English,

1968, 48, 458-463.

 

Ruddell, R. Psycholinguistic implications for a systems of

communication model. In H. Singer and R. Ruddell (Eds.),

Theoretical models and processes of reading. Newark,

Delaware: International Reading Association, 1976.

 

Samuels, S. J. The method of repeated readings. The Reading

Teacher, 1979, 88, 403-408.

 

Sherman, G. A four-stage model for the diagnosis of reading

difficulties. Personal Communication, 1978.

Smith, F. Psycholinguistics and reading. New York: Holt,

Rinehart & Winston, 1973.

 

Smith, R. G. 'A.study of pause phenomena in the extempora-

neous speech and oral reading behavior of first-grade

children." Unpublished doctoral dissertation, Georgia

State University, 1980.



132

Stageberg, N. An introductory English grammar. New York:

Holt, Rinehart & Winston, 1965.

 

Stallings, J. A study of basic reading skills taught in

secondary schools. Menlo Park, California: SRA Inter-

national, 1978.

 

 

Steiner, R., Wiener, M., and Cromer, W. Comprehension

training and identification of poor and good readers.

Journal of Educational Psychology, 1971, 88, 506-513.
 

Stewart, 0. "The relationships between reading comprehen-

sion and the factors of syntactic awareness in oral

reading, syntactic maturity in writing, and oral read-

ing fluency." Unpublished doctoral dissertation, Ohio

University, 1978.

Tovey, D. Children's perceptions of reading. The Reading

Teacher, 1976, 88, 536-540.

 

Tovey, D. Non-visual aspects of reader-author communication.

Paper presented at the annual meeting of the Inter-

national Reading Association, Miami Beach, 1977.

 

Teale, W. Positive environments for learning to read: What

studies of early readers tell us. Language Arts, 1978,

88, 922-932.

 

Vernon, M. Varieties of deficiency in the reading process.

Harvard Educational Review, 1977, 88, 396-410.
 

Wiersman, W. Research methods in education. Itasca, Illi-

nois: F. E. Peacock Publishers, Inc., 1975.

 

Yap, K. Relationships between amount of reading activity

and reading achievement. Reading World, 1977, 88,

23-29.

 



APPENDICES



 

APPENDIX A



LETTER TO PARENTS

Dear Parent:

Your child has been selected to participate in a research project

which was designed to investigate the reading skills of first graders.

Your child will not be identified by name in this study: he will be

assigned a number and all of his responses will be coded only with that

number.

The project consists of the following activities:

1. Having the parent fill out the attached questionnaire.

2. Having the child read out loud a short paragraph, some sen-

tences, and a list of words. This oral reading will be

recorded on a tape recorder.

3. Having the child read silently and answer some questions about

what he has read.

4. Having the teacher fill out a questionnaire about the amount

of time the child reads orally in the classroom.

All together, the child's activities will take approximately 1 hour.

A11 testing will be done at school by a trained researcher.

I appreciate your help in this project.

If you agree to your child's participation, please sign the per-

mission form and fill out the questionnaire. An addressed, stamped

envelope is enclosed for your convenience in returning the form. I

would like to have the forms back by . If you have any questions,

please call me at 651-3498 after 5 p.m.

Thank you,

Nancy K. Rice

Michigan State University

Doctoral Candidate in Education
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PARENT PERMISSION FORM

I give my permission for my child to participate

in

 

a reading research study.

 

Parent

PARENT QUESTIONNAIRE

About how many times a week do you (or another adult or older child)

read to your first grader?

 

How long (in minutes) do these reading sessions usually last?

 

How old was your child when you started reading books to him/her?

 

Does your child read out loud to you? If so, about how many minutes

each week is your first grader reading out loud to you?
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PUPIL STATUS QUESTIONNAIRE

I will read you the names of 11 boys and girls in your class.

Listen to their names. Then tell me who are the three best

readers on this list.

(Read names except own name)

 

\
O
C
D
Q
O
‘
U
'
I
u
b
-
W
N
H

.
.
.
.
.
.
.
.

Now, who are the three best readers? (Check three names.)

I'll read the names again. Then tell me, who are your three

best friends on this list? (Omit child's own name.)

\
D
m
fl
c
fl
U
l
-
b
U
J
N
H

10.

11.

12.

Now, who are your three best friends? (Check names.)
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CLASSROOM ORAL READING TIME

QUESTIONNAIRE

To the Teacher:

Please list below 13m: 12 subjects from your class. For each

subject record the time, in minutes, that the subject reads orally each

day. Keep the record for 1 week.

Include only reading activities that involve sentences or phrases:

Do not record time spent on reading drill activities such as word card

practice or dittos of vowel sounds, etc. 89_record time spent reading

orally outside of the prescribed reading time, such as reading library

books to a partner orally, or reading aloud from a content area text-

book.

Names: Monday Tuesday Wednesday Thursday Friday

 

 

 

 

 

 

 

 

 

10.
 

ll.
 

12.
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INDIVIDUAL TESTING ADMINISTRATION

(Including Tape Recorder De-sensitization)

"Hi, . How are you?"
 

(Positive comments on clothes, weather, classroom activities,

etc.)

"I want to learn more about how first graders read . . . and

I would like to have you read some things for me tdoay . . .

would you do that for me?

And while you're reading, I'll be running the tape recorder

so I can remember how you sound when you read.

Did you ever tape record your reading before?

Let's see how you sound. I'll turn it on while you tell me

your name and how old you are. (What kind of stories you

like?) Let's do that now."

(Turn on tape: Record)

"Now let's listen to your voice."

(Rewind: Play)

"Now, let's read some things into the tape recorder, and when

we're all done, you can listen to yourself again."

Child reads: Slosson List

Intonation Paragraph "Jan" In rotated order

Contrastive Stress Cards

"Now, would you like to hear yourself again?"

(Replay last minute or two of tape--not whole tape.)

"Before we go back to class, I would like you to answer some

questions for me."

(Administer Pupil Questionnaire)

"Thank you so much for reading for me today. You did such a

good job."
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ORAL READING FLUENCY TEST: STORY

A New Toy

Jan is a girl who has a new Toy.

Jan said, "I have someThing Thai

is new, and iT is red, and we can play

wiTh iT. Who can Ouess whaT iT is?"

"Is iT a car?" asked Jim.

"IS iT a game, Jan?" asked Kim.

'Wio," said Jan, "IT is nOT a car,

and ET is nOT a game. IT is a big, red

LeT's play ball."
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ORAL READING FLUENCY TEST

DIRECTIONS FOR CONTRASTIVE STRESS CARDS

Say, "I have some cards with pictures for you to look at.

Then I want you to read to me what it says about these

pictures."

Lay down first card of a pair. Pause for child to read

first card.

Lay the second card beside the first, and pause for the

child to read the sentence from the second card.

After each pair, give an expression of satisfaction and

remove that pair from View.

Help children, if necessary, with pronunciation of words.
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ORAL READING FLUENCY TEST:

CONTRASTIVE STRESS CARDS

(Actual Size: 4" x 6")

 

 
A the ball

 

 
 

 

Spo‘i’ is Siee Pi n3:  New, 890+ is ea‘iina,
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ORAL READING FLUENCY TEST:

CONTRASTIVE STRESS CARDS

(Actual Size: 4" x 6")

 

 

3"” \ikes cake. Jill \ikes ice cream,+oo.

 

 
”as fig

The dog has 0. bone. Now, 'Hne dog inns a

Slick.   
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ORAL READING FLUENCY TEST:

CONTRASTIVE STRESS CARDS

(Actual Size:, 49 x 6")
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ORAL READING FLUENCY TEST:

CONTRASTIVE STRESS CARDS

(Actual Size: 4" x 6")

 

 

 

 

 

   New, 'ihe bog has

0. +Yu0k. 
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ORAL READING FLUENCY TEST:

CONTRASTIVE STRESS CARDS

(Actual Si ze: 4" x 6")

 

it

A

The clown is \nappg.

2‘
'55
a.

I The Clovm is 3610‘.

 

 
, NOW, Pei“ is SNimming.

  Poti‘ is jumpigg.  
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ORAL READING FLUENCY TEST:

CONTRASTIVE STRESS CARDS

(Actual Size: 4" x 6")

 

 

 

Wonder \IJOm an is 1 S upevmom is

(by\ -T1\Jo CNN ‘1‘ \/.

 

 
 

  He is skd‘i'ing. He— 1.5 “0+ simiing.  
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ORAL READING FLUENCY TEST:

SCORING SHEET FOR PAUSE, TOTAL PAUSE,

AND CONTRASTIVE STRESS

a new toy Jan is a girl who has a new

toy Jan said I have something that is new

and it is red and we can play with it who

can guess what it is is it a car asked

Jim is it a game Jan asked Kim no said

Jan it is not a car and it is not a

game it is a big red ball for us to play

with Jim Kim let's play ball

A red ball A blue ball

Spot is sleeping. Now, Spot is eating.

Jill likes cake. Jill likes ice cream, too.

The dog has a bone. Now, the dog has a stick.

The girl can hit the ball. The boy can hit the ball.

Two cars Three cars

A car goes fast. A plane goes fast.

The boy has a car. Now, the boy has a truck.

The clown is happy. The clown is sad.

Pat is jumping. Now, Pat is swimming.

Wonder Woman is on T.V. Superman is on T.V.

He is skating. He is not skating.
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ORAL READING FLUENCY TEST:

SCORING SHEET FOR PITCH

'3

A New Toyé) Jan is a girl who has a new toy.®

a. I o a 0

Jan said,® "I have something that is new,® and it

. 43 . .8
is red,@ and we can play With it.@ Who can guess

what it is?"® "Is it a;ar?"® afied Jim.®"ls it

.2,

—-> -» —9 .4

a gflne. Jan?"@ asked Kim.@ "No,"@said Jan.®"lt

N

is not a'c-gr,@and it is not a g?ne.® It is a

—9 3 A) Afl

big,@red ball for us to play with.® Jim!®Kim!@

5‘

Let's play ball."<::)

A New Toy Jan is a girl who has a new toy.

Jan said, "I have something that is new, and it

is red, and we can play with it. Who can guess

what it is?" "Is it a car?" asked Jim. "Is it

a game, Jan?" asked Kim. "No," said Jan. "It

is not a car, and it is not a game. It is a

big, red ball for us to play with. Jim! Kim!

Let's play ball."
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Table B:l.--Relationship Between the Oral Reading Fluency Score and Age

when Parent Began Reading to Child: Four Judge Data

 

Oral

Fluency

Score

50

49

48

47

46

45

44

43

42

41

40

39

38

37

36

35

34

33

32

31

30

29

28

27

26

25

24

23

22

21

20

19

Age in Years

 

******

****

**

*

***

**

**

**

**

**

0.0 - 0.9 1.0 - 1.9

*

**

****

****

***

****

***

**

**

*****

****

****

**

***

2.0 - 2.9

**

s
s

»
*

***

**

3.0 - 3.9 4.0 - 4.9

 

Mean (Oral Reading

Standard Deviation:

High Scores:

Middle Scores:

Low Scores:

Fluency):

6.10

50

33 - 44

19 - 32

38.73
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Table B:2.--Relationship Between the Oral Reading Fluency Score and Age

when Parent Began Reading to Child: One Judge Data

 

 

 

 

Oral Age in Years

Fluency

Score 0.0 - 0.9 1.0 - 1.9 2.0 - 2.9 3.0 - 3.9 4.0 - 4.9

48 * *1:

47 *

46 * *

45 ** *

44 **

43 *** *****

42 **** **** **

41 *** ***** *

4O ***** ***** * *

39 * *

38 ** **** **

37 **** **** *** *

36 * **** t *

35 ** ****** * t

34 *** *

33 * *

32 * **

31 *** **

30 *

29

 

Mean (Oral Reading Fluency): 38.70

Standard Deviation: 4.31

High Scores: 43 - 48

Middle Scores: 35 - 42

Low Scores: 29 - 34
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Table B:3.--Double-Cross Validation Regression Equations: Four Judge

Data

 

Equations generated from Sample 1, used for prediction on Sample 2:

 

Pause Y' - 15.515+(-.088*H)+(.161*C)+(-.065*S)+(-.018*CL)+(-.004*P)+

(.078*V)

Pitch Y' = 12.777+(.018*S)+(.008*P)+(-.016*CL)+(.142*V)+(.033*C)

Stress Y' = 9.694+(-.009*H)+(.228*V)+(-.104*C)+(.014*CL)+(-.006*P)+

(.014*S)

ORF Y' - 37.763+(-.016*H)+(.445*V)+(-.020*CL)+(.091*C)+(-.032*S)

T-Pause Y' = 30.276+(-.220*S)+(.249*C)+(-.255*V)+(-.005*H)+(.005*P)

 

Equations generated from Sample 2, used for prediction on Sample 1:

 

Pause Y' - 18.162+(-.035*L)+(-.004*P)+(-.047*V)+(.002*H)+(-.004*S)

Pitch Y' = 15.635+(-.053*CL)+(.050*S)+(-.007*H)+(-.004*P)+(-.054*V)

Stress Y' = 3.586+(.043*S)+(.010*H)+(.009*P)+(.062*V)+(-.021*C)

ORF Y' = 37.434+(-.088*CL)=(.090*S)+(.005*H)+(-.024*C)+(-.037*V)

T-Pause Y' = 32.466+(-.208*S)+(.056*P)+(-.976*V)+(.039*CL)+(.128*C)+

(-.009*H)
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Table B:4.--Double-Cross Validation Regression Equations: One Judge Data

 

Equations generated from Sample 1, used for prediction on Sample 2:

 

Pause Y' = l4.592+(-.007*H)+(-.187*V)+(.124*C)+(-.042*S)+(.011*CL)+

(.005*P)

Pitch Y' = 15.642+(.l73*V)+(.006*P)+(.009*CL)+(-.008*S)+(.018*C)+

(.001*H)

Stress Y' = 4.881+(.273*V)+(-.006*H)+(.004*P)+(.015*S)+(-.021*C)+

(-.004*CL)

ORF Y' = 35.116+(-.013*H)+(.258*V)+(.014*P)+(.121*C)+(-.035*S)+(.015*CL)

T-Pause Y' = 38.825+(-.175*S)+(-.021*H)+(-.339*V)+(.012*P)+(-.005*CL)

 

Equations generated from Sample 2, used for prediction on Sample 1:

Pause Y' 14.078+(.008*P)+(.070*C)+(.004*H)+(-.018*S)+(-.005*CL)

Pitch Y' 15.789+(.004*P)+(.030*C)+(.002*H)+(.002*CL)+(-.018*V)

Stress Y' = 5.553+(.008*P)+(-.072*C)+(.031*S)+(.002*H)+(-.019*V)

ORF Y' = 35.380+(.021*P)+(.007*H)+(.013*S)+(.029*C)+(-.048*V)+(-.003*L)

T-Pause Y' = 38.534+(-.150*S)+(.016*P)+(-.212*V)+(-.075*C)
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