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ABSTRACT

In Botswana junior secondary schools, students are taught in mixed ability classes. Teachers have trouble differentiating among students and addressing individual needs in English reading lessons. Teachers tend to give the same activities to the whole class, ignoring the needs of highly proficient students and students with reading difficulties. Ideally, assessment outcomes would describe students’ levels of performance, and teachers would use them to provide differentiated instruction that addresses students’ needs and helps them learn from each other. This would reflect recommendations made in Botswana’s Revised National Policy on Education.

The presenters propose that readers at different levels can be described according to:

a) Their ability to read individual words at different levels of difficulty

b) Their ability to read a short passage fluently and with expression

c) Their ability to read a passage and answer a basic comprehension question, an inference question and an opinion question.

The trial results of such a test and suggestions for appropriate classroom tasks are presented.
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1.  Introduction
This paper explores a preparatory study to develop a diagnostic reading assessment suitable for use in Botswana Community Junior Secondary Schools (CJSS’s) by teachers of English. The study was carried out by the authors with the help of two English language teachers and their form 1 classes at Moruakgomo CJSS in Molepolole
. The purpose of the assessment tool is to provide teachers with relevant information such that they can then plan teaching strategies based on the strengths and weaknesses of their classes and the individuals in them. Some of these intervention strategies will be piloted in the next phase of the study.

1.1  Background to the Study
The medium of instruction for all subjects (except Setswana) in Botswana CJSS’s is English. Therefore good reading skills in the language will be of paramount importance if the pupils are to gain the maximum from their school career both in terms of learning and exam success at the end.

Setswana is the first language of the majority of children in Botswana. English is often only formally encountered when the children start primary school at the age of 7. However, for significant numbers of children in some areas of Botswana, Setswana is not the first language either, so these children learn and study using two second languages—Setswana and English.

1.1.1  Student Performance in English

Botswana Community Junior Secondary Schools (CJSS’s) contain pupils with a very broad range of abilities and learning needs. A recent survey (Dart 2004a), based on feedback from  student teachers revealed that from a total of 12 English classes in which 435 pupils were taught  by student teachers, 19% percent were averaging below 50% in their class assignments. Two percent of the pupils were earning averages below 20% (see Table 1 below).

Table 1    Performance on English Assignments by Junior Secondary Students

	
	Total
	Male
	Female
	Students

Earning

<50%
	Males

Earning

<50%
	Females

Earning

<50%
	Students 

Earning

<20%
	Males

Earning

<20%
	Females

Earning

<20%

	No. of 

Students
	435
	223
	212
	82
	54
	28
	8
	6
	2

	% of 

Students
	
	51%
	49%
	19%
	12%
	7%
	2%
	
	


In another survey (Dart 2004b) based on student teaching practice feedback in which student teachers had to identify one child with special needs in their schools, skills in the use of English were highlighted as a major problem for the majority of these children (see Table 2 below).

Table 2   Students with Special Needs in English Skills

	SKILL AREAS
	Reading
	Writing
	Speaking
	Listening

	No’s of pupils (sample of 75)
	44
	51
	52
	49

	
	59%
	68%
	68%
	66%


The school where the current study is being carried out is on the outskirts of Molepolole, a large village some 50km north west of Gaborone, the capitol of Botswana. According to their teachers, many of the pupils come from relatively poor families who live a fairly traditional lifestyle. Some travel for some distance each day to get to school as the families live outside the village at the lands. The two form one classes that were used in the project have around 40 pupils in each of them, a fairly typical class size for a CJSS.

When diagnosing students for reading difficulties, it is important to use readings about topics that are familiar to students. The consequences of not using familiar topics are described by Lapp et al. (2001:6):

Significant cultural considerations are also often overlooked when assessing students from underrepresented groups…lower achievers may not be reflective of students’ achievement but of cultural traditions not considered in testing. 

During the development of this particular assessment, attention was paid to developing reading materials that were relevant to the pupils’ backgrounds. This is not necessarily an easy task in a country like Botswana where pupils in one school can come from a very wide range of socio-cultural backgrounds {see Chilisa (2000:33) for a discussion of how this can affect the testing of pupils in the Primary School Leaving Exam—PSLE}.

1.1.2  Role of the Primary School Leaving Examinations (PSLE)

Pupils arrive at CJSS having taken the PSLE at the end of Standard 7. The exams were once used as the selection exams for secondary school (see quote below) but that has now changed as there is universal access to CJSS. Not all primary students move on to CJSS (education is not compulsory) but it is difficult to find out how many drop out of the education system at this stage. The pupils in one class in this study informed one of the assessors of a classmate who had dropped out of the school during the second term. This news had yet to reach the school administration.

The Botswana Revised National Policy on Education (Ministry of Education, 1994) recommends assessment reform to improve the diagnostic role of the PSLE and classroom tests (Recommendation 17e and 17f). According to the Examination, Research and Testing Division (ERTD) in the Botswana Ministry of Education, the PSLE is already being used for diagnostic purposes:

The Primary School Leaving Examinations (PSLE) are administered at the end of seven years of schooling. The introduction of basic education programme and the availability of places at junior secondary level ended the selection role of PSLE. Its role has changed to diagnosis of weaknesses in student achievement with a view to assist the teaching and learning processes at Junior Certificate. Achievement of students in national examinations is reported using dimensions which indicate student performance in different cognitive levels across the syllabus content. This gives more information than the previous system of reporting in subject and overall grades. The subjects offered at this level are, English, 
Setswana, Mathematics, Science and Social Studies. 
                                                                                (Botswana ERTD, 2004)

Although the statement here indicates that achievement is reported “using dimensions which indicate student performance in different cognitive levels across the syllabus content”, the information that CJSS teachers get is still simply limited to an overall grade in each of the five subjects above, plus an overall score derived from the five subject grades. This gives the teacher very little specific information on individuals with which to plan teaching and learning activities.

It would be helpful if the PSLE results reported what skills each student can perform. In 2003, the 20 items in the reading comprehension sections of the PSLE English exam tested three skills: literal comprehension of the text (13 items), understanding vocabulary in context (6 items), and understanding pronoun reference (1 item) (Botswana ERTD, 2003). If the CJSS teachers knew how well students performed each of these skills, it would help them to plan lessons that target students’ needs, form mixed ability groups to facilitate cooperative learning, and identify students who need remedial work. 

In addition, the PSLE could also be used to measure and report higher-level reading skills, such as making inferences and giving opinions. Although the primary school syllabus for English includes giving one’s own opinion about a reading passage as an objective (Botswana CDU, 1993:62), none of the reading comprehension items in the 2003 exam required students to give their opinions about the text. This is probably because the reading comprehension questions are all multiple choice, making the test inexpensive to administer. In addition, it is sometimes hard to form an opinion question that yields information about an individual’s reading comprehension. However, one higher-level reading skill that can easily be tested using the multiple choice format is the ability to make inferences. Readers often need to make inferences based on what is written to fully understand a piece of writing, especially when reading stories. Story writers frequently aim to convey their message about a theme by describing events instead of stating the message explicitly. Similarly, the reader can often only tell a character’s attitude or emotional state based on the description given, as the author does not state this information directly. Making inferences is a valuable higher-level reading skill that could be measured with multiple choice items and reported in the PSLE test results.

1.2  The Purpose of the Test and Test Constraints 
The diagnostic test will serve two purposes:

1. To provide outcomes that describe students’ reading skills

2. To provide outcomes that can be used to determine differentiated classroom tasks that address learners’ needs at all levels of performance.

The constraints of the test are as follows:

· It should require materials that can be easily reproduced on site at the junior secondary schools with a minimal amount of time or cost.

· It should be simple enough to be administered by a junior secondary school teacher after reading a brief guide to administration procedures.

· Any activity that requires the teacher to test individual students should last only five minutes at the most so that teachers can test all students in a class within a reasonable amount of time.

· It should be easy to score. Any oral activities should be scored while the test is in progress.

2.  DEVELOPING A DIAGNOSTIC TEST

In order to develop the diagnostic test in a principled way, the researchers needed to choose a development procedure. The first step of the test development process was to review diagnostic assessment approaches and select the most appropriate one.

2.1  Selecting an Approach for Developing the Test
In an overview of diagnostic assessments, Nitko describes six approaches (2001:293-309). Of the six approaches, four can be applied to the assessment of reading skills: profiling content strengths and weaknesses, identifying prerequisite deficits, identifying objectives not mastered, and identifying students’ errors in performance. The researchers reviewed these four approaches and evaluated them in terms of the goals and constraints described in section 1.2.  Table 3 shows a list of the six approaches, a brief description of procedures for developing each type of diagnostic assessment and the researchers’ evaluation of each approach.

Table 3   Evaluation of Diagnostic Assessment Approaches   

	Diagnostic Assessment Approach
	Assessment

Development 
Procedures
	Evaluation of 
the Assessment 
Approach

	Profiling Content Strengths and Weaknesses
	1. Identify content areas to be tested.
2. Craft items that cover the basic concepts in each area.
3. Assemble the items into subtests—one for each area.

4. The teacher ranks students based on the number of items they got correct.
	This approach will not provide useful outcomes. The outcomes are rank numbers for each of the broad areas selected for testing, so the test provides only general information about where a student is having problems. 

	Identifying Prerequisite Deficits
	1. Create a learning hierarchy by selecting a learning target and analysing the prerequisite performances a student must learn.
2. For each prerequisite performance, create another list of prerequisite performances until you reach prerequisites already acquired.

3. For each learning prerequisite, create items or tasks to test each performance.
4. Areas of poor test performance reveal the areas where students need additional instruction.
	The approach will provide useful outcomes. The item creation process is guided by a learning model. As a result, the outcomes are criterion-referenced: they describe areas where additional instruction is needed. Since the model is designed by analysing prerequisite performances, the outcomes should describe the underlying cause of reading difficulties.

	Identifying Objectives Not Mastered
	1. Identify final objectives to be tested.

2. Craft items that cover each objective.

3. Set a passing score for each objective.

4. The outcome is a score for each objective.
	Testing final objectives of the Three-Year Junior Secondary Syllabus of English (CDU, 1995) would not help teachers understand the underlying causes of any reading difficulties a student might have.

	Identifying Students’ Errors in Performance
	1. Identify target tasks that students should perform.

2. Identify errors made by students when performing target tasks.
3. Create target tasks.

4. Score the task by identifying errors made by students.
	This approach has been well developed in the area of reading fluency in the form of miscue and self-correction analyses. These assessments would require too much training.


Based on this evaluation of the diagnostic approaches, the Identifying Prerequisite Deficits Approach (Prerequisite Approach from here on) was selected for developing the diagnostic reading assessment. The Prerequisite Approach is usually used to identify whether an individual has mastered certain knowledge and skills needed before s/he can benefit from instruction in a more difficult topic. For example, the Prerequisite Approach could be used to develop a test to see whether a person has mastered algebra well enough to study calculus. Although the purpose of the current project was to design a test of language skills, rather than a test of content knowledge and skills, the Prerequisite Approach of test development was appropriate for two reasons. First, the criterion-referenced outcomes will describe areas where additional instruction is needed. Secondly, since the model is designed by analysing prerequisite skills, the outcomes should describe the specific underlying causes of any reading difficulties a student might have, rather than a general skill area.
The test was developed in three stages. First, a learner model of reading was formed using the Prerequisite Approach. Next, a list of possible reading tasks was created, and each task was evaluated in terms of the test goals and constraints. Lastly, a test blueprint was formed and the test activities and descriptions of student abilities were written. The next sections describe these stages in more detail.

2.2  A Model of Reading

The researchers formed a learner model of reading and decided what aspects it would be important to test. The learner model describes what it is that a person can do when s/he can read proficiently. Four types of reading skills predominate in the literature: phonemic awareness, decoding of words, fluency and reading comprehension.

The most basic knowledge that a reader possesses is phonemic awareness (Barr et al., 1995; Hoover, 2004). Phonemic awareness is the ability to consciously manipulate the sound units that make up words. Phonemic awareness is what allows us to know that “bat” and “bad” are different words because of the difference between the /t/ and /d/ in the final position of the two words. Phonemic awareness is essential to reading all written languages that use an alphabet, since the reader must be able to link the letters of the alphabet to the phonemic units used to form spoken words. 

The next level of knowledge that a reader has is the ability to recognise words. When recognising words, a person is able to relate the written form of the word to its spoken form and the idea it represents. There are two main approaches to the instruction of word recognition skills: a phonics-based approach and a meaning-based approach 
(St. John et al., 2003). The phonics-based approach focuses on helping students understand the relationship between sounds and their spellings. The meaning-based approach focuses primarily on understanding a new word from its context. A balanced approach to instruction helps students use both techniques to recognise new words. Within the skill area of word recognition, Reason and Boote (1994) distinguish among three levels of word difficulty for early learners. These levels are described in detail in Table 6. For the sake of convenience, these three levels will be called “single-sound words”, “blend words” and “advanced words”. Single-sound words are easier for early learners than blend words, which are easier than advanced words. 
Once a person can recognise words, s/he can develop reading fluency. A person who can read fluently is able to read at an appropriate rate with proper phrasing and intonation (Barr et al. 1995:36). Reading fluency also depends on a reader’s ability to comprehend the meaning of a passage and incorporate it into his or her own schema of knowledge. Hence, the ability to read fluently depends both on the ability to recognise words automatically as well as the ability to reconstruct the author’s meaning rapidly. The faster a reader is able to recognise words, the more easily s/he will be able to focus on the meaning of a passage, and the more easily s/he will be able to read at an appropriate rate with good expression. Therefore, reading fluency (the rate, phrasing and expression of a reading) is a strong indicator of a reader’s ability to recognize words and reconstruct the author’s meaning.

Reading comprehension is the ultimate goal of reading. At the level of literal understanding, a reader can answer questions by using information that is explicitly stated in a passage. Higher level comprehension involves the ability to use information from the text to make inferences and form opinions. At the highest level of comprehension, a reader uses critical literacy skills to interpret and evaluate what s/he has read (St. John et al., 2003). Critical literacy skills may be applied to a single reading passage, or they may be used to compare passages.

The relationship among phonemic awareness, word recognition, reading fluency and reading comprehension is illustrated in Figure 1.  
Figure 1   A Model of Reading


[image: image1]
Starting at the bottom of Figure 1, the arrow leading from phonemic awareness to word recognition represents the idea that phonemic awareness is to a large extent a more basic skill than word recognition. Research has shown that readers need skill in phonemic awareness before they can read unknown words by decoding the sounds represented by the letters (Hoover, 2004). While people can learn to recognise words through sight reading before having skill in phonemic awareness, evidence suggests that some skill in phonemic awareness is important for the advancement of word recognition skills. Within the skill area of word recognition, the subskills of recognising single-sound words, blend words and advanced words are listed.
Moving up Figure 1, the arrows leading from word recognition to fluency and comprehension indicate that the ability to recognise words is essential for both fluency and comprehension. A reader needs to recognise words with a certain amount of automaticity before s/he can read text with any degree of fluency or comprehend the author’s meaning. The curved arrow leading from comprehension back to word recognition represents the fact that a reader can infer the meaning of an unknown word through comprehension of the surrounding text. The double-ended arrow between fluency and comprehension indicates that skills in these areas complement each other. The better a reader comprehends a passage, the more fluently s/he can read it. The more fluently someone reads a passage, the faster s/he will be able to process the text and the more easily s/he will comprehend its meaning. The subskills of reading comprehension are listed within the box.

2.3  Selecting Tasks for the Diagnostic Test of Reading
It was assumed that all junior secondary students would have obtained phonemic awareness skills, so tasks were sought to measure word recognition, fluency and comprehension skills. To select tasks, the researchers evaluated a variety of tasks in terms of the given constraints. The tasks were drawn from the Analytical Reading Inventory (Woods and Moe, 2003), Helping children with reading and spelling (Reason and Boote, 1994), Reading Diagnosis for Teachers: An Instructional Approach (Barr et al., 1995) and the multiple choice section of the Republic of Botswana 2003 Primary School Leaving Examination in English (Examinations Research and Testing Division, 2003). Table 4 shows a list of the tasks considered, the skills that can be measured using each task and the researchers’ evaluation of each task.

Table 4   Evaluation of Possible Reading Assessment Tasks

	Assessment Task
	Reading Skills Measured
	Evaluation of the Task

	Student 
self-assessment of reading skills
	Perceptions of reading interests, attitudes, habits and ability.
	Results would not be reliable enough to lead to differentiated classroom tasks.

	Read lists of words aloud
	Word recognition
	Can be used to quickly evaluate how well a student can recognise words of various difficulties. Results can identify who needs lessons in word recognition skills.

	Read a passage aloud
	1. Fluency






2. Reading strategies as revealed by miscues and self-corrections


3. Emotional status of the reader
	1. Can be used to get a general idea of how well a student can process text. Results can help teachers form mixed pairs/groups for shared reading activities.

2. Too difficult to train teachers about types of miscues & self-corrections.

3. Requires too many materials and testing is too time consuming.

	Retell a story 
	Comprehension
	Too time consuming. Difficult to determine the ability to make inferences.

	Complete a cloze passage
	Comprehension
	Tests outside knowledge as well as comprehension. Difficult to determine what aspect of comprehension is being tested.

	Select answers to a MAZE passage (Nitko, 2001: 233)
	Comprehension
	Difficult to determine what aspect of comprehension is being tested.

Multiple-choice format makes guessing a factor.

	Answering questions about a reading passage
	1. Accessing prior knowledge

2. Making predictions


3. Comprehension

· Literal understanding

· Understanding new words from context

· Making inferences

· Giving opinions

· Interpreting & Evaluating
	1 & 2. Results will not lead to differentiated classroom tasks.

 

3. Questions can be used to test specific aspects of reading comprehension. Results can help teachers form mixed pairs/groups for shared reading activities.

	Writing an essay or  response in a journal
	Comprehension
	Difficult to assess different aspects of comprehension.

	Teacher’s observational or anecdotal records
	Ability to use reading strategies to predict and reconstruct meaning
	Too time consuming to keep records for a class of 40 students.


After evaluating the variety of tasks available, the researchers selected the following tasks:

· Reading lists of words aloud to measure of word recognition
· Reading a passage aloud to measure fluency

· Answering questions about a reading passage as a measure of comprehension

2.4  Tasks Used in the Trial Test and Descriptions of Reading    Abilities
The three tasks selected for the trial test were reading lists of words aloud, reading a passage aloud and answering comprehension questions. This section of the paper describes the three tasks and the descriptions that were developed to describe students’ reading skills. Table 5 shows the blueprint used to make the test.

Table 5   Blueprint for a Diagnostic Test of Reading English
	Reading
Tasks

(
	Reading Skills

	
	Word Recognition
	Fluency
	Comprehension

	Reading Lists 
of Words
	The student reads 5 words from each of 3 categories identified by Reason & Boote (1994). Reading 4 of 5 words in a category indicates satisfactory skill. Scoring will place a student in one of 4 levels: 

Advanced level
Blending level

Single-sound level

Pre-single-sound level
	
	

	Reading a 
Passage Aloud
	
	The student reads a paragraph aloud and the teacher rates the student’s fluency. The 4 levels of performance will be:
Expressive reader
Hesitant reader

Struggling reader

Non-reader
	

	Answering Questions about a Reading
Passage
	
	
	The student reads a passage and answers one question based on literal understanding, one question that requires an inference and one that requires an opinion. Short answers will be elicited to avoid getting correct responses based on chance. Answers will be scored right or wrong. Scoring will place a student in one of 4 levels:

Personal response level

Inference level

Basic meaning level

Non-reader  


Based on the blueprint, two parallel tests were created, which would allow researchers to use a mixed pre-test/post-test design when it comes time to evaluate student progress in future studies. 

Skill 1:  Word recognition

Word recognition was tested by having students read lists of words aloud. The objective was to see if students could recognise and read isolated words at various levels of difficulty. The words are arranged in order of increasing difficulty. Reason and Boote (1994) identify three levels of word difficulty. Reason and Boote’s levels were adapted by putting words with “silent e” in group 3 along with all other words with silent letters. This made groups 2 and 3 more conceptually unified and made them easier to describe. The three levels of word difficulty are described in Table 6.

Table 6   Three Levels of Word Difficulty

	Difficulty

Level
	Description

	Group 1
	Single syllable words in which a single letter corresponds to a single sound.

	Group 2
	Single syllable words with consonant blends (cr in cry), consonant diagraphs (th in that), vowel diagraphs (ea in eat).

	Group 3
	More advanced words, such as words with silent letters (ride, write, knife, lamb), words with the endings –tion, -sion, -ture, -ous, -ious (attention, discussion, picture, dangerous, delicious), compound words (toothbrush, workshop), and polysyllabic words (telephone, impossible, surprising).


Students were asked to read five words at each level, making a total of fifteen words. Table 7 shows the lists used for the word reading task in Tests A and B.


     Table 7   Lists for Word Reading Task

	List for Test A
	List for Test B

	1. sat

2. pen

3. hot

4. win

5. bus

6. skip

7. wish

8. team

9. coat

10. bread

11. stone

12. knife

13. question

14. toothbrush

15. comfortable
	1. pan

2. hen

3. top

4. fit

5. hut

6. step

7. with

8. meat

9. boat

10. speak

11. shake

12. write

13. action

14. blackboard

15. impossible


As the teachers presented individual words to students, the students read them aloud. A score of 1 was given to a student who read the whole word correctly within two tries, while zero was given when the student did not read the whole word correctly. After scoring individual words, the intention was to classify students into an ability level based on the scoring guide in Table 8.

Table 8   Scoring Guide for Word Recognition

	Ability Level
	Scoring
	Description

	Advanced Level
	The student can read at least four of words 11-15.
	The student can consistently read more advanced words, such as words with silent letters other than “e” (write, knife, lamb), words with the endings –tion, -sion, -ture, -ous, -ious (attention, discussion, picture, dangerous, delicious), compound words (toothbrush, workshop), and polysyllabic words (telephone, impossible, surprising).

	Blending Level
	The student can read at least four of words 6-10.
	The student can consistently read single syllable words with consonant blends (cr in cry), consonant diagraphs (th in that), vowel diagraphs (ea in eat), and silent “e” (the e in ride).

	Single-Sound Level
	The student can read at least four of words 1-5.
	The student can consistently read single syllable words in which a single letter corresponds to a single sound.

	Pre-Single-Sound Level
	The student reads less than four of words 1-5.
	The student is unable to consistently read single syllable words in which a single letter corresponds to a single sound.


The scoring assumed that reading single-sound words would be easier than reading blend words and that reading blend words would be easier than reading advanced words. This assumption would be checked using the results of the trial testing.

Skill 2:  Reading Fluency

The skill of reading fluency was tested by having each student read a passage aloud. The objective was to see if a student could recognize the words and punctuation automatically enough to read the passage fluently and with expression. When rating a student’s reading, the teacher was to pay attention to the student’s reading speed as well as expression. The reading passages were both adapted from English in Action, Students’ Book 1 (Grant,1997:141), a textbook used in junior secondary English classes in form 1. Passages were selected a page near the end of the book. Since students were tested during the middle of the second term, it was unlikely that students had covered those passages yet in class. The passages were adapted to make them similar in length and difficulty. The passage for Test A is 55 words long and is at grade level 7.3 on the Flesch-Kincaid scale, while the passage for Test B is 48 words long and is at grade level 7.0. Figure 2 shows the passage for Test A, and Figure 3 shows the passage for Test B. Both 
Figure 2   Passage Used to Test Reading Fluency in Test A

	In olden times, most people used to wear clothes made from animal skins. Some of them came from domestic animals, such as cows and goats; others came from wild animals, such as impala or buffalo. In Botswana, the type of animal skin used was often a sign of a person’s position or rank in society.


Figure 3   Passage Used to Test Reading Fluency in Test B
	The most common material used for clothes is cotton. People wore clothes made from cotton as long as five thousand years ago. Cotton has many advantages: it is cheap, it is easy to spin into long thread, and it is strong. It can also be washed very easily. 


While listening to a student read a passage, the teacher rates the students’ fluency on a scale of 0 to 3 using the ability descriptions in Table 9.

Table 9   Fluency Rating Scale
	Ability Descriptions
	Score

	Expressive Reader: The student reads almost all of the words at regular speed and with good expression.
	3

	Hesitant Reader: The student reads most of the words, but slowly and with limited expression.
	2

	Struggling Reader: The student reads at least one of the words correctly, but the student reads very slowly and with difficulty.
	1

	Non-reader: The student is unable to read any of the words correctly.
	0


The ability descriptions focus on the reader’s ability to read words in the passage, the speed with which the words are read and the reader’s expressiveness. Feedback from the assessors would be used to evaluate the effectiveness of the ability descriptions.

Skill 3:  Reading Comprehension

The skill of reading comprehension was tested by having students read a story and write answers to three comprehension questions. The questions were used to determine if students could understand the literal meaning of the text, make an inference based on what they had read, and give an opinion based on what they had read. The results should let a teacher know what comprehension skills a student needs to work on and help teachers form mixed pairs/groups for shared reading activities. Figure 4 shows the reading passage, the comprehension questions and the answer key for Test A, while Figure 5 shows the passage, questions and key for Test B.
Figure 4   Test A Reading Comprehension Passage, Questions and Answer Key
	Your Name: _______________________________

Directions: Read the story and then write your answers to the questions.
Moremi always rode a kombi to school. It was a lot faster than walking. His school was about five kilometres from home. 

One day Moremi got on a kombi as usual. He sat on a seat next to a friend from school. As the kombi pulled away from the stop, it suddenly slowed down. It slowed down so quickly that everyone had to hold onto the seat in front. The driver moved the gears hopefully and tried to get the kombi to move faster. But then smoke started coming out of the bonnet. The driver pulled to the side of the road and stopped.

The driver got out of the kombi and opened the bonnet. He looked at the engine and wondered what to do.

A1. What is Moremi doing?

________________________________________________________________

A2. Why did the driver stop the kombi?

________________________________________________________________

A3. What do you think that Moremi should do?

________________________________________________________________
________________________________________________________________

Answer Key

1. What is Moremi doing?  [Tests literal comprehension of the text]
[Correct response: Any answer that indicates Moremi is riding a kombi or going to school.]

2. Why did the driver stop the kombi?[Tests the ability to make an inference]

[Correct response: Any answer that indicates the kombi broke down. For example: “Smoke started coming out of the bonnet.”

3. What do you think that Moremi should do? [Tests the ability to give an opinion based on information gathered through an inference]
[Correct response: Any answer that indicates Moremi has to do something about being in a broken down kombi. For example, “He should get on another kombi,” or “He should wait for the driver to repair the kombi.”]


Figure 5   Test B Reading Comprehension Passage, Questions and Answer Key
	Your Name: _______________________________

Directions: Read the story and then write your answers to the questions.
Mpho’s family opened a small tuck shop in their yard. After school, Mpho liked to do her homework in the shop. 

One day Mpho’s mother had to leave the shop for a few minutes to check some meat that was cooking. Bags of sugar and small boxes of tea were behind Mpho on a shelf. Some sweets were in plastic bags on the window in front of her. Mpho looked over the sweets and out into the yard. No customers were nearby. There were only some goats in the yard. She decided to finish her last maths problem before chasing the goats away. 

Suddenly, Mpho heard a scraping noise near the window and the sound of a goat running away. She looked up quickly, and the sweets were gone! 

B1. Where does Mpho do her homework? 

________________________________________________________________

B2. What probably happened to the sweets? ________________________________________________________________

B3. What do you think Mpho should do about the sweets? ________________________________________________________________
________________________________________________________________

Answer Key 

1. Where does Mpho do her homework? [Tests literal comprehension of text]
[Correct response: “In the shop,” or “In the tuck shop,” or something similar.]

2. What probably happened to the sweets?[Tests ability to make an inference]
[Correct response: “The goats took them,” or something similar.]

3. What do you think Mpho should do about the sweets? [Tests the ability 
to give an opinion based on information gathered through an inference]
[Correct response: Any answer that shows she must do something about sweets that are missing. For example, “She should tell her mother,” or “She should see if the goats are eating them.”


Table 10 shows the ability descriptions for reading comprehension as they were drafted before trial testing.

Table 10   Reading Comprehension Ability Descriptions
	Ability Level
	Scoring
	Description

	Personal Response Level
	All 3 questions answered correctly.
	The student can make inferences and form opinions based on information in a text.

	Inference Level
	Only questions 1 & 2 are answered correctly.
	The student can make inferences based on information in a text.

	Basic Meaning Level
	Only question 1 is answered correctly.
	The student understands the basic meaning of the text.

	Non-reader
	No questions answered correctly.
	The student is unable to comprehend the basic meaning of the text.


The scoring assumed that answering the question about basic meaning would be easier than answering the inference-level question, and that answering the 
inference-level questions would be easier than answering the personal response question. This assumption would be checked using the results of the trial testing.
3.  ADMINISTERING THE TRIAL TEST
The goal was to trial test with two classes of CJSS students to see how well the test worked. More specifically, the objectives were to:
1. See how well students at each PSLE level perform by comparing the students’ English PSLE scores with their performance on the three reading tasks.
2. See if one version of the test is more difficult than the other by comparing students’ scores on each task in test A and B.
3. Determine if the advanced words are more difficult to recognise than the blend words and if the blend words are more difficult than the single-sound words by looking at response patterns.
4. Determine if the ability descriptions for fluency allow assessors to distinguish among readers well by getting feedback from assessors.

5. Determine if the personal response question is more difficult than the inference question and if the inference question is more difficult than the basic meaning question by looking at response patterns.

The researchers sent letters to each of the junior secondary school in Molepolole, requesting help from two English teachers in doing reading research. Mr Koko and Mr Khan of Moruakgomo CJSS were the first to respond. Both the researchers and the teachers administered the test. 

The researchers introduced the test to the teachers in two 90 minute sessions. The first session was spent discussing the aims and general procedures of the research. During the second session, one of the teachers was introduced to the test material, and the teacher and the researchers tested two students who would not be involved in the formal trial test. The second teacher learned to use the testing material at the beginning of the first session of trial testing.
Trial testing took place during three 90 minute study periods during June and July 2004. During the first session, all of the students present in Form 1D were tested. During the second session, all students present in Form 1E were tested. The teachers held a third session to test those who had been absent, although some students were absent for the make-up session as well.
Half of the students were scheduled to take Test A and half were scheduled to take Test B. An equal number of girls and boys were scheduled to take each test. Students completed the reading comprehension section of the test as a class. After they had written their answers, they were called to the library and asked to read the words and passages aloud individually. All students who participated in the trial completed all three sections of the test.

The next section describes and gives an analysis of the data collected during the trial test.
4.  DATA PRESENTATION AND ANALYSIS
In this section a general overview of the results will be given followed by a discussion of each task; first in relation as to what it reveals about the performance of pupils in this cohort and secondly in terms of what it reveals about the test itself.

4.1  General Overview

A total of 72 form one students from two classes at Moruakgomo CJSS completed the trail test. Table 11 shows the numbers of female and male students who completed each version of the test.

Table 11   Female and Male Students Who Completed the Trial Test

	
	Females
	Males
	Totals

	Test A
	18
	17
	35

	Test B
	19
	18
	37

	Totals 
	37
	35
	72


About half of the females and half of the males took each version of the test. 

Of the 72 students who took the test, only 70 are included in the following analysis when PSLE results are considered as it was not possible to get the grades for two of them. The age breakdown was thus (with 6 unknown):
Figure 6   Age Distribution of Students Taking the Trial Test
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Figure 7   PSLE Grades for All Pupils Taking the Trial Test 
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Figure 8   PSLE Grades for Male Pupils Taking the Trial Test
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Figure 9   PSLE Grades for Female Pupils Taking the Trial Test 
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Two trends are apparent here: the first is that two thirds or more of the pupils in this sample earned an overall score of C or D on the PSLE (for females the proportion is greater), and the second is that the modal grade for English in this group is D, whereas for the overall PSLE grade it is a C. This indicates the difficulty that pupils in this CJSS have with the subject of English.

4.2  Results for the Word Recognition Activity

Figure 10   Performance in the Word Recognition Activity
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The general trend was for successively lower grades to find the task more difficult. Although all groups on average actually did well across the range. There is an anomaly with the A grade pupils because there were only three of them so one incorrect response has a disproportionate affect on the overall score. The other more puzzling anomaly is that pupils seemed to struggle with the second group of words more than the third group.

The draft scoring guide assumed that students who had trouble reading words at the Blending Level would have trouble reading words at the Advanced Level. However, of the eight students who had trouble reading the given words, five had unexpected response patterns. Table 12 shows a list of expected and unexpected response patterns, along with the number of students who responded with each pattern in tests A and B.

Table 12   Expected and Unexpected Response Patterns in Word Recognition

	
	Ability

Description
	Reads at least 4 of Words 1-5
	Reads at least 4 of Words 
6-10
	Reads at least 4 of Words 
11-15
	Test

A
	Test

B

	Expected

Response

Patterns
	Advanced

Level
	+
	+
	+
	29
	35

	
	Blending

Level
	+
	+
	-
	1
	0

	
	Single-Sound 
	+
	-
	-
	2
	0

	
	Pre-Single-Sound
	-
	-
	-
	0
	0

	Unexpected

Response

Patterns
	?
	-
	-
	+
	1
	0

	
	?
	-
	+
	-
	0
	0

	
	?
	-
	+
	+
	0
	0

	
	?
	+
	-
	+
	2
	2


Given the good results that most students had on the reading comprehension portion of the test, it seemed appropriate that the test would identify only eight of the 72 students as needing help with word recognition skills. It would be difficult to explain if any of the eight students who had trouble with word recognition had earned a perfect score in the comprehension section. As the results turned out, of the eight students needing help in word recognition, none of them answered all three comprehension questions correctly, three answered two comprehension questions correctly, four answered one comprehension question correctly and one did not answer any of the comprehension questions correctly. 

While the overall results on the word recognition task seemed to correspond with results in the comprehension section, the unexpected response patterns indicated that five students found the second group of words to be more difficult than the words in the third group. These results show that students should not be classified according to the four groups identified. Instead, results from the word recognition task should be used to identify the types of words with which students need help. That is, reading words from each of the three groups should be considered separate skills, as the relative difficulty of reading word from each group was not the same for all students. Table 13 gives the revised ability descriptions for each of the response patterns.

Table 13   Revised Ability Descriptions for Word Recognition

	Response Patterns
	Original

Ability

Descriptions
	Revised Ability Descriptions

	Reads at least 4 of Words 1-5
	Reads at least 4 of Words 
6-10
	Reads at least 4 of Words 
11-15
	
	

	+
	+
	+
	Advanced

Level
	Needs no help with word recognition.

	+
	+
	-
	Blending

Level
	Needs help with words in Group 3. Test for phonemic awareness.

	+
	-
	-
	Single-Sound 
	Needs help with words in Groups 2 & 3. Test for phonemic awareness.

	-
	-
	-
	Pre-Single-Sound
	Needs help with words in Groups 1, 2 & 3. Test for phonemic awareness.

	-
	-
	+
	?
	Needs help with words in Groups 1 & 2. Test for phonemic awareness.

	-
	+
	-
	?
	Needs help with words in Groups 1 & 3. Test for phonemic awareness.

	-
	+
	+
	?
	Needs help with words in Group 1. Test for phonemic awareness.

	+
	-
	+
	?
	Needs help with words in Group 2. Test for phonemic awareness.


The revised ability descriptions report the groups of words with which a student needs help. In addition, whenever a student does not perform well when reading any group of words, it is recommended that the student be tested for phonemic awareness. When the researchers set out to do this study, it was assumed that all students at the Form One level would have obtained phonemic awareness. However, the inability to read four of the five words in the given lists would indicate that the student might not have obtained such skills.

4.3  Results of the Reading Fluency Activity

Figure 11   Performance in the Fluency Activity
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Table 14 shows the results for the 72 students who took the trial test.

Table 14   Results of Fluency Test

	Fluency Score
	3
	2
	1
	0

	Students in Test A
	19
	13
	3
	0

	Students in Test B
	16
	21
	0
	0

	Total Students
	35
	34
	3
	0


Only three students obtained a score of 1, while none of the students scored 0. The assessors noted that some students seemed to be reading with less proficiency than others who had scored a 2, yet the description of the Struggling Reader did not seem to fit. This, combined with the fact that none of the students scored 0, shows that the score scale did not help the assessors discriminate well among readers at the lower level of performance. As a result, the descriptions were revised as shown in Table 15.

Table 15   Revised Fluency Rating Scale

	Original Ability Descriptions
	Revised Ability Descriptions
	Score

	Expressive Reader: The student reads almost all of the words at regular speed and with good expression.
	Expressive Reader: The student reads at regular speed with appropriate phrasing and consistently good expression.
	3

	Hesitant Reader: The student reads most of the words, but slowly and with limited expression.
	Hesitant Reader: The student reads at reasonable speed, but with some inappropriate pauses and with partial expression.
	2

	Struggling Reader: The student reads at least one of the words correctly, but the student reads very slowly and with difficulty.
	Struggling Reader: The student reads slowly with many inappropriate pauses and very limited expression.
	1

	Non-reader: The student is unable to read any of the words correctly.
	Disfluent Reader: The student reads word by word with very poor phrasing and no expression, or fails to read at all.
	0


The revised descriptors eliminate descriptions of the number of words that a student could read. The description of the last category was expanded to include students who read word-by-word as well as those who cannot read at all, so the title was changed from Non-reader to Disfluent Reader. All descriptions now describe readers in terms of reading speed, phrasing and expression.

4.4  Results of the Reading Comprehension Activity

Figure 12   Performance in the Comprehension Activity
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The assumption was that question 3 was the hardest, question 2 was of medium difficulty and that question 1 was the easiest. Figure shows this generally to be true, again with an anomaly in the A Grade probably due to the small sample. Table 16 shows a list of expected and unexpected response patterns, along with the number of students who gave each response pattern in Test A and Test B.

Table 16   Expected and Unexpected Response Patterns in Comprehension

	
	Ability

Description
	Question

1
	Question

2
	Question

3
	Test

A
	Test

B

	Expected

Response

Patterns
	Personal Response
	+
	+
	+
	9
	18

	
	Inference
	+
	+
	-
	13
	3

	
	Basic Meaning
	+
	-
	-
	8
	10

	
	Non-reader
	-
	-
	-
	1
	0

	Unexpected

Response

Patterns
	?
	-
	-
	+
	0
	1

	
	?
	-
	+
	-
	1
	0

	
	?
	-
	+
	+
	2
	0

	
	?
	+
	-
	+
	1
	5


Of the 72 tests administered, ten contained unexpected response patterns. The unexpected pattern that occurred most frequently is in the last row of Table 16: five students who took Test B did not answer question two correctly but were still able to answer question three correctly. The reason for this unexpected response pattern was that many students did not interpret question 2 in Test B (What probably happened to the sweets?) as a question that required an inference. Rather than writing that the goat or a person had probably taken them, they wrote that the sweets were gone. The information for this response came directly from the last line of the passage, so the response required only a literal understanding of the text. These five responses were marked as incorrect, since the purpose of the question was to provide evidence that a reader could make an inference. In order to indicate that the question requires an inference, it will be revised to: “What do you think probably happened to the sweets?” It is expected that this revision to the question would resolve the most common unexpected response pattern.

To a large extent, the results substantiated the researchers’ expectations that the literal questions would be easier than the inference questions, which would be easier than the opinion questions. However, this was probably due to the difficulty of the particular opinion questions given in these tests, and not due to any inherent quality of opinion questions. This, combined with the fact that some of the students had unexpected response patterns, prompted the researchers to revise the ability descriptions for reading comprehension to those given in Table 17.

Table 17   Revised Ability Descriptions for Reading Comprehension

	Response Patterns
	Original

Ability

Descriptions
	Revised Ability Descriptions

	Question

1
	Question

2
	Question

3
	
	

	+
	+
	+
	Personal Response
	The student can read a text and understand its literal meaning, make an inference and give an opinion.

	+
	+
	-
	Inference
	The student can read a text and understand its literal meaning and make an inference.

	+
	-
	-
	Basic Meaning
	The student can read a text and understand its literal meaning.

	-
	-
	-
	Non-reader
	The student is unable to understand the literal meaning of text.

	-
	-
	+
	?
	The student can read a text and give an opinion.

	-
	+
	-
	?
	The student can read a text and make an inference.

	-
	+
	+
	?
	The student can read a text, make an inference and give an opinion.

	+
	-
	+
	?
	The student can read a text, understand its literal meaning and give an opinion.


4.5  Discussion of the Findings
The first reason for piloting the test was to see how well students at each PSLE level perform by comparing their English PSLE scores with their performance on the three reading tasks. In general, the students performed well on the word recognition activity, as might be expected. Only eight students were identified as needing help with word recognition skills. The students seemed to perform exceptionally well on the fluency task; however, this result was due more to the broad ability description for level 2 (Hesitant Reader) than it was due to the actual performance of the students. In the area of comprehension, students at all PSLE levels were able to answer the basic meaning question well. However, the students’ area of greatest difficulty was in answering the inference and the opinion question. Although the inference question did not discriminate between students who earned Cs and Ds, it did distinguish among students who earned As, Bs and Cs/Ds well (Figure 12). The opinion question discriminated well among all levels of PSLE performance. The reading comprehension results show that two of the main differences among students at different levels are their ability to make inferences and give opinions based on information in a reading passage.
The second purpose for piloting the test was to see if one version of the test was more difficult than the other by comparing students’ scores on each task in test A and B. The two versions of the word recognition test seemed to be highly comparable. Test A identified six students and Test B identified two students who need help with word recognition. The fluency scores were so high that it is hard to make comparisons. In the area of reading comprehension, question 2 in Test B was found to be more difficult than the same question in Test A. Question 2 was revised from “What probably happened to the sweets?” to “What do you think probably happened to the sweets?” to make it clearer that an inference is required. The results on Table 16 also seem to indicate that question three in Test A may be more difficult than question three in Test B. Only 13 students answered question three correctly in Test A, whereas 24 students answered question three correctly in Test B. It is not clear whether this is due to the difficulty of the items or to the difference in the students’ ability levels. To make a more direct comparison of the difficulty of items, the two tests will be given to the same students during the same administration at some point in the future.
Thirdly, the trial test was done to determine if the advanced words are more difficult to recognise than the blend words and if the blend words are more difficult to recognise than the single-sound words. Five of the 72 students who took the trial test had unexpected response patterns on the word recognition task. The response patterns in Table 12 indicate that four students found it easier to recognise the advanced words than the blend words. One student even found it easier to recognise the advanced words than both the blend and the single-sound words. The ability descriptions should be able to describe the performance of each and every student, so the descriptions were revised to accommodate the response patterns that had not been expected. In addition, the researchers intend to develop a subtest of phonemic awareness that can be administered to all students who need help with word recognition to see if that is the underlying cause of their difficulty with reading words. 
Fourthly, the trial test was performed to determine if the ability descriptions for fluency allow assessors to distinguish among readers well. The feedback from the assessors indicated that some of the students read at a lower level of fluency than other students who scored two, but that the description at level one did not accurately describe those students. Thus, the test yielded a large number of students who received a score of two. As a result, the ability descriptions for fluency were revised (see Table 15). All descriptions now describe readers in terms of reading speed, phrasing and expression.
The fifth aspect of the test that was analysed was in the comprehension section. The trail test was used to determine if the personal response question is more difficult than the inference question and if the inference question is more difficult than the basic meaning question. While the response patterns indicate that this is generally the case, Table 16 shows that nine of the students had unexpected response patterns. The revision made to question two in Test B might have altered five of those unexpected response patterns, but four would still remain. Since the test needs to describe the comprehension skills of all students, the ability descriptions for comprehension were revised so that they account for all possible response patterns (see Table 17).
The next section describes the activities that the researchers propose may help students improve their reading skills in the tested areas.

5.  Proposed classroom Reading Activities

“Reading enriches our lives…as teachers we are committed to helping our students use and appreciate the experiences that reading affords. Our goals must to be to support children as they develop reading skill and to instill in them a love for reading.” (Barr et al. 1995:4)

As was stated at the beginning this paper assessment of the reading abilities of the pupils is merely a first step in enabling us as educators to provide the pupils with experiences and activities that will enhance their skills. In conclusion then, we will briefly mention some of the reading strategies that can be used to support the pupils in the light of their needs as revealed by the above assessment process.

Hopefully the assessment process described above will furnish teachers with relevant information, both at a class and individual level, in a relatively short period of time to enable them to use strategies relevant to the needs of the pupils. To quote again from Barr et al. (1995: 6), 

“…work showed that some of the problems children experience result from the way they are taught. How teachers organise pupils for instruction, what materials they have children read and how much time they provide for reading, and what level of instructional support they provide all have a direct bearing on how well children learn.

[Also,] research has documented the important influence that students writing has on their reading development. Writing enhances both children’s awareness of sounds in word and their skill as readers. Writing in response to reading encourages students to reflect and deepens their understanding.” 

Many of the strategies described are what could be broadly called ‘shared reading’ activities. In these types of activities pupils support each other in the basic reading skills as well as in ‘making sense’ of what they read. Many of these activities are best done as pair or small group work. The results of the assessment will aid the teacher in forming these groups. Some will be best as ‘same ability’ and other as ‘mixed ability’. The advantage to the teacher is not only that research tends to show that pupils are often their own best teachers but also that it allows the teacher to spend time with individual pupils as necessary if explicit teaching on certain skills needs to be carried out. This can be crucial for pupils who are experiencing more severe problems in reading skills.

5.1  Word Recognition
Some children will need help with this basic level of skill. For example, as previously highlighted there were 8 pupils in this sample who seemed to struggle to some degree on the word recognition tasks. These pupils may need some one-to-one support with the teacher and possibly with some of the more able pupils to assist them. Any activities for this skill should be based on ‘real’ reading situations, using words relevant to the pupils’ context (e.g. if the pupil is doing Home Economics the use of relevant words from topics in the subject).

Suggested activities related to basic word recognition

· Lists of rhyming words

· Identifying rhyming words in poems

· Simple word lists extracted from text

· Pictures of things that rhyme

· Pictures / objects of words with the same initial sound

· Easy clue game

· Long word jigsaw

5.2  Fluency

Half of the pupils scored two or less in this section. Given the importance of fluency skills as discussed earlier this group would benefit for exercises that encouraged them to practice these. Clearly a teacher can spend very little time working one to one with pupils in a class of forty so exercises that encourage the pupils themselves to support each other in developing fluency skills will be highly beneficial.

· Pair reading

· Chorus reading in pairs

· Reading in turns in groups

· Role playing using dialogues from the text or dialogues created by students

· Reading on to tape

· Making a radio show that the pupils read on to tape for ‘broadcast’.

5.3  Meaning
Deriving inferences and making a personal response to the texts were clearly areas where many of the pupils struggled. This despite the fact that the majority of them could read individual words very well and even read passages relatively fluently. These higher order skills are vital if the individuals are to make personal meaning from texts, and therefore for academic success in general. The activities below encourage pupils to examine carefully what is contained in texts and what the author might be trying to convey. 

· Read / summarise / clarify / predict

· Groups write comprehension questions for each other based on the text they are reading.

· Quizzes

· Prediction work / checking through reading

· Alternative writing narratives

· Posters - to summarise chapters or describe characters

· Strip cartoon to illustrate the story / message in a text.

· Debates  - e.g. around the actions of characters in the passage.

· Re write story relevant to their own contexts. 

· Write about their perceptions of the book.
· Write about a character they identify with / dislike 

A suggestion for organization might be that for single lessons, the teacher would help a group of lower level students with word recognition skills while other groups work on activities that focus on fluency and meaning. During double lessons, mixed groups would work on the same activities related to meaning.
In a future study, the researchers plan to report on the impact of the proposed classroom activities.
6.  conclusions and Recommendations
 After summarising the main points of the study, recommendations for further work will be given. The recommendations fall into two sections: work that could be done on the diagnostic test described in this study, and work that could be done to adapt the PSLE for diagnostic purposes.
6.1  Conclusions
The goal of the study was to design an outcomes-based test that would provide descriptions of students’ reading skills. In addition, it should be possible to use the descriptions to determine differentiated classroom tasks that address learners’ needs at all levels of performance.
To design the test, the researchers adopted the Identifying Prerequisite Deficits Approach to diagnostic test development. A model of reading was developed that showed the relationship among phonemic awareness, word recognition, fluency and comprehension. The researchers selected three tasks for the test:
· Reading lists of words aloud to measure of word recognition

· Reading a passage aloud to measure fluency

· Answering questions about a reading passage as a measure of comprehension

A trial of the test led to the following conclusions: 
1. The initial version of the test identified students who needed help with word recognition. The fluency section did not identify students who needed help with fluency skills. The comprehension section discriminated students well based on their ability to answer the inference and opinion questions. Based on the trial test results, the main differences among students are their ability to make inferences and give opinions based on a reading passage.
2. Question two of Test B was found to be more difficult than question two in Test A, and the question in Test B was revised with the intent of making it easier. Any further conclusions about the comparable difficulty of the tests need to be made by administering both versions of the test to the same students.
3. Response patterns in word recognition showed that some of the students did not find it easier to recognise single-sound words than blend words, and some did not find it easier to recognise blend words than advanced words. As a result, the ability descriptions for the word recognition task were revised. In addition, the researchers plan to develop a subtest for measuring phonemic awareness skills for administration to students who have trouble with word recognition.
4. The fluency descriptions did not describe students well at the lower range of the scale. As a result, the ability descriptions for fluency were revised.

5. Response patterns in the comprehension section showed that some of the students did not find it easier to answer a basic understanding question than an inference question, and some did not find it easier to answer an inference question than an opinion question. The descriptions for the comprehension section were revised to provide descriptions for all possible response patterns.

The work done to trial the test indicated that it satisfied all the constraints set out in section 2.1: 
· The test materials were easily reproduced.

· The administration procedures were easy to learn.

· The test could be administered quickly.

· The word recognition and fluency sections could easily be scored as the student read aloud.
The true measure of the diagnostic test’s worth will come when teachers use it to plan classroom activities. If the test discriminates among students meaningfully, it should help teachers provide relevant instructional activities for each pupil and lead to relatively quick progress in reading skills. This will be the subject of a future study.
6.2  Areas for Further Development of the Diagnostic Test of Reading

· Create a subtest of phonemic awareness to be administered to those students who need help with word recognition. The purpose of the subtest would be to see if a student’s lack of word recognition skills was due to an underlying problem with phonemic awareness.

· Investigate whether the fluency activity can be linked to the word recognition activity so that not all students need to complete the word recognition task. For example, it might be necessary to test the word recognition skills only for students who score 0 or 1 on the fluency activity.

· Give both Test A and Test B to the same group of students at the same administration to compare the difficulty of questions in each of the tests.
· Validate the test by seeing if it identifies appropriate people for special help with word recognition, fluency and comprehension skills. This would be done by giving a survey to teachers to see if student who is identified as needing help actually needs help. (Since the test does not use a multiple-choice format, which can enable a student to get points from guessing, students would not get false positive scores. Therefore, it would not be necessary to see if anyone who was not selected for help did need help.)
6.3  Suggestions for Adapting the PSLE for Diagnostic Purposes

· The PSLE could report on students’ levels of performance in specific skill areas instead of reporting only a single compiled score for English. For example, if it is important to test a student’s use of direct and indirect speech, the PSLE could give a description of how well a student uses them.

· The reading comprehension sections of the PSLE could include basic comprehension and inference questions and report on how well students can answer each type of question.

· Score reports could indicate which students need to be tested for fluency and word recognition skills.

· Teachers could be given lists of suggested activities for students at each level of performance. Note: This does not necessarily mean streaming students within a class. Some activities (such as a lesson with a song that has rhymes to help students with word recognition) might require groups of students with similar abilities, while other activities might require mixed ability groups (e.g., a group reading activity in which better readers help others improve reading skills).
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� Our sincere thanks go to Mr. Koko and Mr. Khan who volunteered their time to learn about the test and to help us administer it and with whom we will be working on trying out various intervention strategies.






