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Background
Reading is the most fundamental skill that students learn in
our schools today. Without the ability to read effectively,
students are unable to access the other important subject
areas. Without reading proficiency, students are encumbered
with a lifelong restriction that hampers everyday functioning,
limits work potential, and withholds the pleasures of
literature and the satisfaction inherent in the pursuit of
knowledge. Research tells us that children who receive
adequate instruction and intervention in their early years
have an excellent chance of becoming competent readers.
With further instruction, proficient young readers can
continue to develop their reading and writing skills to
become highly competent in reading comprehension, written
composition, and mature use of the English language.
Children who do not receive such services at an early age
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have much less chance of achieving competence. Every
minute of instructional time is precious. Teachers who are
well prepared to use that time effectively are essential to
California's schools.

The Status Quo of Reading in California
During the early 1990s, California saw a decline in the
reading test scores of its students (see Figures 1 and 2) and
increased concern among educators and parents, along with
renewed interest and accelerated research into the teaching of
reading.

Figure 1
National Assessment of Educational Progress

[NAEP] Results—1994
Comparison of California's Scores with National Results

California United States
59% below basic................................................................ 44% below basic

41% at or above basic ...............................................56% at or above basic

14% at or above proficient.............................. 21% at or above proficient

2% at or above advanced.................................. 4% at or above advanced

Definitions
of NAEP Achievement Levels

Below Basic: This level identifies little or no mastery of knowledge and
skills necessary to perform work at each grade level.

Basic: This level denotes partial mastery of prerequisite
knowledge and skills that are fundamental for proficient
work at each grade.

Proficient: This level represents solid academic performance for each
grade assessed. Students reaching this level have
demonstrated competency over challenging subject
matter, including subject-matter knowledge, application
of such knowledge to real-world situations, and
analytical skills appropriate to the subject matter.

Advanced: This level signifies superior performance.
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Source:  National Assessment of Educational
Progress (NAEP), 1994.
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Emerging Initiatives in Reading
In September 1995, the State Superintendent of Public
Instruction issued a report from the California Reading Task
Force. The 27-member reading task force stated in part:

There is a crisis in California that demands our
immediate attention. National and state reports
indicate that a majority of California's children
cannot read at basic levels. This reading failure
begins in the early grades and has a harmful effect
for a lifetime. Only a call to action at the highest
levels, one that can marshal both human and fiscal
resources and bring this story to the public, can be
expected to address this crisis.

The task force concluded that many language arts programs
had shifted too far away from direct skills instruction. The
task force issued a 10-point Call to Action designed to assist
local districts to organize and implement comprehensive and
balanced reading programs that are research-based and that
combine skills development with literature and language-
rich activities. In addition, the task force recommended that
teacher education and in-service training be redesigned with
a greater emphasis on beginning reading.

Meanwhile, the legislature and governor were enacting the
"ABC bills" (AB 170 by Alpert and AB 1504 by Burton, co-
authored by Conroy) to require that state curriculum frame-
works and instructional materials give greater attention to
fundamental skills in mathematics and reading, including
"systematic, explicit phonics."

In October 1995 the California Education Round Table (the
chiefs of the University of California, the California State
University, and the California community colleges; the
Postsecondary Education Commission; and the super-
intendent of public instruction) issued a "Five-Step Action
Plan: Collaborative Initiatives to Improve Student Learning
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and Academic Performance, Kindergarten Through College."
The strategic overview of the round table's report stated:

In recent months, each of the segments of California
education has faced profound policy questions that
have at their root the compelling need to continue to
improve the quality of education for all students at
all levels. Performance indicators for students
demonstrate that far greater attention must be
focused on early instruction, particularly in the basic
skills of reading, writing, and mathematics. . . .

Step 1 of the round table's plan called for the segments to
"agree on standards for high school graduation and clarify
expected competencies for university admission, using the
Superintendent's Task Force on Reading and Mathematics as
a sound starting point for framing these discussions and
decisions." Step 2 of the plan called on the segments to
"strengthen programs and resources for teacher preparation
and professional development, refocusing substantial
existing state resources to address the need for acceptable
academic performances by all students in reading, writing,
and mathematics." Step 3 of the plan addressed the use of
technology to improve the quality of education; Step 4 called
for bringing additional community and professional
resources into the teaching and learning process; and Step 5
addressed the need to assess student progress more
uniformly to determine if standards have been met, with
particular emphasis on identifying and/or developing
instruments to assess students' mastery of English and
mathematics.

Research and National Reports in Reading
Research and reports from the National Institutes of Health,
the U.S. Department of Health and Human Services, the
National Center for Studies in Education, and the American
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Federation of Teachers pointed the way to a consensus of the
essential elements of any elementary reading program.
According to American Educator, Dr. Marilyn Adams's
Beginning to Read:  Thinking and Learning about Print is "widely
regarded as the most thorough and ambitious analysis yet
undertaken of the research regarding early reading." The
following excerpts from Dr. Adams's book outline the key
elements of reading programs for prereaders and for those
beginning to read.

Before Formal Instruction Begins
• The single most important activity for building the

knowledge and skills eventually required for reading
appears to be reading aloud to children regularly and
interactively.

• Learning to recognize and discriminate the shapes of
letters is a difficult process requiring support and
encouragement. Ideally, letter knowledge should be well
established before children reach first grade.

• Activities designed to develop young children's aware-
ness of words, syllables, and phonemes significantly
increase their later success in learning to read and write.
The impact of phonemic training in reading acquisition is
especially strong when phonemes are taught together
with the letters by which they are represented.

• Early encouragement of printing is both a way of
developing letter recognition skills and of enabling chil-
dren to write independently.

Beginning to Read
• Approaches in which systematic code instruction is

included along with the reading of meaningful, con-
nected text result in superior reading achievement over-
all, for both low-readiness and better-prepared students.
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• Programs for all children, good and poor readers alike,
should strive to maintain an appropriate balance
between phonics activities and reading and appreciation
of informative and engaging texts.

• Writing and spelling activities, in general, are a means of
developing and reinforcing knowledge of spelling and
spelling-sound patterns.

• Independent writing activities are a means of developing
children's deeper appreciation of the nature of text and
its comprehension.

• The texts that children read influence the reading abilities
they develop. Texts that contain a higher proportion of
decodable words promote independent word recognition
growth. As reflected by their writing, children also
absorb the syntax, vocabulary, and conceptual structures
of the texts they read.

Keith Stanovich, one of the world's leading researchers of
reading and twice the recipient of the International Reading
Association's Albert J. Harris award, has applied the concept
of the "Matthew effects" to describe the dramatically different
trajectories followed by those children who get off to a good
start in reading versus those who do not.

The term Matthew effects derives from the Gospel
according to Matthew:  "For unto every one that
hath shall be given, and he shall have abundance;
but from him that hath not shall be taken away even
that which he hath" (25:29).

Put simply, the story goes something like this:
Children who begin school with little phonological
awareness have trouble acquiring alphabetic coding
skills and thus have difficulty recognizing words.
Reading for meaning is greatly hindered when
children are having too much trouble with word
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recognition. When word recognition processes
demand too much cognitive capacity, fewer cogni-
tive resources are left to allocate to higher-level
processes such as text integration and compre-
hension. Trying to read without the cognitive
resources to allocate to understanding the meaning
of the text is not a rewarding experience. Such
unrewarding early reading experiences lead to less
involvement in reading-related activities. Lack of
exposure and practice on the part of the less-skilled
reader further delays the development of auto-
maticity and speed at the word recognition level.
Thus reading for meaning is hindered, unrewarding
reading experiences multiply, practice is avoided or
merely tolerated without real cognitive involvement,
and the negative spiral of cumulative disadvantage
continues. Troublesome emotional side effects begin
to be associated with school experiences, and these
become a further hindrance to school achievement.

Conversely, children who quickly develop decoding
processes find reading enjoyable because they can
concentrate on the meaning of the text. They read
more in school and, of equal importance, reading
becomes a self-chosen activity for them. The addi-
tional exposure and practice they get further
develops their reading abilities. . . . [R]eading
develops syntactic knowledge, facilitates vocabulary
growth, and broadens the general knowledge base.
This facilitates the reading of more difficult and
interesting texts.

Meanwhile, research sponsored by the National Institutes of
Health stated:

For some fifteen years we have been exploring the
sources of the problems beginners encounter in
learning to read. Since children are quite fluent in



Commission Initiatives in Reading Preparation Standards

133

their native language when first encountering the
language in print, we began by asking what seemed
to us the obvious question:  What is required of the
child in reading a language but not in speaking or
listening to it? . . . Learning to identify the letters,
learning to associate them with consonant and
vowel sounds, learning to cope with the irregulari-
ties of English spelling—none of these is the primary
obstacle in learning to read. . . . Although both
reading and speech require some degree of mastery
of the language, reading requires, in addition, a
mastery of the alphabetic principle. This entails an
awareness of the internal phonological structure of
the words of the language, an awareness that must
be more explicit than is ever demanded in the
ordinary course of listening and responding to
speech.

The National Institutes of Health studies showed:

The degree to which children are aware of phono-
logical structures is the best single predictor of
success in learning to read; lack of awareness
usually yields to appropriate instruction; and such
instruction makes for better readers.

That some children have particular difficulty in
developing phonological awareness (and in learning
to read) is apparently to be attributed to a general
deficiency in the phonological component of their
natural capacity for language. Thus these children
are also relatively poor in short-term memory for
verbal information, in perceiving speech in noise, in
producing complex speech patterns, and in finding
the words that name objects. All children will
benefit from instruction that is intelligently designed
to show them what the alphabet is about.
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In another report prepared for the U.S. Department of Health
and Human Services, Benita A. Blachman concluded:

There are, of course, many options for the type of
reading program that follows an early emphasis on
phonological awareness. . . . What would appear to
be crucial, however, is that "teachers understand the
need to provide for individual differences in the
phonological abilities that are required for reading
in an alphabetic system" (Liberman and Shank-
weiler, 1991). This means, for one thing, making sure
that all children learn about the segmental nature of
speech and how print maps to speech. Although
many children will make these discoveries on their
own—by playing oral language games, such as
rhyming (Maclean, Bryant, and Bradley, 1987;
Bryant et al., 1989), by repeated opportunities to
connect printed and spoken words when being read
to, and by opportunities to write—many other
children will not be so fortunate. Some children will
not have the necessary preschool exposure to
language play and early literacy experiences that
trigger these associations. Still other children,
because of differences or deficiencies in phonologi-
cal ability (many of whom may be labeled "learning
disabled" or "reading disabled"), will not discover
the connections between print and speech on their
own, even if they have the important preschool
literacy experiences and opportunity to play with
oral language. We have a responsibility to teach
both groups of children, as well as those who are
fortunate enough to learn to read regardless of the
method.

An early emphasis on phonological awareness,
using some of the activities described in this chapter,
appears to put children in a better position to take
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advantage of reading and spelling instruction.
Children who understand the segmental nature of
speech, and who understand how the phonological
segments are represented by the letters of the
alphabetic writing system, have been repeatedly
shown to be more successful in reading and spelling
acquisition than children who lack this awareness.
As Juel (1988) found when she followed the reading
development of 54 children from first through
fourth grade, the poorest readers at the end of fourth
grade were the ones who began first grade with little
phonemic awareness. As a result, they did not
develop good decoding skills in first grade. Juel
found that without good word recognition skills,
these children were the ones who disliked reading
and did less of it, losing valuable opportunities for
vocabulary growth and for exposure to new
concepts and ideas. This vicious cycle (described
eloquently by Stanovich, 1986) is what we would
like to try to prevent, by making sure that all
children develop the phonological awareness that
will enable them to understand how to print maps
to speech.

Commission Initiatives Underway
The Commission approved a number of initiatives to
respond to these various reports and the latest research. It is
important to understand how each of these initiatives was
intended to intersect with the major issues surrounding
reading instruction.

SB 1422 Substudies in Reading

The Commission instituted a comprehensive review of
credentialing requirements in California, as mandated by SB
1422 (Bergeston). In October 1995 the Commission approved
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giving special attention to a review of standards in reading
for all candidates for basic teaching credentials, as recom-
mended by the superintendent's reading task force. The
Commission pursued three initiatives.

1. Commission staff, in consultation with experts in the
field of reading, completed a detailed analysis of the
training that prospective teachers were currently receiv-
ing in reading instruction. Then Commission staff used
the results of this analysis to "map back" onto the existing
standards for the purpose of identifying all changes
needed in the preparation of K–12 teachers for effective
reading instruction, including any changes that may have
needed to be implemented and enforced immediately.
Particular attention was given to the legislative mandates
in AB 170 (Alpert) and AB 1504 (Burton) with respect
to spelling and "systematic, explicit phonics." Staff pro-
jected this review-and-restructuring process would take
approximately six months to complete.

2. The Commission also reviewed the standards for the
Reading and Language Arts Specialist Credential, which
is designed for teachers who are providing district-level
leadership in reading. The role that reading and language
arts specialists play in a district may be critical to shaping
reading programs that provide age-appropriate instruc-
tion. It is imperative that specialist standards address the
necessary balance between language; literature; and
systematic, explicit instruction in phonics.

3. If authorized pursuant to the agenda item in the
legislative agenda, the Commission planned to sponsor
legislation to reinstate an intermediate reading certificate
for teachers who, at their discretion, choose to serve in
positions funded by the Miller-Unruh Reading Program.
As a result of the sunset of the Miller-Unruh law, the
Commission no longer has the authority to issue Miller-
Unruh Reading Specialist Certificates. Consequently, the
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Commission has had to respond to large numbers of
waiver requests each month for Miller-Unruh teachers
pursuing the 24–30-unit specialist program. If there were
a certificate or credential available that focused on school
site-level reading programs, these waivers would not be
necessary, and teachers would not be required to
complete up to 30 units in reading when the original
legislative mandate was a 12-unit program.

Following review by the SB 1422 Advisory Committee and
with appropriate Commission approval, these three initia-
tives were designed to dovetail with each other, to provide a
coherent continuum for teachers who choose to progress
from their basic credentials through the requirements to
serve as Miller-Unruh teachers and then as reading and
language arts specialists.

Creation and Dissemination of an Advisory;
Co-Sponsorship with the Department of Education
of a Legislative Initiative Regarding Staff
Development in Reading
In December 1995, the Commission reviewed more than six
options for action in response to the Superintendent's reading
task force's recommendation to encourage professional
development that would increase staff expertise in reading
instruction. The Commission approved two options:
(1) development and dissemination of an advisory and (2) co-
sponsorship of legislation, with the California Department of
Education, to provide a state match for local professional
development programs in reading.

Commission staff proposed that these and any other
Commission-sponsored initiatives in reading give special
attention to the following elements to ensure that compre-
hensive efforts to enhance reading would be designed to:
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1. align the content, materials, and assessment of the
reading program with state standards for student achieve-
ment in reading. Any such standards should be based
upon the best research in cognitive psychology and
education and upon a consensus, among all of the educa-
tion segments, regarding what all students should know
and be able to do, kindergarten through college;

2. make use of new and refocused resources for training and
materials that are aligned with state standards for
student achievement in reading;

3. be guided by an advisory to local education agencies that
offers sound suggestions—based upon research and
practice—regarding the content, instruction, materials,
and assessment methods in effective programs of reading
instruction;

4. be voluntary on the part of the teacher. New initiatives in
reading should not be mandated to teachers, but
resources and materials should be available to those
teachers who wish to develop and/or demonstrate their
proficiency in reading beyond that currently required for
the basic credential;

5. provide incentives for, and give recognition to, partici-
pating teachers. Commission staff suggested that the
most effective incentives are one-time monetary bonuses
for teachers and credit toward state-mandated con-
tinuing growth requirements; and

6. incorporate a way of certifying that teachers have
successfully completed the program so that these
teachers may receive continuing recognition, credit on
the salary schedule, and eligibility to serve in state-
funded categorical programs, such as the Miller-Unruh
Reading Program, as a result of their time and effort.
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Legislative Mandates and the
Commission's Proactive Response

The California Reading Initiative grew out of the initial
report of the California Reading Task Force and involved all
branches of California's government, the state's education
agencies, county offices of education, public school districts,
and the institutions of postsecondary education that are
responsible for preparing teachers. Working together, these
entities have made the effort to ensure that all of California's
students receive excellent instruction, instructional materials,
and support in order to become proficient readers and
writers.

The Commission's Advisory Task Force
on Reading Instruction
If the California Reading Initiative is to succeed, it is essential
that the preparation of K–12 teachers be aligned with the
balanced, comprehensive approach to reading instruction
that should characterize every K–12 student's education.
When the Reading Initiative was being formulated, the
Commission signaled its support of the initiative and its
intent to exert strong leadership for teacher education
reforms. Accordingly, in March 1996, the executive director
of the Commission appointed a Technical Advisory Task
Force on Teacher Preparation for Reading Instruction. The
executive director asked the Advisory Task Force to
accomplish the following functions.

• Advise the Commission's Professional Services Division
about the content and analysis of a survey of preservice
reading courses that are currently part of elementary
teacher preparation programs.

• Guide the Commission in establishing requirements for a
new Reading Certificate for school site-level reading
instructors.
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• Examine the current preparation standards for the
Reading and Language Arts Specialist Credential and
make recommendations to the Commission based on that
examination.

• Review the current preparation standards for K–12
teachers in Multiple Subject and Single Subject Credential
Programs as they relate to the teaching of reading,
forward the findings and recommendations of this
review to the Commission's Advisory Panel for the
Review of Teaching Credential Requirements, and assist
the Commission in achieving a prompt revision of the
existing standards for teacher education programs.

Accomplishments and Progress
of the Advisory Task Force

The members of the Commission's Technical Advisory
Task Force on Teacher Preparation for Reading Instruction
worked diligently to respond to the charge given them by the
executive director. The following is an account of the task
force's progress toward accomplishing each of its
responsibilities.

1. The Advisory Task Force assisted the Professional
Services Division in interpreting the results of the survey
of current programs. The report, entitled An Analysis of
Reading Courses and Reading-Related Courses in Elementary
Teacher Education Programs, was discussed and adopted
by the Commission in October 1997, and has served as
one basis for the development of new standards for
teacher preparation programs. Following the report's
adoption, the executive director distributed it widely.

2. The Advisory Task Force played a lead role in
developing requirements for a new Reading Certificate
for school site-level reading instructors. As a result of the
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Task Force's work in this area, the Commission held a
public hearing on May 1, 1997, regarding proposed
regulations for the new Reading Certificate as authorized
by SB 1568 (Dills). The proposed regulations were
approved by the Commission with a modification and
underwent the required fifteen-day-notice process so the
public could comment on the modification. The
regulations were subsequently submitted to the Office of
Administrative Law for approval and enactment.

3. The Advisory Task Force drafted and redrafted new
standards for the Reading and Language Arts Specialist
Credential. The task force proposed that the standards
and requirements for the Reading Certificate (above) be
"nested" within those for the Specialist Credential. Upon
approval by the Commission, then each candidate who
wished to earn both licenses would earn credit toward
the Specialist Credential for Certificate work. The task
force planned to complete a set of draft program
standards for the Reading Certificate and the Specialist
Credential by early fall 1997 to present them to the
Commission at that time.

4. The Advisory Task Force was charged with preparing
standards pertaining to reading instruction for all teacher
preparation programs. This development was based on
several legislative mandates, summarized below.

Legislative Mandates for the Commission to Implement
Three pieces of legislation, signed into law by Governor
Wilson in September 1996, had profound effects on teacher
preparation for reading instruction. AB 3075 (Baldwin)
identified specific topics and skills to be included in teacher
preparation programs for Multiple and Single Subject
Teaching Credentials. SB 1568 (Dills) authorized the
Commission to establish a certificate for reading instructors
that reflected a level of competence between that of the basic
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teaching credential and that of the Reading and Language
Arts Specialist Credential. AB 1178 (Cunneen) required the
Commission to develop an assessment of teaching compe-
tence and required future candidates for teaching credentials
to pass this assessment as a condition for earning Preliminary
Multiple Subject Teaching Credentials. This statute required
the Commission to "develop, adopt, and administer a reading
instruction competence assessment . . . to measure an
individual's knowledge, skill, and ability relative to effective
reading instruction."  AB 1178 required the Reading
Instruction Competence Assessment (RICA™) to be a two-
part assessment, but each candidate would be required to
pass either one of the two parts. Part One is "a comprehensive
examination of . . . knowledge and skill pertaining to
effective reading instruction," including constructed-response
problems and tasks as well as multiple-choice questions. Part
Two of the RICA is "an authentic assessment of teaching
skills and classroom abilities . . . pertaining to the provision
of effective reading instruction," utilizing assessment metho-
dologies other than a standardized written examination.
Passage of either Part One or Part Two of the RICA would be
a requirement for the Preliminary Multiple Subject Teaching
Credential "commencing on the earliest feasible date, as
determined by the Commission."

Finally, AB 1178 required the Commission to certify that
preparation programs for the Multiple Subject Teaching
Credential "offer instruction in the knowledge, skills, and
abilities required by the assessment." This verification of
"opportunity to learn" had to be completed before the
Commission required individual candidates to pass the
RICA. By enacting this provision of AB 1178, lawmakers
signaled their intent that (1) the contents of the RICA and of
teacher preparation programs should be aligned with each
other, and (2) the initial step in implementing AB 3075 and
AB 1178 should consist of a one-time certification of this
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alignment. It was important for the one-time certification per
AB 1178 to be based on the same standards that would
subsequently serve as the basis for the ongoing imple-
mentation of AB 3075 through the Commission's professional
accreditation system.

In enacting AB 3075, lawmakers retained the existing
provisions of law that (1) require the Commission to adopt
and implement Standards of Program Quality and Effectiveness
for Teacher Education Programs and (2) require the Committee
on Accreditation to review and accredit teacher preparation
programs based on the Commission's standards. By retaining
these provisions of current law, the legislature and Governor
Wilson signaled their intent that the Committee on
Accreditation should rely on the existing standards-based
system of professional accreditation for ongoing implementa-
tion and verification of the content requirements of AB 3075.

Of particular importance is the content of AB 3075. This law
made specific changes to California Education Code Section
44259, which outlines the minimum requirements for Pre-
liminary Multiple and Single Subject Teaching Credentials.
The language of AB 3075 directly addressed the content of
preparation for reading instruction. The statute specified
several domains of knowledge, skill, and ability that must be
included in internships and other programs of professional
preparation of Multiple and Single Subject Teaching Cre-
dentials, including (Bilingual) Crosscultural, Language and
Academic Development (CLAD®/BCLAD®) Emphasis
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Credentials. The pertinent language of AB 3075 is quoted
verbatim from Section 44259 below.

44259 (b). The minimum requirements for the Preliminary
Multiple or Single Subject Teaching Credential are all of the
following:

Paragraph (4). Study of alternative methods of developing
English language skills, including the study of reading as
described in subparagraphs (A) and (B), among all pupils,
including those for whom English is a second language, in
accordance with the Commission's standards or program
quality and effectiveness. The study of reading shall meet
the following requirements:

(A) Commencing January 1, 1997, satisfactory completion
of comprehensive research-based reading instruction
that includes the following:

(i) The study of organized, systematic, explicit skills
including phonemic awareness; direct, systematic,
explicit phonics; and decoding skills.

(ii) A strong literature, language, and comprehension
component with a balance of oral and written
language.

(iii) Ongoing diagnostic techniques that inform teaching
and assessment.

(iv) Early intervention techniques.

(v) Guided practice in a clinical setting.

(B) For the purposes of this section, "direct, systematic,
explicit phonics" means phonemic awareness, spelling
patterns, the direct instruction of sound/symbol codes,
practice in connected text, and the relationship of direct,
systematic, explicit phonics to the components set forth
in paragraphs (i) to (v), inclusive, of subparagraph (A).
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Initiatives Update
In response to the research and evidence that documented
the essential nature of reading instruction and certain failings
of existing systems to provide it, the California Commission
on Teacher Credentialing played a leading role in evaluating
and transforming the preparation of reading instructors.
Supported by comprehensive and bold legislative reform, the
Commission has been instrumental in the successful develop-
ment and implementation of the Reading Instruction Compe-
tence Assessment (RICA). With the aid of this program, the
Commission will continue in its efforts to ensure that Cali-
fornia teachers are sufficiently prepared to provide effective
reading instruction that develops competent, confident
readers.
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