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* were added to the equations as covariates. An accurate linea:

ABSTRACT o

. N ’ e .
This two year exploratory study compared .a basal reader

approach to the teaching of language arts in grades four arzd

five with a whole language approach which use’d.children's ‘&
5 °

literature, magazines and a variety of nctional reading

materials as the vehicle of instruction. 4 PW se of the

study was to identify a teaching method which would most

* successfully,promote the lanquaqe arts ccmq‘etencie’s of t_hirty—,

nine ‘rural children in a multiqrade (four/nve) classroom

—environment. The impact of the two Qypes of  school cu.;‘x:lcula .

.on three criterion measures of language arts-achievaments were: ..

estmated by an ordinary 1east squares regressmn methoﬂ.“ The
outcome variables were reading, writing and spelling.(
To control fo; 'pafsible contpqnding effects of home

“background and prior scholastic achievement, these variables.

‘composite reflecting the ional soci ic..status

variabl$ could not be cons : hence, v?as. from the

analysis. Unexpectedly, however, th;a sex vapiable for the’
grade four/five students proved to have signif icant predictxvs
value. Thus, both sex ﬂifferencg’s and cognitive ability were
selected as, the covariates. In effect then, the .m\pact of
curricular treatments--basal reader ve:sus whole language
methods--on reading writing and spelling weré estimated while

controlling for sex and ability.




since whole “language nethnﬂolbqu is currently Aegarded

as an innovative teaching progedure ipwas re’!?rred to as the

experimental treatment. t was found that the Ampact o€ whole

language on reading performance vas neqz{g'ihle thougl; the
i relationship was in the hypothesized direction. While the
. same inconclusive finding held for spelling it V§s‘argued that
this Itasult had imp;:rcant practical - iwplicationsA Sihce
spelling is not tam;lly taught as ‘a language skill in 'thel
whele language curriculum in the same way that it is when

using a spelling text.

b ‘While iwdth reading and spelling competencies proved .
unresponsive to the experimental treatment compared “to the- L

‘basal’ reader method, - this was not ‘the case with wriging.

- Children's writing.vaé responsive [at the p, S 0.10 level of
significance] to the experimental treatment when controlling *
for sex differences and abiiigy_. ‘Finally, it should be n'o:ed.

t
for variance in both reading

———that-sex

x and writing literacies, while cognitive ability accounted for

achievement in reading and spelling.

. In sum; in this explc_ratory study the whole language

nppx:onch seemed to be a marginally better methodology *for

i promoting elementary school litera_cy. " since ‘there is little
'reseu’cil demonstrating the instructionai advantages of x:iho].e_
language it was claimae_ that these findings |‘|\uy have .important’
implications for pedagogical .pract'ice. Note, however, that

the teacher using whole language- methodology r’equir‘es many
. N - h - d
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school pupils.

more resources over and npe've the lﬂMletﬁlsél géad-r in i3l

order to ';daquatqiy meet the i{t.rucy needs of elefmentary




B ¢ °  ACKNOWLEDGEMENTS ' ,

g . )
ST When I be&nn’ my gradua_tg'program during the summer of IS
%

«.© ' 4+ 1984 having ‘to write a: thesis seemed like an almest
cn @ " insurmountable, task that eventually I would have ‘to confrorit.

% N ¢ v
I did confzcnt it and thanks to the following people the task »

'was not insurmountable - . : 5

e First I have to thank Professor Jeffrey Bulcock because

= = - ? it was tlfrcugh him'that I- abta.lned a thesis toplc and a thesis - .

supervisor ‘Dr. Mona Beebe. ‘Toqether they formed 'my ‘thesis

committee. He helped,me des].gn ny study and 1atér helped me
'
- . .

¢ Second I have to give thmks to Dr. Mona Beebe. Dr.

B analyze my. stat1st1cs.

- Be'ebe'gavel ‘e ‘the support ‘and advice I needed. Both Dr. Beebe ~

and Professor Bulgock were available to me even though I was.
2 on the west coast of the province for most ,of the time I was
-/involved wlt:h writ;ng my thesls. :

. Third, ‘ would 1like to thank the Port saux Basques

G4 Integrated school Board for, pernutt:mg me to carry out my tv;b

[year study. I also have to thank my students who were the

‘subjects for my -study.

Rst, but not least, I have to thank my f}mvily members ;
“hamely, my husband Randy and my tHree sons, Robert, Kevin and N

Jonathan. I know that They were behind me every step of the

way. even though my task took me away from them for countless

hours.




. TABLE OF CONTENTS

Chapter
. | -
I. INTRODUCTION TO THE STUDY «.evenunnseneenns
Statement of the Problem ...........ceenes

" Purpose of the study...................,..
significance of the Study T,
- . Limitations of the Study'..........li.....

Iz 'THIEORETI.C.}L BACKGROUND TO THE STUDY. .

# Traditional view Of ‘Reading ....eeavepe'n

- Basal Readers........................
: .,

Ctiglcisms o{ §asa1 Readers ...

“The ng‘chalinquistic view of Readings:

Whoie Language Approach ........ .
-
Children' s’.xterat\xre ceesriienneds

Reading

Writing c.oveeereevenrrecneranananss

7, € épelling..............._.....:....."‘

Using Themes to Organize Whole
f.anquage Teaching ...veeeeievenanns

% inwnole' 53 .
Certelltes of Reading .... een L 55
chnitive Abi“licy....../.j............ 55

Scciwo—eccnomic Background ............ 56




Chapter j\ "~ * Page - i
I?I.‘ RESEARCHHETH(?DOIDGY......:... 59
P HYDOLNESES ttereeeenreinin et nenens 59
The sample...(_.............. ...... . 61 :
Variables. and >nsti’umentation SRR 62
Dependent Veriablgs esmcsiaiasesesnens = 64
Reading camﬁ;:ehension ...... T 64 ’
‘ Writing Ability ... ... iieeiinen 65
; Spelling Ability .... 67 -
Independent Variable§ ....i.........%. 68
MERAEHEIS o coreibinsacssosassnrosizs wwieesiowases © B8 B iy
9/ Cognitive Ability . 69
. socio-economic Status ...~ .Yl 20
¢ Materials and Instruction ............... 72
Control Group . ! y ] ‘72
Basal Reader Series ............... 73 E
Additional Activiti;s Gebeses e 80
Spelling Program ..e«-.e.... 82
B Assessment ....cccceevicrsceesennee 83
% -
* Experimental GIOUD ..eueceueogessesss 85>
C . Theme WOrk .....lieesriiiireninan.. 86
. ¢ Additional Reading Activities ..... 50
= Writing Progran; B e 94" —
Spelling Program .......oeeveeseens 95 - ot
Activity Centres ....... 98
. Asddssment .......ieeeiieieenenaa.n 99 .
' {
’ ¥ vii ’ +




. N
. .
Chapter - '.‘(
e H Z
. v BENDIHES 430uiars o s ST S B S s
: Introduction .
Descriptiva statistics
. s F ies and cé sscriptives ......
’ Sex n..
) ' £ A . DO | .‘
Treat .o.opeiieiniiiiioneeeiiine, 108’
' .o FOCC .. ) . , 108
5 R BBB rorsmomiein g TLH 4« 5
4 : MI/:D 112 S
- cheQ V;riables [— 112 y
4 Coénitive Ability ecececrcscscreranoons ;16 )
. ', Analysis OF VarLance s it esinaio s inmsiis i.17 b
: The CA and SES composxte Variable ... . 119
L . Cognitive Ability SSelnEsRETEeETIREEE o 132
' : - Socio-economic Status ...Alt........,. 125 | )
Multiple Regression ...........covveeeens 126 B
1 Pearson Prqguét-ﬂoment Correlations .. * 126 j
& » Regression Analysis .....l......%vuien 130
s;xm_mary Of FIMATAGES: ocumwmnminivn e wis v 139
R i ’V. . SUMMARY, 'CONCLUSIONS, IMPLICATIONS AND '
7 * FURTHER RESEARCH «..cecevroosnansenansnin 143
// : Sdmmary and CONCIUSIONS +veevvovevnnnenss -143
= /' . Theoretical'lmplications .. 150 -
' m Practical Implications 155°

" suggestions for Further Research ........ ¢ 162

viii




REFERENCES ..ccecccccscncmecncctssasnssonssoscccncans 165

R 183

4 7
RIPBIDOEE B cucamnssitnsvossnmminenssisvessseiooseamans B
; , .
APFRRDER B sscoifenisunismsmsnimpmasnsanmmemsmmmmpensonss A8
2 181
APPENDIX D .
APPENDIX E +ueonnnnnrennnenaesensannnensesenneinnien. 186
& APPENDIX'E siwsniienspsmnnoesmensibiomsnsmommennnepsann 88
= 0
: '
s = o
! S p
—
. L
S
'
s =
i Ok
iy
o . \
L .
o
/
' ix




Table . k Page

1 - Means, Standard Deviations (S.

, Kurtosis
. . and Skewness for the Ordinal Varjables of N
. Focc, FED, and MED B L LR R 111
2 Comparison of Heansr.standa;_ﬂ Deviations

(8.D.), Skewness, Kurtosis, Maximum (Max.)
and Minimum (Min.) for the Contiguous

Variables e 115
3 ANOVA Results of Breakdowh Analysis of - N
' RDGS, WRITES and SPELLS by TREAT ........... 118
L ,
4 Zero. order Correlations + ‘Significance L.evels,
d #eans and Standard Deviations for the o 7
Varigbles QV, QQ, and QN te.ieeeevanrennnanas 123
5 Pnncipal Component Analysls of Cognitive 4 S
8 Ability .ooieaeaei i e L .l24
3 . 6 ’ Zero Order Correlations, Significance Levels,
Means and Standard Deviations (S.D.) for the
A Variables in the Study .ecoeeewe™unatoneannas 127
7 Regression Coefficients, Standard Errors,
Standardized Regression Coefficients,
T-Values and Significance Levels for the
RDGS Path Model .....ccocceveccncnseocnnnecs 132
8 “Regression Coefficients, Standard Errors,
Standardized Regression Coefficients,
~n T-Values and Significance Levels for the
SPELLS Path Model ... 134
9 Regression Coefficients, Standard Errors,
Standardized Regression Coefficients,|
T-Values and Significance Levels for the
WRITES Path Model ... ceerean 137
. 10 Regression coeffizﬂer'\f:s, ‘Standard Errors,
-2 N Standardized Regression Coefficients, ]
T-Values and Significance Levels for the .
Integrated Model of CA, SEX, TREAT on
RDGS, SPELLS and WRITES «.cevveencnnncnnnans 140

’




LIST OF PIGURES

.
.Figure
AN
1 \ A bar graph,representing the number of
males and females ....i.cceverecerinconaionn
2 A bar graph represanting the number of
grade 4 st:udem:s and the number of grade 5
students ......
3 7 A bar graph representing the number of
students in the control group and the
. number of students in the experimental
grcup S SRS REE WA SRR e L S
4 A histogram representing father’s
occuPations ...ciiecegcerecioronnrssinnaians
- . 5 A histogram representing father'
H €ducation sirereeiiciiiitieieiceiirrananins
R A histogram representing mother's
education . cesseat
7 Path diagram of the whole ianguage nodel of
Yeading .ccccccsisccescsssecessencnsssnsnses
i 8 N \ath diagram of the whole language model of
i e N . spelling .. ceseeie cesenen
o 9 Path diagram of the whole language model of
. L R T T T R
Ao 10 - Path diagraﬁ for, the integrated model of CA,

SEX,' and TREAT on RDGS, SPELLS ahd WRITES ..

xi

107

141




AN

CHAPTER I
INTRODUCTION TO THE STUDY

How to assist children in becoming literate continues to
be a gquestion that attracts considerable attention and
controversy. Traditionally, learning to read has been viewed
as the acquisition of a collection of separate, sequent:ial

skills which and the child would °

eventually integrate in order to acquire fluent -reading,
ability. For many yea;'s it was believed that children "'“BI;
learn to read and spell. betore they could wx'ite. ’rh'}
assumption was that readinq and writing were such complex .
process‘es they must be taught separately. As a'result of this
oi‘ientatibn, phonics and other word attack skills were taught
in isolation in the belief that if children could learn to
recognize words and theu‘ leanings, they could. then deal, thh
sentences, azagraphs, whole stories and artxcles. Smith
(1983a) labels this traditiun'ul view of reading the "outside-
-—

in-theory" of reading. .He states:

Outside-in-theories are ... characterized by the

notion that everything [ on a page of text is

"processed” and that reading is ° primarily ai

hierarchical series of decisions--first letters are

discriminated, then they are synthesized into words

... as a consequence of which comprehension-takes

place. (P« ) .

For many years the language arts substrands of readiyg,

spelling and writing were taught separately. The vehicle lsea’




s .‘(’to teach children hgw to read-was .a basal reading-€eries. It

vaé‘ widely accepted that only teachers could ach reading,

went to school. Doake (1982) explains the situation in the

following way.

This guardianship has been exer)ed and
maintained through a belief that learning to read
is a complex process that, has to be taught to
children after they reach five and six years of age
and that this learning should occur via the
Pr ion of an ve series of carefully:
sequenced skills. The control of this process then,
the teachers claim, has to be left in their hands
since only gh’e_y possess a comprehensive knowledge
of this sequerice of skills, 'of how to teach them,
and only they have available appropriate materials
to provide the children with the necessary practice
to develop mastery over the skills. (p. 4)

Learning to write was another substrand that l;ad‘to be

. taught ‘in school. It was Believed that & child could learn

to write after he had 1ei;rned not only to read; but also to
s;Tell words conventionally. This meant that in the schools
in Ne;efoundland and Labrador a child would not l;arn tor i-n:ite
until a? least grade two where formal spelling is introduced.
Learning to 'rrite also went from part to whole. Researchers

and educators inferred that knowing how to spell words.woul_d

enable'a child to develop the supposedly sequential skills of

wri’t‘inq,sentencef, paragraphs and stories or essays. 'Reading,
writi}xg and spelling were all treated as separate skills which

could best be imparted directly by teachers via formal

instruction from prescribed texts. .
'
i Two decades ago these traditional ideas regarding

; i literacy began to be questioned by people such as Frank Smith

and ‘hence that children could not le.arn to Tead until trhey’




(1973) and Kenneth Goodman (1968). These researcher

‘advocated a language based theory of reading known: al
psycholinguistics which suggests that fluent reading ca

viewed as an active process in which readers obtain meaning

from the utilization of minimal cues from three cueing'

ystens: c, sy ic and semantic. . The. *
graphophonic jre!e ‘s to the visual an.'ay of print and the “
sound-: ol relationship. The syntactic system refers to the
gramqu.lﬁ::l' interrelationship of words. The-semantic system
includes the underlying meanings that the words in the text
evoke in the reader. Psycholinguists promote the view that
readers‘ use not only graphophonic cues to figure out the words
but, also semantic and syntactic cues. .
.. Goodman (issa)"enphasizes that reading is language based
and déscribed skilled reading as a psycholinguistic guessing

game and 1 Smith. (/w‘!?a/) refers to

this language based body of knowledge as the "inside-out

-

theory" of reading.

The inside-out view ... regards reading as a truly

active, ‘centrally motivated and centrally directed

process in which readers hypothesize, or predict,

among a certain range of }neaning‘!ul likely
alternatives and search and @analyze among the

featural information available in the print only to N £
the extent necessary to resolve their remaining
uncertainty. (pb‘suu -

There are mnnﬁ X its of the 1 based theory *

:6( readinq who have--ériticized the basal reader approach. -
Goodman (1986a) believes that the basn_l reader and™ its~

components fagment the language process and that they‘take




time away from productive reading and writing. Goodman and
f;}dman (1982) suggest an alternatlve approach for teaching
children to read and wAte'. Thel!‘ approach, which they call
a whcle language comprehension centered view of -reading
development, grew out of, the psychélinguistic theory of
reading.. . This approach regards 1ld¥eracy as a natural
extension of human larguage development and is based on a
cbgnitive psychological relationship among language, thinking
and learning. Altwerger, Edelsky and Flores (1987) state:

The key. theoretical premise for Whole, Language is

that, the )world over, babies acquire a language

thr ugh adtually using it, not ‘thrdugh practicing

[its, separate parts.until ‘some later\ date when the

parts are assembled and the totaliXy is finally .

used. The major assumption 'is that the model of

acquisn:ion through real use (not through practice
exetclses) is the best model_for thinking about and
helping with the,learning of readmg and wutmg and

1eam1nq in general. (p. 145)

The whole language view of reading can be defined as a
child-centered approach to reading instruction which realizes
that language and literacy development are best facilitated
when the subskills (reading, writing, talking and listening‘)
are interrelated. In a whole language classroom the children

< 5 o
are exposed to whole, meaningful texts. They exercise control
over what they read and what they write. Spelling is an
integral part of writing and is never treated in isolation.
Whole language teachers believe that spelling, reading and
' )
writing are developmental processes that are best learned in

an environment that has the following characteristics as

outlined by Dillon (1982). §




1. There is an availability and range of printed
= material.

2. Reading is done because it is functional.

3. Many . opportunities are provided _for contact
with paper and pencil because writi ng develops .
along with reading. (

4. Children learn to read for understanding not
accuracy of word recognition.

Basal still Yomi reading t i in the

province of Newfoundland and Labrador. The same,is true in v

nost schools in North America. The series of reader presently

in use in grades four six in N /_ £ land and L
is Networks publishad by Nelson.» It appears to be.an atte@pt
by a major publisher to follow current ‘thecriasv in reading.

\ i According to the teaching guide}y Networks was dev\eloped ':o

pn_:vide students with cohésive experiences in 1itera<_;y by
linking listening, viewing, speaking, reading and writing.
“The problem is that this basal program _contains an
& -~ ' overabundance of materials and this :ioas not leave the teacher
with much time to draw on the .student's own experiences for
speaking, listening, raadh::g or writing. It does nos allow
for daily independent reading even though it does reé:ommend
related fiction and non-fiction books: Research by Anderson,

Hlebert, Scott and wilke{son (1985) indicates that the.amount

of vindepende;ﬂ: silent reading children' do in school is

IR

significantly related to gains in reading achievement. The?i

research findings s\iqgest that independent reading is probably x

a majo:s source of vocabulary qrcv}th and reading fluency.




For a number of reasons, this‘ study takes the position
that Networks .daes not meet the necessary critgria for a whole
lahguage program. i"irst, ‘the fact thatothe program has .a
ékillboqk to accompany each anthology (reader) suggesi‘.s a
skills orientatian. . Second, ' as with Tall hasal series, the
authors have developed a reading program for d)uldren they do
not .know. Third, the childrgn have ]\ittle control over their
readir;q matgiiuls_ because Ehe class prog;esses through the
readers, story by story,vat a pace that is imposed on all.
Fourth, in its attempt to be vhole .1anguage oriented, Networks

has a writing This, , is linked to the

reader and, thus, is prescriptive. Fifth, although the serses

was developed around a number of themes which recur at each
1eve1, much nf the »materiul m the readers was wrltten
specifically fc:r these .themes and, therefw&.»tends to have
a V‘c‘o;itrived aspect to it. Many selections lack tbe
a‘uthenticity of stories written by children's' authors who
write for children rather than for the spécjﬁied themes of
basal readers.  Sixth, t¥1e accompanying novels were alsQ

written specifically for the program. The publisher was aware

that the p onal lit e was r ing .the use of

'
novels in the teachihg of ‘reading and, - hence, novels were

included. Many teachers using the novels believe that they

lack the qualii:y of good children's literature. It should be

'noted,’ however, that these novels are not §arc of the

L .
prescribed program for Newfoundland and Labrador. In summary,

instead of being Student-centéred, which is fundamental to




Sacu

w;:alé 1 . . ‘is still a directed 3
that appears to lea\;e little gims for independent ;‘eading;
In the province‘of llaqfoundla.nd and I.abraci'or‘ anur.’her
problem has arisen related to the provision ot~spec1£1§d texts
for each grade level. Within the province there ax'.e -many
mulfigraded classrooms; that is,‘ classroons compa‘se‘g. of
students from two or more grade levels. In such clu‘ss‘;ooms
the amount of instructional time has to be divided between or
among the grades involved. This mean ‘1n glassrqmns such as
the grade four/five ;:1ass in which' this ‘;istudy wa; conducted,
‘the amount of instructional time was 'divi;ied between the two |

.grades with each grade getting fifty percer{t of the teacher's

time. -

E \ inlgg\oun of the Study

w It would appear that there are two theoretical

orientations concerning )_.iteracy learning .which have bréught

about two major approa‘ches _to the teachjiny of reading,

wri{:ing, spelling and listening. These orientations have been -

referred to as the bottom-up and top-down views of reading »,

(ott5, 1982). The bottom-up view, the traditicmal view, is

. founded on behavioral psychology which is mcre‘ concerned with

) the product of having learned to read than the proces of
learring 5 wasa, The curriculun W¥ed for-the. traditional:
view kas alw@ys been a -balsa.l readgr sgrieiwhich _regérds ‘. 5

readinq primarily as a decoding procéss. This type ‘qf
P, I




. "
curriculum is often referred to as the skill oriented approach
"which perceives reéding as a hierarchy of seqluenf;ial skills
) that have to be imparted to the children by the téaGhers.
Contrasted with this is the top-down view of reading
which has developed from psycholinguistics, a derivative of
cognitive psychology and linguistics. Cognitive psychologists
bslievg that learning is an af:tive process directed by the
learner not the teacher. Linguists are concerned with the
human acquisition and use of language; that is the érocess by
which lanquage is learned and the uses nade nf language.
Psycholinquists redef:.ned readlnq in terms of acquiring
meanlng, rather than in terms of llearnlng skllls. 'I‘hey were
concerned with how chxldren learned to read rather than with
what skills rleded to Abe taught to children so they could

read.’

<
)
'he approach used to teach reading fre!)(n this poiné\\of
e

view is a child-centered type of insiructiqn vhere the teacher
is a facilitator for the children. Such an approach is called
whole language. According to Searfoss and Readence (1985),

no. single issue is receiving more attention when approaches

+ .
to reading instruction- are discussed than whether schools

should adopt approaches that are based on a skills/subskills
view of reading or those that reflect a holistic/whole
1angua§e view of reading.

The purpose of this study was to explore the use of a

basal reader series that cjaims to be whole language oriented”

and to compare it with the use of a program that had no




i ; )
specified texts z;u: utilized children's literature as’ its
foundation. It examined the two approaches to determine wh‘ich
leads to better reading comprehension and to more able writers
and spél}ers. The study attefipted to ans‘uez the following
basic questions. i o

1. To what extent is readinq.co'nprahens'inn responsive

~to the type of program provided?

2.  To what extent is-writing ability responsive to the

type of program provided? o

3. Tq. what extent ‘15 spelling abiﬁlgt;( resbcnsive to,

;he type ol‘f program provided? ’

There are many cc‘:rzelates of reading behaviour that ‘couldv
lnfluence the ut,etacy development of chndren apart trom the
type of program pravidad. Another purpose of this study, '
theh, was to examine ‘the influence o‘f two of these, mmelg,.
soc:ioeccn'mnic status and coqpitiva’ahility. ' The extent t}:
which these correlates influenced reading, writing - and
spelling ability was determined. The study attempted to
unsvex: the following questions regarding the effects of these
\wc factors. R i »

‘1. To what exfe’nt is re‘ading comp:ehensinn‘ responsiye

to the type of program provided over and above (a)
saéioeconomic status, and (b) cognit;ve ability?

2. To what.extent is wrlting abuity respunsiva to the

type of program provided over and above (a)

socioeconomic status, and (b) coqnitivp. ability?




=)

Vi g

3.  To what extent is spelling ability responsive to
\’ the t! of program provided over and above (a)

socgiol onyllc status, and (b) cognitive ability?

!‘gﬁtg}mca of the lﬂg! ’

(1979) thag 1 reading

mugt, be well “informed about the process of reading and

e 1a'ur|:|1ng to read. He states that a whole la’quage
comprehension centered thg{ry of reading is what jteachers need
t\:o be informed about’ because such a theory has demonstrated
its effectiveness in Nelping children become literate.

Osbiirn (1983) posit‘s, that the t_eacher should be

Jencoutaged to IIIBG whole lal:\guaqe if teaching lang\lage‘bﬂ‘.s.'

It represents a realistic structure and setting for reﬁdinq
- ' . and writing, allowing students to practice reading skills in
such a way that they actually encounter and engage in a
nultxtude of skills rather than’ focusing on masterxng one

K ~ : 7

This inve;tigator hypothesized that teaching reading

skill at a time.

using yhole language could not be done as well through using

a basal reading series as it could through a literature based
5 - ‘program. If this is the case, perhaps the l.;aasn.l reading
series should be discarded in fuvour of a whole language

el pruqram based on children's literature.
Another significant aspect of this study relates to the

fact that multigraded classraomu are becoming more prevalent




i 11
in the p}cv‘vince of Newfoundland and Labrador. In July, 1986,
the government of Newfoundland and Labrador published a paper
entitled, "Trends in Education: i Part I Demographic
Projections" which presents ‘the rfollowing findi‘ngs from a

study pertaining to enrollment within the proydince's schools.

B Kindergarten enrollments will continue in a downward
== _mode *

and reach approximately 7700 by 1995

(enrollment‘ in 1936-87 was 9396) u» \ '

2. The number of primary students will "decline on

average by 1.64% per y‘ear. N

"3,  The numbef of elementary s‘tudents will decline on
'average by 2.30% per year. -

4. The number of jur‘mior ‘high students will decline on

average by 2.36% pér year.
5. There will be a minor vari;tion in senior high
3 enrollment, hoyever, significant decreases will

occur during the 1990's.

6. The total enrollment for /q(e\ province will Gontinue

to decrease annually. )

As the _school‘ population decreases, the number of
teachers in the schools also decreases but the numb'er of
grades ﬁay not change. Thus, grades wiil have to be comBined
R in the same classroom. This indicates there is a growing need
for a reading program .that can be more effgctively and
efficiently presented in a multigraded classroom than the
present basal approach which uses: pecific texts -for each

grade and cuts the teacher directed 1 nguage arts time in-half

e




for each group. Because this‘explo‘atory study is being
carried out in such a setting, % may lend support to an
alterl{ntlve type of program that could be used in the future
in similar settings.

Many edu;at'o(rs and researchers have been advocating the

use of “whole 1dnguage as the best approach-to developing

sliteracy in children. They b l/ieve that reading and writing
}al language. Goodman (1979,

evolve in the same manner- as
1986a), lgoldawa{y (1979, 1950,'1934), Barrett, Holdaway, Lynch
and Peetom (198@), Watson 83), Newman' (1985a, 1985b),
‘Baskwil.l .and Whitman (195}!{1\121 (1983, 1985a, 1985b), D(;ake

(1987) and Gunderson and Shapiro (1988) are a few supportegs

————of—such an approach. .Because theéir writings are relatively

new, there is little evidence from research studies to support

their clains. Th,is study, therefore may have both
L theoretical . and practical significance for.offering whole

language prograns.

Limitatiofs to the Study

There are five main limitations to this study which can
be classitﬂed as: (a) conceptual; (2;) measurement; (c) data-
gathering; (d) researcher bias; and (e) etrhcal concerns. The
first stdms from the fact that\many of the variabrles that
affect literacy acquisition were not measured because the,

scope of the research would not permit it.v Such variables as




background experiences, perseverance, motivation, and
assistance at home were not considered. )

The second limitatioff, measurement of variables, has four

aspects. First, the basal reader, approach which ‘was used

during the first year of the study was part of the Networks
series by Nelson. This was a ralaciveiy few series which
means that there was little information or feedback availab’{e
about the program except what the publiéhers thenselves
stated. They indicated that it was a whole language oriented
series which, if. tt}e claim was true, could have influenced thé
results of this study. : ; 1

The second aspect of the measurement limitation ccncerned
one of the testing instruments, thg Canadian Test of Basic
Skills. Thxs_test has two loms‘hut the 1nvest).gator‘ had
access to only one. This meant&ﬂm’t g:he children were exposed
to the same reading comprehension éassages a numhér of times
(up to four times for the childre’n who -‘were part of the sample
for the two years). This could have influenced the results
of this particular test. . -

Another lim\itation of measurement involved the approaches
used each year. Three importar{t chéracteristics of a whole
language prograr‘n are reading aloud daily by the teacher, dail§

independent reading by the students and the teacher, and daily

“writing by the students and the teacher. The 1nvasti§a€or had

been sppplementing thé basal reading program with these

5 - v .
activities during t{\e past three years and could not abandon

such éctivities for the first year of the stud’y because it




u

might be detrimental to the students. This could have

influenced the results during the first year of the study as

well as the second. B
<

The most important limitation of measurement was that

the affective domain outcomes of using a whole language

© program could not’ be measured. There are tests which measure

these variables accura_tely but the sample sigze was not large
enough to consider any add,itioqpl variables beyond‘readi’nq,
writing and spelung.‘

The data-gathering limitation had two aspects. First,
the sample was not randx::qlly selected. Thesefora, the findings

cannot be qe'netalized to a wider population. Second, the size

‘of sample was determined by'the nature of the natural

experiment conducted ina multigrade classroom over a two year
period. - The size of tha sample in the first year was 21 and
in the secnnd year was 1a. ha

One could argue tgat/m studies of this kind| where the
researcher is saeminqu committed to a preferred course of
action, that there is a potential researcher bias. Obviously,
in field studies of this kind the "double blind" approach
found' in pharmacological and epidemlolog‘ical studies which
counters ‘"researcher. bias" criticism, is not possible.
Instead, one,has to be as impart:u:l as one can. Since such
impartiality is much more. readily controlxed in structural
equation modeling--the numbers speak tor themselves as it
were--than .in the more subjective case study approach (which

otherwise , might have been a viable alternative), it was




decided to take, the structural equation route )‘aecau_se it is
analytically more rigorous. All f:lescriptive studies are
analytical’tp a degree, and case studies are no exce:pticn, but
because case studies do not lend themselves quite so reédily
" to quantiticatia‘n: hence, -do not pez.'mit the rigorous
statistical control of potentially confounding variables, it

was believed tHat the structural equation modeling approach

was to be preferred. i) ion on the g
of structural equation models may be 'fo\ind in Heise k1975);
Duncan (1975), Goldberger (1972) and the two voluﬂgs of‘
Blalock (1971, 1974).

A is ry on why the causal modeling

approach was preferre\d ovef an experimental a}‘;prcach. The
answer,is that _research‘ in natural settim;sl does not lend
itself very often ‘to the random selection of subjects to
eithez“ of the experiment‘al or control groups. If the true
experimental design were possible it is clearly the preferred
route since it is the only design on the basis of which the
researcher can impute causality--that is the direction of the
relationship being examined. Since an experimental study was
not possible -one has to use the next best thing: r’xamely,
scatistical controls ra;:her than experimentall controls. That
is why in the present study sex, SES and prior ability weré
used as covariates. One could, of course, have used an
\ analysis of covariance model as isomorphic’ with (i:?xe
theoretical model. Note, however, that ANCOVA findings are

in terms of variance explained (hence, the F-values) and -not
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in terms of parameter estimates which a}e to be preferred. %

Since ANCOVA- is a subset of the general linear, model,
ordinary least squares estimation was used with some dummy
variable predictors (treatment.and sex). This gives exactly

the same results as with ANCOVA but with the additdional

advantage of having goodness of fit estimates and parameter

estimates (betas): hence making specific interpretation in
terms of the specifigd ;elationships possible.

Since statistical controls are placed on those variables
which the researcher believes could otherwise confound the'
results, one can never be sure that controls hav’a been placed
on all the potentian;r confounding variables. ALl the =
researcher can do in this instance’is to control fox: the

, variables that have been defined in the literature as-*
covariates: " Such :studies require constant replication by
others beforé) the researcher can be truly confident thdt the
specified re’fationships hold under all conditicnsi No “such
claim is made here. It is erdcouraging, however, that
replicatory s_tudies are already underway (Mercex; nd.; Pa’yne,
nd.). - R L s

Reference has already been made to the t‘a?‘;t ‘that  the

author biased the stut?y against hera»\.ir; that so'me\ whole
language aspects of reading had already been incorporated into
the reading cirriculum before the study began. On ethical
grounds this curriculum was not altered in-any way. Indeed,
all the parents of the students were verbally'infomed of the

research being conducted in each year of the study and without




*hesitation gave their unanimouS consent. When parents gave

their educational and occupational data they‘did so in the
" »

knowledge that the information was confidential and that:it

would be used only for research purposes.

The author next obtained ethical approval for the .

research from the School Board. The Language Arts Coordinator

at the Board assistedsthe author in this matter. Since
. e

education in Canada is a Provincial responsibility and since,
therefore, the Provincial educatio}al authority can override
the decisions of university ethics dommittees in so&ﬂr as the
ethics of an educational research is concerned, it was
believed that the School Board in conjunction wiﬁ‘h the p‘arents
were the most approp’iate thical authorities to consult. See

Appendix E for the letter ©of consent.
A\




CHAPTER II % .

mouw:c&ncxemm TO THE BTUDY &

Traditional View of Readfng

ov\er the decades . a\r variety of methods for t.eaching
childrer-to read have been used by téachers. Beebe (1980}
gives an historical development of the skills ap;uroach to the
teaching ot» reading ’:‘omprehension. She looked at the
treatment of {reading by early educators and researchers from
the early '1600's to the 1970's in the United States and
pointed out that similar developpents in reading research and
pedagogy were occurring more or less sim‘ult\aneousl‘y in Europe ’
and Canada. . ‘ . "

During\ the period from 1607 to 1776, .the ABC met{;od

depicted reading as’ a and ial activity.

Beebe (1980) states, "In the ABC, or alphabetic method, the
" child learned, first of all, to name the letters ... . It was
believed that when the child had mastered the letters by name,
he had also mastered the sounds and should, therefore, be ah‘le
to read" (p. 6). From 1776 to 1840 reading, characterized by
mechanical oral reéding, was an automated, sequential precise
and \ll’\lambiguous activity. "The emphasis on elocution. in‘
reading had an even more profound effect on reading
instruction than did the emphasis én irticulaticn, in that for
many years it establishe;l fluency in oral-feading‘_as the prime

consideration in reading instruction" (Beebe, 1980, p. 9).




Up to the mid 1800's reading instruction jas ‘characterized by

roteness with no emphasis on understandi

Between 1840 and 1910 reading was beginning to be seen

¢

as an acbgvz.ty that 1nv01ved understanding as the whole word

1nﬂy and an i in literacy appreciat] on

arose.

Reading began to be seen as a means of appraciéting

at least one cultural pursuit, literature ...
Comprehension, then, became a major concern and

toward the end of the era was seen as surpassing the
importance of the, mechanical ability to read.
However, it should be pointed out that expressive

oral reading was still very much "the order of the A\
‘day". (Beebe, 1980, p. 13)

From 1919 to 1935 the pedagogy shifted emphasis from oral to

silent procedures. Reading came to.be regarded as an inner,
silent activity which™still demanded the use 09 several, 3
slmultaneous skills. According to Beebe (1980).

The era from 1910 to 1925 marked the beginninq of
the ' scientific movement in ,education when
psychologxcal studies in reading clearly indicated
the superiority of silent over oral reading.
Reading now came to be seen as a psychodlogical,
thought-getting activity that depended on underlying
skills or abilities. Proficiency in speed and
comprehension were founfl to be largely responsible
for reading ability, although what the more basic :
skills involved in both components were, remamed s B
as yet uncertain. (p. 16) N

During the silent reading era: from 1935 to 1950 a number

of ‘'questions were raised: ‘(a) what exactly are the
simultaneous ‘'skills employed during reading; (b) which of the g

skills -can and should be learned by children learning to read R

and which should be learned by children reading to learn; and

(c). ‘are the skills divisible in'tc levels such that each level R




: . e
builds upon the preceding level? - Finally, the era of, the
- . .
1950's to the 1970's was the period when the development of
the skills nierarchies api:eax-ed. Beebe (1980) states:

Such qarefully ies allowed t

to plan the introduction and mastery of' the
essential subskills of reading across the elementary
grades so that by the time a ¢hild entered junior
high school he had. at his command not only the
skills necessary- to interpret literature but the
ability to interpret information in the content-area
texts.. (p. 4)

S Aulls (19&2)‘.§ugqests that since not all humans lea.rn to
read, reading is nct‘a natural process which can be acquired
without instruction. Reading, a complex unitary skill, can
be divided into. subskills, whiqin have to be learned.
"Normally, reading suiaskills are considered to be best learned
and interrelated through sequencing. Sequential leggning. is
‘arranged to begir‘zrﬁith simpler subskills ar; work towards
larger, more complex skills" ((;aqne,.lsss, cited in Aulls,
1982, p. 32). : . . . )
Advocates ‘of a skills/subskills view believe that flue‘nt_
reudlng is /Ee\mpvised of mastering diffefent skills and
gSubskills just like a buildxng is formed by putting, bricks
together to form walls, and wdlls together to form the whole
structurew. Fluent reading occurs because of the smooth
integration of these separate components. In.a subskills
view, a core of skills and subskills isﬂeveloped and 'the
’elements are p\laced in a rough sgquem:e (Séarfoss & Readence,

(1985) .




Proponents of the skills view of reading qive a number % o

21,

of advantages in viewing reading solely as a skill: Aul.ls

(1982, p.

35) points out th; following benefits of using a

skills approach.

1.

Treating reading instruction s3lely as teaching
subskills offers an analytical, manageable, and
testable basis for designing reading programs.

Because what is taught can be directly tested,
teachers -can asses§ the extent to . which
instruction has influenced subskills learning,
and can describe or monitor individual pupil
progress throughout the year. < e

Teachers can teach reading in an orderly manner .
by providing small linquistic units to be
directly taught, practiced, and then applied
during -téxt reading.

A specific sequence can’ ,Jbe followed in "

, teaching subskills so that successfully

more difficult texts can be read as a
function -of learning successively more
difficult subskills.

The level of mastery of discrete subskills can
be estimated by comparing subskill knowledge
to proficiency in oral and silent reading
performance.

The traditiona’ belief in learning to read by the skills

appreach

material.

was reflected in the published instructional

A skills’orientation to reading is probably familiar .

to all. reading teachers since most published
matérials reflect.this orientation. In one set of
waterials (Random House Criterion Reading) reading
is subdivided into over 450 skills. - These skills
,are ordered hierarchically and each is tested and
“taught ip turn. - Knowledge of these skills is
, generally considered -to be both necessary and
sufficient for learninq to read. (Malicky, 1980,
unpaged)
.




22

Published materials like those, just mentioned, often
r‘eferred to as a basal reading series, are ‘the vehicles. m::st
__frequently used to teach children how to read. "Basal readers
are ;vritten, for the most part, to teaéh supskills and their
integ;ation, rand/ehey /rep‘resent a major approach to reading
instructionrwich a subskills view" (Searfoss and Readence,

1985, p. 81).° L

Basal Readers
Basal reading programs dominate reading instruction in r
North American schools (Goodman, 1986b) whig’il? would appear to
indicate that many educatgrs support their use. Logan, Lc;gan
' and ‘Paterson (1972) eﬁed current approaches to teaching®
reaﬁinq and found that, in wellr over 90 percent\of the
_elementary schoolssurveyed, the major instructional tool in
teaching reading was thé,basal reader. Its usefulness, lies
in the carefully developed sequential orqanizatipq for. the
development of reading skills and in a'controlled vocabulary.
\ The most important aspect of basal reading materials
is that they develop skills sequentially, control
vocabulary, promote language growth and offer .
_practical aids and suggestions through the teacher's
manuals. (Witty, Freeland and Grotberg, 1966, p.
197) T “
This same view regarding basals is still prevalent in
the 1980's. Lapp and.Flood (1983) stdte:
The premise underlying the basal reading ethod is
that reading is a developmental task involving the
acquisition of major &kills and that each of ‘these
major skills is comprised of many subskills. These
subskills vary—-in difficulty and complexity and,

therefore, need to be introduced to the reader in
a logical prescribed order. Not only do the

-~

-




subskills in each major skill area need to be
. -ordered, but plans need to be made for integrating

them into an instructional program ‘so that the

reader can begin ‘to interreldte them. (p. 294)

The basal reader is with all” asp

of reading and.lias three major features: scope, sequence ‘and
organization. Scope means the range of skills that the fluent

reader needs to acquire. Sequence deals with the order in

which the various ills and subskills are taught.
Organization refers to the integration of all the elemel:nts
including individual lessons, units and books within'a s;.ries
by providing guidance by way of a teacher's manual "that
directs the teaching of the s)ulls and. subskills (Searfoss and
Readence, 1985) . :
In addition to the teacher's manual, there are several
other components which make up most basal reading series. The
components that are common to most are as fnll\ows.

1. The begter basal progranms contain one or more books
at each level, from prereading through a minimum of
sxxrgrages (Kennedy, 1961).. Basal readers are
cofistructed of selections with the difficulty of the
vocabulary carefully éoptrolled. " The s‘electiéns
begin at lower reading levels for beginning readers
and graduvall-y increase in difficulty as children
move from level to level (Searfoss and Readerice,
,1985) . )

2. A basal program nomally includes workbooks or

skillbooks. These workbooks contain'a .set of
. 3




exercise n;;terialé to give skills practice. Some
exercise‘s are used as an introduction /to stories,
others provide background activities for the skills
6 b taGHRE ANd tlié Fest are sUpplensntasy practice
for skills development.

Mos{ programs suggest or prov.ids additional books

and exercises to further the skill development that

referred to as supplementary materials.

4. Test results are essential for adequate program

as ‘part of pasal series, simplify the work of the
teacher in sele\cting‘ the skﬁ;}l?s and abilities to be
emphas;zed (Kennedy, ,,1931) . r."/
Many reading methodology textbooks support —the
hiera;chial, sequential viéw adopted by basal readers. Thorn

(1974) states that a good basic program provides a carefully

developed_ sequence of skills in word perception and

interpretation and a plan for systematic instruction in these

areas. Durkin (1984) 'squests that basal reader programs are

* the best known instructional materials used in the teaching
) of x:eaéing. "These materials warrant generous coverage in a

“methodojogy textbook ‘because they‘ not only influence but, at

Cheek (1980) believe that reading skili development forms the
basis of & sound reading program. For’ them, instruction in
reading skills is the reading teacher's major role. 'They urge

is e;nphasized in the manuals. These ‘are usually

.planning. Suitable measuring instruments, provided

times," even shape teacher's behavior" (p. 368). Cheek and -
n $ §




to that a hi of al skills

should be used to guide instruction. N
The basal reading instruction previously discussed had
several features which make i?‘readily adaptable to the
developmeght of #balanced rea\ding program. Basal approaches
provide for continuity of growth and minimize the danger of
instructional gaps or extreme overlapping. They enable the
teacher to move a child from one level to:;another' with a
minimum waste of time.‘ Basal readers and accompanying manuals
follow the particular plan or theory of reading advocated by
authors and publishers of a series of texts. - Tms leads to
consistency of methods and techniques from qrade to grade.
Teacher's quidebooks are especially beneficial to begxnnmg
teachers and they also help experienced teBChurs to more

thoroughly and adequately plan for the teaching of ‘\stories in

geographical or social settings that $re unfamiliar to them.

The minimum essential materials' y in devel ntal

reading instruction are supplied in basal reading programs.

of” basal

P is that tiey provide a
developmental ang systematlc approach to vocabulary building

(Kennedy, 1981).

Criticisms of Basal Readers

In rgcent years basal readers have received considerable
criticism as a result of Treading research which placed
emphasis on the syntactic and semantic elements of reading

comprehension (Carroll, 1978; Goodman, 1968,. 1974, 1986a;
g : o




Smith, 197:, 1978, 1981, 1982). "Inv;stigatcrs have shifted
emphasis from rsad&q being primarily conceived of as a series
of careful visual perceptions with research focusing on
graphophonic sk—ills, to reading b;inq perceived as a highly
cémplex multi-factor and integrated process"(Beebe, 1976, p.
16) .+ According to Pearson and Johnson ;1973), "Research
appears to have shifted away from an e%sis‘ on decoding lanci
“ methods ’ of teaching reading towards an efiphasis on
understanding how readers comprehend and how we can help
students comprehend better" (p. 24).

Researchers have investigated many aspects of the basal
reading programs and have nncoveréd severél, wgg}mess;‘s. One
‘appears to be that the amount of time childr®n actually spen.d
completing workbook type activities is disproportionately

large. Mla-son (1983) reported that reading lessons in many

classrooms were fr ly i 3 ted by exercisés.

Because of the amount of time devoted to w:;rkbook tasks, there
is little time left for interpreting, predicting, or analyzing
a story or informative text. In the report Becoming a Nation
of Reade;‘s Anderson et al. (1985) state tl"]at children spéend
up to 70% of the time allocated for reading instriction 4

independent reading practice or séatwork, Most of that time
is spent on workbook and skill sheets directly related tohi:he
basal programs in use. Yet, classroom research shows that the
amount of time devoted to worksheets is unrelated to year-to-
year gains ifareading proficier{cy. Another study showed not

only that students spend the majority ofs their time doing

!
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workbook activities but also that these activities, which are

meant €o be done i ly, are 1y harde&to read
than the basal reader selections (Fitzgerald, 1979).
E‘cr“{nny years educators felt one advantage of usin;; a
basal reading series was that all students in a particular
group could receive instruction at the same time from the same

reading text. of this, reliedrupon the

expertise of a publisher s starf to diagnose the reading needs
and prescribe the readinq material for any qiven group of
children. It was further assumed that all stories in a basal
reader were appropriate for all the children using the text
and, while timing was not specifically prescribed, ‘all
children were expected to cover at least one full book during
a semester or term. Ironically, that advantage of basal
readers is now viewed as a maiot disndvantaqa:‘r %

In any given classroom, if nnly one series is used

and if it is used in a rigid, 'narrowly structured

fashion, it too often occurs that children learn to

dislike, and to be bored by reading. They also
learn to view reading as a time of day and a set of
unpleasant ptactices, rather than as a challenge,

and a possible source of~pleasure. (Rudman, 1976;

p. 395)

Holdaway (1984) suggests that teachers tend to make false
assumptions about basal readers. It is often believed that
the sequence of skills and suhskills presented have been
scxentlfxcally ratified and, hence should be rigldly followed
for every child. Another :alse assumption is that the series
was written by experts and their judgments are superior to

‘hat of teachers.




.Newman (1985c) criticizes the use of basal readers. She

says: “

Such programs have been based on two assumptions:

first, the complex process-.of reading skill needs

to be broken down into simpler component skills and

second, if students are taught these simple skills

éx_;)a sequence, they will emerge slueht readers. (p.
Newman suggests that as basal reading programs fragment. the
reading process, more and more children have trouble learning
to read. The ass;mptien about the réading Aprocess on which
these programs rest are at odds with what we understand about
how language functions and how it develops. K

A valid criticism of basal readers is that the knowledée
required to undérstand the.selection is not always handled
well instructionally. When Russavage, Lorton and Millham
$(1985) involved teachers in a study to assebs thev weaknesses
of basal readers, teachers consistently identified the basals'
failure to address students' lack of prior knowledge. “Not
only are many stories irreleyant to the experiences of each
student's interests‘, but also teéachers' manuals include few
strategies for developing background knowledge or resolving
conflicts of inaccurate prior knowledge" (p. 316).

’ The authénticity of the stories in the basal readers is
also questioned. Mary of the stories were writter to fit into
a publisher's overall. plan for the readﬁq— series. In the
primary reading series thé vocabulary would always be
control_fed. As a result, the contrived stories are not always

appealing to the readers. Huck (1977) contends:




Today's sociological and politically conscious basul
readers with their cast of United Nations characters
. are no more nuthem:ic literature than the earlier
readers ... . he basal reader is an anachronism
reminiscent of earlier tines when we had few books,
no ‘school libraries and thought all children had to
have identical materials to learn to read. (p. 364)
Likewise, the very concept of l_iteracy‘lacks support
within the contexts of basal readers. Stories rarely depict
the activity of reading as being pleasurable, necessary and
valuable (Hall, 1982), and literacy is seldom necessary to the
plots in basal stories (Green-Wilder and Kingston, '1986).
Children often complain about how stupid the stories are in
their readers and say they hated readiny them (Clary and
Smith, 1986). ’ {
The major weaknesses of the basal readers are succinctly

summarized by Goodman (1986b, pp. 361-362).

1 They put undue is on isoclated asp of

language: letters-sound relationships, words,
sentence fragments or sentences. Often, S

particularly in workbooks, there is no cohesive
meaningful text and no situational context.

2. That leads learners to put inverted value on
the bits and pieces of language, on isolated
words and skills, and not eénough on making
sense of real, cumprehenslbla stories and
expository passages. "
3.\ Basals discourage risk taking by requiring

right answers on trivial details.
o
4. They introduce arbitrary sequences of skills
which involve readers in abstract exercises
- instead of reading to comprehend. .

5. They ‘isolate.reading from its use and from
©  other language processes. .

6. They often create artificial language passages

or text fragments by controlling vocabulary or

by building around specific phonic

relationships-or word-attack skills. They also




create arti‘ficial texts by applying readability .
formulas tojreal texts.

7. They minimize time'{spent on reading while
monopolizing school time for skill exercises.
8. E?n the use of redl children's literature is
. mdrred by gearing it to skills development, .
rewriting it, or using excerpts in3tead of
whole books.
9. Basals cost so much that they do not leave

funds for school and classroom libraries and
other more authentic reading material.

The Psycholinguistic View of Reading

The traditional view of reading is being questioned by
many current researchers and educators. Even in thé earl(’ 7
1900's there vere a few investigators whose views did not
coincide with the skills appraach to reading. Notable among
then were Huey (1908) and Thorndike (1917) who generated the
interrelated and complex concepts of reading that have since
formed the basis for much of the recent research and

-
theorizing about reading. In 1908 Huey said, "We have surely
come to the place where we need to know just what the child
normally does when he reads, in order to plan a natural and
‘economic method of learning to read" (p. 9). E.L. Thorndike
in 1917 -viewed reading in the following way.
"Readinq is a very elaMorate procekdure, fnvblviba
.-,weighing of each of many elements in a sentence,
their organization in the pro relations one to
another, their selection certain of their
5 n of others, and the
co-operation of many forges to determine final

responses. In fact ... thé& act of answering simple
questions about a simple paragraph includes all the
. s




features characteristic of typical reasoning.
(1917, p. 323) ¢

Many of the researchers and educators who criticize the
traditional view of reading in the schools are supporters of
a discipline known as psycholinguistics. Wingfield, Rudorf
and Graham (1979) state that only recentl? has it become pu
tecagnized that there are established academic disciplines

s

relevant to ,the Yreading process - g disciplines of
e

1 linguistics and pgycholcgy. The rlapping of these
dxscx;‘Rlinas have given rise to the ralatively new field of
psycholinguistics. Cooper anr] Petrosky (1976) define

psychdl il;xguis!:iics .

Psycholinguistics is not a method of teaching
reading. It is the marriagé of two sciences: the

\ science of cognitive psychology and the science of
linguistics. ‘cognitive psychology explores the
workings of the human mind, linguistics explores the
nature of human language. Unlike behavioristic,
psychology, cognitive psychology views learning-as
an active, selective process. inquistics ...
classifies language into two major cts: surface
structure and deep structure. SurMe gtructure is
(for print) the visual configurati®hs on the page.

N Deep structure is, simply, the meaning of what is
printed on the page. (p. 185)

> Insights of the kind found.in linguistics and psychology
appear to be leading to a p‘rofeund review of long-held beliefs
about  reading and‘how it is learned. It is becoming clear
that reading is not a pro;ess of combining individual letters
into words and strings of words into sentences, from which
meaning springs automatically. Rather, the evidence is that

the aeep level process of identifying meaning either precedes
€ .
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“ or makes unneces;ary the process of identifying evex.-y word
(Smith and Goodman, 1970 Smith, 1973).

Psycholinguists are concerned #ith the reading process

and the ways in which an understanding of the process can

affect teaching and 1earning[ Melvin (1979) contends that

reading does require that the reader see the print but also
the reader must contribute what he or she already k{lows’ about
reading, about the language in which the material is written,
and about words in .qene«ral. The knowle‘dge of the language is
the primary contribution that a reaqar\makes to the art of
reading. -

The p_sychalinq\;istic view regards rea’ding as a process

,for which the reader uses certain strategies to bring meaning

to print. In order to use these strategies the reader has to .

integrate ‘language cues: graphophonic, syntactic ‘and
" ssmeniic. The yraphophionle ysten refhrs-to the relationship
between the sounds of language and the written form. The
phrase syntactic system refers to the interrelationship of
words, sentences, and paragraphs and includes the
interrelatiogships of word order, tense, number and gender.
The semantic system includes the relationships within a
language that establishes meani'ng for the user (Goodman and
Burke, 1980).

Readers use these language cues as they try to discover
what the author means, while ‘at  the same time, building
meaning for themsel\‘les. The reader, when‘ engaged in the
reading process, repeatedly uses three types of interrelated
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strategies: - prddicting, caniining/discontiming and
integrating. First the reader predicts by selecting the most
significant graphophonic, syntactic, and semantic cues. No

reader uses-all the "available cues and the interaction of

ctions are

these cueing factors within the reading p:oce;l occurs so

'rapidly as to appear simltaneous: Next, as pr
made, re'aders test their hypotheses to see if they are
meaningful. To' do this, they confirm or disconfirm their
predictions. Readers ask themselves if it sound.s like

ianguage and does it make sense. If it dpes, the reader

carries on. If it doesn't, a reader can employ any one of a .

number of -strategies. The réader can: (a) stop und_ rethink
\the problem; (b) regress, reread énd pick up additional cues
until the material do’es make sense; (c): keep on reading in
order to build up additional contgnt; and (d) stop reading the
material because it is too difficult. Following confirmation,
a reader continues and employs integrating strategies. Here
the reader is continuously making choices about what chunks

are to be remembered. The choices are always related to the

purpose set. A reader builds up peaning for what he is

reading which he incorporates into his storehouse’ of knowledge
ol schemata (Goodman and Burke, 1980). i

Duffy and Roehler (1987) synthesize psycholinguistic

reading strategies into two types. The first'typa is )

activited before reading actually begins. Furzinstinc’n',

before reading a text, good readers use what they know about

the topic, the type of text, the author's purpose and their -

. - N




own purpose to m‘ake a prediction about the content éf the
text. Other stra‘teqies, called repair strategies, are
activated during rgadihg whenever ‘meaning' is blocked. by
unknown words, by predictions that turn out to be incorrect,
or by a disruption in the reader's train of tRought. Such
éituations are problems which good readers solve by activating

repair strategies to remove :.he blockage.

Whole } 1.0 a
.

From the psycholinguistic view come-s an approach to the' -
teaqhing of reading, and writing that has been termed "whole
language". Advocates of whole language believe that language’
is not learned ‘in bits and pi‘eées‘am‘i. since reading is a
language acti\"ity; it should not be learned in bits and
pieces. Children and f;eachers can bécome lost in the maze of
subskill’;essons, ‘losing sight of the whole, or complete act
of fluent reading. Whole language advocates base tpeir

position on a tive or 1 b d definition of

~1éarninq to read. They state that the whole of language is
r;at the sum of its parts. When. teaching n.aading from a whole
language view the teacher must select met‘:hods and materials
that allow him/her to do the following (Searfoss & Readenc‘e,
1985, p. 92).° )

1. Provide children with a genuine, real purpose
+, for reading.

2. Produce children who can and 'do read.
3. Stress the functional purpose of reading

instead of terminology and labels.
%




4. Supply in the classroom a wide variety of
relevant, natural forms of print from the world
outside the-classroom.

5. Keep meaning or comprehension as the center’or
focus for instructional 1essons.

6. ize that 1 (g
syntactic, and semantic) operate togethet as
\ : inseparable parts of whole language.
7. Use materials to teach reading that are whole

samples, such as complete stories, rather than
offering isolated practice in bits and pieces
of language.

Current researchers and who are prop of
this approach feel that for too long schools have ignored many
of the fundamentals of learning (Baskwill\and Whitman, 1986).
They suggest that when adults take children's lgngua‘ge acts
seriously and provide an atmosphere of security and support
in which risk-taking is rewarded, childrenhave little trouble
learning to read. When chi‘ldren see the important people in

theif lives (tea and ) in reading and

writing they are eager to follow-the models and pract_ice the
same behaviour, for, their own sdtisfaction. This is what whole
language promotes.

A rationale for teaching using the whole landuage
approach is presentéd by Baskwill and Whitman (1986) who say
that learning is an interactive process where children learn
by gxpernnentatiun, by experiencing and then by the refining
of that expenence. If children are to become literate, they
must bz given the opportunity to experience and experiment
with al! the different facets of reading, writing, listening

and speaking.

RS
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The wholt language philosophy places children at the

This requires the teacher to

structure a classroom environment which is "child~centered,

1.

* between reading and writing.

language‘-centered and literature based" .(Anderson, 1984, p.
6). The following daily activities are l}ays of providin

these structures.

Teachers read to. students daily because this
provides a model for s;.udents' ;-eadirig and writing.
The teacher can model predicting,
confiminq]disconfiirming and integrating strategies
using high quality literature ‘from the various
genres of children's literature.-

Teachers ensure that stuqents read silently every
day from a variety of ‘selg—chosen materials which
should include not only literature based stories but
functional materials such as menus, catalogues,
manuals for "how-to—do-it", magazines, songs, maps
and many others. The teacher also reads silently
at this time to portray to children that reading is

enjoyable (Shapiro, 1979).

Students write every day to become aware of the link -

Children learn to
write by wrif;ing and also by reading. .

A sRaring time every day provides children with the
chance to share their book experiences and their

writing experiences with the class.




In the thrae‘ foregoing sections of the thesis--the

criticisms of basal the psy inguistic view of

reading and the whole -language approach--it was shown how a

whole 1 tradition In fact the vhole language

movement is of recent origin. bne of Lhé first papers to
vigorously criticize the basic skills approach was presented
by the President ’designate of the International Reading
" Association at the IRA World Congress in Reading, Singapore,
1976. It was entitled "Who Skilled Cock Robin?" and advocated
a wholistic or naturalistic apprr;ach to the teaching o‘f
reading, wich‘emphas’is on reading. for meaning, rather than on

the mastery of discrete readdng skills.

The began to tak £ in 14 schools and
innovative classrooms in the lat.e 1970's and early '80s. In
St. John's a group of teachers in grades one and two at the
Macdonald Drive Elementary School--Mrs. Shirley Castella, Mrs.
Glenda Ripley and Mrs. Margaret Ryall--had introduced a
modified whole language curriculum in 1981, and by the 1982-
83 school year had completed .the switch from a basal reader
approach ‘to a whole language approach both in regular
classrooms and in special education contexts. At the same
time other schools in St. John's and ebsewhere in the Province
were following suit. In some schools it was an individual
teacher, in others all thf teachers in a grade would introduce
the abproach together as at Vanier School in grade thre;. An
integrated curriculum would be tried in the first year n‘f

these experiments with perhaps three or four different themes.
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If the | found the wﬂarking in practice, it
would be extended in suhsequgnt years. usually, after the
third year a c‘omplete curriculum swit_ch had b&en achieved.

Because the movement is so recer‘nt and becau little
empirical work evaluating the whole language curr::lu} has
been conducted, informed criticisms of whole 1language are
effectively nonexistent. In fact, ‘this thesis is the first
study of the effectiveness of whole language in a rural‘
setting that the author is guare of. This is not to say that
criticism of psychol;nquis'tic theory is nonexistent. The
first critique a_ppeared in The Journal of Reading Behavior
(wixon, 197'9). This author drew attention to the importance
of situational variables such as instructional method and the
content of the written material when mea‘suring a child's
miscue patterns.

Almost a decade later Norris and Phillips (1987) showed
hqw critical thinking theory provided a more informed
explanation of children's reading comprehension than standard
psycholinguistic theory in the schema theory tradition. *
Schema theory was ﬁ:sed by psychologists to show how children's
vocabularies developed and hcw;childréh made inferences as
they read. More recently in a. paper presented at an

international symposium Beebe (1988) identified some four

problems associated with the i ion of whole 1
First, she notes that misconceptions‘ ‘about  what
constitutes whole lapguage teaching arise because some

teachers are unfamiliar' with the theoretical rationale on




which whole language activities arl( based. . Second, some
teachers believe that individual reading and writing
activities are wasteful of children's time compared to
traditional methods which” involved the te:cher conveying
knowledge and having children complete work books and work
sheets. A third misconception concerns the idea that when
\{éing-whala language letter-sound :‘relnticnships need not be
taught; that children will pick up a kncwledqe‘qf phonics
without ‘any teaching. While some will, most will not.
Fourth, there is the idea that children do not need to be
shown how to focus on Tndividual words or letters. Since
whole language nd'vocutes insist that lénguage should not be
broken down into discrete p}rts, it does not mean that there
is no need to select and focus on individual words !;l' letters.

In sum, Beebe is‘arguing that teachers must familiarize
themselves with the theory und_erlyinq whole language; and,
further, that teachers hostile to the introducti;m of whole
language should be allowed to change gradually rather than in

one full swoop.

Children' .

It has been suggested that in a whole language classroom,
children's literu'ture.is the main vehicle for reading and
writing activities. Negman (1985c) states, "Children's trnée
books are the cornerstone of a whole language curriculum.

Such a program x;equlres the avallability in the c}assrunm of
<

’ N .
a large number of different titles (both factual and fiction),
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many in multiple copies"™ (p. 64). Whole 1anq‘ﬂlxa‘qe programs
recommend that students be given mnn)’(” Oppb‘rtunities to
-participate im independent reading of self—selected‘ material.
For many years a variety of educators and researchers
have extolled the merits of using childrgn's literature to
teach reading (D. Smith, 1964; Arbuthnot, 1957; Huus, 1972;
Koeller, 1981; L.B. Smith, 1982; Rosenblatt, 1982; Huck, 1962,
1977, 1979, 1982; and Cullinan, 1987). Typical of these is
Charlotte Huck who in 1962 suggested that elemer;tary teachers
k_xad all but forgotten that the most hnport;nt' reason for
‘teaghing boys and girls to read is to help them to becone
readers. Considerable evidence points to the fact that our
schools are teaching the skills of reading but ?mve not been
helping boys and girls develop the habit of reading. A
Planned {iterature p:’ogram in the elementary school provides
a firm foundation for future literary experiences.' Fifteen
years later Huck (1977) was st%ll stating the need for
literature to be the content-of the reading program. "I
b‘elieve that the motivation for learning to read is real books
and that‘ imaginative literature.mist be tl}e content of the
‘reading praqram" {p. 363). Perhaps tYQ greatest value of
using literature in the reading program is that children
experience joy in reading and become "hooked on books".
H\l/:k continued to advocate literature based reading
pragtains and _in 1979‘she connected psxcholinquistics ar;d
children's literature. "Psycholinguists are. telling us that

reading is a response to real, meaningful language. There has
. g s




to be enough of it available for the reader to ant:icipaté,

« expect, and predict for meaning to emerge" (p. 34). Literacy

can be achieved through literature by a teachér: (a) reading

good literature to her students everyday; (b) providing time

everyday for children to read books of their own choosing; and

(c) planning time for children to share books. Huck (1982)

reiterated the importance of using literature to teach reading :
and expressed concern for instruction with a major emphasis
on skills when she contended that somewhere the teaching of

N reading became separated from the use of real books and became

v

equated with learning basic skills. Instead of going back to
the basics and ‘giving children more skills, we should free
children to discover the pleasure in reading by developing a
literature based reading curriculum.

Children become eager readers when exposed to chil.dren's-
literature. vFiVe (1986) conducted a study in which she
introduced children to a reading prag;'am that was cnm]?risad 3
of children's literature. The children were given time to
read bpoks and €0 make meaning through talking about books and
through writing using dialogue journals. These students
learned about many authors and tried to imitate their
techniques ,in their own writing. Some indication of the
students' interest and joy in this ‘type of program was the

large number of books they read during'- the year, —

'l;lle/ research and theory supporting a literature based .-
réading program is accumulating. Many reading methodology
textbooks can be found which suggest this approach. In the

.
v
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book Children's Li in the cCurriculum 1lo

(1972) says: *

Consistent use of children's literature in the
reading program, both before they begin to read and
at each step of the developmental process, should
be characteristic of any reading program in the
seventies. Trade books must be central in the
instructional program. (p. 24)

Rudman (1976) suggests that an individualized or

personalized reading program is necessary for -children to

. learn to read and to enjoy re’asinq. She proposed a reading
program that mvolves self-selectxnn and self-evaluation.
-Choice cf reading material implies a dlftererﬁ: book
. for almost every child; it therefore follows there
' is no expectation of uniformity of rate. Each
3 child, reading at a separate pace, finishes a
- $ different number of books at any given time from the
= other children... . The learning of reading,
therefore, becomes a question of individual interest
- '\ rather than of group conformity. (p. 362)
Bagford (1985) reiterates this when he statas that in a well-
balanced reading program pupils at every grade level should
have Some regularly scheduled time to read something of their
own choosing whether in the forh ‘of individualized reading
with regularly scheduled ' vpupil-teéchet c&nferences,
uninterrupted sustained ' silent reading or something just

termed pleasure reading.

Ve Rasting. o

In a whole language approach children are surrounded with
reading ‘material. The cornerstone of this is children's
literature but children mus}: be exposed to all sorts of pril:t

‘ such as newspapers, magazines, menus, telephone directories
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and television viewing guides. Goodman (1986a) suggests that
whole language materials are anything that children need or
want to read or write. ‘He states:

Lots of recreational books are needed, fiction and
non-fiction, with a wide range of difficulty and
interest, and resource materials of all kinds, some
particularly prepared for use in schools (like
beginners' dictionary and encyclopedia) and  some
real world resources (like phone books, TV guides
and adult reference books). (p. 33)

For the most part the child selects his/her own material but
the teacher monitors and intervenes where negessary to ensure
that the child has experiences with the different types Bf
reading materials. } '
Instead of teaching skills, whole language &teachers

integrate the teaching of skills into their chA1dren's daily

reading. The purpose is to help them develop reading’

strategies that they can apply implicitly and independently.
Judith Newman (1985d) gives suggestions on how ;to help
students develop more fluent reading strategies. She states
that the one major objective should be to help them overcome
the ob’stacle of unknown words. 'H.e need to help students

understand that the meaning of the whole does not depend upon

being able to identify every word. There are a number of

strategies availulfle here. They can: (a) try reading on to
see if what comes later in the passage c;ffers more
anon‘natian: (b) try substituting a "placeholder" - something
that nakes sense - until Some new information. makes it
necessary to try something else; (c) choose to reread to see‘

if they have nisseé something which wouid help specify the

R
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meaning; or (d) decide to make no decision for the moment but

to read on and later return to what is unfamiliar to see if

it seems ‘crucial. As students become fluent rééders, they
learn to take risks, to ask the essential question, "Is this
§

making sense to me?". /

Writing.

Reéading and writing are closely connected in a whole
language classroom. Hence, children not only léarn to ré d
by reading and to write by writing, but they_ilso learn t
yzrite by reading and to read by writing (Smith, 1982, 1983K;
Newman, 1984, 1985b). Learning to write is a language
activity “that parallels learning to read and to talk
(Cochrane, Cochrane, -Scalena and Buchanan, 1984). It is
.widely accepted that children learn to talk by being immersed
in oral language. This provides the model they use to
gradually become proficient talkers. In a whole language

‘classroom, the children are immersed in oral and written
language. The oral language is in the form of class or group
discussions, teacher-pupil conferences, taped stories in the
listening center, visits from community members, music and so
on. Thi‘s rich oral language environment will partially

provide the language model for children to follow when

writing. The children are also immersed in written language”

in the forms previously outlined (stories, magazines). All

of this provides‘ them with the written model to complement the
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oral.language model. 'l‘ogagher these serve as demonstrations
for the children's own writing.

As a result of work by Glenda Bissex (1980), Dohnld
Graves (1983), Frank Smith (1982, 1983b) and other researchers
and theorists, teachers are recognizing that writing involves
more than the tinis};ed piece. Writing is viewed as a process.
Lanquage Growth, published by the government of Newfoundland
and Labrador in 1982, states that the H;-lting process has four
distinct stages: pre-writing, writing, revising and editing.
For publishable writing, Lanquage Growth has sectioned the
writing process into the following stgps. '

s The initial step, experience, is the first part 'bf
the pre-writing. stagé. This is w\nare the purpose.
for writing is set. The literature that the
children are involved in can supply the
demonstrations and the models that they will use in
their own writing. Experiences can also be drawn
from ongoing classroom activities in the theme being
explor;d at this time or ih some s\'xbject area.
.Special events in the school year such as Education
Week can also set the purpose.

2. Now that the students have a purpose for writing

wn they are ready for the .next stﬁp which is called

pre-writing preparation. Here they need to generate °*

a specific topic and think about concepts from the
experience that are relevant to the topic. JIf the

writing is to be a whole class activity, the teacher
M x
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and students can brainstorm for ideas and ghtegorize
the ideas under subheadings (Cochrane et al., 1984).
If the writing is to be more individualized, then

the a can with e (Bissex,

1982; Graves, 1982) to develop a topic and discuss
related concepts. -

The next stage, draft-writing, is where the students
produce a first version. It 'is crucial that
students realize that, at fhis point, meaning‘is the
most important aspect of their writing. They must
be made ‘to feel comfortable Lwith writing
spontaneously without worrying about the mechanics.
The teacher's role during ' this stage is to
conference with the students so that s/he can help
individuals when th y are experiencing difficulty
and/or compliment them on their efforts. The
teacher also notes the more common surface feature
difficulties the students are having. This would
include suc’h things as capitalization or word usage.
From this list the teacher willsselect two or three
items on which to provide special instruction later
in the writing ‘process. An example might be the use
of capital letters when writing the months of the
year or the use of the woi‘ds "their" ‘and "there".
When the draft is finished, the writers proceed to
the next step which is‘ revising. Here they read

their first drafts in order to determine ifv they
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have written what they really intended to and even

if the writing is complete. Each student (with the

teacher's help) determines if the piece of writing

ys what was i It is important that 3

they realize that only the author can revise a piece
of writing, although they may accept suggestions .
from the teacher or fellow students.
. ."5. Once th’e revision is complete, the writer is ready
. «for the next phase, editing. But.before the actual

editing is done, the teacher will instruct the class

o
about the surface features that have been selected

for ‘ation. The then edit their own

piece of work. This means moving from a first vdraftv
to an improved second draft. The writer, with the
help of the teacher or a fellow student, reads
through His/her piece and corrects the surface’
feature errors that are found. It is'impottant' here
that students realize that, unlike revis r}q,/\editing
can be-done by someone other than the author.

6. The next‘ step, rewriting, is where the studenf.;
prepare their work for publishing by carefully
transcribing what they have written into a flinal
copy. It is réally a recopying of a revised and
edited piece of work. ' -

7. The final stage in the writing :process is

publishing. It is important that the students share %

their finished piece of work with an audience.




According to Frank (1979), children should have the
opportunity to share every finished draft because
this advertises the importance of the writer, and
of the thoughts, beliefs and the effort that have
gone into the writing. There are a vériety of ways
and places to publish students work depending on the
tipe of writing. A story written for 'a young
audience could b‘e shared with the-kindergarten class
by having ‘the author read it aloud dux"ing story
‘me. A report, such as one on pets, could be put
in the class library. It is the publisﬁing which
makes the process of revising and editing
meaningful. .

Although children write everyday in a whole language
classroom, not every piece of writing goes through the

complete writing process. Some pieces can be stored away to

be worked on later. Other writings, such as journal writing,

are considered to be free writing and are not meant to be
taken throuqh ge process. .\

Many researchers contend that the development of writing,
like a readef.'s development, does not go from part to whole.
Bissex (1980) suggesté that, rather than being the product of
an instructional skills sequence, the development of writing
is part of the overall development of’the person. Her study
indicates that the observation of personal and developmental
cl Qracteris‘tics‘ is a crucial part of the teacher's function

in helping children to progress in writing.
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Bpelling.

A frequent source of misguided concern in writing
development is the traditional beli‘ef, that children cannot
write until they can spéll conventionally. Cochrane et all.
(1984) report two opposing beliefs regarding spelling. On the:
one hand is the idea that all of the students' written work
should be checked by the teacher and that all misspellings in
written work should be corrected. On the other hand is the
belief that children should be given freedom to ‘write \and
should not be inhibited in their writing by demands for ‘the\
~orrect spelling of every. word. Whole lanquagg' teachers
support the latter point of view. Bissex (1980) ;:antends that
spelling ability grows from understanding how the spelling

system works and cannot be accafxnted for as the product of
. .

me;norizedllists of unpredictably spelled words. Therefore,

spellifg errors need not be feared as entrenching "bad
habits". She states that the correct spelling of words will

evolve through a series of changes. "This capacity for change

- for revising ?ne's ings y cally -~
characterizes all learning..." (p. 111). Changes in spelling
often result from children's ops of aiff

between their spellings and those they see in print, and from

in their ing of the orthography. Teachers

need to view children's sbelling errors as-.developmental in

'_nature and as a step in gh'e progress toward conventional

spelling.




Cochrane et al. (1984) provide a rationale for promoting

pupils freedom to write. They say that writing and reading
are interrelated, improvement in one generally leads to
improvement in the other. In an integrated language arts

program (a whole 1 program) are to

write more than in the traditional type-program. This creates
difficulties because students' ideas and oral language-are
usually more advanégd thﬂ.'} their ability to spell. Therefo‘re,
it necessitates the accal;tance of non-standard (or functional)
spelling of some’ of the words theygneed to write. To do
otherwise might be counterproductive, for as Newman (1985b)
states, "An overemphasis on accurate spelling, punctuation and
neat handwriting can actually produce a situation wHere
children come to see the conventions of writing as more
important than the meaning they are trying to convey" (p. 28).
At the same time it is the teacher's responsibility to take
advantage of every opportunity to help students discover the
structure or spelling patterns in words.

There are recent studies which investigate the
development of spelling strategies by children. Scibior
(1986), for example, looked at the spelling strategies used
by a gréup of third grade children. By watching the:children
as they tested their hypotheses, tried out their own rules,
and solved their own spelling problems, she came to question
the utility of assigning lists of unrelated words to be
memorized for a weekly test as a means of helping children to

learn to spell. From the study Scibior learned that



7 PRI A IRV ATV

51

children's spelling development does proceed naturally if they .

are allowed to write frequently and to spell functionally.
This would seem to confirm the idea that learning to spell is
a function of experience, and that the best way to help
spelling development is to encourage the children to use their
o own judgment about how to spell, and toA let them read and
hd write.
Silvers (1985), in an investigation with a third grade
) class of low reading ability readers, tried out the process *
based philosophy of w~iting. Spelling was ignored until the
editing conference,prior to publishing. Editing consisted of o3
mini-lessons about mechanics including spelling. At ’first,' .
invented spel{ing was used. The students then épent, time
correcting their own errors as well as they z;ould. Finally,
the teacher assisted them in order to ensure a conventionally
spelled piece of writing. The idea was that any writing to
be published would need to be spelled and written
conventionally. The students in this study experienced
success by expressing themselves through writing and by being !
published. The study indicated that in process based
instruction, rather than being ignored, spelling, like reading
and writing, develops naturally and interdependently with the

teacher monitoring the process and intervening when necessary.

Using Themes to Organize Whole Language Teaching +

If children are going to use a wide variety of zaal‘ i

language to learn how to become Andc‘apendent readers and
1

| R
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writers, some vehicle must be found to organize the

& .curriculum. McCracken and -Mccracken (1972, 1979),1!“’{0des »
(1983) , Doake (1986), Baskwill and Whitman (1986), and Goqx_iman
(1986a) propose a thematic approach. McCracken and McCracken
differentiate heéween a theme and a unit. A unit has a

. planned beginning, middle and end which implies little ir;put

? by the students. A theme has only a beginning with the
reaction of the children determining the middle and the end.

," Rhc}des (1983) chooses an approach in between these two

extremes with her choice bf "the thematic unit". Rhodes

explains her choice this way.

If effective language learning occurs while children
use language as tools to learn about the world, a a -
curricular vehicle” must be utilized that will
= encourage exploration of the world through the use
8 of reading, writing, listening and speaking. Such
a vehicle/is the thematic unit; a type of curriculum
that foluses on the exploration of’a number of
ate&d~concepts. The theme for the unit can be
selected because it is a required curricular topic,
L because the teacher knows it will inspire the
children's interests and fulfill some of their
needs, or because the children themselves suggested

it. (p. 84)

Doake (1986) sees thematic studies as a natural way of

¥ integrating the curriculum in the: intermediate grades where

tl:ce‘ studen! are able to work more independently than young
children. Themes provide for an economical use of time,

- opportunities for students to work collaboratively and

w~independently, and lead students and teachers to make use of
a wide range of resources both inside and outside the
classroom. Baskwill and Whitman (1986) state that any major

theme has a wide range of focus under which individual




i can be m > Themes also provide the

incentive and opportunit§ to assemble the wealth of materials

so crucial to whole 1 cl (198%a)
states:

. Whole language teachers orgapize the whole of or a
large part of the curriculum around topics or =
themes... . A unit provides a focal point of
inquiry, for use of language, for cognitive
development. It involves pupils in planning and
7} gives them authentic, relevant activities vith‘in
productive studies. (p. 31)

P e s
L Arts in the E1 y School (1986), a
5 3 ~
curriculum guide produced by the Nova Scotia Department of °
Education, g that a ic vl“ ach enables a .

to provide integrated language arts bxperie‘nce as well as
3

build upon c;:ildren's natural interests. This guide suggest:

In a thematic approach, .children use language to”
explo: a topic and through the process learn about

language. They engage in a variety of activities

to develop and refine concepts related to the topic.

Through these experiences, they gain a broader

background knowledge. (p. 15)

in Whole L .

Whole | languag are y 1y ing both
their students and themselves. According to Baskwill and
Whitman (1986) ' assessment means gathering . and recor_ding
information, evaluating that information in terms of an
individual's progress and reporting the tindinq(s to parents,
‘colleagues and administrators. The focus .of the whole
language assessment is on thé individu&l. The whole language

teacher is interested in whay a child's abilities_are upon
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entering the classroom, and what they are.when a child moves
on. To this end, Baskwill and Whitman (1986) suggest several
tools such as anecdotal records and informal observations
which' are dated and kept in students' folders, cassettes

(audio and video) which prcvxde an excellent reccrd for

.discussing a child's literacy development with other parties,

.
logs of books read, and scrapbooks which co_\n;:ain samples of

a child's work.

Goodman (1986a) believes that whole language teachers
v ' bl
are "kid watchers". Informally and formally they e€valuate

and revise their plans on the basis of the kid-watching they

Informally, in the course of watching a child write,
listening to a group of children discuss or plan
together, or having a casual conversation, teachers
evaluate. It even happens while children are
pla¥1ng. _It happens more formally on one-to-one
conferences with pupils about their reading or
wrn:lng, as_teachers make anecdotal records of what
they ‘pbserve. It may involve instruments like the
“  Read Miscue Inventory or a writing observation
form.\ /The key is that it happens in the course of
ongoi classroom-activities. (p. 41)

Evaluation is an integral part of the implementation of a

‘whole language curriculum. Holdaway (1979) suggests,

"Literacy is a process - it|has no content.' Progress in

literacy should, therefore, be evaluated from the point of

. view of process, with strong emphasis on monit‘uring the

.development of self-regulative behaviour in terms of reading

and written-l‘anguage tasks" (p. 215).




correiates of Reading

IThe type of curriculum is merely one of the many
Avaziables influencing literacy development. Thus, before one
can conclude that one type “of_curriculum (the whole language
approach) is superjor to another curriculum (the basal reader
apprE::ch) it is neceEsnry to take into accm.\/njt other possible
explanations. Hence, this study will consider me"influenée,
of cognitivge ability and socio-econnm%c status Von literacy

development. .

éegnitgva Ability
That intelligence is the main Aetemiwt of success jin
school is one of the most controversial theories of school
achievement. ' This theory was developed by psychometricians
such yas Binet, Spearman, Terman, cattell and Wechsler who
developed intelligence testsy to predict scholastic success
(Bulcock, 286). According to wechslér‘(citeﬁ in Harris and
Sipay,” 1975), "Intelligence is the aggqreqate or global
capacity of the indiyiéual to act purposefully, to think .
rationally and to deal effectively with his environment® (p-.

242). Harrit and Sipay (1975) state:
-—

Most psychologists believe that' the intellectual
functioning of an indiyidual involves the intimate
interplay " between an unborn -~ potential for

development, which varies from one person to.
. another, with environmental conditions which

strongly influence the degree to which this
potential is used. (p. 242)

7 “

-
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Intelligence tests are used to dftermine a child's mental
age which is then compax_eﬁ to the cﬁild's chronological age
to arrive at an intelligence score. (I.Q.). A widely used
individual intelligence .test is the Stanford-Binet, first
" published in 1910. This test was revised a number of times
for a variecy‘ of reasons i(':cle and Hall, 1964). Since that
time group tests of j.n(:elliqen}:e such as the cCanadian
Cogniffive Abilities Test have been developed because the
indivi‘dual test was too time consuming to administer.

Spache (1976), however, contends "The relation of menFal
and lt:hrnnolm;iz:al ages that yields the I.Q. does not
necessarily reflect the learning rate o?'fthe sﬁ\ject or the
rate at which he wi%l progress" (p. 80). He states that
reading success is more dependent upon instructional methods
and the degree of personalized attention, than upon mental
age. Pupils with similar msntal‘ag‘.es will not necessarily
make the same progress under the same method or organizational

. d

pattern.

+

=econo un . # -
Sociologists have long argued that the resources of the .

home (income, occupatiohal prestige, and eduéation) govern the

effectiveness of tr ions and their
Pupils in school. Parents.can help their children acquire
reading skills. oOne way is by providing appropriate reading

materials in the home. A review of pertinent research.carried

. J—




material predicts later reading ability.

environment of children is social class.

toward reading.)

out by Wigfield and Asher (1984), indicates that there

and the children's reading ability. These researchers

supports this stance. Greaney (1986) reports:

Parents have an important contribution to make, both

in the development of reading skills and encouraging

the leisure reading habit. This they can do by

introducing the child to the printed word, by

creating an environment which helps to foster

reading by providing oppcrtun].ty, apqce’, materials,
(p. 817)

57

is a

positive relationship between the number of books in the home

also

report that studies have shown that parental involvement in
reading to their children and parental provision of reading

More recent research
\

An  important tactor governing the home reading

idigher-SES parents are more likely to be involved
in the kinds of activitdes that promote skills and
interest in and positive feelings about reading.
Middle-class children are more likaly to come to
school with the idea that reading is an important
activity. They are more likely to be familiar with

Briggs and Elkind
(cited in Wigfield and isher, 195‘! noted that parents of
early readers were more likely to be middle class and upper
class than lower class. .Miller (cited in Wigfield and.Asher,
1984) interviewed mothers about children's- prereading
experiences and, in comparison to lower-class mothers, middle
class mothers repcn:ed that their children had been read to
more and had more contact with books and other reading-related
materials in the home. These kinds of experiences likely
provide middle-cluss children with more positive attitudes
According to Wigfield and Asher (1984),
studies show }:h; following. N .

""‘:.\u Byt
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reading-related materials and they have béden exposed
to parental teaching styles that foster school-
relevant cognitive skills and motivational styles.
(p. 433) !

Currently, the role of the home in helping children's

SR T Y e St ek ol g Rk A0 LT A T i, .

literacy development is receiving much attention. Spewock )

(1988) reports on a program developed in the United States to
train parents to work with their preschool children through
children's literature in order to prepare their children for
school. This program proved to be an effective approach
towards achfeving parental involvement in the early education
of children. Whole language proponents believe that the

ability to read develops naturally given the prc‘per conditions

and that the home environment, in many cases, can be a model‘

for the school environment. Doake (1986) sugdésts that:

We should view learning to read as an outcome of
the children's natural experiences with written
language in the home which the school then extends
and develops. Teachers would do well to examine in
some detail the characteristics of homes which
produce children who either learn to read before
they go to school.or whose learning proceeds with
ease after they enter school, regardless of the
nature of the instruction they receive. (p. 2)
.

N




CHAPTER IIT
RESEARCH METHODOLOGY

The purpose of this p is to ent the hy,
of the study, to describe the sample and to discuss the
variables and the instruments used to measure them. Following
that, the materials and the instructie%n procedures used during

the two years of the study are described.

ot es

. The hypotheses for the study stem from the'questions

posed in the first chapter and are supported by the research

presented in chapter two. The first three hypotheses are .

related to the types of curriculum used in the study.

Hypothesis 1: The reading comprehension ability of chi}dren
exposed to a whole language approach will be
greater than the riading comprehension ability
of children exposed to a basal reader approach,
other things eqﬁal.

Hypothesis 2: The writing ability of children exposed to a

- whole la‘nquaqe approa: will be greater than
the ufitir;q ability of \children exposed to a

basal reader apprua‘ch, other things equal.




Hypothesis 3: The spelling ability of children exposed to a
whole language approgch will be greater than
the spelling ability of children exposed to a

basal reader approdch, other things equal. |
—

Other variables besides the type of program used can
affect literacy development. In this study, these variables
are referred to as the correlates of reading. The following
hypotheses are related to two specific correlates: cognitive

ability, and socio-economic background.

Hypothesis 4: The reading cqmprehensibn ability of children
& is responsive to cognitive ability. o
Hypc;thesis 5: The writing ability of children is responsive
to cognitive ability.
Hypothesis 6: . The spelling ability of children is responsive
) to cognitive ability. '
Hypothesis 7: The reading comprehensiunfl’:ility of children

is ve to soci ic background. .
Hypothesis 8: The writing ability of children is responsive
to socio-economic background.
Hypothesis 9: The spelling ability of children is responsive

to socio-economic background.
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This study was crmd\ict‘:ed over a two year period in a
multigraded (grades four and five) classroom in rural
Newfoundland. The sample consisted of two groups of stud;;;;s.
The first group was made up of 21 children who were in the
class during the 1986-1987 school year. This group, the
control group, had 12 grade four students whose ages rang;q
from 9 years 1 month to 11 years 6 months as of DecenBer @!\:x
1986. Two students in grade four had repeated. One repeaté;l
grade one and the other repeatgd kindergarten.and grade four.
The 9 grade five students' ages ranged from 10 years 2 months
to 12 years 8 months as of December 31, 1§86. Included in
grade five were two repeaters as well. One repeated grade
four and the other »répeated kindergarten”and.grade two.

The expe;imental group consisted. of the 18 children in
this‘ classroom during the 1987-1988 sch\o\ol year. There were
8 grade four students in t}xis group whose ages ranged from 9
years 1 month to 10 years 8 months as of December 31, 1987.
Two from grade four had rﬂ\:'ate:d one year. One repeated
kindergarten and the other grade three. The rest of the group
was made up of 10 grade five students whose ages rang’ed from
10 years 1 month to 12 years 6 months. There were two
repeaters in grade five. These ten children were also part
of the control group the previous year. This was unavoidable
since all classrooms within the school contain two grade

levels and the classroom in which the‘/tudy was conducted
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* happened to house grade four and five. Hence, the grade fours
in the control 'year had to become the grade fives in the
experimental year. For the two years, both groups had the

o b

same teacher for ;he two years who was responsible for all

subjects except French, physical education and music.

vVariables and I r on
\

The study was designed to determine whether the basal
reader in use, which claims to be whole language oriented, or
a vhole language approach using themés, functional reading
materials and children's literature would be more successful
in developing literacy within a multigraded classroom in a
rural ‘setting., ~ The variables included were reading

_comprehension ability, writing ability, spelling ability,
treatment, cognitive ability and socio-economic status.

The tests (See Appendix A) used to measure these
variables were as follows: the reading comprehension subtest
of the ‘canadian Tests of Basic Skills; the Thematic maturity
subtest of the T;St of Written Language; and the Schonell
Graded Word Spelling Test. See below for detmiled information
on each test. The reliability and validity of each test are
given in the respective test manuals. Those for the Canadian
Tests of Basic Skills are so well known (reliabilities greater
than 0.90 are reported for all subtests including reading)

that the omnibus instrument is now widely used as the
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criterion when Canadian test makers wish to establish the
criterion vaiidit?y of a nevw instrument.
Nevertheless, the reliabilities and wvalidities of the

TOWL and Schonell instruments are less well-known. The

internal consistency of the TOWL instrument was conducted

sepaxately for each age group. All were greater than 0.80 and
for the two age groups represented by the, present study the
reliabilities were .86 or higher. Test-retest reliability for
the thematic maturity, component of the TOWL instrument was
reportéd as 0.74 for elemen!:ary qrade} pupils. The criterion
validity was established by the thematic maturity component
being co.rrelated . with' the Picture Story Language Test
(Myklebust, 1965). In a preliminary study it was a modest
0.31; but in later studies criterion validity coefficients
ranged‘from 0.57 to .73 for f{ve coefficients with a median
of 0.61 and a mean of 0.63 (Hammill and Larsen, 1933, p. 18).

Less is known about the Schonell instrument though it is
extensively used in reading cliﬂics throughout North America
including the one in the Department of Curriculum and
Instruction at Memorial University. It is also a standard
diagnostic tool used by the professional staff of the Faculty
of Education's Diagnostic and Remedial Unit. VAccérdlinq to
Nesbit (1959) although the manual does not report reliability
coefficients for The Graded Word Spelling Tést, in a personal
comnunication with the author the test—;etest reliability op

195 children (age unspecified) was 0.96.
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The writer has been unable to find validity data but note
that the correlation of spelling with writing and reading in
the present study was 0.61 and 0.52 respectively. this
suggests that the concurrent-v‘alidity would be far higher.
Since the words used in the test were drawn mainly from the
Schonell Essential Spelling List; and since the ten words
chosen for each age group had been spelled correctly by
between 45 and 55 percent of the group, one may assume that
the content validity of the test was carefully controlled.
Perhaps the most important feature of the Schonell instrument
is that it is widely used by clinicians in the English

speaking wprld and has been for over thirty years.

Dependent Variables

There were three outcone vaz;iables; namely, reading
comprehension, writing ability and spelling ability. The
tests used to meas\ire the variables were administered in early
October for the pretest and in late May for the post t;st

during each year of the study.

Reading Comprehension.

Rgading comprehension was measured by a subtest of the

Canadian Test of Basic Skills (CTBS). This subtest consists
of both narrative and expository graded reading passages. ' It
is a multilevel test, hence, the grade four subjects did Level

10 which required them to read a number of passages and then
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to answer a maximum of 49 multiple choice questions in 42
minut‘es. The grade five subjects did Level 11 and :ere
required to answer a maximum of 54 multiple choice questions
in 42 minutes.

According to King, Hieronymus, Lindquist and Hoover
(1982); the authors of the test, the reading comprehension
subtest measures the students' abilities on 16 skills which
can be classified into three major divisions; namely facts,
in!ergnce; and generalizations. Skills involving the
understanding of factual detai&s and relationships were
representgd by questions of the who, what, when, and where
type. The second major class of skills, inferences was
represented by why questions. The skiils in_the third
category, generalizations, involve higher order guestions and
were concerned wiz‘.h such things as lnain ideas, organization,
purpose, and viewpoint of the author. ‘

Each item on the test was worth one point. The raw score
(number , of items answer‘e’d correctly) was c;nverted to a
developmental scc‘r’e (grade eguivalfnt) for the purpose of this
study_. The CTBS was normed from scores derived from a large
Canadian sample which was chcsen to be representative of all
provinces and of varying school size.

' i
Writing Ability.
The writing ability variable was measured by the thematic

maturity subtest of the Test of Written Language (TOWL).
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According to the authors of the test, Hammill and Larsen
(1978), "The ability to write in a logical sequential manner
is basic to effective communication. This subtest measures
a student's ability to write in a fashion that will easily and
efficiently convey meaning" (p. 11). S
The raw store for this subtest was based on an analysis
of a story written by the children on their interpretation of
three sequential space pictures that were given in a test
booklet. Although there was no time limit on this subtest,
it was completed in approximately 30 minutes. The results of
the subtest were evaluated by determining whether the student
met the criteria given in the administrator's manual. The 20
criteria items used for evaluating the writing are listed
below (Hammill and Larsen, 1978). )

1. writes in p'aragraphé.

2. Mentions any objects shown in the pictures given.
3. Gives personal names to main characters.
4. Gives proper names to robots, spaceships, planet

migrated from, etc..
S. Indicates why the planet's environment is becgming

hostile to life.

6. Writes an integrated story about all three pjctures.
7. Writes a story as part of a dream sequence.
8. Writes a story that has a definite ending.

9. Mentions that the characters are building a new

life.
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10. Explains the role of the spacelings.
11. Gives perso;ml names to spacelings.
12. Tells or implies where spacelings come from.
13. States or implies that the humans and spacelings

have a harmonious relationship.

14. Uses some futuristic or space language.
15. Expresses somg philosophic or moral theme.
16. Has a title.
A7, Uses dialogue. \
18. Attempts humor.

19. Relates a plot that is not directly implied in the

picture.
20. Attempts to develop the personalities of one or more
characters. . ¥

Each of thesé items was given one point and the raw score
was then converted to a grade equivalency score. The ceiling
for this test was a grade equivalent of 8.9 which required
that a student achieve a score of eight out of a possible
score of 20. A number of students scored more than eight

which indicates they were writing at a level greater thans.9.

Bpelling Ability. %

Spelling ability was measured by the Graded Word Spelling
"rest (Schonell, 1955). This test consists of a‘list of 100
words that are grouped in tens to represent grade levels.from

one through ten. These words are dictated to the students.




Before the studerts vrite a word they hear it three times;
first :.nusolation then used in mauningful context, and again
in isolation. The investigator continues dictating words
until each student believes s‘/he has -n{issed ten words in a
row. Each correct spelling is given one point. The raw score
for this test is converted to a grade equivalency score by
dividing the number of cofrectly spelled ‘words by ten. For
this particular study, the investigator began with the grade
two list thus assuming the children knew all’ the words in the
grade one list. This meant that ten was added to each child's
raw score before it was converted to a grade equiv#ency
score. For inlstance‘ if a child had 30 words correct, the
investigator gave credit for 40 and divided by ten to obtain

a grade equivalency of 4.0.

In I Variable.
The independent variables in this study were treatment,
cognitive ability and socio-economic status. Each variable

is discussed in turna

Treatment. )

The treatment variable vas whether the children were in
the control group which received the basal réadinq instruction
or the experimental group which‘reqeived the whole language
instruction.. This variable was scored by assigring the value

of one to the control group and two to the experimental group.

e
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¢ ccqﬁitiveA ability was megsured using the Ccanadian
Cognitive Abilihes Test (qCAT) .during' the latter part of
January each ye(ir. }\cct;rding.to the examiner's manual, "The
Canadian Cognitive Abilities Test provides a set of measures
of the individual's ability to use a:'ﬂ manipulate abstract and
symbolic relat‘ionships" (Thorndike.& Hagen, 1980, p. 3). It
. consists df three battéries of subtests: (a)" t:.he Verhalv
& Ea‘ttery‘ which provides a measure of ability to daal with
abstra: ns presented in Verbal fom, (b) the Quantitative
Battery which assesses the chxld' ability to work with

quantitative concepts; and (c). the Nonverbal Battery which is

entively pictorial or! dlagrammatlc in nature and pemxts

appraisal 6f abstract jntelligence which is not inTluenced by

reading ability. [ “ &

“

The CCAT is a mu]Jtilevel test which makes it possible to
use in any school setting. Each level is easy enough to
provide some experien‘ce of success for any examinee but hard
enough to challenge the :ncre capable student. For this study
the investigator used Level B with f.he grade four subiects and

“Level C with the grade five subjects. Both levels contained

. 100 items in the Verbal Battery which was allotted 34 min\-lt‘es
~"in actual working time. This battery was’ comp\'l\sved of four

subtests: namely, vocabulary, sentence cnmpletign, verbal
classification and verbal aqalngies‘ The Quantitative Bat:_tery

which contained 60 1tems\ for each 1evsl,$a§\ allotted 32

. «
\
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minutes of.actual working time. The subtests in this battery
were quantitative _;elations, number series, and equation
building. The 80 \uems for each level in the Nonverbal
Battjr‘y made up the figure \classification, .figure analogies
and figure synthesis subtests and were allotted 32 minutes of
actual working time. The examiner's mam:lul reéomlﬂgndad three
separate testing periods éver a three day Period. :.l"he manual
also gave sample .questions _for each s‘ubtest for » the )
investigator, to work through with t:l;Ae subjects jor to the
actual t;ét}ng,

One point was given for each correctly‘answered item.
This raw score was first converted to a universal standard
score (USS). Then, using each child's agé in January, the USS
score wa; converted to a standard age score ;.\sing winter norms
which were provide;:l in .t:ixe exqmi}lfr‘s manpal: For the
purposes of this study the standard ége score was conside‘d

to be the equivalent of an I.Q. score.

Bocio-economic Status.

The mother's and father's edugation level were obtained
to hel;) determine the sof:ie- nomic status of the subjeéts
in the'sample. This infpmaﬁwas gathered\during a parent-
teacher conference and‘the findings were coded ,oy; a scale
which ranged from 13 to.one. Thirteen repteseﬁted t‘rades
callegé whict’l was the higheét.level of education ob:aineé from

' the sample and one represented first grade ‘of'school.
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* Tht father's occupation was also obtained during the
parent-teac;her conference. The investigator then used a scal.e‘
by Pineo, Porter and McRoberts (1977) to code the occupations.
There are sixteen socic-econo:nic categories on this scale:
(1) farm labourers, (2) unskilled manual, (3) unskilied
cleric;l-sales-sewice, (4), semi-skilled- manual, (5) semi-
skilled clériéal-sales-sary‘i;e, (6) ékillqd érafts and trades,
(7) farmers, (8) supervisors, (9) skilled clerical-sales-
)serﬂice, (10) foreman, (11) sem‘i—pro'tessionals, (12) middle
manage_:ment, (13) technicians, (14) high level management, (15)
employed professionals, (16) self-employed professionéls. ¢
a father was employed as a trainman with the.railuay, he was
classified as semi-skilled manual and was given a score of
four. R

The investigator.decided to reduce the three variables
(father's éducation, mother's education and tather's,
-occupation) (to one labelled socio-economic status. This was
done by adding the values of each vnzziuble together. For
example if father's o:;cupation was given a value of six,’
mother's education given a value of five and father's
education given a value of six, this would be a total vdlue
of 17.

The preferred measure of socioeconomic status would_have
been a weighted linear composite in which the relationship
between the construct (SES) and !\:s three indicators (father's
gducntion, !_nothar's education and gacher'sloccupucian) would

J ¥




have been the factor loadings (lambdas) from a principal
components analysis. Note,y however, that after two grade four
students withdrew tro;n school at the end of the first year of
the study, the total numh/er of students in the sample was only
twenty seven. In other words there were fewer than ten cases

per indicator--probably too few to avoid sampling fluctuation.

. Since the loadings on SES composites in many studies tend to

. be of roughly the same order of magnitude--especially for the
three indicators in question-~it was decided to make the
assumption that thjs was in fact the case; hence, the
indieator‘s‘were assumed to have unit weight and were added

together accordingly.

s_and structio:

Two different approaches requiring different materials
and ir;structicnal procedures were used with the two groups of
subjects in this study. During the first year; the control
group was exposed to a basal reada program and, during the
second] year, the experimenta} group was exposed to a teacher-

produced, whole language program. ..

Control Group Al
The ccptrcl group was taught usindg the Nelson ugméx;
basal reuder‘ progxam which encompasses reading, writing,
listening and spa_‘a’kinq. This is a new program put out ‘by
N ‘ 4
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Nelson to r-pllco tne” lanquage Development Reading (LDR)

program which was
«

more traditional type basal reader;series.
It appears to be an attempt ? advnpt current reading theory
(\plycholinguhtic- and whole language) t.o‘ a basal' reader
approach.

The two grades in the vcontrol. group va’ra taught

separztely using the specified texts for each grade level.

"mu meant that each grade had th. teacher for fifty percent

ot the time allotted to 1angunga arts. For a typical 40
minuta reading period, the tauchar spent 20 minutes with one'
grade, set them to work independently and went to the other
grade. Consequently, there was very little time avgilable for
the taachar"to interact with the students. An.dividuz_:lly.
Because the geacher was using the specified tex‘t for -H.rlting.
it meant that there were two prescribed writing projc'c'_:s" in

progress at the same time for most of the ‘school year- (one for

gach grade luvel). Mis made it very difficult to do-guch

thirys as Pre-writing activities. : .
.

Basal Roader Series.
Networks (see Appendix B) has a number of components that
l

to i the four of the 1 arts
which include reading, writing, speaking and listening. Each

grade has two anthologies (or readers) /aﬁnteted around four

major themes whlch recur in nach anthology in tfe series. In,

|
addition to che four’ thaTes, each boTk contains two other
L
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tmsﬁlof groupings which are called variations. These are
language fun variations which include such things as plays,
nyrsense poels, li.laricks, and genre variations designed to
help children /develop awareness of literary genres. The
anthologies for grade four are titled Zoom Shots and Flip
Elops. For grade zi“m‘e anthologies are titled Ripple
Effects and nmg_sninngx_s Also included is a six part
episodic science fiction series with each anthology having one
part. This means the story runs from grade four through grade
six: .

This reading series has™a component entitled Reading and
How which accompanies eacll grade level (Reading and How A for
grade four and zmxng_nm_uu for grade five). These texts
present a variety of reading materials such as excerpts from
hd\:ks, newspaper articles, poetry, photo essays and interviews
Hhit‘:h extend each theme in the anthologies and explore with
children how they read. Re_aq_mg_gn_q_ug_s_." was designed to do
three things. ) :

- i p 1 It helps childten focus on the reading process and
> develops lthair own reading strategies by providing
» them with direct messages on topic‘s such as sentence
. bohtént, recognizing purposes for reading and
est‘abushing strategies for reading different )gnds

of selections.
2. It proviaes practise in reading comprehension

skills, particularly in reading in'the content areas
1] .
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by developing content area reading str[teqies. Some
examples are identifying ‘the functjon _of headings
and subheadings, noting specialized vocabulary, and

interpfeting graphic devices. ?3‘ o

3 It helps children gain additighal ‘i sights into l:he
t’x?mes becaluse each selection.is 1inkeé to a.theme
in the anthologies. 5 '

’ Another part of the program is the novel. The two r:ovels

for each grade were written for this particular series and’

thus are 1linked thematically to particular themes or

variations in the anthologies. These novels were not used

because they are'not part of the prescribed reading program

for the province of Newfoundland and Labrador.

A unique feature of this program, called Listening and
How, comprises two cassette tapes per grade level. Each tape
cer!tair;s informative and enjoyable content that is supportive
of ‘the themes in the anthologies.‘ The children's listening
comprehension skills, such as listening i:o follow directions,
are practised using these tapes. Included with each tape is
a printed insert that indicates the appropriate placement of
each munmg_m_g___m selection. A

The wrlting element, _uﬂmng_ﬂ_vl supplements u&m
m, the Department of Education's curriculum guide for
language in the elementary grades. The whole writing process
from brainstorming, developing ngh drafts, to polishing,
editin}g\,,yund proofreading is studied and practised. Writing
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and How presents information ‘to help children develop

grammatical and stylistic control over language by introducing
them to a variety of writing forms such ‘as dialoq‘ue, fables,
friendly letters, reports, poems and journals. The children
keep all their pieces'of writing in their own writing file )
which is kept.in a file box. The purp;:ss of this'file is to
provide an overview of all the writing each child does during
the year, so that improv;ment can b? noted. Included in the
Writing and How text is a "style-manwal" handbook for .
chilfdren's reference in checking their writing. This ha;adbook 1
offers brief, practical explanations of the conventions of
punctuation and grammar and offers practical writing hints.
Accompanying the student's writing text is a teacher's
edition which provides systematic, though flexible, lesson
“Plans. Emphasis is on the pieces of writing that will be
taken through the whole writing process. To meet individual
student needs, ‘optional addilf.ional writing.activities are also
suggested for the various selecti:;ns in .each téhching unit.
As with most basal readers, this series has a skillbook
(see Appendix B) to accompany each of the anthologies. These
skiﬂbcoks are not available through the Department of
Egucation but can be purchased directly from Nelson as was
done in this case. These bboks; designed to be used
independently by students, are ‘direct:ly related to selections
in an an:holoqy] The skillbooks help children use story

structure, syntactic structure, word structure and phonics to
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get meaning. Each skillbook provides practice in reading,
listening and study skill‘&.' 2

A teacher's rasource'poox is provided for each of the

grade levels. Those used during the control year were

's Book A and 's Book B.
These teaching guides claim to be based on current theory
about reading strategies with a four-step lesson plan for each
reading .selaction' (or groui) of related selé:tiona) that
provides detatled prereading and post-reading activities. The
sequential steps are focusing, experiencing, reflecting and
'extending. i ’ )
Focusing is a.prereading activity and. here the reader
establishes a context and purpose.tor reading as well as a
plan for reading. Tl’]ere are teaching suggestions for this

step which include such es as brai ing, role-

playing, and semantic webbing. i
'Vxxperiencing involves the reader seeking to fulfil the
purpose and tesgtnq the plan hy reading the sélection.. In
most cases the plan suggests that the teacher let the childrar:
read the selection on their .nwn‘ but on occasion the teachars
will involve the chil}lran in.listening or. guided reading.
During refle¢ting the r‘aader consolidates the facts a_nﬁ
feelings the material brings, integrates these with prereading
.thouqh;:, ‘and refines and rg\_{i‘s’as his/her understanding of the

selection. Teaching sugqestiena‘ include ')ratellinq,
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interviewing, experimental writing, cloze activities, and
semantic webbh;g. ’

Extending engages the reader in activities that would not
);aveybeen pogsible prior to reading. The teaching suggestions
present a vdriety of.activities that engage children in
conprehendinq informational reading material and presenting
it in new ways.

Another feature of the resource book is a readability
\section which gives an anecdotal assessment of the reading

difficulty for each selection in the anthologies. The
assessment is based on concept’ load and the &ntactic and
sen:antic content of the material. . The selections are
de‘scrihes as easy, easy to average, ave‘rage to thallenging,
and Fhallenqinq.

Finally, there is an evaluation respurce book for each
level of .the series. Evaluation Resource Book A and
. Evaluatjon Resource ‘Book B arp intended to help teachers
monitor children's growth in all aspects of the language arts.
Evaluation mn&erials of five kinds are provided: llanquage
development checklists; informal oral reading ;ppraisal;
silent reading .tasks; responding tMwriting and evaluating
listening.

It has‘been stated that this program endeavors to
integrate all the language arts. To 11}ustrate this the
selection "Messages", a poem by John McInnes (introducing the
communication theme) in Ripple Effects, is used to portray a




/

typical lesson. First, there are focusing activities which

include a discussion about types ci messages. The children
then experience the poen{ by first listening to the teacher
read it and then reading it independently. The children
reflect by sharing orally the images evoked by the poem: The

skillbook is then used to involve the children in an

inferencing activity about ways messages are sent. The
children extend by representing creatively (pictures,
collages, words) messages they would like to create. A
selection "Message Mosaic" from Listening and How B is used
along with another page in their skillbook. The children open
their ‘skillbooks, listen to instruction from the teacher,
listen to the tape and then write down as many messages as
they can remember. The Reading and How B selection Picture
Messages also extends' this selection for the children. They
study a rebus message and focus personal knowledge of the
types of messages received through all of the senses. They
then compose rebus messages to share with their classmates.
uxiﬂng_angm involves the children in various writing
activities such as writing an l\:;pinicn poem under a section
callec;. Message Mosaic. i .

T;ue control group used all components of the series
except for the novel. l;oth grades were taught independently,
using the prescribed texts for each grade. The time

allotments were as follows: a forty minute reading period




80

every day for reading and three, forty minute periods every
week for writing. ¥
3 ‘

Additional Activities.

The teacher involved t;xe chfldren in a number uf\’
additional language arts activities duri;\g the control year;’
namely, a daily silent ragding éeriod, a daily read aloud by
the teacher, independent reading, and daily journal writing.

These .were included the had been to

psycholinguistic and whole language theory.for a number of
years prior to the study and had/included these whole landuage
activities in her language arts curriculum. The writer could
not justify dropping these activities during the cantro\l\ year
because she felt that to do so would be detrimental t‘p the
students.

The daily silent reading time was a fifteen minute périod

during which everyone in the classroom read. The children

‘would complete short book reports on the novels they iead

using book report forms that required them to)classify ‘t‘he
book -according to genre (historical fiction, realistic
fiction, modern fantasy, biographies, traditional literatu‘ﬁre
and information books). The teacher assisted the children
with this u_ntif they felt comfortable doing it on their own

These book report forms, which came from a book titled Bngx\;
Rousers: 114 Ways to Reading Fun, were kept in a file by each\

student (seg Appendix C). * .
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The teacher also promoted independent: reading by

enrolling the children in the public library in a neighbouring
community. She tha;l transported the books back and forth to
the. library ‘and the children exchanged books within the
classroom. cause the school was small, there was. no
library, but each classroom had its own collection of books.
Whenever the children had a-few spare minutes, \they were
encouraged to read from a self-selected bock. The teacher
also fostered the idea of coming, into the school to read
befére classes é:ommencegl for the morning and afternoon
sessions. The students were exposed to several children's
magazines (see Appendix E) and various teacher-made materials
such as booklets that were made by taking apart old basal
reading series. "x'hese booklets, which required the ut‘:djnts
to answer a few questions on the story, were taken home to
help promote reading practicel.
For the daily twenty minute read aloud period, the

teacher chose books that were representativs of the var‘ious

genres of children's literature (see Appendix D). Books such

as g‘ales of a Fourth Grade Nothing by Judy Blume which is
realistic fiction, Louis Braille by Margaret Davidson which‘
is a bicg}'aphy, Island of the Blue Dolphins by Scott O'De‘ll .
which is historical fiction, and Chgﬂg‘ tte's Web by E.B. White

which is modern fantasy are examples of the type of material,
< A

read to the group.
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The daily journal writing was a ls\ninute period set

t . aside at the same time each day. The children were encouraged
to write ahaut‘ any topic of their choosin-g, but were aware
they were not permitted to write anything malicious about
another person or to use profane langﬁage. The teacher read

\he journals every two, days, (grade 4 one day, grade 5 ‘t‘ha

nex‘t) and wrote comménts frequently. *

Spelling Program.
‘) ’ The spelling proéram for the control group, Spelling in
Language Arts published by Nelson (see Appendix B) is designed
. to relate spelling instruction to the various aspects of the
language arts. It contains 30 weekly word lists of
approximately 20 words with a reyiew week every six we;ks (36 .
lists in all). Each of the 36\unitshis divided into three
. major sections: Word Wise which gives practice activities in
* " the meaning @pa connotative pover of both the list words and '
4related. vocabulary; Word Watch which direct; students'

5 2
attention to the phono-visual and structural aspects of the ”

list words and related words; and Word Wizard which develops
the language usage skills of the students.

Every week the teacher first pretested the students so
they wauld\ know what wordi they had to learn. Then the "
teacher would select activities from Word Wise and Word Wizard
for the children to complete. The students would learn the

words, do the activities and write sentences with the list

=

-
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words to prepare tharulves for a ‘weekly spelling test.\

Because there were only t-hrae, thirty minute patioa's allotted
for spelling each week, the students (usuauy completed some
of the spelling activities, at home. Every six weeks they
would have a review 'week and these test scores were recorded

for evaluation purposes. ’ @

During the control year the tedcher's asses’sment or
evaluation was governed by tha‘ guidelines set down by the
151:51 school board. Reading was aval':\ated ‘using periedic
teacher-made tests as well as two formal exams, one at midterm
in January and a final exam in June. These exams consisted
of unseen stories with re;’ateﬁ vocab\;lary and‘c;amprehenaien
activities. Some of the material in they Evaluation Resource
Book A and Evaluatjon Resource Book B was used, namely, silent
reading tasks. The teacher also evaluated the independent

silent reading’ by way of the book report file.’ This

evaluation was used as a check to find out which students wete N

not reading books so that the ‘teacher could assist
disinterested students in selecting books they may £ind
appealing.

writing was assessed using the guidelines in Lanquade.
Growth which h;d been used tolset up a policy for the local
district (see J‘Q";\:pendi{( B). Language Growth suggesis th‘a;

there are two types of writing evaluation, tp};matlve and
v

.
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summative. The formative type, "...serves as a means for the~

teacher to determine what needs to be taught in cllsn and to
individuals within the claus. This h -valuuuon s dingnnlut
purpose. “It is o: the highgs(inportunca" (p. 59). Formative
evaluation was done during gl;e"rev‘isinq and editing stages and
was cax;ried out by the teacher duriné the control year because
e untmg process was used in m;mm The teacher-
pupil conferenca was the arena for- th&r{ype of avuluatien.

L Growth four for ve

evaluation.. Periodically (four times during” 1986-1987) the
students went to their writing files and selected a &:ca of
writ;ng they had’ already publxshed. This piece of writing was
then revised and editfd laqiun by the étudent._ The purpose of

this was to give the student a_chance to show hcw his/her

writxng had improvad since s7he* pufrlishad' that - partlcuhr k4

piece. The teacher evaluated this piece 14 writing for the-

second time by asking two questions. How well has the student

revised, and have convex‘:tians_‘v been ,appropriately used here? )

' ; 3
The teacher then wrote up an evalu‘n form and gave it an
overall mark for the general quality of meaning and form. The
evaluatmn fom was sent home to tha parents along with the

imroved blece of writing. T,his part-of the evaluation was

allotted 25 percent of the total writing mark at the end of .

the year. =
The second avenue for the summative evdluation of writing

consisted of having the students 1ndePendeng1y complete a

. . TR . N

\
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piece of writing, which meant- that they went through the
complete uriting process ow their own. These pieces of

writing were forms of writing that the students had alriady

experienced. The students in this study completed four pieces

e

of independent writir}g, two for midterm and two for fihals.
This was allotted 50 percent of the final grade.

The third possible avenue for the summative evaluation

" is the traditional unit test.” This form is not recommended

in Language Growth and was not used in this study. i

The final avenue for the grading of students' writing

ability was the students' weekly published writing which was

kept ‘in their writing file. Four times \during 1986-1987 the
teacher looked at’each student's file and gave an overall
grade. This.was worth 25 percent of-the final grade.

As was previously stated, spelling was evaluated using

weekly spelling tests .a\d’ministered and corrected by the~

teacher. Along Wwith this there were midterm and final exams.

These exams contained a word list plus activities similar to~

the ones in the spelling text for each weekly word list.

Experimental Group .
< . .-

In September, 1987, the children in the' experimental
group were introduced to language arts without a basal reading
series. This group was exposed to a whole ianguaqe program
(see Appendix C) in-which the teacher organized time,

materials and resources around themes (see Appendix F). ‘Such

o




a‘ framework allowed the teacher to p‘reseﬁ all‘mutq}-iéls in
i ’

- P a meaningful way and to utilize the interests of the children

when deciding what’ materials to use and what activities to

pursue in each theme. *
. §
A unique feature eg this program was that it ‘was

= presented to both grades i ng 1y

40 percent of the time in school. Because the students were
expected to perfom at a level that was appropriate for them,
. it became a much more individualized program.
~ T ’ R
! ' Theme Work.

The teacher developed seven thehmes for _explo‘rati n during

~ ' the experimental year. 'l'he first six weeks revolved around. .

the theme. Books. Heré the teacher introduced the children to
7 the various genres of childrez'(s lxterature, -famous children's
» e & authors, well known children s books and the actua.l publishing

of a book. In con]unctlon with the ganres, the chxldren were

expected to read at least one self-selected short sto;y from

w« 8 each.genre and complete related activities. The purpose of

o Pihese activities was to teach pupils to cla‘ssify short stories

and novels by genre, in preparation for more extensive study-

of children's literature.
In the writing core of khe Book theme, the children wrote
a fantasy/story and cqdlaboratively authored and published two

big books‘\fo‘rvthe primary grades. - Daily journal writing ‘was

v
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also introduced té the chudren at this time using the. same
procedure uutlinacr for the control “group. : °

The chﬂdr-n were also involvsd in listening and speaking
activities throughout this six week theme. For exa-ple, the
teacher read aloud the -odam :antaly book M by

E.B, White (see Appendix D). The chi‘dxan were asked to

predict what would happen from to and
daily what happened in the novel the day before. Yhe teacher
discussed the chaiactéristics of a modern fantasy novel which

. then'served as a 'framework for writing a fantasy story. ¢

-

A
For two of t-he-’t@nes explored during the expériméntal .

- year, the teacher uséd Books Aliyg by Jean and Ian Malloch™’
(See Appendix C) which is a litérature-Based program revolving
lnxound a number of bocks‘that the teacher reads aioud (see .
Appehdix C). According to Hallqch and Halloch (1986b) :
As_the teacher reads to - the students/ and shaxes
their response to the story, the teacher is
.nodelnng the role of a gopd reader and leading the
students into an enjoyment of the story. The read-
aloud period i's therefore the focus of the program,
for unlesg —students have discovered the joy of
reading, they. will never want to read for
themselves. (p. 1) 2 .
The first novel (see Appendix D)* chosen from the Books
Alive program was wﬂm by Farley Mowatt. - This
novel was the focus of the second theme cafled Peculiar Pets >
Various readind, writing,.listening und gpeakinq activities
.revolved afound thé novel. The children also selected ‘and
read another full-length novel related to the theme and thsn

conferenced with the teacher apout it. As with the other

# *

4




3 selectiun. Such aceivities “would oﬂ.en “be in the form of . ~

_themes, the ‘teacher chése & number of short stories from °

v-riouk A:hudren.'n magazines (see Appendlx E) reiating to the .- >
theme for the children to read 1nd|pandcnt1y and then used
these stories to help the children develop the rsading
strut‘egiVeS outlined in the theoretical section, mmal'y, ‘e
predicting, c;:nfLming/disconfimin@d’jntmating. The
predicting usually would be dohe a;u P of a group discussion’

- about thé story prompted by such things as the t’:itle and tl';a' (%
illustrations. The chixldranxwauld then read inldepender:tl'x to ‘
contirm or disconfirm their predictions. - The teacher would
also require the cl:ilhrerg to’complete some wrigtgn activities

_which wouid help thsm i the i fon from the ' . -

questums modelled on the three lavels ot.questions devel'cpad
" by Pa};gx and Johnsqn (1978) . The three :at_agories,

textually explici™ textha-lly 'imp].h:it and> scripturally

impl icit, a ibed by -Pearson—and Johmson in the ..
following vay. > ’ = =
‘!‘extually axplicﬁt questions have answers right
there on the, page... . Textually implicit have
answers that ‘are on the page, but the answers are

not so obvious. Eor "scripturally" implicit, : N
‘ questions, a reader needs to use his or her script
in order to come up with an answer. (p. 157) N .

These activities were completed on loose leaf paper which

the students would file away in a reading :ue in. the same

file box that was used for writing files and book report

s

% *Scx_'ipt here refers to-one's experiende. 8 B




fiiles. La}_er, the‘ ‘teacher evaluateld. ‘,:he 'rEports th detemine e
v;hatr:er the children understood th@‘story.‘\ If there were
problens, the teacher erk vith the child .independently,
;:o solve t’.‘e problem or, if it appeared tn'rg ?p_tobiem shared
by many of the students, the téacﬁer would discuss it with the

whole class.

The teacher also involvad‘ the chilgren in vbcabuIary
activities which helped them develop ’stra:.egies for uxﬂcxiéwn
words such as "synenym‘ substitution" (Gooc}mnn ar;d ~‘Burke, .1980,
cited in ' Newman, 19!511;). In ‘this activit:y the -teacher
instructed the studénts to substitute -something. which ‘made
sense for anything they did rot kncw. ';‘he emphasis was ‘u‘pon
‘creating meaninq from a context. The teacher also did a
variatxon af this by underlining certain words neecﬂl to'

understand a story. By using context the students wu_uld have

to write down a word or p)\zrase that. they felt could be \

substituteq for this word. Then the teacher and students

discussed all the possible substitutiont !nd w)';y the‘ students
chose th‘em. They decided ‘which were acceptable substxtutlans
and which were not. %

~ Other themes for the year included chnstmas Around the
WDrld, whales, Friendsmp and Lave, The olympics, and
Overcomi’ng Fears. The novel The Thunder-Pup by Janet Hickman
which was used as the focus for the last theme was chosen from
the‘w program (see Appendix F): The txlve allotment
for theme reading was at.ieast 40 minutes every day.
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The -experimental year ‘involved themes pl.us- aétivities

# such as-a ﬂﬁ:een minute readinq aloud period- daily by that
teacher (see Appendlx D). The novals to be read aloud were
v selected becausé of theh: literary merit and/or' becuuse they -
= . su{ted _the background of these children. An exumpla of a boak
Lt thih suitable backgrcund would be wwng
by Michaemccarthy. - Some of the books chusen were classics |
that the childran would ‘not select to read indapendantly ~
"' because the style of uriting was, difﬂc\\lt but which the 1 »
teacher™ knew they wuuld enjoy listening to LZDLEQ}‘IE.(&EE by s ‘
Hary Nnrtcn is an example. scmeti_mes the theme beihg explored
inf’lueh‘beﬁ the chojce. Tﬂus, ‘wh:}.lé doing the ‘Love and 2
) Friendship theme, the teacher read thé novel Ihg._ﬁm&_ﬁillfl Jos 2 W

H_Qp_!sj.gg by Katherine Paterson which portra)is a young qirl ¢
w._anmding, love and friendship. Similarly, “
‘while dolng ‘the Whales theme, the teacher read Amﬂug_&n,hu}.g :
of the Sea edited by Ralph Gray. =
As in the control year, the teacher.also chose 'novels

that were- representative of the various genres of children's

- 11teratute. For the modern fantasy genre, the teacher read " i
Stuart Little by E B. White and The Borrow g;; - by Mary Norton.

' For the information book genre, she reiawmlu:-‘
. ~
the Sea, and for the historical fiction genre, Snow Treasure

+' by Marie McSwigan was read. For the realistic fiction genre

. 1
she read Tredsure of Kelly's Island by Michael McCarthy and




" The Great Gilly Hopkins: Freedom Train by Dorothy Sterling
was ra‘presentative Sf the biogtaphicsl genre éf-nd. Coyote the
* Iricksteér by G. Robinson and D.' Hill was of ‘tHe traditjonal
’ >

genre. I & &, .

N The teacher also engouraged Andependent‘ reading both in
school and at home. There was a 20 minute silent \readihg
period set aside’wt ‘the same time each day. In September the
teacher introduced the children to th; Three I's reading
progran (seé Appendix 'C) which promotes individualization,
independencg; integration and sharing. Contairied within are
56 ti nt tover all genres of, children's iiterature.
Chlldren chose whiéh books they. wantap to read and after
‘reading Qch’, conferenced with the teacher. The teacher
récurdede\
' whaknaases the children exhibited. For. example’, the teacﬁér
noted whether they, could converse easny, whether theéy could
classxfy their books and whether they could summarize the

/story. The chxldren .then did a bodk report from Reading

sers W eadi Fun. After the teacher- looked

at the report or fomative aluation purposaé,- and xi

;Mecessary, intervened to help children who had difficultles,
the studeénts filed them away in a reading report file folder

in the file box. The reading file showed the\ students how

many books they had read as well as the genres, which’,,

sometimes influenced their next choice. The teacher's

: : ~
conference log file, which contaiped a record of. all books ’

. <

" the  coriferences and noted _the stz;engths and




read by students, indicated to the teacher whose independent

reading was progressing smoothly and who meeded help. This
. | =
was an ongoing program throughout the entire school year.
" Included in each Three I's program were four sets of

seven novels to use with the readers who were having problems

_ with independent reading_i Early in gthe. experimqntnl year‘

through confatencing and observation, the teacher identified

six "less confident" readers. "x‘he‘_teacher then ‘used, one of

the sets of ‘novels, mn_;e_:_t__r.u_:_tn_ma_em.u_cm;g by

Betty Miles, with this group und utinzed suqqaatiohs for

_ strategy devel°pment from the T_hzg_mengm

The teacher ;ead aloud ce:tain parts of .the- book, - but.’

* also used paired reaqu, individpal readmg and cassette

tapes. The teachez\ began ,each session by readlnq aloud a-

couple of paragrap s \a}uch was tollbwed by a discnssmn. The

children would dg any.of a variety of suggested activities

- such as having a volunteer from the group read a page aloud,

which alt;ernate’d with -having the whole group read a page
silently until the chapter was finished. Sometimes an-
a-:complishad reader from the rest of the class was palred with
someone from the group and they took turns reading aloud a
chapter. The chilfiren also took their novels hohe to reread

a chapter aloud to' someone in their family. \As‘-q q’\);p the

chxldren 11stened to the Three I's ca§sette tapes which’
com‘.ained sel.e!:ted chapters. Also incli

ed in t‘his part of ~




* books. ,

o

the program were cloze-exertises to accompany segments of\t_he
-

Al u 5
As irr’_}he control year, the teacher enrolled-the children

in the public library in a nei '_ ng- nity and

books from which the cﬁ)ldten exchanged withi:n the class.
Boo£ report ideas* frum the book BEQLDSL’BMEI__IJA_‘BAL.L
Eggﬂmun were also used with these books and any others
they chase to teadnfram the classruom or personal libraries,
both of which the teacher trxed to build up in a number of
ways. The teacher ‘involved, the schopl and community in a Book

Fair sponsored by Scholastic to encourage indeﬁendent reading.

|

v
The profit from thid project was a numher of paperback titles

for the classroom .lxbra'ry. The students {n\the class were

L4
also members of Arrow Beogc qlub {(sponsored by Scholastic) from

* which they ordered books for their personal/’lib'raries.v It

should be pointed out that both of these in*lolveme\nts were
part of the control year a; yeil. "

To encourage the independent reading of materials other
than bock§, the teacher subscribed o a number of cllildren's
magazines .such as ijgk‘it, Highlights, Werld, Chilg;}gn's
Digest and Owl (see Appendix E). The irformation available

t
in these magazines was tied into the themes whenever possible.

In addition, each child subscribed to a magazine called Sprint
which is published fuurtéen times during the school year by
Scholastic. Each géicion of this magazine contains s\‘zch

features as current events, a play, and a writing activit'y.
LN

§
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. The :eacher also motivatad sindependent reading hy

- inw;lving the chi’ldre!l in various take-home rgading

activities. Considerable, use -was madé. of the 'bonkléts,
produced from cutdated readers. On occasion the children also
took home information books from'u set of science-related -

book: thak required them to answer in writinq, a number o!

teacher-made questions gesgqnad to Help them integrate the
. & K L
lnformatxon. They also took home the -ralated short stories 5

and answerad questions that were used to help them predict and

. integrate. =4
. 4 - :
. .
Writind Program. - w ® CaE ™
N o o

L 2
For the writing component of the whole language program,. .

the teacher //used L Growth which a

gmmunlcative/ approach to writing.» According to this
T gu1debook khe comumcatwe approach amphasizés three major
. categorxeé of writing: expressive, which ¢{s the pupil writing
for . himself for _.che purpose of ‘ clarifying thought:
transactxonal which is used for informinq, persuadirv and
scxentificauy explainirh and desdribing, and poetic which is
- writing psed as an art form. These categorles were daveloped
/py using a \wariety of forms such as letters, nax:ratvi.ves,
.//poems, interviews, reports, diaries, and, jour.nals.l The %
/ children wrote and- their writing became their textbooks

instead of haying prescnbed texts as in the contrel year.

Conventions were taught as the need arose during the use of
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a particular writing form. Thus, for example, quotation marks
were taught as needed in writing dialogpe. This would

generally be done as a whole class Sctivity./ In a;dditlon,

when the , during

ing, noticed the need for
s N Y i

certain conventions, she would teach them. This was done
individually, on a small.gr&up b;sis, or on a whole class

basis.' The writing foﬁs depended on such things as the

theme, the season, or special events. For example, :iuring the -

Book theme, the children collaboratively wrote and publisl';ed

a big book; during the ChriStmas theme they wrote 3n
invitation to the chrilstmés concert; duringliducatieq&ek the
children wrote a dream diary because the theme for Education
Week was "Today's Dreams - Tomorrow's Reality". 1In addition
Ehe; vro'te friendly‘letters after Education ﬁeek to thank the
people wiis: wevs dnvolved in sy vay with MaKlng tie wedk &
success. After they 'wrote their' letters, they ad_dressed
enve: oi:as and mailed the letters.  The time allotment for
writing wa; at least three, forty minute periods every week
but this was very flexible. If the writing involved'a content

subject,.then that period would be used for writing.

Spelling Program. :

‘The sge}ling comp;ment of the whol'exlan‘quage program was
an individualized pYogran developed by the teacher. Tead
Spelling by Ves Thomas: (1979) was used to qptain an
individualized list for each student. This book contains a

~ 7
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llst of 3000 words which an Alberta study datatminad to be the.
words most frequently used by anadians whan writing. B
Accorqu to Thomas: : . =8

P In an effort to update previous vocabulary results

and to make 'them more relevant to . a Canadian

setting, an extensive research pruject was

undertaken in Alberta in 1972. - - .approximately & 7 Yy

25,000 compositions were gathered from . a'

representative sample of - thirty-five . school

jurisdictions in the province of Alh!ttg... . For

. . the final analysis, a total of '1287 individual

. writing samples were selected for computer analysis.
(p. +12)°

oot
From these results Thomas concluded tha\.:' the 100 words -
most fraquen:tly written by Alberta childrsn accounted’ fo_!7 58
percent of all the different words usep, which'was only a ust *
of 7365 words. The 1ist of 2000 words, liséd in descending
. ' order of treq?z‘é’r?ch was Vbased on_a composite of resu’;‘.ts
3 5 obtained by combining f;x-ades one through six as a single ¢ S
group. “The grade placement" for each word was also included. E§
Using the grade placement as a_ quid‘e, the investigatar
seldctedpart of this list (beginning with the first 100) to °
_pretest the children until they had an’ individual list of
- approximately 100 words they could not spell. The teacher "
s called out the words (using the.sahie method as with the Graded
' .Word Spelling Test used as a testing insttumen‘t) in c#au;zs of .-
4 fifty. After each 50 words the teacher collécted and
. - cor\rected the. lists and recorded the misspellings. When a
child had accumulated 100 words, s/he stopped taking the
pretest. The students would make a 15 word Aist each week py. -
! B selecting a maximum of ten from their individual list and . .
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adding five words that they wanted to learn to spell, Usually
they chose words related to the theme being explored at the
time. The children worked in paix’s during spelling time. The

grade fours chose partners on a daily gasis whereas the grade

RS
fives, being the senior students in the class and able to vork”

better without the teacher, had a partner they worked v.lith for
many activities. The teacher paifed the grade 5 students for
the duration of a theme trying to ensure that they had a
different partner éach ti}ne. The students would ask each
other their word lists and then .correct_:‘ each others spellings.
They wrcte‘sentences" with the words as well. Then, af-ter
app'réximately a week, they tested each oth‘er. The teacher
corrected these tests and recorded the marks. After noting
the words they had wrong, .the teacher added words from their
+ individual word lists and then the‘scudent added five more to
4\nake up fifteen spell;nq words. The teacher also tno‘k into
account' the fact that one studert was a particularly weak
speller and ensured that ti\is student's list was shorter but
composed in the same way. By mid April some students had

exhausted their lists, so, using the same procedure as before,

the teacher helped these students build another word list of
approximately bokwords which would see them through the rest
of the year. The time allotment for spelling was three,

thirty minute periods a week. i
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Activity Centers. ’ .
L Another componént of the whole la;xquaga program was the
: provision of activity cénters which were made up of a.variety . w
' of activities. - One such center was the reading center. In ’
this center, some activities, buch as story starters, were a
commercially made and some, such as varmé spelling games ox: i
plurals, synony and homon vere ‘ The
booklets “used for take-home practice were also housed thére. 2
: The uu;i:ip_}e §K;;]Ls Series published by Lowell and Lynwood !
. Ltd. (see Appendix C) were likewise included. This center was S
in operation for most of’ January and‘ l_-"qbruary7 whén ;'the
children spent more time insjide due to inclement weather. The
. teacher would check the ' work if" y but m\:gh
k was designed to be self checked. "‘ .l
. on occasion there were ‘other centers.rélated to the
¢content areas. For example, the children worked through one
wnit in’the science c\lxtriculum using a center approach. It
e contained all the instructions and naterials needed to work -

‘' through an entlre unxt independently but asking for help if
neeﬁ;d. The teacher set up the grade five unit on’ magnetism 8
first and this™fTeed her to work with the grade fours for one
science unit. Then later she set up a grade ff;ur unit on_
electricity and wprliéd with the grade fi‘ves. At the end of
each Pnit, the teacher spent‘time'reviewing the ‘activities

with the children.
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°The libpary was also considered. a center .and children
were encouraged to use it as much as possible. The blank book Lo

report files for use after ginishir{g a book‘uere there. A

g
poetry corner was set up where the teacher displayed poetry

‘relatﬁﬂg to the themes. There ‘was als;: \Lplace to display the
students' writing. The children were encouraged to browse
through magazines and complete the activities suggeﬁ ed in -
them. They frequently found an art activity in Hignrnghtg
that they asked the teacher to use for art period. Through
working at fhe cerfters the children had the freedom to choose

while being immersed in many language arts and content area

activities. E 3 : N ,

‘Assessment: . . » d

Assessment or evaluation was ongoing, during the

¢

experimental year. The teacher endeavoured to incorporate thg
compcgnents of whole language evaluation as oml:'lined in the
theoretical background to the study. The language <arts
evaluation was only partially determined by school board
policy this year since the school board had given the t:eacher
permissiow to use the whole 1anguage approach, 1nclud1nq
appropriate evaluation procedures, while at the same time not
ne;;lecting bo‘ard policy on eviluation. Much of the ?valuation
during the experimental year" was formative which is done,
basically, to help students.improve their performance. The i
. .

summative evaluation was done for reporting purposes.




The teacher's evaluation of reading, which w‘as primarily
in the form of anecdotal recurds,\uas‘ based on a variety of
procedures. First, as previously exﬁluined, the teacher
evaluated formatively the work done on stories ‘related to tfie
themes which the children kept ‘in( their reading files. The
teacher had a record book which contained space for each child
and she kept the anecdctal records’ of the children's
performances op théﬁe activities.

.Secbnd, the teacher used individua’l conferences as a
major spurce of /formative evaluation. As previously expl’ained
these conferen v?ei'ev cohducted as part -of the Three I's
program. Ea novel in this kit has a stude\nbresource card,
one side of which qontains "Hhat Do You Think?" questions to
be considered b} the children ans they read the book (for
‘p}‘édicting) and after they have f_inisﬁed (fof integrating).

According t6 the ree 's _Professiol these

questions, which prapa’ée the child for \the conference, are
* intended to do the following:

1, capture the child's immediate emotional
response to the story;

2. encourage critical thinking about the
text; < B .
3. deepen understanding, especially of major
. themes and concepts; and
4. integrate new meaning into the child's
existing backgraund of experience.
Tope 13) .

The questions of the student's. card are also in ‘the

Teachet's. Resource Binder (another component of the Three I's
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Program) but the teacher's conference card contains a synopsis

(-o{ the book ane possible angwers to the questions. Using

these, the’ t ach B with and kept

anecdotal records of the conferences. When finished a book,
the children would_:dc 2 book report from Reading Rousers 114
m&aﬂing_m and file it away in their reading report

folder after the teacher had evaluated™t. The teacher looked

. - \ .
’?t this file periodically to check which students were doing

book reports regularly and which were not;.. frhe teacﬁeg also
checked to see if they were reading books from various’ ge;xres
and again a%empt to enc\éurage a vari?f.y in reading
selections. " < :
For reporting students' reading progress to parents, the
teacher administered teacher-made tests at mid-term and at the
end of the year. Even though this was not characteristic of
the whole language approach used by the teacher,'she used it

for a variety of reasons. First of all, this community was

very traditional and expected a report card from the school -

with percentage grades for the various subjects. The parerits

were aware that all the other schools in the local school
~

board district gave out report cards. Thus, the teacher, who

had to allay many parentél fears early in the ye because,

their children were not going to do "readers" and z"spe,llers",
felt it was necessary to administer these tests for reporting
purposes. secundiy, the'gradé five students were leaving the

school in June to attend a larger school in a neighbouring




compx{nity to do grade six (gride five was the highest grade

in this school) . lzhe teacher gave the grade five8 the same
reading test as was given t:t; the grade tiveél in the larger
school so that ~her students could be placed apprcpriatély in
the grade six classes (there wou;d/ié"fc;ur) using the reading
scores as one measure. Thirdly, the teache: was curious to
see how the students would perform on a traditional type of
exam after being axposed t6 the whole language approuch for
a year. THe averaqe tesults indicated that they did as well

as the students in the larger school who had been using basal

readmg program ! * When the fhe grade
" five results with their grade four :results of the previous
year, when they had begn fxﬁaosed to the basal apprequ}{,' thei{e
was very little dizferenceg with the majority doing as 'wall
as or better than in the previous year..

The writing evaluation for the experimental year was the

same as for the control year. The teacher used thé formative

and summative avenues gyt in L Growth.

Spellind was fomative}y‘ evaluated using tﬂ_he «children's
writi;g. While conferencing the teacher did Tch thhigs»as
f ized spelling

"program was evaluated fcr reporting purposes u¥fng the results

show spelling patterns in words. ‘The individua

of the weekly tests corrected and recorded by/ the teacher.
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CEAPTER IV
PINDINGS
.. <
Introduction
The pul ot\this p is to p. the results of

the statistical analysis o; the “data collected .over the
duration of the study. khe investigator used a number of
statistical procedures. First, simple descriptive statistics
were generated. These included frequencies for the nomin}al
variables ;t sex, grade and treatment (TREAT) and for §he
ordinal vuriabl_es .'," father's occupation  (FOCC), 'fathe;‘"s
education (FED) and mother's 'edu‘cqticn (MED) . The ordinal
variables were ‘1ater added é:odather to form a compfbsite f;r
Condescriptive statistic‘s were

socio-economic status (SES

also computed for the continuous variables in fhe study which

lincluded reading in the spring (RDGS), writing in the spring

’ (HRITBS),- spelling in the spring (SPELLS), as well as the

< cognitive ahilit.y ‘variables of the standard age s’core for -

verbal 'ability (Qv), for qnanticativ‘g ability (QQ) and

nonverbal -ability (QN). The condescriptive procedure produced

means, séandaid devi-tions:skewneﬁ, and kurt_osis for t.he

. continuous vgriablas and_the ordinal variables (FocC, FED, and
MED) . g W» ' i

Second, the investigator used one way analyses of

variance in order to 4ssess the dif!erance‘s between the two




s

_ability) from QV,

lnd )

groups (

RDGS,

on the variables

WRITES and SPELLS. In an analysis of variance, the

observed variability in the sample is partitlonat{ into two

parts: variability of the observations within the gr&up

(around the group mean) and variability between the‘group
means themselves. i i

Third, the investigator wanted to determihe the

relatiohsh'ip of the vax‘iables to sach other. To do Ehls
Pearson product-moment cotrelations were qenerated.

Fourth, the investigator used two 5tetistical procedux‘a-
to substantiate

the  use of two\ componita variables as

controls. Two new variables were crentedy CA (cognitive'

QQ and QN, and SES 4-ocio-og9nomic utntu-)v
from FOCC;  FED and MED. Ccmstructiq'n' of CA culledltor a
factor analysis whereas SES was an additive . composite.
Reliability tests were cenducta‘i on both.CA and s&é.
Finally, multiple regression was computed on the three
.WRITES and SPELLS . -

outcome varinbl.es of RDGS, Multiple *

regressmn may be regarded as a atnngam: test for determining

the - of the on-the variahles attar
\
placing statistical controls on selected independant
variables.
{
¥ ‘
CE :




E es_and iptives

T
Frequencies are useful to determine the dispersion of the

cases for nominal and prdin_al variables such as SEX, GRADE,
'mm\, FOCC, FED and.MED. For some ordinal vnriahles‘z (Focc,
FE and MED) ‘condescriptive statistics were used.
L Condsscx:iptive statistics were also useful for describing the
ol indepande.nt Var‘iables of QV, QQ and ON.

In the cémplete data set there wgre 39 cases. Eighteen .
of the cases or 46.'; percent of: the \‘:utal sanple were boys.
Twenty-one or 3.8 percent of” the cases were girls. ' The
dispersion is portrayed qraphicaily in Figure 1.

‘ \l,
grade.

There were two grades represented in this study and both

grades were part of the data set each year. In total, there
were 20 grade fours (51 3%) and 19 grade fives (48.7%). This
dispersion was such fat about Maif of the students vere in
each grade during each year of the study. This is shown in

3 Figure 2. 4
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A bar graph repressnting the number of males
and females. :
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A bar 'graph representing the number of grade
4 students and the number of grade 5/studeqts.
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There were two groups that received treatment during the
two year study. The first year of the study was the control
year: during which the con’tr’ol’ group received basal reader
instruction. Figure 3 shows that the control g{gup contained

—
2168

S.s percent of the 39 cases. . The second year of the
stu&;ﬁ‘was the expérimental year. 'l‘he.eagperimantal group had
18 or 46.2 percent of the te::al number of ‘cgsés. '{‘hus the
number of cases was almost evenly distributed between the two

groups.

Foce. -

F‘a}:her's occupation was measui‘ed using -a scale that had

16 soci ic ies. six ies were used to
code the father's occupation for this sa;ple. The histogram
(Figure 4) depicts that 79.5 percent of the total sample was
below the fifth point. on the value- scale which i.ndfc:ates a
severd positive ske;i. The condescri?ﬁe statistics revealed
that the mean for father's occupati®n was 4.461, hence; the
aggregate socio-economic status was low. The kurtosis and
_sk'ewness stat.is‘tic‘s reported in Takle 1 confirmo that the
distribution of socio-economic status scores departed from the

normal distribution.

N .
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A bar graph representing the number of students
in the tontrol group and the number of students

in the experimental group. = B
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Table 1

p5PY

4

the ordinal.Variables of Focc, FED and MED

- , -
Variables Mean S.D. Kurtosis Skewness
Focc “4.462 3.059 2.768 T o1.s21
” . }.h
FED 8.513 2.349 +961 -.800
MED 8.103 2.521 1.970 -.651
: + £




EED. .

Father's education was coded using n_ine: of the 13
possible values. The histogram (Figure 5) depicts that over
half (53.ét) of the total sample had grade eight or 1less

_ education. This lndicates that the aggregate value for
father's education was not ‘very‘hiqh especially since grade
eight is often referred to as upper elementary. Table 1 shows
that FED is ngt: normally dispersed. The kurtosis is above one
indicating a fa£ or leptékurtic distribution. The scores are
modestly negatively skewed.

MED. 4 B

Mother's education was coded uslng nine of the 13
possible labels. The histogram (Figure 6) portrays that over

alf (59.0%) of the nother's sducation scores in the sample
_had. grade eight educatiqn or less. Table 1 indicates that the
éample was not normally dispersed because, again, the kurtosis
was-over one and there was a modest negative skewness similar

to FED.

© Other variables ’ .
The three outcome variables, RDGS, WRITES and SPELLS were
"

used to generate means, standard deviations, kurtosis and

skewness fér both the control group and the ‘experimental group

as well as the total data set (Table 2) ._'
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FIGURE 5. A histogram representing father's edugation, .
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Table 2

-~

Comparison of Means, Standard Deviations (5.D.). Skewness, Kurtosis,

Maximum (Max.) and Minimum (Min.) for the
oy
v
. el .
variabl Mean s.D. Skewness  Kurtosis  Max.  Min.
RDGS (1) 48.381 .330 -.751 72 29
(2) 51.500 562 .293 76 33
3 45.821 .367 -.394 76 29
WRITES (1) 62.857 231 89 38
(2) 71.389 -.483 89 38
(1) 66.795  17.102 -.059 89 38
5 « SPELLS (1) 45.238  11.000 .676 70 < 29
(2) 45,778 9.717 .2)4 65 29
) 45.487 10.295 -479 70 29
. Qv (1) 89.095 - 12.06, .073 113 62
(2) 90.944  131.92 -.269 116 61
(3) 89.949  12.812 -.083 116 61
' .
(1) 92.952  13.757 -.408 .885 116 56 -
(2) 97.167°  14.197 -.196 .548 125 65
(3) 94.897  13.939 -.269 511 125 58
N (1) 90.762  13.946 .353 L 194 122 66
,(2)  100.444  12.070 413 -.768 124 85
T 95,231 13.836 163 -.221 124 66
- NOTE: Control Year -1
Experimental Year = 2
- Total Sample -3
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A comparison .of the means shot that for RDGS and SPELLS
th; means were slightly larger in’ the experimental ‘yeur. The
means for WRITES showed the largest difference. These ‘scores
were expressed as grade equivalencies. The control year mean
fotl WRITES was 62.9 months which, when divided byé:n (th;
number of months 'in one school year), gave a writing ability
level of grade 6 and 2.9 months (grade 6, third month) and for
the experimental year it was 71.4 which was grade 7. and 1.4
months. This shcw‘s a difference of about eight months whicﬁ
indicates that in writing ability the children at the end of
the experimental year were approximately e‘igh‘ months jahead

of the children at the end of the control year.

\

Cognitive Ability | i -

' The vax:-iahlles QV, QQ and QN were used. as independent
variables‘r (Qee Table 2). The ,m'eansl of all three variables
were slightly hi.\gher for. the e‘xperimental group.’ The least
difference was, ilo.und becweén the verbal ability of both groups
v;here the difference was less than two points. Verbal ability
wouid be used for reading, wri‘ting an“d spelling more so th;;\

quantitative or non verbal ability. Thus the closeness of

. these ‘two means indicates that bpth the control group's and

experimental group's verbal, ability was about the same. The

skewness and kurtosis indicate that the .scores of both groups

* were approximately normally distributed.




a; o; riance

The first three hypotheses of this' study were tested

using analysié of variance. These hypotheses were as follows.
f

1. The reading comprehension ability ‘of chdildren

> to a whole 1 P will be greater

than t‘he reading comprehensic‘m ability of child‘rén

exposed to a basal reader approach, other things

equal.

% 2, The Hti\t(ing ability of children exposed to a whole
language approa;:h will be greater than the writing
ability of children exposéd to a basal reader
approach, other things equal.

5. 'I'he spelling ability of chlldren exposed to a whole
lanquage approach will be greater than the‘!pelllng
ability  of 'childran exposed to a basal reader

5 approach, other thiggs “equal. ’

The-anqusis of variance for reading by treatment (Table

3) showed th;t\even though the mean for readjng in the \Sprinq

was Slightly 1arqer un the experimental year than in the

ntrol year ‘(see Table 2)\the variance was not sxgnificaqt
at the 0.1, level. This level of significance was chosen for
this stud‘y_ toxz a number o} reasonss According to Borg -and

Gall (1983, p. 37?) the 0.1 1éZZl of significance is a

legitimate cut off for exploratory studies such as t;xis one.

Wwith small samples, it is ‘difficult to obtain high

significance levels. Hypothesis §1 was rejected because the

.




Table 3

. @

Dependent L :

variables _ Source & Square F. fslg. ETA  ETA'

RDGS 1 94.291 1 e4:201 .717 .401  .138  .019

3 4863.452 37 131.445 )

. - s i .

WRITES, 1 705.510 1 705.510 2.508 , .122 .252 .064
2 10408.849 37 281.320°

SPELLS 1 2.823 1 “2.823  .026  .87® .027 .00l
2 4024.921 37 108.782 o A

< 1

‘NOTE: 1 = between groups, 2 = vlth{n groups, SS = sum of squares, D.F. =
degrees of freedom p 5

v -}
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significance level was not statis:ically significant but the
investigator would like to stress that the relationship ’was =
in the hypothesized direction. :

One way smalysis of variance for writing by treatment
showed a significance level of .122. Note, however, that this
lavel was based on a two-tailed test. Where the direction of
a relationship is specified as in this instance (writing is
responsive to the experimental treatment) a one-tailed test
is acceptable. This was estigated from the formula t = eta
(n - 2) (1 - eta’) where n = the number of cases.

t = .252 (37/1 - .064)
%

A

’ = .252 x 39.53 o

8 . =Me N . <
The main advantage of the one-tailed test of significance is
that a smaller critical ratio is needed to be statistically
significant (Borg and Gall, 1983). The one-tailed estimate
of the t-value :.:i 9.961 proved statistically significant at
the 0.01 fevel. Hypothesis #2 was accepted. -
One way analysis for spelling by treatment yielded a
significance'level that was above 0.1. Therefore, hypothesis

#3 was rejected.’

e nd_SES Composite V 1és

It is readily accepted that much more influences literacy

than type of curriculum (TREAT). In this study the

\
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investigator examined the relationship between treatment
effects and the three ouccom; variables while controlling for
the effects of cognitive ability and socio-economic status.
A decision i‘lad to be made regarding the sel.ection of
control variables. 1In the ideal case, fall reading would be
used as the control for spring _readinq, fall writing as the
control' for spring writing and fall spelling as the control
for spring spelling. And, for this reason, scores in these
variables were obtained in the fall of each yéar-, as well as
in the spring. But it was also decided that the most elegant
design would be one in which. the three models would be
in‘teqrated.
2 In order to integrate the models as was?done in' the
surimary of the findings (see Figure 10), and at the same time
keep each of the control variables, five independent variables
would have been required. Three of these were highly
collinea‘r, namelgy. ‘the farl reading, fall writing, and fall
spelling. The use of these three variables could have
resulted in sign regersal and'i;nflated standard errors, which
in turn wculd' have made the model difficult to inierprec.
There would have been sampling fluctuation due to the use of
five independent variables in a data set with fewer, than 40
cases. The most obvious solution was to use a sinq]é general
control variable. The o;e most commonly used in educational
research is cognitive ability, thus, it was the one selected

by the researcher in this study as well.

™ e




and Duncan (1968) monograph.
\

‘literacy and numeracy performance.

121

one of the earliest uses of cognitive ability as a’

c.:ovariate ih the educational research literature wa/s by Turner

(1964) who wished to demonstrate the responsiveness of social

class values to ambition while taking family background,

socioeconomic ratings and intelligence simultan‘eousiy into
t

t. But al equation modeling had not~

been developed at) the time, the solution to Turmer's problem
had to wait until the publication of\ t};e Duncan, Featherman
In that monograph the estimates
of the determinants of ambition were present in path form on
page 26. The same authors depict on page 104 an exterided

occupational achievement model im which the extension reters

. to the addition of intelliéence (as a cdvariate) to the model.

sian . -

The first use of intelligence as a covariate in a structural
i X : ~ i

equation model was_ in the Blau and Duncan (1967, pp. 326-327)

monograph on The American Occupational Structure.
of

The first structured equation model academic
ac‘hievemen; was a doctoral dissertation by Robert Hauser
(1968) who used intelligence in a path‘mcdel in order to’ more
accurately assess the effects of sociologicgl variables on
i The Hauser thesis was

published as -a monograph by the ')\merican‘ Sociological
Association in 1971. In short, the use 6§ cognitive ability
as a ca;\ponen\: of a path’ mcdef for control purposes has a
respectable research history. The variai:l’e was used by most

of the researchers in estimating path models from the very

S,

“
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. beginning of the structural equation modeling tradition in

‘education.

Cognitive Ability

\J The testing instrument CCAT (Canadian Cognitive Abilities
Test) used to ‘d‘a‘temins cognitive ability is comprised of
three subtests which were used to create three variables;
namely, verbal ability (QV), quantitative ahility (QQ), and
nonverbal ability (QN) . In the interests ur'paruimnny these
variables were used as indicators in the construction of a. -
linear composite variable called cgqnitive ability (CA).
After generating a correlation matrix (Table 4)_ for these

variables, principal components analysis (Table 5) was

conducted. .

The - factor 1oading:‘srreported in Table 5 indicate the
reépqnsiveness of the factor to its 1‘ndicators (QV, QQ and
QN) . ;rhe usual rule of thumb is o regard loadings greater
than .3 as acceptable. Since the loadings in this anal‘ysis
ranges from .748 to .942 there can be no doubt about their
significance. The factor score coefﬂcient‘ were used as
weights in the construction of the CA linear composite. The -
indicator variables were standardized igiven zero r;euns and /
stagdard deviations equal to unity) before applying the
weights as follows: *
~ ’ . cA = .350 ((QV - 89.949)/12.812) *+
.441 ((QQ - 94.597)/13.;39) +

.388 ((QN - 95.230)/13.836)
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. .
Table 4
e ve s and
Standard Deviations for the Varjables QV, Q0 and ON
. Variables Qv QQ. QN Means »$+D. N
b ry
B Qv 1.000  .000 020  $9.949 12.812 39
QQ F.e12 1%00 .000 94.897 13.939. 39
QN .330 «739 1.000 " 95.231 13.836 39
NOTE: S.D. = Standard deviation N = Number of cases
Correlation coefficients are reported below the
diagonal and significance levels are reported
X dbove the diagonal. If p < 10 the relationship

is statistically significant.




Table 5
, .

e ”

Factor % Factor Score.
Variables Loadings Eigenvalue Coefficients
Qv .748 2.136 .350
Q0 .942 i678 .441
"oN .830 .186 .338
KEY: QV = Standard Age Score for Verbal Ability

QQ = Standard Age Score for Quantitative Ability
QN = Standard Age Score for Nonverbal Ability.

NOTE: Alpha reliability = .795
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The unweighted alpha reliability of CA was -795. Therefore,
it was decided that the few variable (CA) had acceptable .
psychometric properties. ﬁec_ause this estimate of the
reliability is an unweighted one, a}pha is a lower-bound or

conservative estimate.

Bocio-economic Statu

For this study socio-economic status was measured using
the three variables labelled FOCC, FED and MED. The
investigator w;nfed to reduce these three vatiables to one
c‘omposite variable to be labelled SES. This was done by
adding the values of each ‘together; that is, each.was given
unit weight. To determine whether this variable could be used
a relisbility analysis was dome on this scale.  The
reliability coefﬂt‘icient (alpha reliability) vfor _the new SES
variable was 0.478. This is unadceptably/ low, hence, this
composite’ was dropped. An attempt was made to conduct ‘a
dif‘ferént composite by adding FED and MED to create a parent's
education (PARED) composite., Recent research in Newfoundland
(Whitt, 1988) shows that father's occupation sometimes will
make the SES variable unreliable if the sample coies from a
rural community as was the case in this study. Without Focc,
the created variable could be more reliable. A reliability
test was run on the new variable but this variable also had

a low alphé reliability (0.473) . r-
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\~ Both :SES and PARED were unreliable for a number of
reasons. One can look back to Figures 4, 5 and 6 ang Table

1 and see evidence.that there was very little variance in the

values given to these variables (FOCC, FED and MED). The fact

that 79.5 percent of the father's occupations were below the
fifth point on the scale and that only six.out e_f_ the 16
occupations were represented suggests that': rural SES is closer
to being a constant than a variable. Another factor was that

over half (53.8%) of the total sample had grade eight or less

for the FED variable. The kurtosis was quite high (see Table

1) and,.therefore, the variance for FED was not normally
distributed. The ku(rtosis for MED was similar because over

half (59%) of the mothers had grade eight or less.

uﬂmlmm‘

Pearson nt Correlations

The zero-order cerrelé’tions (Table 6) between all ’t{e
variables used ih subsequent analyﬁis are presented first.
These sfatistics include both correlations and signif‘u’:ance
\levels. The correlations’ between TREAT and the outcome
Variables of TGS, WRITES and SPELLS are examined initially
because they can be used to confxm the ANOVA results which,
in fact they do. Hypotheses one and three were rejected as

before, and hypothesis two was accepted.

U
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The findings presented in Table 6 can also be used to
test several of the additional hypotheses formulated in
Chapter 3. Hypotheses four and six were accepted. These

read as follows.
AHypothesis 4: The reading comprehension abifity of

7 . children is responsive to cognitive
Mt JA ability. ’

Hypothesis 6: The spelling '{aﬁuityvof chil‘dren is
‘ ’ responsive to cognitivecability.
- : PR

Hypothesis five was rejected and, because the SES
variable was unx‘glia‘ble, hypothéses seven through nine could

not be tested. These );ypoth'eses were as follows.

e Hypét}{esis 5: The writing | ability of ci\ildre;\ is
re‘spcnsive to cognitive ability. .
\ 3 4
Hypothesis 7: The reading |comprehension ability ‘of
1

children is responb’i socio-economic
! status. . .

¥ Hypothesis 8: The writing ability of children is

-~ ive to soci mic, status.
Hypothesis 9: The ' spelling ability of children ‘is

‘responsive to socio-economic. status.

Early in the analysis of the data it was discovered by
chance that the variable SEX had influenced reading and

\ writingsability. The Pearson product-moment correlatiops (in
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Table 6) showed a .06 significance level for the sex/reading

relationship. For—this study a p value less than 0.1 is

statistically siqnificant.\ A :077 level of significance was

found for sex and wrxtlng wh;ch is also statistically
significant at the 0.1 level.

Given these findings i{ was decided to add three

hypotheses to the study as follows.

i

- The reading camprehensmn ability of the children

in the sample will be responsive to sex differences.

2. The writing abi}ity of the children ‘in the sample
‘will be responsive to sex differences.

3. The spelling ability of the children in the sample
will be res;;onsive to"sqx differences. "

The investigatér then accepted or rejected the new

‘hypotheses based on‘the inclusion of SEX as an exogenous

variable. The relat‘ionship b‘atween reading ability and sex
was statistically significant (.066) at the 0.1 level. The
first new hypcthegis was accepted. This me{sn’t that qi}:ls were
better readers than boys in this sample. The relationship
between sex and writing ability was}statistically significant
(.077) at the 0.1 level. Hypothesié two was accepted. This
indicated that girls were significantly better writers than
boys in this sample. The invest_iqatcr fel’t\ that this was so
partly because of cultural expectations. Boys in this rural

community were expected to be involved with outdoor activities

after school suck} a\sfishing, playing\ball, going "in the woods




and bike riding instead of being involved in more passive
activities such as reading or writini;fﬁ’ In the rural culture,
literary activities are not for boys. The relationship
between spelling and sex was not st‘atist{cully siqni!icar}t
(.197) at the 0.1 level. Therefore, new hypothesis number
three was rejected. ’

geg’ rnsu;og hﬂ.!ixl;! . ) .

To test more stringently all the hypotheseg in this study
the investicf!’tor used regression techniques whi'ch- examined the
effects of the treatment variable on reading, writing and
spellin;; after the placement of statistical controls on the
‘independer;t variables of cognitive ability and sex. Borg-and
Gall (1983) d;iine multiple regression "as a multivariate
technique for determining r.he correlation between a criterion
vanable and some con\blnatlon “of two or more predictor
variables" (p. 596). In this study there were three criterion
variables (RDGS, WRITES and SPELLS) and, therefore, there were
three multiple regression equations generated.

The first equ-ation dealt with the effects of TREAT on
RDGS while controlling for SEX and CA. (This equation also

gave the effects of CA on RDGS while controlling for TREAT and

SEX and the-effects of SEX on RDGS while controlling for CA.

and TREAT). Table 7 provides the estimates for this e uation
and Figure 7 gives a graphic representation. ’l‘h/xéiirlier

rejection of hypothesis number one concerning.the relnticn.ship
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»
t] and ing was supported. The significance

level of this relationship when CA and SEX were controlled was

.433 and unacceptably high.
The relatlonsi-nip between CA and RDGS was a fairly strong

one. Table 7 shows that the't-value of 1.806 is significant

at the .079 level. The hypothesis of a positive and

significant relationship. between cognitive ability reading

was reconfirmed.

The third relationship in ‘this mu_ltip‘la regression
equation was between SEX and RDGS. The relationship was a
strong one and was- significant at the 0.1 level. Thus,- this
reconfirmed the hypgthesis stating a positiwe and significant
relationship between sex :;nd reading. -

The second equation was used to assess the effects of
treatment on SPELLS while contrclljng Qntistically for CA and
S‘EX. (This eq’uatior; also gave the effects of CA on SPELLS
while controlling for TREAT and SEX, and the effects of\sEx N
on SPELLS while controlling for CA and TREAT.) -

The rejection of the hypothesis .that specified the
relaf:ionship between TREAT and SPELLS was substantiated by the
statistics in Table 8 and by the coefficiemts shown in Figure
8. The relationship between CA and SPELLS stated in this
model lwas a strong one with a T score of 2.607 and a Belf_a
welght of .413. The significance Jevel (.013) was also

significant.  This reconfirmed the earlier acceptance of the

hypothesis of a positive and significant relatibns_hip between




Dependent Variable
o

Independent RDGS i

variables B SE(B) Beta t-value P

ca 3.291 1.822 .288 1.806 .079

SEX 7.128 3.565 .315 1.999 .053

L] * TREAT 2.864 3.613 .126 .793 433
¥ Mult R = .413 °
‘ R.= .171
: -
NOTE: B = regression coefficient, SE(B) = standard

errors, Beta = standardized partial regression
coefficients, and p = significance levels
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. .

for the SPELLS Path Model

, g

i
Dependent Variable
-~ 3

Independent - SPELLS
Variables B SE(B) Beta t-value P
CA 4.254 1.632 .413 2.607 .013
SEX 4.143 .3.194 .203 1.297 .203
TREAT -675 3.236 .033 - 209 .836
Mult R = .426

R = .181 ,
NOTE: B = regression coefficient, SE(

3

= standard
i

errors, Beta =

ized partial r

cdefficients, and p = significance levels



1\ FIGURE 8. Path
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CA and SPELLS. The third relationship in this model between
SEX and SPELLS was not statistically significant which
reconfirmed the rejection of a relationship between those two
variables that was hypothesized earlier.

The third multiple regression equation was designed to
determine the et:e;:ts - of treatment on WRITES while
statistically contrcllh&the variables CA and SEX. (This
equation also gave the effects of CA on WRITES while
controlling for SEX and TREAT and the effects of SE.X on HRI'I“ES
while controlling for CA and TREAT.) 1 :

The relationship between TR?AT and WRITES was fairly
strong (Table 9). The t-value of }.699 gave a p value of .098
which was statistically significant at the 0.1 level. This
-{:onfirmgd again‘the results of ANOVA and the correlation
analysis with regard to f:he responsiveness of writing skills
toa whcl; language approach. The relationship between CA and
WRITES was not statistically Asiq’niticant (.397) at the 0.1
level of acceptance. The third relationship.in this model

(see Figure 9) was between SEX and WRITES. This relationship
was a fairly strong one which proved significant at the p less
than 0.1 level. This ;:onfirmed the acceptance of this

hypothesis. ,




Table 9

for the WRITES Path Model
Independent WRITES
. rvarinhles B SE(B) Beta . ' t-value P
Y 2.353 2.746 ady .857 .397
SEX 10.261 5.374 .303 11.909 - .064
. TREAT 9.251 5.446 .273 1.699 .098
Mult R = .399 \
R = .160 )

( NOTE: B = regression coefficien® SE(B) = standard
errors, Beta = ized partial reg
cuef!iciantu t-values = T-Values, and p =

significance -1evels

a
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5 Bummary of FPindings
'n._ne ipvestiqator used different nzvals of stat/i'stics from
simple dascriptﬁ/e statistics to the more complex multiple
regression in order to analyze the data collected during this
study and in doing so accepted’ or rejected the stated
hyptheses. The nine relationships specified in this study
were all tested by the regression analysis and are presented

in Table 10 as an integrated model. Figure 10 displays the

relationships graphically. The investigator found that the
an

following relationships were statisticglly significant.
- 13 1 The writing ability of children exposed to a whole
‘ language approach was greater than the writing
ability of' children expcsed to a basal reader
approach. : This was shown by.a significance level
of .098 which was acceptable at the 0.1 level. '
2. The spelling ability of children was responsive to
' cognitive ability. ‘;‘he' t-value of 2.607 gavt; a
- significance level of .013 which was statistically
significant at the 0.1 level.
3.. The readi‘ng comp;éhensiun' ability of children was

responsive- to cognitive ability. The relationship

was statistically significant (.079) at the 0.1,

g level.
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RDGS _€ = 2910

WRITES e= .916

FIGURE 10. Path diagram for the integrated model of CA,
SEX, and TREAT on RDGS, SPELLS and WRITES.



4. The reading comprehension ability of children was

ive to' sex diff The t-value of 1.999
gave a significance level of .053 which was
statistically significant. .

5. The writing ability of childr;n was responsive to
sex ‘differences. This relationship was
statistically signi/ficant (.064) at the 0.1 level.

The following hypothesized relationships were in the

. right dirsction but not statistically significant (see Table
2). °
1. The reading comp‘rehensinn of children exposed to a
whole language approach was at least as good \as the

reading comprehension of childr!n exposed to a basal

J

reader approach. .

2. The spel\linq ability of children exposed to a whgle .
RN language approach was at least as good as the
spélling ability of -children exposed to a basal

reader approach.




]

CHAPTER V
’ I IMPL ’ 4
AND FUR! RESEARCH
This has a d First, it will

summarize the study and at the 'same time draw some
conclusions. Second, ‘it will suggest some theoretical and
practical implications that arise as a result of the findings.
Third, it will suggest extensions to the present research.

Summary and’ Conclusions

This study, which was conducted over a two year period
'in a rural community, was designed to compare and contrast two
lAiterac! acquisition appzoaches_. The two approaches were:
(a) the traditional skills appr;ach which uses as its vehicle
of instruction a basal reading series; and (b) the whole "
language approach which uses children's literature and other
"real" reading materials such as magazines, cook books and
phone books for instructional purposes. These two
perspectives are the focus of consid?a'f'able attention by
educators and resaarche‘%s. Chapter 2 gave the background to
the development and widespread use of basal’ reading series in
North America as well as the reasons wm} basal readers alone
.ue not qdequat;e in teaching children to be literate. . Chapter

2 also presented the philosophy underlying whole language
* 7
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approach and suggested why and how it cou]:d be implamar;ted in

any classroom, including a multigraded classroom.

An experimental study was conducced to measure which of
these two approaches would have more influence on children'
reading, writing and spelnng ability. The basal reader
approach was used with the control qrnup’ during the first year
of the study and the whole language approach with the

experimental §roup during the second year. Because it is

widely known and that other (besides type of
curriculum) influence literacy, the investigator controlled
for two other \variahlesgcognitive ability and s_qcio-ecanuﬁic
status. One of these, socio-economic status, was diopped due
to unveliability and another, sex, was added at that time.
Cognitive ability and sex were then used as statistical
controls in order to méasure more accurately, throﬁgh
regression ana?ysis, the effects of tre\atmant.

Reading acquisition did not show a significant
statistical difference in the experimental ye;r ‘over the
control year although it was slightly better according to the
mean scores. Two limitations of the study, however, musl-; be
mentioned here. First, the Networks basal series was used
during the control year. The publisher- of the series
maintains that it follows the principles of whole language
teaching. This had most likely affected the results of the
study. Seéond, the writer stated in Chapter 1 that she had

been exposed to the whole language philosophy for a number of
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years prior to this study ané had incorporated many dspects
of whole language (such as reading aloud daily to the children
and setting aside a time each day for independent reading)
into her curriculum. She could not justify abandoning these
activities during the first year of the study. Therefore, it
may be that another reason why the children did almost as well

‘in reading dﬁrinq the first year of the study as in the second

year was that there were some of whole I
teaching included in the control year as well &s in the
experimenta year. The writer believes, though, that the

- children in the second year enjoyeé the independent reading

more it was and the
conferenced with each child every time a book was: refxfi from
the Three I's Kit. Many chiidren read twenty or maré boqks‘.

The variable sex had a significant e‘ffect on reading
ahil‘ity. Specifically, girls achieved more in reading ;:han
boys, when controlling for curricﬁlum and cognitive ability.
Cognitive ability also had a significant effect on reading,
when 'controlliﬁ for curriculum and sex.

As a result of this investiqation,v it seems -that whole
languége instruction in reading can-be implemented with or
without basal' reader programs. Whole language teachers can
use series such as N.e.i‘-ikag as one resource out of many in
order to meet the needs and interests,of all the learners in

the classroom.




The spelling component of the two year study y‘ielded
interesting and thought provoking results. During the first
year o§ the study, the students used the traditional speller
and completed all the weekly activities, which take up a great
deal of ‘time. During the second year the children
participated in the individualized program outlined in Cha[;tex"
3. The teacher initiated the program and then the children.
worked in pairs to carry 1£ out. They found that learning
spelling words was fun since they chose words to legrn that
meant something to them. The results of the study sh;ﬁ\that
spelling duréng the second year was at least as good as during
the first year. The question arises then, "Why subject
children to all the busywork that the t:"aditiunal speller.
encompasses when they learn to spell just as effectively by
using a m‘iified pr;gram?"." skeptif:s of whole 1anguage;
however, always ask, "What about the children's spellind
skills if they ‘don't have a traditional spelling program?".
The findings of this study led the investigator to conclude
that the spelling ability of children exposed to whole
language is at leas’t as good as the spelling ability of
children exposed to a more traditional approach.

The statistics from the writing componelnt of the two year
study produced results that warrant careful consideration.
The writing ability of children exposed to a whole language
approach was significantly better than the writing ability of

children exposed to a basal réapler approach. This finding was




~

147
upheld even when controlling for two powerful predictors that
could have confounded the results; namely, sex differences and
‘ceqnltive ability. During the second year of the study, the
writing component was very different from the writing
component of the first year. Specifically, it was not a
prescribed program. Children wroie meaningful forms of
writing that evolved naturally from their reading, the season
of the year, or ép;csal events. They conducted real
interviews, wrote in'vn:atinn; to parents, and wrote stories
about things that were important to tl}am. Thi_s was in
contrast to the first year when writing was a érescrlbed
program with a specified text for each of the two grades
involved. -

While this finding cannot be generalized to other
classrooms and other schools in the Province the investigator

concluded that the process approach to writing, as advocated

in L Growth (Gov of Nev- land, 1982) was
certainly applicable to her own classroom. The finding
confirmed the position of the Department of Education stated
in Language Growth. The tinding’vas .also confirmed in an
experimental study by Mrs. Maxine Mercer (nd). of a group of
preschool children in St. John's. Mrs. Mercer, Director of
Early cChildhood servi;:es at St. John's YM-YWCA supervises
twenty-six day care workers and has successfully introduced
whole language processes in the early childhood program at

'the Y'. Her research findings are reported in a thesis to
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be submitted to the School of Graduate Studies, Memorial
University oihnewfoundland, in 1989. Further support for this
finding is to be found in the Ryall (1535) Master'; thesis,
although the subjects in the Ryall research were special
education children; hence, the study may :be less applicable
to present situation than the Mercer study.

The Writing and How component of Networks 1_;1 probably
best used asl. a resource rather than as the writing program for
the students. ' In the rural community where the research was
conducted, tl;e girls' writing ability was be’tter than that of
the boys when the type of curriculum and cognitive ability
were controlled statistically. This suggests that teachers
need to make a conscious effcrt to involve the boys in writing
and impress upnn them that wnt:.ng is just as important for
boys as for girls. They just write about different things.
The teacher could intrpoduce the children to some young male
authors (for example Gordon Korman) in an effort to interest
the boys in developing writing ability. .

It seems, then, that an integrated language arts program
(whole language) is an effective way to help children achieve
literacy in an atmosphere in which learning is perceived by
both the teacher and the students as exciting. The ultimate
goal .of this province's language arts program is summarize§
in the Government of Nova Scotia entitled L

Arts in the Elementary School (1986). -~




It is the aim of the language arts program at all
levels to develop the four aspects of language
(speaking, listening, writing and reading) so that
children may learn to communicate effectively with
t;othfpeera and adults... . Learning in these areas

upon ’v= cation, while at
the same time, learnin to communicate is
tacnintad when the subjects are dealing with
ing topics and i ion from other areas
ot the curriculum. Always the focus is on meaning. .
(p. 2),

The writer submits that this goal can be achieved with a whole
language program. R .

Although no statistics were generated to s}\cifically
test the‘ettects of using ’a\whole language program in a
multigraded classroom, some comments would seem to be in
order. In the multigraded classroom in which this study was
condacted, ‘Ehare wera two. grades (grade four and grade five).

During the second year of the s‘tudy the teacher integrated the
~

language arts
was not difficult to do when using whole language approach
since much of the work was student-controlled. results
of this study show that an integrated langua arts program
can_be presented successfully in such a classroom. The
teacher is available to the students for all the language arts
time, not half as is the case when specified texts for each
grade level are used. It should be pointed out as well that,
even when using a basal series such as Networks in a
multigraded classroom, a teacher need not restrict the
language arts curriculum by using a specified anthology or

reader for each grade level. Rather, it is possible to be

L~

Y
ands within and across the two grades. [‘This,
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selective and use stories trom any ahtholoqy with both grades.

The point is that the texts or readers need only ba one

resource of many in a whole language program.

Theore

The results of this study gupport the notion that the
whole language approach is based on sound theory. \The
psycholinguistic theory needs to be understood by teachers if
they arg to successfully in:plement the whole language approach

to literacy. In other words, if teaqhez‘/J‘ are going to shift

their emphasis in teaching the language Arts, they need to #

understand the reading/writing process. They need to be aware

of the cueing systems readers ‘usé interrelatedly as they rea

that is, the femantic, syntactic and grapho-phonic systen:s.
They not only need to know, but to feel comfortable with this
theory in ordér to be able to teach language arts from a whole
language perspective.

Mdi’:y teachers are more comfortable using basal readers,
and ev;n those willing to try a whole language approach are
presented with a bagal reading series which is part of the
curriculum set down by the Department of Education and which
in many schools, they are compelled to use. As a result of
the. findings of this study, it seems that whole language
theory can be implemented with or without a basal reading

. i
.series. The important thing t7emelnber is that the basal




reading series is probably best used as one resource for a
literacy program, rather than as the program itself. Goodman
and Goodman (1982) suggest much the same procedure.

Teachers and schools wanting to shift towards a
whole 1 on may
find the most practical means of doing so is-to
modify their use of the available basal readers.

« THhis can be accomplished except in those cases where
the basal is too tightly structured and skill based.
(p- 131)- —

The Networks program is not a tightly structured, skill based

series. .It is an attempt by a publisher to provide materials
8 s bz

that are based on the current psycholinguistic theory. As a

result, it is possible to féllow the Sugqestions outlined by

Goodman and Goodman (1982) in order to modify a basal reading

program. .

1. The teacher can modify the use of the manual by

decxmg what suggested activities reflect the whole’

language mode of thought and which do not.

T2, Ttﬁf’asuls become one resource among many in the
cla¥sroom. There are several commercial programs
such as Scholastic's Three I'; and Doubleday's Books
Alive (both used by e resedrcher during this
study) ‘that can be ed as well. In addition,
various types of print need to be a\}ailable in the

— ‘ classroom (useful or functional material as well as

storybooks) . o




3. The teacher and the students should be selective

. about what stories are chosan to be read from the

basals. Not all the stories need to be done by all

the students at the same time. -

4. Support materials, suchkskillboxoks and workbooks,

Q need to be sé:sensd in o;'der i:o choose only those
activities that are meaningful. 4

Whole 1anguage theory emphasizés the need ‘for/ children

to develop reading strategies. Children need to be able to

predict, confirm or disconfirm a‘nd‘ to integrate information.

When they disconfirm, they need to have strategies to use in

oxdgr to help them carry on with their reading. This means

- that teachers need to be aware of the peadiing s&ategies and

how to foster their development.

The theoretical implications for writing are obvious from

this study. The curriculum guide Language Growth (1982)

epitomizes the process 'approach to wr“iting and should be used

by v{:he teacher % the focus of the writing program. Lanquage

Growth outlines the theory beh‘ind_tha process approach which

needs to, be understood by teachers if they are to feel

comfortable with advocating the wholé language philosophy of

writing. .

In a whol®e languadge classroom children must be immersed

in oral and written language becauée this serves as models for

their own writing. They must have a choice in what they

write. According to Cochrane et al. (1984) the teacher's role

-
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in the writing process is to set up an envir&nment where the
following things occur. . e

1. ' The stpdents are involved in good reading materials
that ‘Hill act as models fér the students' own
writing.

2. The students ;ee adults important to them using
wri:inq’to carry ;vut their daily needs.

3 Students get pns’z’.tiv‘e feedback on their writing.

4. Students deveiop a sense of trust in the other -
people in their writing community (classroom) and
thus will take risks. The‘y feel comfortable enough

' to expose their thoughts to the other students and
the. teachet in their class.

© 5. The'teacher acts as a collaborator witr’x\he students
in their class.

6. There is joy in the process of writing. i

This ‘study also 1nvestiqat‘ed the e’ffects of whole

langu.age on spe}ling ability and the findings have important
theoretical implications for the spelling program in our
schools. The stuydy il‘nplies t‘t spelling does not need to be
taught using a traditic\_nal speliing program because children
learn to spell just as well without it. Whole language
proponents feel that non-standaxv'd or. functional spelli?;g must
be accepted and this study indicates that doing so is not
detrimental to the ch;ldren's spelling ability. Whole
language teachers beiieye that spelling is developmental; that
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is, there are stages that childyen go through in acquiring
spelling skill but they do so at different rates. The
integrated spelling program that whole language philosophy
.requires pufs heavy taspo}'\sibility on the teacher to_t’;ke
advantage of every opportunity to help students discover ho;l
words are spelled, to teach at the point of immediate need,
and to. discover meaning and structure in words whenever
possible.

The type of curricu]{‘um was the main focus during. this
study‘. For the control year the curriculum was governed_ by
the Networks program. During the experimental year the
investigator used themes as the vehicle to organize an
integrated language arts program. According to the Curriculum
Development Teaching Guide No. 86, published by Nova Scotia's
Department of Education (1986) entitled mﬁuﬂn_;hg ‘

ementa: chool : v

In a thematic- approach, the children use language ’
to'explore a topic and through the process learn
about .language. They engage in a variety of
exercises to develop and refine concepts related to

the topic. Through these experiences, they gain a
broader background knowledge. (p. 15)

The extent to whh:h a theme is explored will depend on the
children's inr.erest and availability of resources.

The use of themes is an effective and efficient way to
organize the learning experiences across subject areas. Doake
(1987) suggests that thematic studies can serve a useful role
in the intermediate grades, where the students have achieved

a higher- level of independence in tl;eix: reading and writing,
.

> 3 -
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especially with regards to content area subjects. Themes
provide a natural way of integrating the cumriculum and
provide for a more economical use of time. Opportunities for
students to work collaboratively and 1ndsr\4ndently can lead
students and teachers to make use of a wide range of resources
both inside and outside the classroom. ’ .

Assessment is another area that needs to be seriously
considered from a whole language perspective. Whole language
teachers are constantly evaluating. The teacher needs to be

o ”
conscious of the importance of evaluation because this is
where they discover a child's strengths and weaknesses.
Evaluation should be more formative than summative since a
teacher evaluates in order to be able to intervene when cr}é
~
child needs assistance or guidance. The focus of this type
of evaluation is the individual. Lanquage Arts in the
Elementaxy School (1986) states:
One of the most important uses of evaluation is to
determine which experiences were useful in promoting
student growth. New learning can only happen when
it can be 1linked to the prior knowledge and
experiences of the student ®r what the studeat
already knows. Evaluation should provide
information on "the growth'of knowledge and the

ability to use that knowledge intelligently in a
variety of situations. (p. 31) \

1
actic m] ations

The main focus of this study was to(examine the effects

of the basal reading and whole language approaches on reading,

; i

>
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writing and spelling. Because of the findings, the study has X
many practicai implications for the elementary teachers in
this province.‘ :
P

During the experimental year the language arts periods
were combined so that reading, writing and spelli‘ng could be
integrated. The writing projects stemmed fron the themes, the
reading material or special events and seasons. wheneverr
possible content areas such as scﬁtéence or social studies were
integrated into the themes.

The language arts program set down by the Department of
Education is the N_g;‘iqxxg program. Tl-‘xis study suggests that
Networks can be a part "of a whole language approach to
reading. The Readil ng‘ and How books _frnm Networks contain some
very good sample's of functional reading material. This could
be used whenever the need arises for the type of information
they contain. Readifag and How attempts to help children
develop ;eading strategies.

Two daili reading practices used during both years of
this study are desirable ingredients of any whole language
approach. First, daily independent reading (where children
choose their own books) is valuable. To provide a good

selection several book sources should be available, one being

. the public library. Most public libraries are quite willing

to lend class sets of books which cah circulate in the
¢
classroom and be returned. every two weeks ‘for renewal. Book

clubs 1like Scholastic are a viable way of obtaining
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1nexpensive‘paperbacks\for the classroom. Book Fairs can be
sponsored by the school in order to promote book ownership.
In addition, children should be enccuraged to bring their own
books to exchange in the classroom. The stories thgt the
children write can also be put in _the class library. A

e
certain time should be set aside each day for independent

silent reading. The can the to

read by also reading during silent reading time. The joy a
teacher experiences during reading is infectious, especially
if s/he discusses the books with the students. Through
discussions, the teacher can also keep abreast of the typés
of books the children are reading and can recommend books they
may enjoy. 7

The second daily practice involves reading aloud to the
students. This vis a good way to begin and/or end a school
day. Reading aloud is an excellent opportunity for the
teacher to introduce well known authors such as Betsy Byars,
Beverly Cleary, .E.B. white, Jean Little, and Gordon Korman.
The books chosen can be books that are at the interest level
of the children but may not be at their reading level. The
Borrowers by Mary Norton read by the teacher during the
experimental year is such a book. The teacher can introduce
children to all the. genres of children's literature through
the daily read aloud times. One such genre ’thac children seem
to enjoy 1§stening to but may not choose on their own is

historical fictjion. Children will become interested if the
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teacher introduces them to it. Snow Treasure l;y Marie
McSwigan is an example of such historical fiction. This is

a good time for the tancher to model: the readinq process and
use reading strategies wé’th the children. For example, the
children can predict what will happen during the next cr;aptarp
This'is also a time for the teacher to reach out and capture
the intérest of the reluctant readers.

The practical ﬁnpucation for the writing compcnent are
obvious. The whole languaga approach to writing was shown to
be significantly better than the basal reader upproach,

e, the her should i the whole 1

principles of writing into the writing program. This means
using the curriculum guide, Language Growth. The Writing and
How books can be used as one resource, but children neeé to
have control or choice over what they write. The steps in
mngugggj:g_t_n (outlined in chapt:er 2) were used ‘during the
experimental year and were helpful in as: ting children to
become better writers. Reading and writing are closely
relatéd in a whole language classroom. A daily activity that
could be part of a whole language c;assroom is free writing
by everyone in th-e classroom, incliding the teacher. In this
way the teacher can model the writing process for t:he

students. Free writing is ‘usually done in the form of

journals. The teacher reads the journals but should not grade
Jour x

them. Instead a response in writing can be made. From the

first day of school, children in a whole language oriented

&




classroom are encouraged to write. They are encouraged to
wxite captions for bulletin boards, to write notes and
letters, and to vri‘.te stories and books. If students beco;ne
the link between

" writers as they become readers, they will s
reading and writing. )

The findings of this study hlbly that children do not
need to be tied to a traditi’oml spelling program which
dictates the words the children learn-and which then requires
the children to spend a large amount 6! time dLinq prf.:ctice
exercises. Spelling can be more informal 1like the
individualized p;—ugram used during the experimental year. The
impoftance of spelling is not neglected when using the whole
language approach. The children learn to realize that
accurate spelling is part of the revising and editing stages.
When one is writing thoughts down, the meaning is the most
important pgfft of writing, not spelling.

The use of themes is a ’practical way to organize the

cu.rriculuu when using a whole 1 P h. The

program is structured around themes and the teacher could use
some of these to develop themes that integrate as many suiaject
areas as possible. The use of themes puts heavy

I needed for

responsibility on the tea the'
a topic must 'a available for the students when they require
them or they must know where to obtain the resources
thenmselves. The teacher needs to be wiliing to explore every

avenue possible to acquire the resources needed for the
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themes. For example, during one theme, a dog owner visited -
the classroom so the children could conduct an interview. The
seasons of the year and special events in a school year can‘
be used to complement or supplement a /theme. During the
experimental year a theme on the Olympics was done. The focus

vof the theme came <from the resource kit supplied by the
Government in Alberta. ’

Assessment is one area of concern when the whole language
approach is being discussed. With the skills approach

evaluation is objective. The children either pass or fail lha
\
le

/test they are given at the end of a reader. With the wh
4

language approach, éh's evaluation is more subjective. There
are many practical suggestions for teachers to use when

4 - .
evaluating students who are in a whole language oriented

classroom. L Growth (1982) £ that teachers keep
a’ record book in which each chil@'s étrengths and weaknesses
are noted. This can indica_t:e how the student is progressing.
The language file kept by the student is a good avenue for
both formative and summative evaluation. The summative

evaluation ed in L Growth (outlined in

Chapter 3) are easy to follow. The sort of record book

suggested for writing can also be used for reading and

spelling. The use of audio cassettes would be a qoud way to
keep a record of a child's reading. Logs of books read and \
scrapbooks which contain sampl‘es of a child's work can also

be used. The teacher can keep a conference log for each child
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and note the child's strengths and weaknepszs during the
conference. The Evaluation Resource Books which are part of
the Networks program contain many practical ways of evaluating
a student's reading, writing, listening and speaking. The
important point is that the emphasis should be on formative
evaluation because this is how'a teacher discovers when to
intervene.

This study was carrieé out in a mqltiqraded classroonm,
a fact which has implications for primary and elementary
teachers in Newfm‘mdland and Labrador. Information presented
in Chapter 1 indicated r;hat multigraded schools may beéome
more ptevalant‘in many rural areas as a result of the current
decline in enrolment, which is predic‘ted to continue for a
number of years. A multigraded classroom (with.two grades a’s
was the case in this study) that ‘uses a prescribéd text for
each grade cuts the pupilsteacher contac;‘. time per grade to
fifty percent or less. A program like Networks with go many
components is difficult to use in such a setting. Thus,
during the experimental year, the writer integrated the
language arts program for the two grades in her classroom.
Much of the whole language prcqu;'m is student-centered,
therefore, it is easy to inteqrate both grades when' children
are doing a lot of individualized activities such as silent
reading or writing. For approximately forty percent‘of the
sch’ool day during the experimental yeari the teacher and

students were operating in a non-graded classroom, wherein
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students worked at their own levels. They formed groups out
of interest or need independent of grade lava:ls.'m During
writing projects the grade fives would peer edit with grade
fours on occasion. The classroom was a center of learning
that was student-controlled. The study showed that the
children's literacy acquisition did not suffer due to this
sort of ‘exposure. Therefore, using the whole language

approach to provide an i 1 arts in a —_

multigraded glassroom appears to be a practical idea.

i for Furthér

5 Three of the five following suggestions for further
D .
research are attempts to overcome the limitations of the

present study. The first suggestion is related to the data

gathering limitation, nanmely, éhat ,the sample size was
restricted to the number of students in a small rural school
over a two year period. This type of natural experiment could
be used in a larger school with at least two classes
participating in each treatment group which would make the
findings more qeneraliﬁable.. In relation to sample size Borg
and Gall (1983) suggest that there.should be at ieast 15 éasas
for each outcome varihble ina study using multiple x‘egvression
analysis if' the investigator is to obtain significant
findings. This estimate could be used in determining sample

size for a similar study.

e~
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The second suggestion relates to measurement. Three
i
important characteristics of a whole language program are

reading aloud daily by the , daily i reading

by the teacher and students, and daily writing by the students
and teacher. The teachar/invgstigator had been supplemen\t_inq
the basal reading program with these activities for three
years prior to the study and could not abandon them for the
first year of the study for fear it might be detrimental to
the literacy development of her sfudents, The investigator
is confident that this influenced the results during the first
year of the study as well as the second. Thus, the
investigator suggests’t‘hat a similar study be carried out Ry
an independent investigator who would involve two teachers,

one with.a ical in whole 1 and one

without‘ (or two for each). ' ‘

A third suggesticn involves another limitation of
measurement. The investigatn'r did not measure the affective
outcomes of instruction. After conducting the study it was
believed that measuring attitudes, values, and appreciations
towards reading, writing and spelling before each group
received their treatment and after could have been a valuable
part of this study. There vere definite signs, from the
children involved in the experimental year, of more posﬂitive
attitudes, values and appreciations towards reading, writing

and spelling than were held by the control year stgdents.

@ - R
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The fourth suggestion is to design a longitudinal study
in which repeated measurgs on a set of individuals are
obtained t;ver a period ::t time for the variables used in this
study. For example, measures at the beginning and conclusion
of a grade could be taken and then at regular intervals in
suhsequentigrades thus p_ermittinq a rep;utnd measures
multivariate design. * i
';\'he fifth suggestion is‘:eally a number of suggestions
relating to the new whole language program beﬁm introduced
in this province in grade one classes in September 1988. This
program should be closely monitored because many of the grade
one teachers may not have the psycholinguistic bacl{qtnund
needeq to implemv§ a program from a whole language

perspective. .
.

The effectiveness of this pr}mary program, on reading
ability could also be measured. Many school boards in this
province measure reading ability in ‘the spring of each school
year. These statistics could be used in conjunction with
statistics that will .be gathered in the coming year/years to
look at the effects of curriculum on literac/y acquisition.
Longitudinal studies could also be set uj to" use with these
first primary students to be exposed ‘t:.o the new Networks
progranm in order to monitor their progress through the primary
q’rades in regards to literacy acquisition.
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| avbEDIX ¥

N THEME: "OVERCOMING FEARS" L f

|

This thena was chosenh from r.he program B_Q_Qxa_u.ixg The
focus of the theme was| the novel, : by Janet
Hickman which the, teacher read aloud. There were multiple
copies of the novel available to the children to enable them
to complete various activities'which the teacher selected from
The  activities integrated reading, writing,

talkinq, listeninq, and, on occasion, science, drama and art.

In addition, the teacher chose short stories from various -

magazines (see App endix- E) olhich the children “read

independently after.\ pre-raading discussion. They then
completed related acti\vities on these shott‘!tories much wvere
‘designed to develop the ' reading ies.+ There

were .also avajlable a “large\mmber of novels related to the
theme -for the children to read independently and then “to
ocbnference on with the‘ eacher. .

+

- It took approximately seven weeks ‘to do this \'_l(eme. ‘éha
émount of time allotted for each.day's activities was governed
by the time scheduled | for| reading and writing but sometimes

other subject time was also incorporated into the theme.:

Reading related to the theme was ‘done every day for forty

minutes. Writing was| done, for three, forty mihute periods'
every week. Reading and writinq were integratéed on the three’

days that writing was | #€heduled. . The teacher also allotted
a daily fifteen minute journal writing period and ‘a twenty
minute read-aloud pariéd ( apart from The Thunder-pup) . -During
this ‘theme the teacher rea d' Freedom Train by P. Sterling
.(1954) which is a biography of 'Harriet Tubman who was a famous
figure in the freeing lof slaves in the United States during
the time of the underground: railway. The teacher belieyed
this book epitomized the theme "Oveycomirg Fears".

4 Synopsis o e Thu) =

This realistic fiL:tion novél 'is set in the 1950
small rural community.| It's characters are Linnié Hc&( dg
her/ family, Arnold 'Anderson her friend, )and Darla Gayle
Champlon who is a housge guest-at Linnie's )wme.

[ Linnie is waiting\ for her tenth hirthq.\y when she hopes
to/receive her "wish" L Everyonée in her family is whispering
about something and she hopes it's the'dog she really wants/
In the meantime Arnold and Linnie are hiding two stray puppies

A R
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from tl;e dog catcher. Darla doesn't like dogs' and act:s rather
nastily towards the two puppies.

Linnie im&fraid of thunderstorms and this fear makes her
behave childishly at a school program. Darla, who happens to
be a good dancer, saves the show but this doesn't do much for
her and Lihnie's relationahipg s

As Linnie's birthday nears, the surprise turns out to be
quite a different one than Linnie had hoped for. It takes
another thunderstorm to olear the air completely. ’

N
ra. biec:

- The -and ¢ in reaqu, writing,
listening and speaking activitles that revolved around and
‘evolved from the book by Janet Hickman. This

book was especially suited to. springtim because of the
references to thunderstorms. The novel demonstrated to the
children that it is normal to hayve fears but that these fears
can be overcome. ‘The students also -read short stori€s and one
full length novel involving thetheme. Since ther's ‘Day
fell within the time frame of-the theme, the ‘students did
activityes related to this as weu.

Reading ‘objectives v ’ ,

3 /

1. ..The students will recngm.ze the different genres of
literature when exposed to the short stories in ‘this
+theme.

2. The -students will be involved in . predicting,
confirming/disconfirming and 1ntegrat1ng activities'with
the shprt stories.

3. The students will work through vucabulary activities
within'the context of the stories to develop strategies
. for dealing with unknown words.

_ 4. The students will read to £ind informatibn about thunder
and 1lightning % and other natural phenomena.

5. ‘The sfudents will use the fovel The Thunder-pip t
“identify differences in how two characters, Linnie and
Darla, deal with fear.

6. The students will choose and read a full length novel
related to the theffe.. Some of the novels available are

) from the Three I's Kit.




‘will be: taken through the writing process.

4,

‘a s 9./
16.
,\‘\11.‘

The will work the varieus stages in the
writing process. 2

In order to encourage the children to share thair fears,
they will write a story aboyt & time when they were
afraid>> This will follow a-~discussion that shaws
students that most people have fears.

After the ‘eads the will
explore the idea that: most people huva wishes. These
wishes, which are important to the owner for a variety
of reasons, may come true if that person is determined

to make the wish come true. The students then write .

their thoughts about/their wish. This piece of writlng

'l‘he students will practxse the "format of a ‘letter by~
wr‘lting a letter h/o their mother for Hother s Day.

The students wiu make a class lis\: of characters in the
story (after Chapter 3) ‘and ‘tell what’ each character is
ike. This list, which will be' expanded on throughout,

e story, will enable the students:-'to discuss . the
i lities of . the ,in the story
and the importance of each. L =

‘To help students realize that fears can be overcome, \:hey\
will write a story about a time they worried. about
something/ they had to 'do and how it turned out.
obgectxvg #1 will be carried through hére.

After chapter 7 the: students will find all the action
words referrmg to the puppies. This will demanstr#e
how puppies behave. N

After the.teacher reads' chapter 12 .the students will
di cuss how authors use certain words, to create, sounds.,
groups,,.they will find and write as many words as they

fan from cnapcer 12 which. demonstrate this.

The students will leax‘n the fonqat fox: report wrlting and
then write a report on thunder- and lthtnlnq.

To enable the students to conduct an interview, they will
collaborate to prepare the qudstions they will ask.

The students will take notes - during ‘an interview which
they will use to produce a class report.




, 12. After the novel is finished, the students:will practise
letter writing by pretendmg to be Linnxe writing a
letter to Darla.

13. ' To study Linnie's character and how she .overcomes her
fears, the students will complete ah activity that shows

. how Linnié changed throughout the novel.
14. The students will coritinue their daily journal writing.
15. The students will continue their book reporting.
.

16. The children complete blackline master 7-7 to help
demonstrate their comprehension:of this novel.

17. To evaluate how much qsnex-al +Jnformation the children
gleaned- from being exposed to the book The Thunder-Pup,
the teacher will administer the general ihformation quiz
(blackline master 7-1) as a pretest and post-test..®

Lis ening a E/ [ objec '

1.

2.

* Janet Hickman and -involve the children in predicting

Thh, taacher will read aloud the novel The Thunder-Pup b;
confxming/disconfiming and integrating strategxes.

To 1ntroduce the theme, the teacher will present There™s
oset by Mercer Mayers. This will be

\\che first step by the teacher to help the children

3.

realize that. .many times what we fear 'can be overcome.

To involve the children in drama, specincally mxmng,
the students will work together to mime incidents that
might cause fear. Each pair performs. for the class and
the other students guess what is causing the fear.

The students will use the novel to find out and discuss
how the members of the family feel about storms in order
to demonstrate that people can have different feelings
about the same thing.

Through ‘en. interview format, the chifdren. will learn
characteristics of pets-and how to ‘care for them.

The class ui]g listen to ang discuss nusic that helps
create.suspenge. 2

The students will realize that different intonations for
words gfé phrases can give different messages.




10.

11.

12.

To enable the stude'\a to experience .Linnie's emotions
when she ( 19) the. téacher:
will have a ltudent unwrap three presents that are the
sape as ones Linnie received for her birthday.

The students will share one of their- stories by reading
it aloud to the class.

To determine how well ‘a student‘ understood the book

related to the theme that s/he read 1udependent1y, the |

will be used. ,

The children will inform the class about the b,ooks they
read inﬂependantly by gi.vxng afbook: talk.

~The teacher will read aloud for fifteen minutes at the

end of each day (Freedom Train) and involve the students
in predicting, t:onﬂrminq/disconﬂminq and 1m:egtatin¥
strategieés.

Othar ggjgg;;vgg B ¢ 0T

The students will illustrate 1ightning using a crayory‘,

resist cachnique . 5

The ; will te their love for their:
mothers/guardians by participating in'an art activity

. called "Bouguet Card" (Highlights, May,. 1988).

The students will work in pairs to conduct,two weather
:gperiments in order to understand where clouds come from.
d wfxat happens to puddles of water on.the ground.

To demonstrate how art can be used, to illustrate.the

meanings of certain words,  the'students will construct
"word pictures"

To -extend the enjoyment the students feel uf‘:er Arnold
gives Darla the chocolate covered, dog biscyits he{hade
and to -involve the students in a cookinq activity; the
students will make some "dog biscuits" by dipping bite-
sized shredded wheat in melted chocolate and allowing, it
to cool.

Each of the students will illustrate with crayons a
different chapter in the.book in order to help them
discover the purpose of illustrations in ook.

To make students more aware of the senses of sight and
touch, they will be involved in using 'the sense of touch
insteud of sight to identify certain food items. . -

-
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- The following is a day by day account of the agtivides
to which the children were exposed in order to’fulfill thé
objectives previo\uly eutanea The page numbers given are
tm 4. The blackline masters
are mmuummks_um_{. The times given are
only guidelines ¥

Day 1

The theme was introduced on page 176 ot ve/. The.

teacher introduced mime to the children by miming an irlcident
vhera a person‘might show fear. Then the teacher read aloud
1 0: by Mercer Mayer to show
students, humourously, how what we fear is'sometimes not real.
The students then did the B:inq!.ng the story to Life on page

177 where they mimed incidents that might cause fear. They .

“also completed the In-depth Look on page 177 . Here, the
students exanined the: illustrations in i

how the ill mads us feel that

* My Closet a
the boy had nothing to’ fear.

‘Blackline master 7-1 entitled General Information Quiz
was completed. The students were ensured that they were not
expected to know all the answers. They were told they would
repeat the quiz after the novel had been read. The teacher
stored this away, unmarked, to make comparisons when the quiz
was repeated. -

The novels related to the theme were also introduced.
The children. chose one to read independently. They were
informed that they would with the when they
ﬂnished their novels, write book reports from i
and do a book talk.

Time - 80 minutes.

Day 2

The group read the poem Thunderstorm by M.C. Thomas, then
discussed how the poet felt about thunderstorms and how the
illustrations helped us to infer this. The wclass. then
discussed different feelings associated with thundexstorms as
well as their own feelings. The poem Fear was read to show
Shel silverstein's feelings about fear.




DR

After discussing fears'and the fact that most people’ have
fears, the writing activity on page 177 wvas completed as free
.writing and thus was not carried through the whole writing L
process. This activity involved f.ha children writing about -
a time when they were ntraid. '*

Art was i by il and 1i -
via a crayon resist activir.y. After dravknq a picture of a -
storm, the children used crayons to colour their picture and v
~ to draw lightning flashes in the sky. They then.used ¥
paint to paint the sky and this dramatically ulustnted tl e
flashes of lightning which resisted the blue paint. "
v

Time - 120 minutes.

pay 3 : . &

Before the teacher started to read the novel, pre-reading *
«activities were completed (page 178) . The title of the book
was discussed and the students predicted what they thought the
book would be about. The ‘teacher read About the Author (paqe
171) and asked if they thought their predictions about the

* story still fitted. The teacher then read aloud Chaptar
1/Linnie's Wish 'and did the For Discussion section on' page
178. .The class discussed Miss Crane's comment "Clock watchers
would never get anywhere in life¥, and the paragraph beqlnnlnq
"Arnold Anderson", Miss Crane pounced They also
discussed what was meant by. Linnie pratending to be invisible.

"

Hritinq involved the activity on page 179 where the
students were asked to think about what they would have
written if they were given the topic My Wish. . After a few
minutes to come to a silent decision, they were as):ed to think
why it was important to them, why it wasn't a reality and what .
were the possibilities of the wish coming true. This writing
project was to be taken through the writing process so they
now began their rough=draft by writing down their thoughts.

Science for this day involved the students in research

on thunder and lightning (page 179) . They wrote what they

. knew about thunder and lightning and listed the questions they

would like to have answered. They then collaboratively tried
to find the answers frpm books in the library.

Time - 120 minutes. !




i

The chapters read. aloyd” ﬁn, 4 kr;, Chapter 2/0One-One_

YDarla:! The pre-
reafing activity was-a dim!uss on about the title of Chapter
2. Botl' chapters were then read aloud and For Discussion on_
page' 178 was done. This involved discussing ‘Linnia'a “sudden’
unwelcome® feeling” and what the studehts thcuq?:’ Darla would

be like. The gtudents also did the writing actiyity included
in this section which required them to list, onl chart paper,
the. who had app so far in the story. Then,
the class was divided into small groups and discussed with one

another what they knew about each character. As each group l

reported to 'the class, the teacher made a composite list.
This chart was kept in a prommant place and added to
‘throughout the theme.

The In-depth Look onfpage 179 was also completed. This

activity required the students (in groups) +o use the text to

£ind out how members of the family felt about storms. This
showed the students how different peop].e can have different
feelings about the same thing.

- The children also continued the' writing activity started
on day 3. The teacher -began n ing with tl he

_Time - 80 mxnut;es.
3 .

J ) ;

~Day s . Ve

The students read the first of the related short stories
that they would do throughout the theme (see end of Appendix
for a. list -of the short stories). These short stories. were
representative of various genres. .This short story, Eagle
Woman's Gift (like the rest to be done for this theme) had
related activities which were designed . to develop the _
children's reading strategies. After a discussion the
.children completeg the activities independently: The teacher
evaluated these activities before the st dents filed them in
their reading files.

Time - 40 minutes. - -

J




 Chapter 4/Harry and Bess was read alou For pra-reading
the teacher re-read the last ‘paragraph o chapter 3. The
studerits were told that in this paragraph the author gave us
a hint about what was to follow. They were asked to suggest
what it was. The Por Discussion section on page'180 involved
a ‘discussion of Linnie's thoughts on the. way home. The’'
questions used to generate the discussion were: "What do you
think Linnie was asking herself?"; "How would you have felt?";
agd _';Hew easy is it tcs\p“b something important out of your
" mind?"

The “writing project My Wish. (page 179) was now at the

revising ard editing strges. + Most of. the students were
getting regdy to publish ’their story. S~

Science period was also inteqrated with the theme. Many

of the children needed, time té\ complete the research on .

thunder and 1ightninq from day 3

'rxme - 120 minites.

Day 7 : Q "
. .3

Mother's Day was approaching so the teacher involved the
children in activities related to this special occasion. The
children read the story, Mother's Day and the Woman Who
Started It at home on day 6. This was an information story
that- provided the children with background on the origin of
Mother's Day. After a discussion, the <chilqren did the
related activities. Again the teacher evaluated Yhese before
the students filed them inh their reading folders %

Time - 40 minutes.

Day 8 -
The children read the short story Mom Runs Away which was
related to the theme as well as to Mother's Day. This
quired the students to do related activities similar to the
oﬁ previously explained. - The students completed these
act\vxﬁes at Hhome. s

For wr{tan, the chJ.ldran wrote a letter to their mother,
or guardian, telling why they felt Mother's Day was important.:
They yere encouraged to incorporate.some of the informatien

- they had gathered from reading the story on day 7. In thai;‘




!

‘le ter they included a promise of one thing they would do
day for their mother.

The children also did a Mother's Day art activity called
Bouquet Card by Beatrice Backrach from May, 1988
This activity requirod the children to create:  a three
dimensional card. 5

Time - 120 minutes. O
D_I!_?. 558

The read aloud portion for day 9 was Chapter 5/1ha Plan
and Chapter 6/The Trouble with Sunday. Before Chapter 5 was
read, the title was discussed and the children suggested some .
ideas as to what the chapter would be about. This chapter was
discussed using the For Discussion section:.on page 180 which
suggested the qugak:ions "What do yoi ‘think $f thé plan?" and
"Will" it ‘work? . Why? - Why not?".\' They\ also added new
information about the'characters to the cha: Then Chapter
6 was read aloud and discussed using the questions "Why did
Linnie find Sunday -long?"..and "Why did Linnie hope Darla's
parents would soonbe settled?" whigh were suggested in the
For Discussion sectio

The Bringing the Story to Life actiwvity on page 181 was
also completed. The children listened to music that helped
to create suspense, then mimed actions that created a feeling
of suspense. lastly, using single words or phrases, the
teacher had the class repeat them with different intonations
to give various - Ei guestion,

The class alsg participated in the In-depth Look activity
on page 181. Using the chapter Puppy Business, the students
found all the action words referring to the puppies. The

that the knew what kinds of words to
look for by giving thenm a few exanplas of such words before
thay began the activity.

The students puh].lshed a Wish book by putting all ﬂﬁ

dtories together to.make a class book which completed
writing project.

Time - 80 minutes. . ’

b -




Day 11 N R}

Day 10

Chapter 7/Puppy Business and Chapter 8/Hide and- saek were
the read aloud portion for day 10. ‘l‘he pre—regdinq activity
for Chapter 7 involved "on Monday
morning Arnold was late for achool .Z. ." and the students
were .asked if they knew yhat Linnie might be thinking. .The
For Discussion section included the questions \"Why didn't
Linnie want Darla to come to school?”, "What do Linnie and
Arnold know about caring for dogs?', and "Do you think they
will be able to keep their secret?". Chapter 8 was then read
aloud and the way in which the author was building suspense
was discussed.

Time - 40 minutes. :

) <

the storm They Sang ... . Pre-reading activities includedthe

students .discussing their feelings when they know something

unpleasant is going to happen. | The incident when Arnold’ was
late for school was referred to. . The teacher ~posed the
question, "Does reality seem as bad as predicted?" to initiate
a' discussion on fears and the fact that what is. frightening
for some will not be frightening for others. ‘!‘hey‘ also
‘discussed what Lirnie was afraid of.

The writing act::.vity on page 181 set the stage for this
writing project. discussion on worrying about the future
was referred to and e students were asked to recall all the
things they. thought about before the event and how it ended.
They formed small’ groups so that théy could share their
stories before they wrote .about them. This would be th¢ first
draft for a stary about woming.

Science was also 1ntegrnted with ‘the theme on }ay 11..
A center was set up wh!e/re students ‘worked -in pairs to do
weather experiments (blackline masters 7-3.°and 7-4 .| Their
.recorded results were kept in their reading file: This
.activity was continued for a'while so £hatonly a few tudents
needed to work at the centre each day. .

~

Time = 120 minutes.

The read aloud. porf.ion for day 11 was Chapter 9/Amidst




Day 12 s

s The students independéntly read the short ‘story The Night
the Fears Came "and .did the, related actiyjties after a
discussion. They completed this at home.

Time - 40 minutes. -

Day 13 i
Chapter 10/Grandpop's DigcéVery was read aloud following
a disgussion of the title of §he cha ter.® The questions in
the Por Discussion section included, "What did you learn about
in this "Was hig impression of Arnold
correct?", and "What does t.his sentence mean: ~Darla reigned
over the supper table beaming". 3

. The In-depth Look actxvxty on page 185 was done. The'
students vere- told that Janet Hickman used words in' Chapter
12 whose sounds gave their meanings, for example,'shump wump,
The students used the text to find as many cf these words as
possible.

_The children continued the writing project started on day
11. ~They continued.working on their :rough dratts. The
teacher ‘began conferencing.

Time - 80 minutes. i F‘?

ay 14 e .

The read aloud portion for day 14 was Chapter 1'1/Biscuits
and Chapter 12/Ghost Story. The pre-reading activity for.
Chapter 11 was the Bringing the st/dry to Life on page 185,
Different foods were placed in separate containers; peas, dog
biscuits, etc. The students were blindfolded and had to try
to name the contents by touch. After the chapter was read the
For Discussiop#section was completed. The students were asked
if. they: thought Linnie wowld get aydog for her birthday. The
discussion that Linnie overheard was re-read and the Students
were asked why Linnie f.hought she was gett g a dog. Then
Chapter 12 was read and the’¥or Discussion Zection was done.
Here tRé~students dis&lssed why they thought the author used
the words "guilty hope" and what they thought of Arnold's plan

. to make the chocolate-covered dog biscuits.

Wrfting for day 14 indolved the students continuing the

activity from page 181." The children were intd the revising
and editing stuges now. L

"Time -,{J\minutes. o

"




Ths read aloud ci\apters for dly 19 vere chaptat 13/'l‘he

' Day of the / for Darla., 'mna“ s
pre-reading activity tox Cl i) he
formulating a qoud argument for kaapinq the puppies. - The . "
title of 3 was d The wrote Arnold's S

message on the chalk.bcard and the studerits found the ‘mistakasﬂ 4
The For Discussion section included the questions, "This wasi
‘a bad day for Linnie. -Why?", and "What did we learn about'
Aunt Em in this Chapter?". Chapter 14-was then read alou up
to and including the paragraph beginning. "Later when it vas
bedtime.. ." The "Drama" activity on page 187 was done.
Here, the ‘students vere asked what Linnie should do about. the
dog biscuits. The students were divided into groups to
dramatize their solution. and each group presénted their
. dramatization to the class... The teacher finished reading the
B - Chapter and the For Discussion section was done which involved .
\ :discussing the questions, "Why-vas Darla cryihg?", "How.do you
think Linnie should have responded?", ‘and "What. do you think
e will happen when Darla eats thé chocolate: Writing for the.
o day involved finishing the writmg acl:ivny t‘rcm page 181.

Time - 80 minutes

N \
- K _ . \
Day 16 - A
The read aloud portion for day 16 was Chapter ls/snrprise
= which wgs read after the what they

the surprise would be. The For pinnssion section ‘included s
the following questions. ¢

1. Why was Linnie so against the new house? ,’

2. How did the author help us understand how much she
i hated it?

3. How was Grandpop feeling uhout the famuy moving?

_page 187. By referring to the text, the ftudents identified
» thé differences between Linnie and Darla. \Students worked in
groups and a group did not accept a studeént's answer unlesg
s/he could prove : it from the book. ¢

On day 16 the students did the In-da§: Look uctivx’ty on

Time - 80 minutes.




The short story The White Angel was read \zy the studenge.
"Aj'nisv story was chosen to. complement the book
which e teacher was also reading aloud. e students
complet: the related activities and, after ‘the teacher
evaluated them, they were filed away in the students' reading
folders.

Time - 40 minutes.

Day 218

< The read aloud Eor day 18, Chapter 16/Welcome Home, Harry
and Chapter 17/A Dog in the House, vwere read after discussing
why Linnie:didn't wvant to move and whether or not her parents
understood. .The students were Alerted to the fact that in
this read aléud:-Linnie overheafd her parents talking. .The For
piscussion section involved.discussing why Linnie should not
. have expeeted Harry to remain quiet; what else was ‘found out

moving.',

about Darla; and wl\$r Aunt 'Em was sc upset abuut the family '

The™ In-depth ‘Look activity on page 189 was also
completed. The students were informed that several words in
the text created their own sound effects; for example,
scuffle, crunched and thud. . Students suggest d othe: words
they felt were sound effect words. ﬁ

,The writing project for day 18 stemmed from Bringing the
sto.ry to Life on page 183 'which suggested the teacher invite
a dog owner to the classroom for the.students to interview.
Before this autivity was doné the tsacher did the following.

1. ‘The students discussed what they could ask a dog
owner during an interview. E

2.  They categorized the questions under the head:\.ngs,
type of dog and care of dogs. The children were not

avare of the kind of dog that would be brought to .

the classroom. . -

3. ‘The class then dxvxded into two groups and each
- group became responsible for a category of questions
to be asked during the interview.

4. They decided on what question each one would ask the

dog owner.

s




S ) )
5. A recorder. for each group did up an interview

queﬁtion sheet containing all the |questions with -

spaces to write notes during the interview. Each
student's name was written by the appropriate
question. This was copied for each student.
Time - 80 minutes. o v .
.

Day 29
. " |
Chapter 18/Where, Oh Where...? was read after discussing

where Harry could have gone. The following questions from the
For Discussion section were then discussed.
h (s

P
1. | How are Linnie aha parla alike?
2.. Even though Darla is afraid of dogs, she offered to

her? -

5 T .
3. Linnie's mothex‘." seemed to understand both girls.
How-'do we know?| . ¥ !

. 'The students conduct“ed the interview with the dog owher
using the interview question sheet. The dog (poodle) was also
present and the students had a chance'to hold her. -

help look for Harry. What does this tell us' about

Art was integrated with the theme on.day  19./ The

students did the activity called Word Pictures on page 189.
The, author used the word slide in Chapter 17. The students
thought” of other words that could be written in a form that
showed their meanings. The letters were cut out and pasted
on a\fontrasting background. !

Time - 120 minutes.

pay 20

The studenty Tead and did the related activities for The .

Secret of the Old Indian Grave. They finished this at home.
They then used the interview notes to collaboratively write
a class report on Poodles. This report was placed in the
class library. : s

Timé - 80 minutes.




’ 5

Chapter 19/Unhappy Blrthday and Chapter 20/The Flash and
the Roar were read aloud after discussing that the fact today
was Linnie's birthday. They talked about what would make it
a happy day and what would make it ap unhappy day. Following
‘this the For M-euliion segtion was completed. Th. involved
discussing ‘how Linnie found the courage to brave tI storm by
eliciting from the students\the idea that when it is necessary
to do something, we'te surprised at what we cah do. The class
also discussed the questions of what9%Darla would have done
when she found Harry, if she had not been brave and what parla’
and - Linnie should have done when they found Harry., The
children also cémpleted blackline master 7-6 which showed hoﬁ
Linnie had changed from the beg-i}ning of the story to the en7. >

‘Time - 80 minutes. : . = v *

.
Day 22 g
. '
. , After discussing with the children how they would end the
sto: if they were the authors, the teacher read aloud up t“% .
and gncluding the paragraph,. "Linnie didn't say that she had
seen it" from the last read .aloud portion, Chapter 21/Many
Happy Returns.. Then the Bringing the Story to Life on page:
190 was done. The had three in the
. same way, as those given to Linnie in the story. Instead of
reading the passage where she opened them, a student opened
the three presents. - : .

The students completed.the chart on the chiracters (In-

depth Look, page 191) in the story:. They uséd the text to add
more information. 2

) The studentsalso did the writing activity on page '191.
The teacher racall}d with the students that Linnie thought she
would write to Darla, discussed what she might have said, and °
then the students wrote Linnie's letter. \

Time - 80 minutes.
A

Day 23

The students discusséd the fears Linnie and Darla
overcame during this novel. They recalled other stories they
knew in-which someone conquered-their fears. The students
then started presenting their 'book talks on the novels they
read related to the theme. : . E

7

= -
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stucent filed then.

The Bxlnqing the story to Litl uctivity on page 193 was

made chocolat: dog biscuits
by dipping blts-sized shredded wheat in melted chocolate and
allowing them to cool. ',

For evaluation purposes, the students ccmpleted blackline
master 7- 1 which was the same as one they had gpne at the
bagxnjtﬁnq of the theme., The teacher compdrad the two to
evaluate. how much each child had learned during the reading
of thg=movel. Blackline 7-7, which was @ comprehension
activity, was also done. \

Time - 80 minutes“ " -

) Students continued the book talks started on Day 23.
They also .conf with the and did a book report.

The students also chose one of ,the pieces they had written
during this theme to read to the class. % -

The students also took part in an art activity from page
193. Each student illustrated a different chapter in the book
(three students did, two). The story was reviewed by having
each student tell about his/her illustrations.

‘rime -80 minutes.

The students completed the activities related to the book
The Thunder-Pup. Some did book talks, some confereénced with
the teacher and some did the science experiments.

Time - 40 minutes. -

Day 26

After a discussion, the students read and did related
activities on_ the . short story Mountain Mist. This was
finished :at hohme. The teacher evaluated these.before ‘the \

Time - 40 minutes.




, bay 27 ’ R

The short story Tornado was read by the students. After
a discussion, the students worked on the related activities. -
The students then wrote a report on thunder and lighthaing
using the research from Days 3 and 6. The research was
discussed as a wholgs group activity beto:e the students
started their first draft.

Time - 80 minutes. / B

Day 28

The students continued with Tornado and the report on
thunder and lightning.

Time - 40 minutes. 4 . .

Day ‘29

The students were introduced to the life of Louis Braille
as an example of a person who had to overcome fears. They
read und did related activities on He Gave Windows to the
Blind.' The students also continued to work on their reports
on thunder and lightning. The teacher was now conferencing.

Time - 80 minutes. —-

Day 30 ‘ -
The students read and did related activities on thtle
by Little. This story, an from an autobi

‘Jean Little, gave the teacher the opportunity to highlight the
aif: such as He Gave Windows to the
‘ .
The students continued their reports. They were now at

the revising agd editing stages. G

ab.
Blind and an autukqiography.

¢
Time - 80 minutes.




The students finished fittle by Little and published
their reports on thunder and lightning by reading them -aloud -~
to the class. - i

Time — 40 minutes.

7

pav 32 ~

The students read and did the. related activities’ on The
Bear Claw. . After teacher evaluation, these activities were
filed.

Time - 40 minutes. o
. : 1 .
Day 33 - Day 37 - ' .

The students read and did related activities on a three
episode story titled Night ‘of the Twisters.. They were
introduced to how.a story can ke divided into sections for
publishing in a magazine. . The .gynopsis of part I that
appeared in part II was examined and discussed as being a L
technique to refresh a reader's memory of what happened in the 5
previous part, or to serve as an ifitroduction to the  second
part for a reader who did not read the first part. N

After reading part I, the. students wrote their version ;
of what would happen in ths next two parts. .This activity 1
.mvolved them in predicting. They wrote their version using g
he first person as was used in the -story itself. They were s
( ncouraged to use dialogue as well. (& technique they had .
lpreviously been exposed to). They then read parts II and IIT, 1
to confirm or disconfirm their predictions. Their versions .
were taken thrdugh the whole writing process and were placed
in the class library.

This finalized the theme Overcoming Fears. The children
were given the opportunity to talk about what they had learned
about fears, especially their own, during this®theme. A k
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ST. JOHN THE EVAWGELIST ) .

September 5. 1986

L, 4

Mr. N. J. Kettle

District Superintendent

Poat aux Bnaquu Inuguted Schoot Board
P. 0. Box 970 .

Port aux Basques, NF '

AOM 1CO

Dear M. Kettle:

As you are auulu, 1 am working on a masters dzgue in
curridilum and instruciion ‘aa- Memordial University.
have completed six out of the eight courses I need tu\
fulgill the requirements of the program. The other
component of the progadm that I have to complete 44 a
thesds.

/\
. During the past summer I’ Atudud undex Doctor Je (uy

Bulcock, a remowned reseaxcher in education. Throug
wonk in his course I was able fo obfain a femtative thuu
tupl.c He introduced me his wife, Doctor Mona Biebe.
who is a reading Aptﬁl.ulut with the Department of . 0
Curriculum and Instruetion at Memorial and she agucd la
be the supervisor for my thesis. .

White in summer school a‘tm failing to contact you
1 contacted Mrx. Crewe and Zotd me that he felz the schoot
board would peamit me 2o cuuy out -a {wo year study gn my
thesis in my classnoom in Cape Ray. This yean will
my control year and 1 will be testing my students in centai
areas duning October, January.and May. Next yeaxr would be
‘my expeaimental year gnd dulting this time I:would put in _
mz expenimental tneatment which I have talked o Mr. Sipe

out and he.is willing to assist me 4in doing this.




Basically what 1 plan to do is compare teaching neading using
the traditional basal reader approach with using a whole
Language approach that would encorporate Literature based
zeaching of reading. Again 1 would test three times.

2 5
I am waiting o You Lo ask your peamission o go ahzad
with this project. I§ you have any questions concernina thdi:
please call me and 1 uu‘lu gladly answen them fox you.

B Youns asincerely.
”T(,J-iik-,ggvth4

Edith Smith




Commisson Scolaire de
Port aux Basques
htegrated School Board

’ b
(e September 8, 1986

Mrs. Edith Smith - .
st. John the Evangelist " e—
Cape Ray, NF §
AON 1C0 s
’-
b , _—
Dear Mrs. Smith: s
I am pleased you are working towards a Masters Degree 2
in curriculum and instruction. Accordingly, you are
permitted to carry out a two year study for your thesis in
your classroom at St. John they Evangelist School at Cape N
Rag, -, {
X Yours sipcerely,
: N. J. Kettle N
DISTRICT SUPERINTENDENT /
eds .
3

N f

Telepnone: 695 - 3422 P.0. Box 970 .
N 695 - 2530 ¢ Port Aux Basques
Newfoundiand

M 1C0 N . s
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