TOTAL OF 10 PAGES ONLY
MAY BE XEROXED

T RVAL
WA













St.cJdohn's ®

>

(: \ . oL W %o

VS F . o ke
THE USE .OF A WHOLE LANGUAGE APPROACH TO
— N i
DBVELOP.SIGI’?T VOCABULARY IN HIGH
N 5 RISK PRIMARY CHILDREN \
. b
g BY )
- ‘Margaret Ryall, B.A.(Ed.) .7

L '

_thesis submitted to. the S of Bamfusbe
studies in partial fulfiliment of .the

requirements for the degrec of
- % S
' } '~ Master of.Education

Depur"tmlcnt of Curriculum and Instruction -
Memorial University .of Newfoundland

July 1985

—




.thesis and to Iend
copies of the film.

to the National -Library of
Canada to microfilm this

The author (copyright owner)
has reserved other
publication’ rights,. and
neithe the thesis nor

extensive extracts from it

may be printed or otherwise
reproduced without his/her
written permission.

g ISBN

: L'autoriunon a éta accom&e o

3. la' Bibliothdque - nationale’
du Canada” de microfilmer
cette thdse et de pr@ter, ou
de vendre des exemplaires, du
££Im.

L"auteur (titulaire du droit
‘d'auteur) e r@serve les
autres droits de publicatior;
ni la thdse ni .de, lopgs
extraits ‘de celle-ci ne
doivent @tre: imprim&s ou
autrement reproduits sans son
autorisation &crite.

9-315-31024-3




: cpildren)vhc had experlenced aifficulties with their kinder-

" encou:aqes the use. of child:en s‘,strengths in, 1anguage--

e dios ABSTRACT

e &t 1 L
The purpose of this study was to discover whether a
ba.sal zeader—phonj.cs’ approach-of a whole lanﬁuge appraacn s .

would produce larqer sight vocabularies. in high risk

-

_.gaﬂ:én ‘program. The whole 1 % a has' a ti iﬂal .

£ol _dation 1n the psycholim;”{stic th_;nry ‘of reading and

thel.z syntact!a and semantic knwleﬂge--as a basis for )

developinq reéd&nq. children 1nsttucted Ln a whole \anguage . N

environment are introduced to)érint in meanl.anul sicuationa

through language’ experience, predictable books, repetltive : ~

»pcetry -and persanal wrh‘.ing using invented spellinq.
The ‘sample in this study was compaseﬂ_~ of eleven children

’fro;n-two grade-one classes in ‘two different years, Group one, Eok

copsi ing of :five children ho ﬁé‘"ﬁ"gﬁ‘e"ﬁ_‘
1979-80, was taught through a basal reader-phonigs approach&
Group tw?, composed of 'six children who attended grade one
Ln 1982-53, was taught th:ough a whole language approach. ', N b
“The slossqn Oral Readipg Test (SORT) ‘was admin!.stered o’ } p . ¢
both gx:oups in May of thei:-grade cme and grade. two years. ' A
* The WISC-R intelligence test was administezed early 1n theu: g h

grade—ofie year +to obtain Vel—bﬂ" and performunce ahun:y P

scores.
Pearson px:oduct moment correlqti.ons tevealed a htgh

correlat!.on bat:wsen the whoie language treutment ‘and
e : ¥ H g




= ach!.evement at the end ,af qude two but not at the end of

i i q:ade ope. Ona-way ann}yses of vatianco indicated that the

- ! of on ‘l_ ¢ 2 B " were not siqnificant at

. " the end of grade one but‘ were signlﬁ.cant at the_&oj level
,: woff Y at the end of qrade two. < It was concluded that the whole 1 i
ki language app:oach enabled chudxen to acquue a larger sight - :
vocabul‘sry r.han did the. bual reader-phonic.s approach. :

5 " Four case mgs were mcluaad to. ulustrate cthe:

peaitive uspec: ot th creatment. 'l‘he:e wds avidence that

children whc were lnt:oduced to z,eaqu thraugh whole

" . "~1angunge ‘were more inkerested Ln Books and’ readihq, were

Y exposed to more situations which encouraged the development
of - background Knowlqdqe, and were aware garly 1n their =%

'inai‘.n{"étional program that print was meaningful. _
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CHAPTER I

THE STUDY

\

Introduction

In current psycholinguistic theorles of the reading

pmcess, reading Lq gene:auy considered .a constructive
language process 1n Hhich a reade’/mout l.mportant aasat

is ‘his_knowledga of languaqe.- K. Goo an’ (1958) emphasizes

this point when h;jescri.bes skiued :eadind as a psycho-

linguistic guessing game whiph 1nvolves an

teraction

. and 1lan Fluent "xend!.nq is an active
\ process in which tha reader recnnutructs a message which

\ | has been visually enziodfq J k.he: authcz. In his effotts

\ to construct meaning, the éeader simultaneously utilizes

\* nilnimai cues from. three

<, ic
. and semané!.c. Au meaninqiul text 1nc1udes these three '
) ‘ y . . The ic system’ refers -to the relation-
: ship between the sounds of the language and its written
i " form.. The syntactic system refers to the grumatical
|

xelationuhl.ps and functions of various aentence components.
. s The semantl.a system 1nc1udes the underlying meanihg or, o
' o ‘\msanings that the words. in the text evoke in- the.reader.
The reader must 6om:1nually p:édlcé méaning on thél
basis of whgt he already knowé--hiu nonvisual infomatiﬁn ! .
__(snith, 1871)--and then simple the text, selecting the .
. T !u‘veét possible cues, to cun}im @r reject his predlctioﬁu.

. 1
o




e © " He’ é&ntxnuéuy tests his choices against his de)ve,lop!.nq

meaning. When the text does not Confirm his guésses, -he g
2 must gather addl.tional information either by skin\mlnq ahead '

Jor by rereading prev).oumparagraphs or sentences. As a ——

result,’ origi.nal\ predictlons often need to be altered. : ’

. smith (1971) deﬂ_ue&, the fluent reader as "one who & -

e . 2 .
makes use of a y".(p. 9) to get meaning from . =

‘print.”” r y, exists inf ion is.available

. from more than’ oné source.' In point, 'there a‘re at least . i ]
’tour sources of redﬁndancy vis{xal,‘grthogiaphié,- semantic ___—
and syntactlc 1n£ormatio"./5‘1;:éx{t ;eadinq can only result
from the utilizatio‘n of this redundancy. The more redundancy |

" there is in print, the less visual information tha reader
uses to'sample. the text. t

Although K. Goodman has writéenra’t:/lenqt‘h on 'EE;:opic P

) of the fluemt reader’ an_ci how ‘the, reader handl;é the taxtl 2
he-has only _proposed a 'simp»u.fied model of early reading.’ e B
Thé abxutj to. sample text, which ch:araccetizes i.luem;. reading,

15 more difficult for the young reader. The child is'con- .-
fronted with a graphic input wﬁiqh he recodes by changxngl' '

o the letter.patterns ln‘to sounds. This speech is ‘then used

as aural input and decoded in a manner similar to,the

. decoding of orai input in listening. VGood'marll uses the term *

\ ¥ decode to mean gaining meaning rather than translating 4
| . printed symbols into sounds. Only when the deep Structure b
\ % of the message of the author is uZentoo,d has decoding

' JOccurred.. Goodman believes that sbne decoding can occur




without the interveping recoding step even in the beginning

stages of reading: HE does not elaborate this model nor

" does he explain how to assist the young child in ' learning
how to tecode or .decode.

0T shteh (1971, 1978, 1978b) also focuses his attention

et » on the eax‘ly- stages of reading.. Rather than attemptlnq to
develop ‘a model ‘of early :eadinq, he defines reading -in
terms of what a. chnd needs to kno ~-="the fundamental

insights" (smith, 197sb, p. 129).. These include being

:able.to distinguish wozds, and to understand that print is - .

meaningful and ‘that printed words axe lanquagg that needs
to be l.nterpreted. cﬁi/ﬂren 1ea:n these thinqs by :eading R j .
A--by making sense -of written 1anguage.' A child's first

s
/contact™wit] wu:h reading occurs in the environment. By ‘the time

L a child‘comes to school hé has already begun ‘to understand
what r‘aad‘inq is about. 'It is then the.jph of the school to" .
build upon’ the. “information élready acéuired. In orﬂer to do
.this Smich advocates leatninq to read .byfreaaj.nq. If the

child “does not know how to read the raading must he}ox}e,

him until he has dsve).oped ‘personal competence.,( Smﬂ:h

a) assu:es :eachers that there "shauld'be no"cause for
dismay that we cannet say. with exactn:ude what a child has
e

to learn 'in order to'te&d" (p.' 180). - AL

Neithex,sxuith nor K. Goodman has addtessed Ln any deptﬂ

this 1mportam: quqtiun of how a child learns to' read, but

Hoth have written at lengch on tha topic of suitable condi-
b :
! tions szerr which a chud 15 ukely to’ read. ;These conditions-




+ provide the only qul.de avaua.bls "for the ~educatot 1nt§res:ed
‘in teaching ‘reading, wu}-in a psychounguisu.c frahewark.

oy review of litef/tuxe that focuses on the, teach,ing

1mp11cations of Géodman s model o£ ~sk111ed read!.nq, ylelds

the fonowan princlples of 1nstruct1.on. . ) L3

dw ol W Readinq 15 a search Eor meaning and’ éll actlvil‘.tes

should be orqanized around a seazch for meaninq.

2. L&nguage, because ct t:he highl: 1nterdépendent .

i unlts £ax: the pur:pose of, 1nstrucucn.\ when it !.B, J.cs
redundancx and cchesivenesa .are destroyed. el o

Instructien shoula make .use! of t:he stzengths oi :

is a primary ‘:esource for learninq that readinq is can-

strucunq meani.ng trom print. " e -

4. Meanianul mat:enais written in natural ianquaqe 3

#11 enable the chlld to utuize his 1anquaqe senae. ‘The * 2
content of the matetials used Tust be within the expeuences S
.
of the reader. - g wow g E ¥
B » &
o :5. “'The child musrg ledrn to p:edict, "to orqunize th
— 5
. 1ideas and to reflect ~upon tl;em as he reads. Backq:o\.\nd , x>
knowJ,edqe and know].edge of lahguaqe win aid in the devel.op-

ment of these strabegies. P ) . i - ,

A ynore recent pubuc{tlon by K. Goodman and’ Y. Goodman
(1979) describes:in somewhat more specific tefms. t:he Ln-rschqol

uctivuieﬂ that should be 1nc1uded in‘an Lnn:ul readl.nq




- E g 5
. F:ven these are too hroad to he practical since
:tgdo not nddress thé. question of exactly hcw the child

Sr to acquire a sight vocabulaty which will then allow ‘him
tn become an independen; readsr. “This. task 1s clearly “left
. £ the ceaeher with these words, "In a1l tha-ye ‘have said

we ' see the teac&a‘t as making the cruciai difference.in

whe!:he! aome or ajl’ children wi11 1eazn to read™’(p.t 152)4 A

" Few teachers would. argue that che main purpose of

v":euching c ldren to read s that’ they may cbtain meaninq

thhver undeniabls fact ‘is t:har. the ability

i:o :ecognize words is one oE the lﬁost 1mportam: abilities.

RO
;,in the, acquisition of literacy Ehri (1978) stx:esses the
importance of word zecognitiox\ and indicates. how this skiu
might develop in beginning readers. She perceives automatic’

L v,w :dlrecoqnition as a probab.\e ccnsequence of the 1ndiv1dua1 5
"having seen the word 'in. context many times and thus building
up u_.compilef.e linguistl\e 1dentity aro_und it. By repeatedly
_Besing. the 'same words and corr‘ect_imessinq their identities,

_it 15 pussihle for the heqinninq reader to expand his zepex:-

‘tcix‘e ‘of sight words,
studies haVe indicated l:hat: words are recognized quickxy

: ~1n an‘apprcpriate sematic context (Schvaneveldt, Ackerman,
) Semlear, 1977) and that the' 1inguistic context of a word
an be used ‘to identify the word. (Smith, 1971) . = Samuels
& (1976) agrees that. context doep provide impox:f.ant cues -that
-vin anable the reader to recognize a word, but He warns

g thnt it_ ig 1mport,ant to ‘determine if t_:ha reade,r can also




recéqnlze the word in inola;ion. Ehri (1978) suggests
various activitien developed by ‘Chomsky that will enable
the reader to Eocus on the wurds in isolation within a con~
text. One of theue methods 1s to place a’frame around
individual votdu in print, have th?grd identified in
isolation and then use the context’ for verification. Anot}mr‘
method involves' tape -recording a passage an:i then having y.he

al 14 and reading himself until he is

s 3

fluent. Only then does' he move on to a new passage. This

_methpd_p'revld;aa the appropriate phonological ifdentities for

new words and 'at'the same tiilne maintains syntactiq and

semantic patterns.

st'atemenf.-of the Problem

The theoreucal arqumants concerning the utnx:ation
of the cueinq systems have been ‘developed with the average

reader in mind. Exactly how thene ideas “apply to a-retarded

= gr hth risk child has not been clearly addressed in the

uteratum. It would appear tﬁu}: these chil;iren,‘mcre than
uny otheru, should be encouraged to make ule of. every

ponslble aid ‘in leurnhlxq to xaad. ..Thus chlldren s knowledga
of language and how it works and their paat expe:ienceu must

be utilized whan desiqnl.ng a siitable. approach :or them.

5 Anor.her requisite ‘of uenningful reading that must be con-
sldered is the ability to identtfy words, since an individual *

must be able to identify some of the words before he can *




utuize the cuelng systems.

This study is concerned with the most meaningful method
cf’developinq word identification ‘facility in beginning _—-
:eadets who have made a slow start \m kindergarten. Since
little information of a practical nature can be. £ound in
literature dealing with psycholinguistics and the acguisition
of reading ability, it is necessary to considet the skilled
reader and the conditlnns under which reading can be ‘acquired.

Thia atudy attempts to answer the followlnq questions
whl.ch grew out of ‘the-above ccnslderatj.ens'

Will a whole language approach, designed to take into

nccount the prlnciples of i ion by K.
and Smith, el_'u:ble grade one children to acquire a sight
‘vocabulary? T 7 T
wil‘l these children score higher on a standardi-zed-
siqht word test than wul chtTdfen taught using a basal
reader -phonics approach? o
Will ¢hildren who have been exposed to the whole_«—
language approach make greater pzoqress by the end of grade

" two? g

Need .for the Study
Carroll ‘and Walton (19;!9) indicate that approximately
15% of the children in U.s. schools at any particular tIme
will have difficulty lenrning to read beyond a primary 1eve1.

Many attempts have been made over the years ;o discover why

-



4

thisla.Lso and ‘to determine what can.be done to reduce the

numbers. As early as 1961 Conant organized a conference to

- —-resolve the contrwexsy over phonics and the look-say methnd

instigated by Flesch's Why Johnnx Can't Read (1_955) .. Through-
out 1968, many meetings focuged on dyslexia a'nd- _rela‘ted reading
disorders. Other attempts to solve the reading problems were
reported by Kf:vanagh and Mattingly (1972), Carroll and Chall
(1975) ard Reber and

gh (1977). Unfortunately, the

'readinq prohxem has remained unsolved and -was considered by

Carroll in 1979 to be evﬁn greatdr becuuae of “the general |

awareness of the, educational difficulties of minozity gtoupl\

and the media ness of adult 13 . S \
Over t,he years some changes have been made. There 18

now a !.azgé body"of research to suppert” the linguistic and

psycholing' istic considerations that underlie literacy, and /
more is known about the ‘perception of words and comprehensl.on.
In spite ci l:hese advances, educators and reseazche:s are
stiu searchan for, but have not Eound, the elusive answer
to the questlon of how to deax with the problem reader. ‘The
individual teacher is left to design app:oprute approaches

for these qhudran without procf that any one approach is

A teacher's decision to’ usé a specifla approach bxinqs

with it many responsibuities, "the qreutest of wh!.ch is a-

., knowledge of the theory 1n which that approach Le rantsﬂ

Added reuponlibnity is incurred when this theory must be
trvanslated into daily practice while only gena\nl implications
3
: H

-
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rather than specific activities are available in the liter=

ature., Such'is the case with the psycholinguistic approach e

to reading. iate m logy to e < the.’
development of the skills_thét are evident in the ‘fluent
reader must be .desiqned. . . »

The teacher needs to be-awa;e of the condit;icns under
which these’ sk_uis are likely to de\}elop and must learn to‘
m_’x\rvey old methods adfl materials 1;1 a new light. Exactly
how to do this-cafinot be found in the iiterature. “studles
that aesgthhe use of v_\af‘icus approaches suitable for

beginning. readers are numerous, but few of them f‘ocus, on

" an approach that is in keeping with the iea:ning*condiuons

' psycho’linquis!:s advocate. The closest approach reviewed in’

the 14 is the 1 experience C .

When the lack of speclfic methodology is .combined with

“a scanty research.base, the need for further study is indi-

‘cated. The difficulties are compounded when a teachexr is

responsible for developinq sultable materials ‘and techniques

to use with thh risk children.

'
.This study is.concerned with such children who entered

grade one with many ‘academic problems. It was the respons-

1bility of the teacher to desiqn a language arts Pprogram

which woul\d give them ‘the best possible introduction to

readlnq and writ 1nq .

&
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. Definitions of Terms ; :

Key terms that have beel) used throughout this study

are defined below. n 3 v

—_— Phonics ‘Approach. The phonics appfoach to the teaching o

of reading focused on' sound

bol' relationships to identify

words. . . .

Structured Language Experience. Structurgd_ 1anguage

experience is an approé:‘h to teaching beginning reading in

which the child‘s responses are recorded and used as text.
_—

This approach is qene{q;ly used ‘&;\ﬁ; children who have

minimum levels of ‘language and who need to dsvelo'p‘qo’ncepts . &

and background knowledge. s;ructufes such as supplying

sentence beginnings and repetition of words are used to-—""

en: e i .

Whole: Languagé Approach.. The wholz Ianguage approach
is proach to the.teaql:lihg of reading which focuses on
t’he use of children's knowledge of ‘languaée and_ the world
around them as the basis for learning to read. - This . .
approach uses materials dictated by the pupils and commer=
. clally produced predicta’bxe books. .Speaking, listening,
readlng and wxiting are eq\lany impo:tant apd receive

attention daily. '

High Risk Child." The high risk chil : who .

enters ki g rten at a di ag




. K 7 g ~ ai
brain damage or. low intelligence, or a émblnatidn of two

: 4
-or more of thege. Such a child's difficulties are indicated

\ i i .
|~ by his inability to master the basic concepts taught in

1 l‘dndergarten. ? / .
P =%
3 i
0 .
i L e .
8 4
- ' . 5
: .
“
. . .




CHAPTER II e .

- REVIEW'OF THE LITERATURE
« A
In the last twenty years,.the results of sepaxate

.pie_ces of research carried out in a variety of:fields
including sqciology, ungliistics vaqd p}ycholoqy have
silowly come togethet like pieces of an xntricate puzzle.
The resul thesé, combinatlons of !.deas have enabled
educntors te ome~more aware of the complex ,nature of - '

-becominq an efflcient languaqe user. Hany t:eachers have

- begun’ to queatibn some af their beliefs ubcue ‘the acquisi-

‘tlon, development and use of 1anguage, taadan and.. wutlng v

bY, ?hild!'en. They are seeking better ways" of re;atlng 3

current.theory and practice.. In an effort to build a sound |

‘thecr‘eti-cal foundation, it is impor'tant.‘fust to examine
research in dit!erent areas. 2

This chapte: reviews studiea dealing vu:h younq

and their knowledge of the reading process once formal

— . 3
instruction has bequn. The work of researchen who have

studied \younq readers’ use of the. cuean !yaten\a is con- L.

a:dezed’._ In keeping with the belief that readéts are best

able to ;utiliz; thelr );nowledge oi‘lunguaqe wh;n print is*

meaningiul, vocabulary studies that deal. with the acquisi- .
tion of sight vocabulary in” contex!: are exammed. The

problem tead.gx; and the types o: children ‘who are usually

—
. children and thexr uteracy knowledge before school entry, j



identified by this term are-d4stlssed. The remainder- of

¥ e
the chapten presents an overview of effective whole .
* P langueqe .environments.
S S . )
. PR
. Young Chiidren's Knowledge of p:n{é
One of the central issues 1n the study of the acquisi—
# ticn of ute:acy is the relationship between reading and
» ) wx:iting. For many years -thé genezal sequence fo: acquirlnq

the four language proceeses was ccnsidered to be listening,- g
speaking, teading and wx:iting. . In tecent literature there N ;

has been controversy conce:ning the correct sequencing of

x:eadinq and writlng‘for the purposes of instruction. The 5

- cemmon aseumption that wrlting folflows reading . Ls questioned
by Chomsky (1971), who, a:ques that chudren are develap-

- " mentally ready to write before they read ‘apd that their

Lntroducti:on to print should be through erthg. This point
= is also d/sggged in the wox-ks ofDurkin (1966) and Read

(1971), who éport the advent ‘of wx:iting behavlout J.n thtee

and a half apd four yeax: olds before reading inEerest had
. begun. ==X 1 .
A moving forge in the study'oi the written language i

of young children)was clay's £1975) work with preschoolers X

‘ " .in New Zealand. |She demonstrates that children's urider-

oo standing and ude of written language begins -16ng°before.any

' formal 1nstruct10n is g}.ven. . clay proposes that child’ren"

develop writing behaviour by 1earnxng several. different 5 o




|

wr{‘tinq principles as they %nteract with print. 'l‘héy become

) aware that many red“ur in ai words and ‘that'

position, form.and order are responsible for creating a
i B | . 3
anety of words” in our lanqpaqe. An-awafeness of direc-

, 5
tionality is evident in a chi‘ld's attempts to place words

in 1ines from left to right.“ After much experimenting with. 7
L % . i
print chuqren come to realize that they can generate a | . .

'\irarieti( ‘of qiiferenc messages\ by rearranging letters “and

El
o s " woxds. whue experimanting ’with letters and words they
\.\4 -
% “become,_aware of, the contrastivke diffe:ences—bﬁﬁveen simuar . b

- wotds. ,K& is. also apparent that young children uncansc!.ouuy
du 1nvent ries of what they al\ready know ‘about wx:iting by

t & maklng 1ist¥\n£ known letters ur words. Knowledge of these

|
principles is l.ntuitive 1n nature and is evident in the

- written saﬁnplea of young children, especially in those of
|

i ' .- kindergarten chudren._ | o b 2 ow 2

|

| wiseman and watson (1980) ‘discovered a wide range of
ability in ,kheb_w!iting of Eour- and five-year-olds,-who had.
'4nc formal, 1nstruction'. There’ w‘ere 17, subjects in their
! study and all had learned that' 1etters have to do with L )
s . writ:inq and that: writing is cha‘zacterized by a eercain fotm '
A (1etters arranged in unes ftom left to right) . Of the ‘total
. i . numb_ex’ cf subjer_:ts in the study,l 15 reauzed that writing

mtel L was both"pﬁrpoaefu-l and fugctional. Hazste, Burke dnd’ .
. N s And fup

waodward- (1979), too, have ' the leris

pectations concerning the functlon and form of p:int:.

When subjecta in. theit study were' asked to write letten,
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names or stories, they were able to make representations
of 'theix ideas on paper and then read their work; thus

1nd1cat1nq their control of the function of language. In

~ anothet ‘study, Harste and Carey ‘rrs/s) collected writing

samples Erom three four-year~olds with different language
backgtounda (United States, Saudi Arabia, Egypt)’-and campared
thems .These samples 111ustrated that the children, even
though they had been exposed to different types of print j.n
their environments, all showed an awareness of £unct_-.ion and
orm.: ‘Their writing was ax'-:anqed in lines with. mock writing
meilar to the standard used in their countzy. It would: -

appearn that the child's awareness of functien and fom is

. developed long before ‘his ability to correcuy represent his’

messages graphically. De-Ford (1980) and King (1980) suggest

that there 1s a sequence to the development of writing which
begins with.scribbling. This progression contnGés through

letter~like shapes, to symbols/signs which relate messa§es

nd then to words u;ing invented spellings.

Read’_ (1‘97i, 19_@5) .illustrates young c‘hlldren-'s ability
to use inve_nted spelling to repres'gnt their ideas graphibali’;{.
Children are able to an'aqy’ze their speech ‘sounds and ‘then u‘ss
this knowledge to invent 1ndiv1dualllzed ‘spellings. -These
spellings differ' ircﬂ‘/eﬁandard English spellings bu‘t patterns
‘such as the following are evident: (1) The use of single
1e£taxa tt‘) represent more ::omplex sounds (e.é. /sh/ Jeh/
might be represented by h) (2) The omlshion of nasal sounds

(e.g. iinq—vseg, £1nger—)£egr)) (3) 'The use of one letter




to reptesgnt a syllable (e.g. table-tabl) (4) The use of
phonetic relationships between vogel sounds (e.g. /ey/ /e/
/ae/ represented by a since they are au: made in the same
position Lnathe mcuth) . - .

seezs@a Hendetson (1977) have, proposed four spelling
stages through whxch au school age children (x-z) progress.

These sr.,aq_es include: (1) pre-phonetic¢ stage in vhl.ch some

of the sound " are not repres ’ especially voweu

(mtc), (2) phoneti.c staqe in which all aound elemen:a are

.rsPrW (e.g. eighty—sate), (3). transitional s\:aqp,hr

whichs the child becomes aware of some of’ the conventions of
English oxthoqraphy (e.g. vowel. markau, vowels in eve:y
syllable), and (4) cortect fo! This reaea.:n:h il}uutrutes
that cmldren s knwledqe of :'B:;heme-yhongmp.relat‘ionahlps
has bequn to develop by ap'prloximately age 5 and from this '
point onward children should be encouraged to express. their
ideas in writing.

'Bau, Moretz and Statom (1976) ha‘{g. looked at another
important facet of early writlng“ abu!/ty, home environment.
What types.of_ home environment produce aariy writers? The
subjects in this si-.udy im;luded 18 three-, four- -and five-
year old‘s from four nursery-kindergarten clagses. -The factors
which were common to tha_l_ngjor—igy of subjects included: .

(1) £requent gbservation of adults or older siblings involved
An purpoaeful readtng, (2) easy availability'of wntsf
materials that could be used without parental conlent, and

(3) a high frequency of story tendinq by PTEH“ and the
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vie’wing of adults reading fo); pleasure. Three, .ot};er pat- . .
tenns also emerged bucA dia n'ot occur as consistently ‘in all Lo
subjéct;‘“ (1) There was a desire to communicate with ot_heré
(e.g. le;te,rs_, notes) . (2) The children i(new the names of

\the letters-and how to' make them because of parent or child i

L. initiated teachlnq. (3) Sesame Street was seen by parants '

e ‘as an 1mpon:ant factor in the chnd's Lability tc recognize '

lebtera. L Wl . e

o 4 3 : Educators are becoming more aware’ of the. knowledge o ) i
that their studen:s bﬂ to school, and effores are being :
made to recreate ‘this Eype of 'positive hofe i ners ine
the school setting\. Children a:e being encourage to- .

involve themselves with writlnq even at the kindergarcen

level, Long ‘before ‘an active interest was f,aken in early

wrltlnq, Durkin (1966) ‘had begun her famous correlatlonal
studies of the environmerﬁu‘ factors whlch encourage_ eazly

' reading abifity. 'Her studies revealed that ‘early ;eadefs

had ners_ona'l and environmental ;:har'ac.teris_t'iés in common.

© A survey'of studies-in early. réédlné by, \;ariz‘ms“ refl

" searchers inc.l.ud!.ng Clarke (1976), ﬁurkin (L!9l65, 1970} ;

; R ‘and Td‘!"cey '(1969) as conducted by Teale (1978) .‘ Teqle :
da. sccvered tha\: !{was 'pGssible to sort the’ various resui‘ts
oé the studiea and 1denti£y four factora w’hich related to. ., ¢ V

. _' the home environments of early readers. First, a variety . ° g

* printed materials was readily availabla. This'avail-
R Y ab!.uty nucwed the child to ‘be ‘in ccnstant contact with ;

pu.nt.‘ Durkin: (1966) usts a vartefy of materials her
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subjacts were exposed.to, amonq which were sto:y books,
comics, encyclopedlas and .magazlnes. Clarke (1967),,

‘ Gardner (1970) and Torrey {1969) all poinc‘ olt the lmpo:- ;
tance of everyday p!.‘int--thlngs such as menus, captions on

=%, charket , cdokboeks, a and maps.

The availdbility of -printéd materidl alome, hovever, is not

enough to produce early reéders. ’l‘he second factor.which

,‘ stood out’ ,yas the modelling of meanlngful readlng hehavlout

by parents .or'.older sihllnqs. }\11 the potential sources of

reading -in the environment remain unrealized unless chudten

2 1earn the Eunctlon of print. They must. learn ghat print_,is . e

meaningful. This: message is recelved'each tlme’ﬁhéy ‘see an

adult or sibling lnteractlnq with print. in a meanlngful Ray, *
for example, readlng signs, reading 1n5tructions for games, -
and reading notes. . Smith (1977). ‘Lhplies- that" readlnq or tL*
respondlnq to environmental p:lnt is the baslc WAy . .that

child. en come to realize t:he functlon of written lan!uage. 3 §
Readl. storie‘s aloud also has an impdrtant function over.

and afjove’ acquaintl.nq'chlldren with the fqnction of print;

it sensicizes them to che structu:e and vocabulaLy of

‘written language. ' From listening to a vax:lety of stnries

children-begin to develop a sto:y gran\ma’r whlch helps chem'
to comprehend stories when ‘they hegln to read (Mandler L
Johnston, 1977 ’l‘horndike, 1977). " of au the factors - w oL
1dentl£1ed by ‘I‘eale (1978) "after his survey of early readlng
studies, x:eadinq to’'the child was the moat Erequently :ited.

A majority of the parents of the nub:iectsv were also readers .




o’ 1 themselves »u‘nd -zeu'i for enjoyment. This portrayed reading

a un!.tiﬁe, pleuunble,\communicative expexience.v The

thlrﬂ factor cited in Teale's suzvey reveals another aspecc ¥
=2

E of f.he communicative character of written‘anquaqe. xn the
homea of all the lub:lect.s, writing materials wex:e readily

& ... 7available. Durkin usss) characterized t:he children in her

nd paper kids and noted that the starting -~ -

K study ds ‘pencu

gt
¢ point o lntex:eat Ln uteracy beqan with scnbbnnq and

i ﬂmungs. A !ourth envl.ronmental fnctor was the availabuity

of ‘a pe:uo to respond to wh’at: the' chud was txyan to do.

Smn:h L1973) commant:s on the q\xauey of. this interaction

L. by ﬂpecify!.ng that the ‘respondent should b wil.ling to help
i A the child in hil eftert tu deal wlth unghaqe. The amount
e 1 o and tm of help should 1deauy ba determined by the child.

.- Characteiistics of the reader aré equally as important

v ll the héne envuonmnc of the child. Torrey: (1969)
N s e

3 ] 1nd!.cates thut the: siblinqs of eazly x'eader: often did l;\ot

leazn ‘to teud befom they began schogl. ‘Not every early

readfrphad the udvantaqes oE *a home envirenment: slmun to

5 X thut de!crlbed l.n .Durk!.n s‘study. 'l‘hn was' tha case with . .

S l:hé nubject ot 'l‘o:ray 's. (1969) _case ltudy. Thl.s young . boy

i R T .u to have tha child uax,r_m right quear.i.ons. Durkin (1951)




Yeports on-the personal characteristics of a total of 49
stugents‘drawn from 5103 first ;';:aders. El‘s group shared
. a number of person;al‘!;tg( and behaviour patterns which included
’ curosity, éonsclehuo‘usnéss, persistence and self-reliance.

Théy were seriousfn\'fded‘had extremely good manners’ and

. were able to trate well? K. Gook (1977) a1
the re;ources needed py the .young child in more general’te}'ms.’
He maintains that the two mopt important resources the child
. 'bx:ings to the act of Teading and writing are his oral lan-
" guage developmentoand ﬁ'ls/ability to use language as it 1%
J “ needed for new funcuons. : g

sk * A number of researchers-—CIay (1975), Doake (1979), -
Y Goodman (1983), Harste, Burke and Woodward (1982), and .
.Holdaway (1979, 1984)--have iposed questicns about young .
) . childx{an ‘and their atcempts to deal with print, 1In an effort
to answer these»gugstions researchers have begun to observe
: thx:;e-, four-, five- ;nd's;x-yeér-;;lds intéracting. with
¥ print.. ‘Réﬂéct.:i;ng; on the ;v;iorks. of “other writers a—rg_gp'v >
personal . research with young children dealing with environ=-
‘_»mental print, Yetta Goodman (1983) has reached tentative

conciusions abcut developing liteicy. She beueves that

many young children come to school reading, but thls’ only
‘bccurs in literate societies where chndren are bombarded
- : with prlnt._ From the eatlies: age they ‘know that pr!.nt
e vcommunicatea meaninq. ‘Young children realize. that prlnt
.does the t‘elung, but they consider the print only as aymbcl.s ot
" e . of meani_ngv (CREST would be tocthpaste) . At this point many .
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children know the letters of the alphabet but have not

connected this knowledge with reading. Their first aware-

_—ness of print is at the mWeaning level and it is at this

C-

. so'gne' are. apparent at the sa‘me‘.tlme while others are evident

level that they make intuitive decisions about how written
language works. They use their knowledge of the. 'w'oxld just
as proficient readers do. They also use picto{:ia,l cues,
J,pcludinq colour and situationai_context. When .print is
éiven to children out of its situatiopal’ context they no -

longer treat it as meanianul lanquaqe. Y. Goodman (1983)

presented the word IVORY to children in its appropriate blue ’

colour and wavy design. Most-children in the ‘study could
recognize 10;,‘ but when it was writcen 1n manuscript on plain .
paper none of the subjects: eould identify the word.

Young cﬁildrgn make,use of all the reading strategies
deséribéd in the K. Goodman (1976) model of reading. VY.

—_—
Goodman (1983) reports that they view and select meaningful

elements as they become accustomed to seeing print in a

\.uriew of situations, an‘d' they also useﬂnfirmtion
strategies. They guess, using a minimum of cues,, ind ofter‘x
disconfirm thei:/inlti:aL guesses and make new ones. dy age
5, children have begun’ to xelate— sounds to letters and to
realize t:hat names should be specific (Rice Krispies) rather
than generic f(cereal). Becausa of this growing knowledge,

they are often less édvanturous risk takers and appear to

. know less than .younger children. These behaviours are

present in all children 'butbthey develop at different rates.

/

©



in isolation. At times children may only/apply their

- seeing a connection between tk;e two.
The work of Harste, Burke and Woodward (1982) comple-
ments that jof Y. Goodman and presenty further evidence that
young children expect written language to make sense-~to
have a’ predictable structure. Harste, Burke and Woodward
also 1nve§t1gated the literacy knowledge -of three-, four-,

five- and six-year-olds. They were attempting' to discover

—= specific 1 ies or istics of' young

children. When these subjeété were confronteéd with books

or environmental ,print' they responded in ways that were

\ meaningful. ' One language strategy, text intent, was dis-
\: played when the subjects were able to recreate verbally a
they had repres d graphically. Children also

showed evidence of utilizing this strategy in many environ-
mental. situations’ in which they attempted to .interpret the
meaning of signs or messages. Their "reading" of the print
is always in some way connected to the situation.
) it :
Harste, Burke and Woodward also noticed a second

language s'trate‘gy, negotiability, which the children used
when ‘they utilized what they had previously leafned &bout '

language. to help them with new print encounters. This

. knowledgeris self+initiated and children will Shly select

%nforﬁatioq they consider Felevant to the situation and ’

ignore the:.rest, often chang1n§ _tr_xa,conununicagion intent

to one that makes sense to’ them. X third lAngun;;e strategy
& 3 . *




) 23
is risk taking which is

ed by exper ing with
how language works. ' Children who are famﬁ.liar with a story,
because they have.been read to many times will often attempt

to "read" the books privétely, even though they are not sure

of ‘the words. Rather than playing it safe, chlldren will go

on their own. The use cf invented spelling is another example

_Of the risk taking practised by young children in their
efforts to control a language situation. A final strategy
described by Harste; Burke and Woodward has been termed fine

_tuning language with language. This infers that what is |

situation a resource fof ‘
subsequent lanquage situations,

learned in one 1

Ox‘al .lnnguaqe can become : |
a resource’ fo: ‘written lanquage and vice versa. Children \
who have been frequently read to will be able to use the |
language of books and story structures'in their efforts to

: : ;i \
wrlte their own stories. These four strategies are not used {

separately, but rather they’ occur concurrently when a chnd . \
attempts to interpret print. |
In a paper presented at the IRA Annual Ccnvent‘ﬁan in \
1979 Doake comments that educators.need to change their }
views concetnlng pre-schooler_s and reading. . In ‘the past . ‘ '
this period has been considered a pre-literacy or pre- ° |
rendinq stage. Even the reading readiness program that a
majorlty of chndren are exposed o Ln klndergarten i.mplies
that readinq is made up of a disctete set ct skills that
must ‘all be mastered before the child is cansidered ready

to read. .Unfortunately these casks béar little :elatlonship
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° to‘read'lng and they may even dlstol’t the child's view of"
what reading is. Doake contends -that there is no such:thing
as readiness for readlnq, since children begin to_ rn to ,
read frcm the first time they hear language, especially the
language of literature.. If children are immersed in written
1a;1quage in meaningful ways, reading behaviours will emex“ge
early.‘ ) l‘)oake sugggéts that the. young chndv in school should
be allowed to expé:iment with whole language in its written
form just as many children experience it at home. ’
Dcake's (1979) work with younq preschoolers in the area
of ‘reading, using the shared book approach, has p:ovided &,
teachers with insights into reading develop'r;xent.‘ A number
of panciples are. evident from hi.s work. }
1) Given- the right environment children will l.earn to’

I

’ read and wr;.te in much the same way as they learn to speak’

and listen. s )

2) Young children are able to direct; ;eéuxate and’
monitor their own learning if they are given the opportunity
to operate with larqe, meaningful chunks of 1nfomat10n.

3) 1f teachers accept the fact that child:en learn to '
read very early in their lives, present views of zeadinea}ys
are untenable. E ’ ‘} . -

4)' If learning t& read can and should be a natural
}.mppeningv th the child directs, ed_ucators must stop &
attempting to contrﬁl the child's learning and Plaﬁe' more
emphasis on allowing the child to \self-dlxect.and self-
cqrtec:/his own learning. ' o '




It appears that the child who comes to kindergarfen for

the first time Erings\ with him a number of strengths in the

areas of print consci and 1 knowledges— "These
strengths need to be taken into consideration when reading
programs ax;e‘being designed for the brimary child* .

The Cueing Syﬂs and Sight Vocaﬁularz

It is apparent that the be_ginn,tng’reader finds: the
reading process more difficult‘;than does the proficient
reédér. This is because the beginner is still not f.l_uent
at deciphering print for meaning. Emans.(1969) suggests
that the use of a context strategy enal;les the child to use -
.previous experiénce, language abili‘:y and the mean!.nq of the
words withih the sentence to help decide’ what the word cuuld
be.< K. Guodman (1970) consl.ders that there are .two contexts
-=-semantic and Vsyntacts.c-,-available to the reader. , If these
: are utilized along with :;raphxc information, the beginning

readexr is utilizing the. same cueing system as.the skilled

reader. Weber (1968) found that over 90% of the substitu- -
tion;a made by grade one chudren. in her. study were both
syntactically and semantically consistent with. the preceding
text.  Frequently the e::e;é made were semantically and

graphically consistent with the remainder of the sentence

as well. Ié‘not, self ion usually >d.  Other |

researchers have compared the effects of graphic and kL

tacti c ai; on identification of unknown
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words in connected discourse. Their overall findings
indicate that miscues are based on s}’mtactie and semantic

information more often than graphic constraints.  Out of

7,674 substitution errors made by first graders, Clay (1968) -

repozted‘ that 72% were syntactically appropriate but only

41% were attributed’ tog cor nd i

K Goodman (1965) founr] that first, second and chlrd graders
used similar cues to help with word identification. It would
appear, then, that as text is read, ‘the meaning that is
gained helps the child ‘to identify unknown: words. Chomsky
(1974) reporta similax— findings from a.'study in which young
readers _were surprised to discover that chey could read in
context words that they dld not know in isolation. ° Such
findings suggest that relevant syntactic and semantiz; cues
are active when beginninq readers encounter new words. as,
they read._

Whilst certain researchers view the use of context in-
J 8 A 4

, a-positive way (K. Goodman, 1972; Smith, 1973),-othérs

e

questl.cﬁ the implications. . Ehri and Roberté (1?79) ‘employed
. : . : 5

context and isolation methods of word ‘learning vzuth grgde
one students. Half of the children read the' words, in
meaningful sencence-conéext', while the other hal; read’
“words printed in isolation on flash cards. The Context’
gx:'oup learned more about word meaning but less about cr.:ho—
qraphic details than subjects who were tauqht with flash
cards. It appears thg; excensive exposure is necaseary tn

achieve a visual gestalt. As a result, the bsqlnners"

< ) L
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knowledge of the printed word may grow slowly with this

nppraach.‘ Even in studies of word recognition in isolation,

children do not ezdihurily at‘.t:end to total patterns or to

the letters in a word. Samuels and Jeffrey (1966) found

beginning Teaders paid attention to only the first and last

letters but mot those within the word. Williams (1976)

reports the results of .a slmi,lar study conducted by Blumberg,

H!.lliams and Wililams (1969) which also showed that first

graders attended to* the first letter ag the most important

cue. Marchhunka ‘and Lavin (1965) had kl.ndetga:ten and

first qrade uhild:en selact from a get of alternat!.ves one

word which was n!.muar toa standard. The seleccion could

be made on the basis of word shape or letter cue. The

results were similar to those of Samuels and Jeffrey- (1966)

with initial letter cues.used most £re¢iuent1.y and word shape

" a
used least.

—Since there is evidence to indicate the use of the

cueing sy in youl’lq

5, this can be

utilized by introducing new words in story contexts_s‘o

that the reader cnn ateuch meaning to the words. The use

of ccnt;ext to encoutaqe the devalopment of word recognition

can be found in the literature :elated to the language

experience approach as early as the 1920's (Hildreth, 1965).

A persistent criticism of the language ex‘(perience

approach is that students may not develop an adequate sight

vocabulary because of the lack of control of vocabulary and

the lack of repetition of words.

There is, however, research
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to refutd this criticls. Kelly (1575) compared the per-
formance ofvtwo groups of third grade remedial readers where
one group used vthe language _gxperieece approach and the -other
a basal reading approach. After 15 weeks the experimental
group had a s’lqht vocabulary that was 22% qieater than !;.hat
of the basal group.

Another: frequent criticism of the language experience
apgroach focuses on-the ptoblems that develop when a child

is introduced to reading using this approach and is then

"transferred to a basal reading program. "Henderson, Estes

and Stonecash (1972) addressed this, Froblen n-a study-which .
focused on the size and nature of the reeding vocabulary of
594 children in 21 grade one classes in Prince George,
Max:yland. These children had all been exposed to a 1anquaq{
experience approach which used, as one of the procedures,

word boxes for collecting and reviewing ney words. Over

half the words in the boxes were also in the first_mu words

on_the Lorge Thorndike word®ilst. It was concluded by the

resea:'c}‘xe:s that the sight vocah‘ula:y of the language

experience group campared’ favourably with that of the
children who used l:esx‘al readers. 3 ‘
The desirability of word bank use in the language
expe:ience‘ approach has also beeﬁ’et::d’;.e_d by Relfman,
Pascarella and Larson -(1981) who. found) that. chfldren using
word banks Qecei\l‘ed significantly higHer scores on the
Dolch list than did a control grouf who used a language —

experience approach w_ii:liout word ‘b instruction.
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A recent study by Bridge, Winogard and Haly (1983)

showed ‘thgt sight words are better learned in the context

of repetitive predictable books and lanquaée experience -

charts than in stilted primers. The experimental group
'learned more target words than the baﬁlvreader qroupw

It was interesting to note that they also learned signifi- '

cantly more nontarget words. o

In summary, resea‘rch f_x:bh K, “Goodman ‘(19;10!',,vweber ’
(197‘0‘) , and Emans * (196v9‘) Lndlcates that even, young readers
utuize semantic and syntactic cnntexts Ln their efforts to |
make print meanlanul, 5 'l‘his intcrmation indica'r.‘es that

reading can be intréduced by presenbing text that is con-

. nected 1n some way with chudren s experiences so thac

they will be able to use their language strengths to help
decipher the wo:ds. The cautions of Samuels and Jeffrey
(1966) and/Williams (1976) that young children do not
always attend to the total word but to the initial and
final letters, and those of Ehri and Roberts (1979) that

the beginner's knowledge' of the printed word may grow slowly,

since extensive.exposure may be necessary to obtain a visual

, gestalt, merit consideration. The strength children have in

the area of Wsing semantic and syntactic ‘information could
}:e overpowered by their inability to differentiate the wé:ds
vithin the text. A balance needs to bé sought between the
two. The answer may’lie/,.}_n_pf‘cvfding oppo:cunitieﬁ for the
child to focus on individual words in.a story context. .

pood L i
From vthg research in language gxperience studies, the use

~
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of word banks appears to increase the child's chances of
succe:s with acquiring a sight vocabulary and also in trans- ‘
ferring comfortably into S basi1 GOrEE. TC SEPEAEEIEBST
educators who wish to utilize language strengths must alsc;
provide opportunities for the child to receive added ex-

posure to words within the text. g &

The Problem Reader .
e

Cooper-and Petrosky (19‘67) have compiled a numbex:' éf
observations from psycholinguistie researchers conceminq

the characteristics of fluent reade:s. Such zeaders, they

say, are active participants who utilize all their knwledge )
“of the world and/ the text. At all times :hey expect the

text to make sense and they read to discover meaning x‘ather /
than to identify unfamiliar words: Thus by using ortho- /”
graphic, syntactic and semantic redundancy’in varying <degr'e/es
they become risk takers who salﬁple the text to receive e nu_gh <

‘information to predict the author's n\eaéige.

readers are confronted wn:h difietent styles of writing ' "
they can shift their uppzoach with the change in st le 1\5\
order to interpret meaning. Unfortunately not every reader
develops this degrée of efficiency 1n dealing ' wit! pi-int:.
Like fluent readers, nonfluent readers have adeq\/:te syn~= ke
tactic and semantl.c snfomation t:o read atones, but thay

do not use these skills effectively (K. Goodm‘w[ 1976; A

Bhodes & Brenson, 1976), rather they tend to emae

i
[

R I
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graphophonic cues. According to Bower -(1970) and Smith

_1971); such readers have a tendency to attend to individual

: letters and words -rather tham phrases and sentences.and

often focus on even smaller units such as initial copsonants.

Gulknecht (1971) reports that al ugh® nonf luent may
i R g

at times use all three lang ysteds, their "syntactic

and semantic strategies are nct sufficienf_ly developed to 3

permit successful rqading when the quphophonic strategie&.)
do’not work" (p: 138): - e i2.

b K. Goodman and ‘Burkes (1970) and, Weber (1968) show that -
pzqﬂcient beqinning :audets do nqt n\ake fewe: mls es. l:han
nonfluent readers; rather they make - dltEerent kinas of"’m’\
cuél. Proficient xeaden usuauy ma.ke mucues th’at retain
the undetlylnq meaning oﬂ the passage, whereas poor ‘beginning
zeaidexs nake miscues that make utt:le sense when the context
of |the passage is considered. The manner in vhich these two
-tylea of’readeu r‘eactﬂtc miscues is alsa differént. Poc:
readezs either correct fmmediately because they are over
camtioua and word bound .or they plunge on’ and qive no

Lndxcatlan that the word suppneﬂ makes: no sense. They

ar not monitoring for meaning.. K. ‘Goodman and Burke (1973)"

'cm’iclude that the biggest differencé between the £luent and *

_ﬁﬂuent reader is the ability to comprehend what is reaifl.-
There are many‘ children 1n the natiun's‘schools who
would be termed problem readers or nonﬂuent readers by
their tea‘t!ou’and a smaller percentagg who would be con~
uqared nonreaders, since they have mncia little proq:esa in
tha’ acquisition of 11t9nc-y. These chﬂ’ldxen are frgquet;tly

°

e
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found in remedial readknq or spectal education settlngs.
Although it is dlfficult., ‘lf not unposslble,v to p\ace a
B human being in 2 specific category, educators centinue- to

try to D:g/anize qlisses and programs for children‘on the
. basis of similarity of problem, "l‘he‘standard‘x‘:}asslficatigns "

include Iearning disabled, mentally handicapped, -pbysically

K S

d Of the four

handleapped and ¢ tionally éi d
R categories, the learning dis}bled, mentally handleappad and' . 5
educationally disadvantaged present the reading. teacher with

: the greatest challenge. A clearer understanﬁinq of- the .

ty'pes of prablems common to. these chlldr‘en wnuld ehable’ the‘ .4
teaeher to plan more eificieht reading proq!ams.. ChLlFren ’

6 from all of these categcrleslmay have varying degrees A\‘ ' .
dlfficulty with reading Eor different reascns. ; <

e ‘ X Kirk, Klubham and Lerner (1976) yse the. term ‘slow %

learneér to include those 1ndividuals who are functioning ii 5

the bqrderline range (I0 68-85). It is the—Bo: lerline’ l\

.—'v' ) qhildteh who ‘are oftvern_pxlacexii in Qpecial eduga_ticn,claa’a’e‘a,.r |
with thi;_grbdp témpriainq 10-15%" of all sc‘ncol age children,

. w *F ‘ They are u‘suauy‘ aifferer}t £hom thelr peers-only in intél-

lectual development. Slow lear'ners'have di’fficulﬁy learning

: academic skklls at the same chronologlcal age as their peers g
and wnl contlnue to develcp Lntellectuauy at a ®pmewhat

% N P slower rate. According to Johnston (1963), tl;:e level qf ) 1

anding of slow 1 i, 15 usually superfidial and /*

limitad when compared to average 1earners. obsewg&.ions, :

‘. \.v carried out in classroom aettinga tndlcat‘.e 't £ "slow * .
¥ o .




mem)iere M‘ﬂt 1nto t:he clas

_'of disadvantaged children have been related to reading

1earners aremot as discrminanng, able to judge or abstract,.

develup uututtve, d;recr. their own acuvities or detecf. and

co:rect their errors" , (p. 43) « They also need mor, help in

)- undetstanding their mistakes. Ins:ruction must be at each

child's learning level if it is to be successful. “The con- -
tent n);ouu be both méaﬁlngf\;x and purposeful ’in relqt:ion-
ahip to. the daily expe:l.ences of the children amd thu: give :

’ Many times -the ?roup 1abe11ed
ch;ticn culturally disad-

vnnt:aqeﬂ.. ‘It'ds an accepteﬂ fact 'that educntionally cg:tain

chndren have many- nm:!.al, physlcal and psychcloglcal dlsd -

advannges,which af!eut their school periormance. ‘I‘he causes
of these disadvam:ages include povez:ty, poor health and '7
-’broken hnnes. These ‘primary problems often cause other —
p)l’leufs, including poor dlet, Lnadequate hdusing and lack

oi material things. As a result these children are- not pre~
.pared for the middle class m1ueu und expectations of the -

achool. . i :

Accotdinq to Tate (1971) a numl;er of characterlsticu &

“atfMculties. 'l'ha kinds of activities that these children !

anqage in usually reaun: from directi Wather than, guided

lupexj}ninn. For them, pluyiné on the' stairs or in the )

‘ .gtreet, and doing menial tasks.occupy the hours _tha.f. mi_dale

_cln‘s’ children may spend on crafts and piano practice. “he

a result, many disadvantaged children are lacking adequate



buokground in the types of activities that are usuauy
pursued in the school setting.. These children have also

missed oppon'.unitles to engage in many activities that are

conside:ed the. of 1eazn1 ng and listening
to hooks, playing with toys, using paper anv:'l pencids and .
'expe:fen'cinq an elaborate language code. Lack ef opportun-
— jtiés to visit cultural and edqcational places nﬁrrows their
.inteuectuﬂ growth. Tate also comments .on dlsjvantaqed
children's éiffieulty with readi.ng: and suggests‘that the
causes of ‘the dxfﬂeulty lie in three areas. (1) ‘Their’
.meavé"iahed environments result in the curtailed Eunction-
ing of the thinking process. (2) The stunting of auditpry
m:uity and dlsctiminatlon resultz from a noisy home back-

‘ground. 3) Inco:tecc forms of speech and a}eutticted

lmguage cod@ are present from birth.

l(i:k Ll972) tes that at 1east 1-3% of the school

population is composed of: disabled learners. It -is- somevhat

difficult fo define the learning duabled chllﬂ because this

term covers a wide variety:of children.. All children

clagsified as learning alsapled.do not exhibit. tne same

N\ -
behaviours. It is possible that many of the behaviours

| attributed to the learning disabled are also displayed by.

“normal childfen.! From résearch in the area of learning

disabilities, Bryan and Bryan (1975) have compiled alist - g A
. . g

‘of the ten monl common ¢haracteristics Jof the 1earnin§ dis- .

‘abled chijfd. ' < - :

ractivity is o;ne 65 the most common character-
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istigs displayed by learning disabled children. This :uncon-

trolled -motor activity 15‘0\11‘. of place within the specific

. context in i«ihicq it occurs and ‘is also disruptiyve to other

Inem.bers .of the.group.

2. There may be perceptual motor impairments wh!.ch
include difficult}e‘s with s'ensory motor or perceptual motor
learning., . | % . ’

3. There is often evidence of emotional disturbarice

v‘which is demonstrated by emotional outbursts that are na!:

. children show interest in all‘thq things around. them,

befitting the situation and which appear unsuitéblg ‘con-
slderinq the child's immediate history. i
& —
4. General coordination deficits are. common in learninq
Aisabled chndren. Such children may walk with An awkward
gait, be poor in motor activities such as catching a ball
or hopping or.have-difficulty performifg activities, such
as buctonm} F writing, thatirequire fine,motor coo‘rglinv
ation. P 4 B .

5. Attentlonal disorders, such as distracéabillty and

persevera&ion, cften cause academic problems. Distractj&

rather than focusing on the required activity. Children
who perseverate have the oppcslte yrcblem._ These chlld:en
focus on the required activ:.ty but are unable to shift: f.heir

attention from it. » -

"™ 6. Many learning di.sabled children rarely reflect

before deciding on\a plan of attack and often do'not con-

sfderthe conéeguen ks of their actions. This impulsivity-




is evident in both academic and social pursuits.
E 7. Disorders of memory present -learning problems. The
aifficulties usually arise in two areas: (1) in recalling
'mater‘xal that should have been learned, and (2) in under-
st;ndinq abstract concepts.
8. Academic subjects, such as reading, writing, spelling

and mathematics, cause difficulties.

9., Sometimes neurological signs are piEs;ant which,
though not clearly associated .with épeclflc neutological
problems, are not within a range that 15 considered normal
functioning. . N

10. Oral Languagé disorders may’ be present. Children
may be unable to comprehend the meaning of single words or
-conne):ted discuurse. 'rhere may also be difficulties with
semantic, 'syntactic, mo:phologxc and/or pragmatic rules.

When educators are attemptlng to decide on the best
approach to use with p:oh}em readers, they will find little
definitive advice in 'tesea.rch literature. Even experts on
norhal readers do not agree on the one best approach to use
in normal cifcumstances.“ Sitko, Semmel, Wilcove and Semmel
(1977 )' note that "tijere seems to be no definitive sdﬁpcrt
for asserting the Qu[;et‘iotlty of one method over another" .

(p. 2). 1In U.S. Board of éducation sponsored research
.comparing upproaches ;xsed with first grade children, Bond s A

and Dykatrn {1967) conclude that no approach to apecial

zeaders can overcome all the.Lnﬂvxdual ditferencea. They - N\

recommené that a combination of approaches, has more effect



than a singl’:approach. In a review of x;tudie's from 1960 i
to 1969 .on readlné instruction for brain injured children
Reed, Rabe and l‘{unkinen (1971) state that "the evidence that
retarded readers with btaix} damage reguire special methods
of instruction is extremely meage‘r"' (p. 289). They conclude
that "the‘r:‘é is little, if any, evidence to sl;ggest ‘that the
teaching. prccedures for such children should differ materially [
from those used for anothet chila with a reading problem of |
similar extent ‘and degreé but without brain damaqe" (p. lOB).’ '
A number of other studies have compared the effectiveness of
Cspecific reading approaches to teachinq readinq to the mildly
retarded (Dunn & Mueller; 1966; Dunn, Nevilie, Bailey, ’
Pochanart & Pfost, 1967; Kaplan, 1971; Neville & Vandever,
19}73,' Woodcock & Dunn, 1967). The results of theée studies
provide little evidence to support the use of one method
over anpther. ~ ' ¢
: - Researchers ha;le not been successful in isolating one - .
rediing. method as being most productive in teaching special
children to read. Perhaps it is tixrie, a‘s.Gillesple-S;lver
(1979) recomn;ends, that.the classroom teacher turn her b ”
attention to research that 1nvestigates how special children ‘

content influences the readinq pro-
-

approach tasks and,z
cess. )
) ‘Since every class will .:Lﬁclude at.leést, one child who
experiencés reading difficulties, the question of pr‘og'ramming
ior_ problem readers bééomes important to every teacher. :
Bacaﬁqe the types of problems.the children .can exp@rience

.are sa diverse, researchers hava not been able to recommerd
\
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a speclfié approach to ugse with problem readers. ) .
The children who experience reading problems fnlrsrchoolu
often come from-backgrounds that have not provided adequate
exposure to print. They mighé not have been read to,or had

accesg to paaer and pencifs. In manyjcases exposure to

Ppositive role mode1§ which’ accentuate the advantages of

being fiterate (reading newspapers, directions or app‘lx-
cations or reading for pleasure) bis not part of their life.
The language codes of such famnies miqht have been re-
stricted and offe:ed little in terms of(language .elabor-

ation. Althouqh all children need to l{e iftroduced to

. print. in a way that utilizes their stx‘eng s, these children

especially need an approach that compen}kes for their
earlier disadvantages and bp‘ilds ‘on any strengths that are

A

visible. - ) i

8 .
. Whole Language Environments

. Holdaway (1984) suggests that the:haraccgrisc:cé of
young language users be considered when designinq an
apprcpriate learning environxm:. Du:kin (1970) was one’
of the first reseéarchers to attempt to duplichte the
positive home 1earn1ﬁq envi:cnﬁtent in a school settin
She assembled a pre-school, kindergatten curziculum a
compared the reading abuity of children in the’ expenmental
program with that of those who first received reading

instruction in qraée one. This research con}:inued until

: PR e -




- 39
_the end of grade four. While Durkin was respohsible for
the des;gn of the program used with the exbex;imental group
in kmae:ga'ztén‘- and grade one, the school designed the pro-
gram for them- thereafter. It.also designed the prograln forv
the control group. For the duration of the study, the
'Ehil;iren in the experimanéal group waze more advanced in
>t.heir reading ability than those in the control group. As

the children progregsed ‘fragn grade to ‘grade, the differen;as'

in their a{gm.‘e_\iemenr_ Y po’ssibly > of/the"/
graded nature ‘of the materials.used. ¢ . C

- In 1978 Doake attempéed"to implement an alternate .
language arts proqtam 1n a grade one class in Nova Scotia.

thls study one group was introduced to xeading using a

. shared book experj.ence approach.. This approach 1nvcﬁved

the tepetu:ive :eading of big books which featured highly

predictable natural Xanquage. Language experience stories

. ‘Were also an integral pax:t of the proqram. The control

group Eonowed the basal program. A Gates—MacGLnitie '
readxng test administered in February of the grade one
year indicated that the shared book group had a mean
acg-u.eve_ment score in vocabula}"y and comprehension that
the basal group did ;mt achiev: until—a;me. The grade
equivalent average .diffe'rence reached 0.45-years in reading
vocabulaxy and '0.44 years 1n readin?éomprehensien.
Although actual studies of proqrams utuizing a whole
languaqa envunnmant are ;umited, there seem to be' many
supporting the same thing in different terms. Indeed‘ the

-
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language experience approach is one. such égample.“ Various
authors have discussed the type of atmospheré that will
result in the maximum utilization of language strengths.

—
K. . Goodman and Y. Goodman (1979) state that the most 1mpor-
tant goal in desiqning an initial® reading environment is to
create conditions that will help children to learn to read
and write as naturally as they leatn to talk. The prime
.concern  of tgnchers should be the use of methods to deter-
mine and expand on.what the child has already learned about
print from the home environment. Holdaway (1984) also '
+ recommends naturalizinq the environment so that it reflects
the true. functions of literacy rather than presenting
reading in a pxecemeal manner which wou:!.d destroy meaning
andv other innér-directed strategies. Holdawa-y‘s (1984)‘
summary of the chara;ceziscxc"s of developmental learners
includes. the following: brain radiatinq (uslng complexity
from within), observing and emulating, making sense, pre-
dicting, Epproxlmating, self regulatings participating, \
practicing, ‘risk tal'dng, and ‘pain-avoidance E'md pieasure
seeking (p. 15). A closer‘ examination of theseée character’-
istics suggests guidelines for proqramini’nq." The result ~
coulé beé an environment that utxll;es‘a great variety of
children's literature as a program base,/ Predictable. books
which t!:an be vmade_ into big*books and used to develop read_in:q’
in a ahared:;;:oach were initially advocated by Holdaway
(1573) and implemented by Doake (1979). ThuE‘ children would
be introduced to print i.n a meaningful ;:ray ‘and thefcflom ’

¢
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. . /
would learn to anticipate that print makes sense. The
ptedlcta‘tile nature of the materials used would allow for

prediction, approximation; and self-correction and regula-

tiop. The teacher's role would be that .of a model who pre-
g 4

sents literacy-as a joyful, meaningful experience. The ot
environment should encourage the aevelopzznt of €he four

‘language processes eq‘ualifr. Therefore, eaking, listening

* and writing should not be overlooked. - Harold Ho;::kins (197 0
in his book From 'I:.ilkeré to Readers, ge Natural Way, !
illustrates in brief text and cax;toon‘s how it is possible '
to strike such a balance in the primary classroom. : ,,/

If children are going to use langua;qe to }earn,-more
about their world while also acquirin‘g vli‘t:eracy, some v’ehx'cle
must be sought to organize the cu;:xcplum. Browne, Byrne and
Winter (1980), McCracken and McCracken (1972, 1979), and
Rhodes (1983) suggest the, uge,.of‘tl;emes as a possible answer °
to this problem. If the teacher is to. use this c;kganiz'ation
within the classroom she must beliéve certain thing‘s about
the leafnér: She must believé that chiidren want to learn
and -can leayn in 'their ownl way and tr.hat learning is rooted

in first hand experiences. Piaget (1964) _indic;_ates that it

Jis wqrthiegs‘to tell a child things if thg child cannot

experiencé them for himself. He must use all his senses, .
in hl’s active exploration of his world and needs the freedom .
to move, to maﬂipulats and_ to interact with adults. qr\ly '
after experienging manf conclrete experience_s can the child

learn to deal with the ai:scract.- Yardley (1974) emphasizes



that children are very curious about theix? world anc_l,"thi
* curiosity acts as a child's most powerful drivg. From 'mix
first moments, curiosity activates the child toward leatn.inq“
(p. 10). —
Children become proficient language users when they
see thaf; languag_gr/;g,meanin'gfpl and purposeful and can
serve & function in thgir lives and the Mves of others.

Learning to read, write,.speak and listen in a meaningful

. ' y
context rather than by using a sequenced series of skills -
enccux‘ages ‘this 1anquage use. Child:ex{»learn to speak

hecause\they wish to cmmnunicate with those around them.

They are interested in their immedj,ate world which they
b " R

find both intriguing and curious, Rhodes (1983) argues

.
that language ‘skills are best’ 1eatned 1n $he process of
. usl.ng language as a means to an end_, to- explore the ‘world,
tather than as an end in lts'e_lg. Current literature pre- : vy
sents a variety of terms and definitions fot.thevorqaniza-
tion of units of work. Browne, Byrne and. winter (1980) 5 3

refer to the .thematic approsh as a collectlcn of ideas,
¥ activities and teaching materials related to a chosen idea. /
’ The activities are planned-and directed by the teacher and@” ’

involve the- children ‘intellectual ly, physically/and sociaxly.
Usially all areus of the curriculum are /coéidered and the
activities Lnitiated are at different/developmental levels. J
‘Each ‘theme begins with a statement of objectives to be met

as wellas content to be covered.: ~ )

MeCracken and MeCracken (1972) diffeérentidte between *

=% -2 4 y
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theme and unit. These authors classify the more structured
approach of Browne, Byrne and Winter (1980) as ; "unit"‘ with
a planned beginning, middle and end, whilst they see a theme
as having only a beginning, wi&:h.the reaction of the childr'e.n
determining the middle and end; Rhodes (1983) chooses an
approach between these two extremes with her choice of "the
thema_tic unit" which begins wifh a list of major concepts to

be explored by the children. These concepts have a.broad

focus and in rn determine which resoutces, 1essons and
activities can be used. . It is also’ poss%ble to prepaye more

narrowly focused'units, but. these would necessitatée more ’

£ ‘unit on. The broadly based unjt also

permitsimore flexibility and creativity.® - "

Tdead for themes comé from a va‘riety’ of. ‘soui;ces,‘ three

" of the most usual being the teacher, b‘ecause of personal

1ncerests or tnowledge of !:he needs of the learner, the /\‘_’ -

requi:ed curriculum, and suggestions and’ interests of the

"children. ‘The concepts to be studied wicl'_u.n the theme are

‘s'evlsct{ed with the children's interests and needs in mind,
Reading, wru:inq, speakinq and listening are utxlized in
integrated iurposeful and meaningful ways in order to
achieve the objectives.’

".The conclusions reac’ed by many reseazchers interested
ln the most beneflelal approach to the acquisit!.on of

.l!.ter'cy advccate a learninq envlronment that attempts t:o

“duplicate theI positlve ‘home learning environment. * The

strenqt:h of 'such an’ approach is the taacher s use of the
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children's language abilities when they come to‘ school

while at the same tim\e she endeavours to expand what they

have already learned about print. T

Summary S L
: — Gl

There is ample evidence to suggest that young children

Byne co school already kriowing _a.gxeat deal about !:anqua'qe

“and print. Childrep can’use their knowledge of language
(semantic and syntactic) as well as, their kpowledge of the
' world abnut them in their efforts to make sense of print
These st:enqths help child:en decipher unknown words ‘when’
they occur in a context that makes sense to them. /
-

The. language experience approach was an early attempt

to utilize the child's language base in the reading situ-
atiod. Research has indicated that children exposeﬁ to
‘this method of learninq to read have progressed at least L
as well as 'children‘introduced to reading in ather ways.

The use of word banks to revie? words that have been pre-

sented in a story o further. the rate

< of this app: . -Recent rese hers have indicated the y #
desirability of such an approich and have advocated
including other means of helpMw to prodiice a favourable
reading envirp‘nlﬁent. They would include the uligra.l use
of cpildren‘s bcoks,”exposure to wr%‘ting' at’ an early age
‘using invented spelling, the use of meanianul‘ text for ¢ \

 reading and the teacher's presentation of literacy as a

. e, s ) Y
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joyful, meanindful experience. An 1ntrf>ductloi| to literacy
]

in this manner should endourage dévelopment of the predicting 7

and confirming strategies needed to be ]u good reader. It ==
should also enhraqe a ba!ancg between readinq, writing,

‘usteninq and speaking, since much of t:he text stems from B
children and their interests. | -

A survey of the literature reveals no one best approach
to use wn:h' children who for different easons are having
difficulty with the reading process. .Some authorities i Vg

& ; on .of .appx - It wouldseen ‘that .

these chz'ldren, more than any othats, need to ber ~1ntzoduced
to xeadinq by a method t:hat will enable é\hem to utilize any
strengths they might possess.. At the aanﬁ time the approach
uhoul(; include components which would comé_ensatq for__nny; .

+ deficiencies in the child's pre-school environment.




CHAPTER III - -

s METHODOLQGY 3

This chapter presents a description: of the variables, .
hypotheses, sample, materials and instruction and tHe:
statistmal procedu:es utilized in tHe study. - 3 5. %
L3 ) l‘hxs study was designed to determine whether the bual‘ o, ol utel
x:eadez-phoni.cs approach or the whole language awroach was '. \ i
the more successful way of developinq\e}ght vocabulary 'in
s ¥R hi_gl:n risk grade one children. (The two dbnendent vai‘lableé e
were a set of .vocabulary scores for all subjects obtained

in May of the grade one year (1.8) and a set obtained in 2w
May of the grade two year (2.8). The treatment v_ariable was
" whether the subjects were in group -on t_he basal reader

group, 6r in group two, the whole language group. .

. . " .. Hypotheses .. VT L
4 - 5

Thé questions posed in chapter one led to the - &

'fqlllo_ving hypotheses: <’\ S % . ‘ or

. _ 7 )
1. For high risk grade e children the whole 19ngunge_ »

~./>. approach will be more effe in ptomoéinq chud':en'a‘aig_ng

vocahularies than the basal r r~phonics approuch. - R i

2. For high risk grade one chudren any advantage Ln ' -
sight vocabulary devalcpment due ‘to the use of the whole . - \
language’ 'roach in V’FE .one will be maintained in grade ,.

o . 46




two.

“3.

Por high :1sk grade one childfen hm:h verbal abuity

and petformance ability will be posltively related to sight .

vocgbu'lary development in both grade one and grade two.

4. Foéyhigh risk-grade one.children age will be

Sample . 2

. negatively related ‘ta'sight vocabulary’ dévelopment.

‘. The s‘ample consgted pf"elev_en children chosen frqé\ .

’ four boys whose ages‘

| Ttwo grade’ one‘claslses from a city school in two different”

‘ years. Graup one copsisted of five chndren--one girl and

4 troq 73 months -to 87 montﬁ's./

,’rhey were in qzade cne in 1979 1980 ahd J.n gude two in

1980-1931

Ll RS .

< ; /.
The zemasnder of . the c}ﬁldren--one §irl and five boys--
»

3
whose aqes ranqed from™69 mom-.hs to ai\months cpmp:ised

gzoup th.\'l‘his group a\:tended grade one in’1982-1983 av
—

qrade two in 1983~ 1954. *

N i .

Both groups received instxucti.on in language arts and “a

mathematica from a'specia! education teadher during the

with d requl.ar grade

[4

and wex;g i

one class for the’ remalnde: of the day.

v

In Muy of their Rinderqar:en year, these childre&ere <

deugnated ‘as "high nnk" children and were recommended to

receive 2 thorough evuluution in the fan of cheir graga v

one year .




. Instruments

The subjec;s were administered the Slosson Oral Reading N
a

Test (SORT) in Jate May of their grade. one and grade two .

' v years. Both groups were administered the .Weschler Inteli-

’ ' gence Scale for Children-Revised (WISC-R) in the fall of % L
their grade one year. .
.

Materials and Instruction

. Two differefit approaches requiring different materials
_were used with the children inthis study. The children in

E 3 ¥ 3
Wi group one were:taught by a traditignal method, using a b

variety of commercial ma ter s. . Because of the natux_‘e of
the approach used wit qraup two, children's 1anguage was
i used for text in addition to trade books and teacher-made
’ materials. °
“Group One

The basic material used wlth group one was the Nelson-
Language Development Reading Proqram. The first four months

of the school year were 'spent developing, reading readiness

. by using al ‘and t d mata:i/als. ‘The pioq;am,
‘tocused on recognition of the latter‘s of the alphubet:., sounds
- B of the consonants, phminq‘ words and the visual discrimin-
ation of words. . .Lla":éning_ vcomprehenslcn, story séqupnq‘r(q

.

and recognition of colour words were also stressed. In

January the group, began the LDR pre‘-prlmer level Surprise,




Surprise and at the same time were dntfodyced to vowel sounds
and the bl‘endlnq of sounds to form words. In order to pro-
vide practice in utilizing this new skill, teacher-made and

commercial materials were used_as -reading préctice. Activi-

ww?ties Were used to show children how to "attack" an ‘unfamiliar

word by usinq their knowledge of sounds. These practices
continued for the remaindez of the year with che group com-

pleting An mid—Jl!ne the three pre-primer 1eve1 readers-- _

_ Burprise, Surprise, Kittens and Mears and Pets and Puppéts.

A tegulaipaxt of the program also consisted of a take~

home readlng proq:am in which each child could chocse a

‘simple story book to read at home. when_ the child Rdd

finished reading thé book, it was sigped by the parent and
returng,d._ o ’ Y. ’ :
The sight vocabulary in the Nelson pre—primers was -put
orhflash caxds and \-.me was spent each.day on activities
which focused on practice in recaqniz{ng\ the vocabulary in

isolation. Sometimes ‘these words in combination with

.phonetically regular words were used, 1n simple shor} stor.\es

that weze sent home for practice. it 3

Group awo’
~
+ In September the chlldren in’ q:oup two were 1ntrcduced

to reading with a’ whole 1anguage appxoach. This consisted

of matgrialn developed by the students in strﬂb&l:ed language

exbet!.ence lessons, ;epetitlve poetry and predictable trade

i * ~
books. The children were encouraged to write in personal

L ) B
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jourfials, and replies were written by tt‘\e teacher. Each &ay
children were given the opportunity t:o talk and listen. _The
curriculum was o'rqanizgd by using themes.- This framework
allowed the teacher to present matérial in a meaningful
whole and to use the interests of the ehxldren. -

Poetry, trade books, fnn\strlns, pictures and real
objects which complemented the theme were utilized. When
possible, a big book that fitted thé theme was purchased
or made' by the teacher. These books were read aloud.by ‘the
teacher while she pointéd to the wobds on each page. As
they .became familiar witﬁv the text, chllétan were encnuiaged
to read along with the teacher. Oftep the stary-i-tas ta;ped
and small copies of the book were placed at the_ listenli.ng
center where small gr;:ups coul:l gead along while f;he teacher,

worked with other children.

' . As children became familiar with the story they were

.
- given oppor ities to use c and ic cues

‘to p:e&xct words., ToO ncourage the development vof these

gies, tie decided bef at which points_

predlc\t:lon could readily occur and then, while reading, v
stopped to allow students to fill in words. Their atten-
tion wns' also d;awn to words ;nd‘spuce_s, -b'eqinninq letters
and lengths of words. Chudre‘n-wez'e encouznq:d‘to focus. on
specific vocabulary by having word, hunts ‘in whtr.'h the teacher

named words or showed cards and the chud\a; had to'find [nd N

“circle the designated word. . Underun.lnq, circling, and

vniauonu in pnnt, too, were used to call 3ttention. to

pu— g

BN .
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specific vocabulary. These activities were also carried

- L4
out with poems and charts. In this way children's attention

was drawn to specific words while they still maintained the
3 S gl

context. N

A % ;
The ‘teacher was mindful‘ of the necessity of providing

practice in reading as ﬁclus developed. Each day a ten to.
. - .

# fifteen minute period was provided for. silent reading.

Another important aspecé of practice ‘was’ the “take home

reading program, which thcluded materials prepated in class
Lule

and repetitive books and poems. This pfgram allowed the

parents to play an active part in their children' s develop-

ing reading ability and it ensured that 'all the chi{dren

were exposed to books at home. A 1list of ‘take home reading

material is presented in Appendlx A and a list of predict-

able boaks“hr Appendix: B. A theme on rain, whith ulustrates

how the various activities were used is -presented .in

App¢ndix F. Examples of focusing and ptact,ice tecwliques
1

’ .used®with big books’'apd charts to focus orf?sight: vocabulary
seaBl

in context can be found in Appendices C And D.
, 3

Limitg€ions of the Study o

*1. The sample used. in tﬁ‘is group. was not randomly

selected; but was comprised of special educauch classes

for ‘rade one students in 1979-80 and 1982-83.

*72. The number of chndren .included . in the special

on group rmined the size of:the 'sample. .In "

T
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" iggguav.;e appxoacp—-siqht vocabulag,.
- .

- B ) <, 52
1979-80 five children from the grade one population were
‘included while in 1982-83 six children were included, making

a total of 11. - =

3. Because of the size of thq sample it is not possible
to generalize the results oi:tal:!d/‘in this~study to all
: s T e

special education groups. -

4. The study examines only one result of the Hhc’leﬂ .

o
R ¥ i o -
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and Achievement 2. (see Table 1):

. CHAPTER IV
FINDINGS AND DISCUSSION ' 5

In this chapter the results of the stati’stical analysis
and four case studies-}wo from each group--are presented

and diécu.ssed. . - 2 ©

- Relationships Between the Variables _. g

.}éarson pqoduci moment_ correlavti{gms were calculated to
determine the ‘relationship of one variable to anjoth;rr.’ The
zero order curralaﬁions that 'welje considered are those:

(1) between the whole 1anguaqé, ;‘alpp:oach and sight vocabulary
achievement at the ‘end of g’r’ade one (ACH I); (2) between the
whole language approach and sight vocabulary at the énd of ™~

grade two.(ACH 2); (3) between Achi t 1 and Achi

2; ' (4) between vérbal ability and Achievement 1; (5) between

perfo: nce ability and Achievement 2; and (6) between: age

~ Two Dne-w'ay analyses of variance were cax"ried out ‘to

determine if the treatment As significant.

The correlation t and Achievement 1

was =0,547, which was not signlficant. Neither were the

lresq,n:a of the one-way analysis of variance»condu\céed on'’

! tre&gngnt and achievemgnt 1 significant (see Table 2).

Therefore Hypothesis 1 which states that for high risk




et

7 Table 1 i
Zero Order Correlationn, Means and Standard Devxaucns for variahles
in Whole Language and Sight Vocabulary Study (N = 11) -

Variables = AGE _TREAT. VBL PERF ACH1 ACH2 DIFF MEAN *8.D.
AGE 1.000 . . 79.818 5.741
¥ o o A R B .
TREAT .  -0.297 1.000 4 = : 1.545 0,522
3 , (n.s.) =Y

*VBL =0.214 -0.282 "1.000 i . 80.545 13.102
o (n.s.)  (n.s.) 3

PERF -0.537 - -0.284 0.410  1.000 3 89.909  11.096

¢ (n.s.) (n.s.) (n.s.) ® 2

ACH 1 -0.206  -0.547,  0.184 ' 0.214 1.000° L 1.000 0.245
- (n.s.) (n.s.) (n.s.) (n.s.) : '

ACH 2 0.850 =-0.247 =-0.319 0.743 1.000 " . 1,573 0.555

i (.001)  (n.s.) (n.s.)  (.001)

DIFF 0.828  =0.446 =~0.563 ' 0.411 0.916 1.000 0.573  0.408

(n.s.) (.001) (n.s.) (n.s.) (n.s.) (.001)

Key to! mnemcnics- TREAT = Treatment; VBL = Verbal Score' on WISC-R Intelligence Test;
PERF =.Performance Ycore on WISC=R Intelligence Test; ACH1 = Achievement on Slosson
Oral Reading Test at grade 1.8;'ACH2 = Achievement on Slosson Oral Reading Test at
grade 2.8; DIFF = Difference between ACH1 and ACH2. \ v

siqntticmce levels for cd*ﬂicients are given in parenth}a/es.
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grade one children, the whole language approach will be more
effgctiye in promoting children's sight vocabularies than

the basal reader-phonics approach, was rejected.
the results weré not signigi ant, it is 11!\?01‘&31")(: to note,
that there was a much wider rarge in the scores.

difference in group one was 0.1

One-way Analysis of Variance. Results:

d that in’'group two was

’rzeatment on Achievement at 1.8 (N =
L

Sum of
Squares

0:30018
0.29982 ,

When treatment and Achievement 2 were considered, the
correlation was 0.850, whi-ch was significant .at the .001
A significancé level of .ool‘mean‘s ‘that the

probability was only one in ore ‘thousand that this was an

accidental finding.

language approach on achievement at the end of grade two
are presented.- The results were significant at the .001
level and it wouid abpear that achievement was siqﬁificantly‘

better at the end of the second year than at the end of the

In Table 3, the effects of the whole

ijothasis 2, which states that for



grade onrcm~ldisn any 'advantaqe in sight vocabulary develop-
ment due }N:e use of the whole languags approach in grade
one will be malntalned in grade two, was thex‘efo:e accepted.
There was a correlation of 0.743, significant &% the
- .001 level, between sight vocabulary acWievement at the end,
of grade one and at the end of grade two. It would appear
that there was a delayed effect when ualnq a whole . langda

approach, since ‘the deantaqes of ‘usLng the approach were

not significant until grade two. - i . .
: ) o
L . - PR -, <y
Table 3
i One-Way Analysis of Variance Results: Btfects of -
. Traatmenc on Achievement at 2.8 (N = 11) i e
Sum of ¥ Mean ; E Significance
Variable Squares d.f. Square F. Ratio Level -
ACH2 2,2255 1. 2.2255 23.390 .001 -
0.85633 9. .095148 - o

Hypothesis 3, which states that for high risk grade one

children, both verbal ability and performance‘ability will

be positively related to sight vocabulary. devela'plnent-ln “
both grade one and two, was tej’ected because verbal abiuty
.and performance ability were neqat:!.ve‘ y Yelated to sight
vocabulary by the end of grade two. ge .relationsh pAete
. not significant but co:relatj}ans of -0 247 for vethl and :
-0.319. for ,petiormance would seem to be ot‘ﬂmpor:ance.

T Hypothesis 4', which states that for high risk grpde
2 ¢ ¢




onevchild:en age .will be néqatxvély related to sight

il vocabulary ormance, was rejected because thé relation-
ships between age and achievement at the end of grade one
(-0.206) and at the end of grade two (-0.086) vere not
significant. Had the samples been larger the negative

coefficients ‘would probably have been significant.

| case Studies -
s - e oI
B 7 \ ; ’ . )
. The resullts of statistical procedures carried out in
this study/gn&icéted that the whole language approach did
enable children to gain a better sight vocabulary by the
end of grade-'iwo than did the basal read'er-phonxcs approach.
- - There were other_ad»;antaqes to using this approach that were

not evident in'these results but were revealed by a close
_-/ examination of the. individual Jil‘dren in th st‘:dy. In

an effort to present a comprehensive-view of the value of

uailg‘g yﬁole 1 as .to a basal
reader-phonics: approacﬁ, four case studies are presented. L
Two children--Shawn and Don--were chosen from the basal -~
reader group and ‘two--Mark ‘and Amy--were selected from the.

whole language group. . .

'

‘Shawn

"'/Sh'uwn was i:hq, youngest qf x children from g lower

socioeconomic family. Thje chAld lived in poverty condi-"

tions, nlchough his father worked periodi'caily. For va:ious
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reasons the children in the Eamilx were\physically neglected.
Shawn was usually poorly. cared for. His lunches were scanty
and the teacher often had to supplement them with food from
-/sci-xbol. His home environment caused him to st?rt ach‘oo‘l
severely educationally disadvantaged. He was a‘ verS( ‘with-
drawn child who cried frequently and ;sked fot his brother.
He rarely. talked to the teacher and did not interact with
the other studénts. His lack of basic concepts and nis
inature behaviour. resulted in his being detained in Kipders
garten an extra year.. . ., ’
¥ When he began grade one his kindergarten behaviour
pattern continued. Shawn rarely spoke and when he dig gt
'was usually in a thspet. He did nof,converse with t\é other

children and preferred.to work quietly. Testing-in the fan

of his grade one year indicated many weaknesses. .The Peabody
- -2

Picture \’Iocahulary Test (PPVT), which measures receptive 7
vocabulary at.the word level, showed a discrepancy of 16 .
> months between his chronological” age and his mental age,

Yy
He was unaware of the everyday things.and people around him.

Such simple terms as barbex:, autumn, casserole ‘and binocu-

xars were unknown to him. J‘his weakness in bacquound '

knowledge and his lack pf basic L were also

when the WISC-R intelligence test was administered. On the
. h - —

inﬁormatioysubtest, which samples. accumulated general .-

informat{8n of a factual type, he dBfained a scaled score

of 6 out of a possible 20. «His,loweét score was obtained

on the Similarities subtest wHich required.him to verbalize
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associations between pairs o‘f words. The test begins with
very concrete words add gradually progresses to more abstract
ones. His scaled sodr& wis 3 out of 20. The Vocabulary sub-
test required him to express the meaning of words aé‘ihey
were read by the‘ examiner, beginning with very concrete ones.
His scal.ea. score ‘was 6 out of 20. His overall performance’
on t‘he test was a full score Of 76 with 78 on pexﬁomﬁnce ‘
and vex:bal subtests. - A verbal description of his placement

on the WISC-R-was-given as borderline inteﬁigence‘ Even

thoudh Shawn had spent an extra year in kindergarten, he
5:111 did not know all-of the letteru or numerals and he
could px:l.nt only his.first name. =,

‘He was, however, a very determined worke{ who took his

’school' work seriously and ‘attemptad, without question or

- comment, any task the teacher provided. When he wis \:anle

to complete an item he would sit passlvely and wait fux"the
taache/tn notice his difficulty. He, never had to be spoken,
to because of bad Behaviour, since he did not .interac? with
liis fellow.classmates. whg'n he was.not in class, he could
be found with his older brother. He made very little pré-
gress socially throughout the yea:.‘ )

Academically, Shawn proqressed well in his first term.

and manaqed to 1e‘ n all of the letters and the numerais to
10. By Christmas he cculd read some of the colour words.
Through hard work, he’ completed the three pre-primers by"
June, He was a very word-consclous :eader and did not read

on to utilize cont%,clues. His cgmprahenslpn was poor. .
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In many instanch he hac{ no information to bring to t,)\le . L
print. The .teacher used some pre-reading vactivlti_es’ whett

getting children ready to read a'story, but Snawn needed

even more than were provided in the daily Xesécns.- of the :
children's books that the teacher x:ead throughout, the year, .
very few were of an 1nfomationa1 nature. Pictures and ‘\
filmstrips were utilized infrequently, therefore, Shawn was K3 A

not exposed to enough activities that would heip him 1ncrease

his kncwledqe abou\‘: the world, ‘a prerequtsite tc comprehen- .
‘ionr The major pax‘ of the day was focused on, the. acquisi-
- tion of words. On the Slosson (Pjal Readinq Test given in
May “of qi—ade one, snawn« scoreu 0.8. " This score _was‘cgw:' .
Qistent wi{h h#s daily work and also with the scores, of his -_. .v E
{ = clagsmates. . \J‘ A . ‘ ;
¥ : I‘n grade ‘2 he was again placed in théﬂ,special edugaéiun )
' group for’ ‘language arts' and mathenaticé.) He made some
j.mprovement socially in grade two and pxayed with one of

the ocher bcys when not 1n class. -He~st111 hardly ‘ever L

talked in achool and de not appear tu be happy. The teacher .
rarely saw him smile and never gaw him laugh. . . \
‘During the grade two year he-completed the last twd T

.books in the grade oné program, Whiskers and Toy Box. -On ¢ - 3
)

his Sloason test at the end of qrade two ‘he, obtained 1. 3, B P i

.~ the highest score in his group: Shawn)has continued in . .

Special Education c!asse“s since hlg_vqtade two year and has - " -

g continued'tc progr‘l_ess very sl_wly. In grade 5 m;d-yeatvne

.o obtained a 2.3 score on a Sidsson Oral Reading.Test. On a
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Gates-MacGLnitLe Reading test, which was admlnistexed at the’

vaame time,’ he .attained scores 0f 2.2 on Vocabulary and 1.7
on COmprehansian. The £1ve int discrepancy in favour of
o vocabulary was i.ndicauve th strenqth in word re}ogni- R
tion rather than comprehension. Ch . -
An overv{ew of this case study reveals a numbe).; of 4
_‘difficulties whichnshawn experienced in his early primary O
education. His home bacqueund had not prepared hin\ for
~ the demands of the st’:‘hool. He ﬂ poo:ly cared for and .«
. poorly fed, a‘}d was not exposed to a stimulatinq hqme

envirgnmer When he- school his insécure nature

did not allow him to take full advanbage of the program.

He was lagkinq in many concept_s'ﬂld background knowle@g&’, .

and the éesiqn of the p’roqram did n prnv&de frequenb imes

and topics for grouﬁ/discussion. When he began to xead,, s

his co{pzehension was\puor, possibly because he had little

+ {nformation to bring% \;o the print. ad more success in
developin'g a- sightevocabulary than h:§d in comprehendinq
v’mat he read. When the;se problems are considered a number
of questions can be posed concerning the best approach to

' use in the iuture with children exhtblnsq similar ptoblems.

. The mnjor problqm in Shawn's ‘early ‘years appeared to be the
lack of pre-schcol prep;ration. -Coming from a home that ’
px:ovided neither verbal stimulation por school-related
maf.etials (penci!.s, books) left nlm UI prepared for /L-‘
learnimng to read. One wonders, whethé: a whole .Language

apprbach woild have ccmpensated for his lack of pre-schoci

. IS =y



preparation. It would have 1mmeued him in a ut:etature '
\ " envxronmene apd exposed him to gocd reudinq modeh: and books
-, and it would appear that children who' _come from poor, home e = N
envi.rcnments need this even‘more than children ftom middle
‘ .class homes. One wonders too whether the materials such.
as bo_oka, filmstgips Snd fieldtrips could have better : -
developed the background knowledge whicr;\is néeded for com- .
: ) pré};ension. _These questl.o s are now impossible to answer
~ in Shawn's case but: they merj.t future conuidération dn
cochtion with children displaying aimllar charadteristiurs.

. Don' . 3 , — § Fhyns .

3 = Don was the yo\!/est of three childr‘en from a middle s 4

o . B V. qiass Eamily. He transferred 1nto the grade on\: group from .- 5

. ' . Ontarib at the efld of Saptemher. A report ‘irom hia fomer
school in’dicated -that Dan was an snexg’atic, actl.ve kLndex-

] qarten child who enjoyed activities and qof. along weu wn:h

) others. ‘It was reported that his"knowledgs of academic -

skills was li.mieéd and hgd diificulty s_etcung down to

work. i » ;

& . In Novembet of his qrade one year, Don was referred
& 2 fo: assessment becausé oE his dlfficulues with retention ~ o

of che Alphabet and problems with visual motor tal_ka. The -
” e ﬁucqers Drnwirig Test was -administered and Don had difficulty -
LA copying many of the sliapes. ﬁle' chréﬁ one and a ﬁnlf years -
EP P 3 : . .

below.his chrénolggical_ age. The rékulta of the: WISC-R

2 . -dptélligence test indicated thahF\}al functioning in the
2 Yos i e ; s Y oAt
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instituted their, own¥routine and actfivities which were not
L i N el
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average range of intelligence. There were, however, two
interesting scores 1n hi§ profue. On the Vocabulary sub=~
test, which mehsuxes the child's ability to exptess the
meangng of-spedific words, Don ﬂobtained a scaled score of‘
4 out of a possii)le 200 'i‘he factors tappev:i by this subtest
include ‘%xpteaaive la‘nguage and broad language experience ’
ghtair{e’d chro‘ﬁgh reading or verbal interaction.

On the Object Assembly subtest, a timed test in which

- . - i
_the child has to assemble various puzzles thdt depict

objects, he obtained a scaled score of 15 out of 20, The

oo T @
factors tapped by this subtest include spatial orientation,

isualization, spatiax relutionships, perseverance, patience

and confidence. These scores yere surprising, siqce they

‘were exact;ly d to his’ per _on daily tasks.

Hu teacher had a)ways considefed him very. fluem—. when -
expresainq his lgleas._ On tha other hand his, at:t:empta at

any t:yp'e *‘w'neten activlty usually produced less than

fa*}o_ugable vresults.' His ovérall WISC-R score of (02 was
cglnposed Qf a vefbal score of 97 and a performance score

of 108. During this evalubt!on Don was most talkative,

axp:e‘ss* a dislike for any. kind of school work and comhefited

that he liked to play beat of all, e 5 L

K A meeting was held with his parents to diacuss the
o
results of the” t. The tead]

to g9
. o —
ways the parents could help Don_at home ¥nd thus reinforce

K
what was done in school, . Up to this| point, the parents had

D

/\}.




N = — 64

N,
productive. . For the next seVeral'months he was exposed to
a vari®y of activities to encourage the retention of his

letters. Don had great difficulty remembering information

that was presented visually. Many of the activities : —
involyed'a motor element--drawihg the letters in sand or
scratching them in modelling c‘lay».;_ After a vag(ety"'?f
experiences, hg slowly began tofrecoynize the -1ettq:§, but
by June hé stili did not recogn e:',;r 1 ofsthem. . -

In January} he was introduced to the first pre-primer
in’ the Nelson l‘.‘anguaqe Deve lopment Readers. ‘He needed cort-
stant repetition both at home and in school to retain the ~*
sight yocabulnry as it was prenehted_ in the Eeadé:s.

3 Don continued éc be a talkative boy}ho presented him-
lellf as being very confident. Many times his overconfidence

caused him to -do poorly. He assumed he ‘could do well, but

- failed to attend to detaus and thus made careless mistakes.

He 1liked to work vezy quickly so that his work would be
finished. He duclf\xlly Yeturned his take-home teaélnq
books, but he never shdowed any great -lnterest in rEBdlng‘

Many of the things he dsr] were done because they we:e

‘expected by ge teache, . .
=X it
(As the year p: d, Dén continued,.to have aifficulty

xemem!ering vocnbulary. When he cou.\d read the words his -
comprehension was usuuuy good. The approach ha was axposed
to rarely included at-cuuton of contekt clue' or use'of the —

chi.xd’s langhge strengths. - It was un!ortunnte that the two

.areas in which ‘he could excel were not part of the te'uhxng
1 i - = A

F : [
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approach that year. Don was forced to rely on his kz:w dge

. of words by sight and 'then piece-tWe words together

obtaih meaning, Although the impo)tanca of meaning was

stressed, no exampies wete used to illustrate this to the®

childrfn,

. .In March of his grade one year Don scored 0.5 on the -
Slosson Oral Readlnﬁest._ Two months. Jater he scored 0.8. :
This was favourable progress and compared well with the R -

other children in his group. By the end of grade -one E\gmad_/ *
c‘ompleted the three pre-pfinﬁérs. 3
\ J J In Sepumnber he began grade two i;fthe special educa-
) tion group for readi.nq only, He completed two {lgo;e xeadtsrs, %
skers and. Tox Box. As more voc‘abu‘lary was taught, Don
. .expetienced great difficulty discriminating among the words. .
/ He tended to confuse. words, since he usuany focused’ cm the
L beginning and ending consonanta. _He was not making effec-
. tive use oE context ‘and did not monitor’h’ls reading as he
i # went alonq. When the Slosson Or3l Readinq Test was admin—
istered in May uf his grade two year, Don s score shom?d
B W no' progress beyond his grade one score. The Gates-=MacGinitie
Reuélnq Test was"a‘l‘._so administered at this time, and on.it
he scored 1.6 Ln\v;acab_hlary and 1.5 in comprehension. . His "
'_‘ . teacher Eelt that this was a fax\ii'aéc,uz-ate score for hﬂ«v_ A '
’ ,whén his dAllS{ work was: conz;idere w W
\‘, . Don agatn'tel:eived spaclal educatlan help in grade

- 0 . : threa and the next year he re| ted thnt qx:ade. He spent »
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special educatign’ qtoup. A’ Slosson Okal Reading Test given
at the end of this yeaz yielded a scoie of only 1.7, althotgh
he had had four lears of reading instruction. In February
of that - year, because of reading difficulties, he wwas seen
»at’ the Diagnostdc and Remedial Unit at Memo:ial Univeulty
for a complete evaluation. Tl {xemedxation program designad
for Do}l included a sound phoj fic base to foster word
1dentification.,.Materials at_his 1ns\ruct1onal level wa"x:e
used to build a siqht vocabulary and increase cumprehensmn.
Don continued to attend sessions at the Diagnostie Unit

throughout grade three and into grade four. When he entered

¢ grade 4 he was placed in a remedial reading group at Bchool.

P _program and made good progress in siqht‘.,_wbrd development;

During -the summer prior to grade iou: he attended a summey .

e scoreé 3.4 on the. Slosson 11{ Septemb?rt of grade fuur.,’
His‘ siqht vocabulary improved over the year and ha'scqred ».
4.3 on a final test at.the end of grade’ tou:. A Ga‘:ea
.HacGinitie Reading Test was aﬁminls(‘.ered in March of grade
four. He did not. answer enough vocabulary ;.zane_correctly
to score, but he did score 1.8 on thé conprehension subtest.
.A £inal report at the end of qza‘ae four from the '
Diagnosuc Unit included a section which discusaed Dorl'
behaviour wher he app:oached :eading tanks. It was felt by
“the cunician Ehaﬂls majbt problems were a short attention
span a’d the‘\nse of avoit{ance taccica. By the end of his
grade four' year, n more mature behaviour: pattern’ had dev’eloped.
Hia self-esteem had improved with remediation and he was
k . B - : e
) "oy
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approaching 'readxng tasks with enthusiasm. On an oral

. reading pagsage from the Burns and Row Inventory he made

many errors, 1y read ical words and did not

self correct. Dqspite these pr*lems he was able to com- -

appear that Don is still very "word conscious" and Ls» fpne- _ —-

tioning at a word level and not a maalﬂng lev;),./

An wezview of this-case study xevealn a number of

_diffxcult!.es Don experienced with reading. In the beginning

stages he had difficulty . :smember}ng the anan of letten
nnd did not knqw them all by tha end o( grade one. He had
similar difficulty wn:h slth_ vucabulazy. He was not par-'
ti:ularly interested in completing written assignments or
in lllenf. reading and comple'ted nuch tasks to_ have them aut

of the uay. By the end of grade two Don had’ already beqnn

to experience reading (aimze which in turn’ p:oba):ly con- 1 4

" tributed to s developi.@ avoidance tactics. 'l‘hese facts

about his school p:oqress were difficult to undex:‘atand‘ ir{

light of his Lntel.udence. .

7
“* - A number of que'tlons.watrant conside:auon. Could the

use - of thema-, which would" have 'hlm to 1 - ssting -

topics and materials, have axcended his spnken vocabulaxy

.and Eoste:ed an 1ntarest in reading? It appeared that one

o! his majot p:oblem was the neqntlve attitude: he developed
becnuse @f his fallu:e. Coula the usé of predictable books
hava allowed him to use his language strengths to. gain ‘a
po-n:i,ve attitude —tcmatfl rgading and books? Could the un

i prehend the passage well and made inferences. It would - e \\
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of whole lanqua;e strategies have provided him with exper-
iences that would have presented reading aa’ a ,meanxnt;-’
seeking activity rather than a word calling on!i, At this
time these questions are impossible to answer, but they do

deserve theoretical consideration since ‘there are often

children who exhibit characteristics uimilar Don's.

The use of—the actl.vities previously noted could possibly
be helpful-in such cases. . W ® S
z ; ’ =
Mark .- : e . -
- Mark was the }oungest .of four children from a mi@dle 5 S

. = i

olass home. From birth he had had serious heglth problems/

which resuitea' in italization andGPerations. Mark's

first cantact wlth special services occurred in 1978 yhen -

he was three. At that time he was seen by a epeech-
language pathologist because :jvwas speaking in one word «
sentences. nﬁxinq the next year he attended a iwxeschool

N,

language grou{:. Inl.tially he was reluctant to participate, B
but Gt the .end of fmirteen weeks spme improvement was noted. _
He cBntinued to receive speech therapy.throughout his . g
ki!mdergarten year. Du:inq his neuond year in school he‘
was tranaferied_toypacial class for childrén with "
language disorders. When he was not w'o‘rking indivi‘dually
with the language d'is‘order teacher, he participated in the‘
regular' kindergarten program. ]

The tuta that wery L,administered to detamine Mark's

eugibsuty’for the lanqu € class indicated that he dis-




' but at ot ti.mes he wrote the letters out of- sequence or
_omitted ‘s
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played a variety of language and acadenmic problems. The
: % g

Peabody Piét{u’e Vocabulary Test (PPVT) showed a six month

discrepancy “between his c'hxonologl.cal age and hig mental

age. ©On the auditory coingrehension subtest of the Zimmer-
man Preschooll language Scale, he scored 4 years 6 months
in cc?an’(ﬁcn» to his chronological age of 6 yearé 3 months.
‘Whe Qoldm‘;;;hinstoe Test of Articulation revealed that his
@rc_iculation pattern was charac_terl‘zed by a 'numbe: of
speech »snun@. substit‘u;:ions and omissions. An intelllgénce
test (WISC-R) :y»ieldad‘a full' scale score of 69 with a nine
point difference betw’een his verbal score of 62 mr:
performance score! c_f.'!).'. Upon entering grade one hj.s
academic skills were evaluated. The Brigance’ Inventory of

Basic Skills showed weaknesseé dpnall major areas. surveyed.

. He scored 28% .on letter xf’eccgnition gnd 40% on recognition

of numerals ‘to'10. = Matching activities revealed that he

“had developed neither one-tc‘rox:xe correspohdence nor ccn-' L :

sarva:ioj of numbex:. He was inconsistent in his attempts

to print’his ﬂ.zst nama. . Somel:imes ‘he could do it co:rectly‘ X

eral. He gould not print his surname. Out °‘~

the eight colours, 'teste'd, he was ablé to tell the. names of. -

only two. = | Caal K

7° When Mark vas compared to the other'thildren: inhis

group,—his acaden;ic and 1anguide p'robiems\,cbmbingd to px:o-.

duce thefmost severe educational problens of all the E

éhi.\dren. ,In spite of. the fact that he had spent an. extra
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. year in school and had received a great ‘deal of ‘individual
language remédiation, he was still not functioning at grade
level. '

In. the group, Mark was a pleasant ciild who t:ied hard
R to please his teachers. He was aware of his diffnulues,

.and he would observe other children in the group perform
:equixed ac:“{viues and then attempt :c{ copy their efforts.

He was embarrassed-when given individua

. group and he desperate!y wanted to do ‘what his cléssmate€
. did., He was usually -attentive im'a émall group setting
’ n and was able: to_work 1ndependent1y to tomplete actilVities ‘ .
that were within his capabilities. " - i
Mark's most outstandlng problem was his poor memory.

e This was evident in every area of his educational program.

R He .often’ unsuccessfully searched his memory for sp ific —
V\ ords to nafe objects and events and could not remember o
‘ (‘ —7” the names of letters or numerals withouf constant repetition.

I_n hi_F e._Efor‘:s to ‘express himself he would ogtep have to
resort to using a substitudte for a word, for examplg, he‘
l‘nlqht“call Santa Cl.aus Ho Ho. Severe p’xnb‘lems with'syntax L]

S - » added té his difficulties in expressing Ms 1deas. Pronoun

usage was a great problem. 'Her do Lt" and "Him go fo

school" “were regular usage patterns in ius daily gpeech.

\He also confused pronoun. referents and otten used her ‘for

k-‘l a male. Dsfficultigs wit:h tenses were also evident. Mark .

appeared  to understand the concept ot past, present and &

* future when he was_ spoken to but he was not able to utilize
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this knowledge in his expressive -language. He spoke in the
present tense only. Prepositions were alsc:prublttc for -

K : him and he could not recall the corrlect one to.use in ¢

apechic situations. .
H‘hen he was exposed 5( prlnt in an effort to encourage

reading, his problems were/even more pronounced. ~ By the

P latter part of November he had been exposed to}pny charts,

S predictable books and'poems: Focuainq techniques had been

employed to call attention to specific tlzo:d_a in éontexé,

. but gttll Mark hud'acq;ured’a siqht vocabulary of only five
4 'oﬁs. At th!.s pqint, his classmuteu had a sight vocabulr.,:y
*of npproxl.mately 25-30 words. Mark attended well to all the
: uctl.vl.ti.es and volunteered to c:.l.:cle words on tﬂe chart o{/

find matchlnq words ln the word hunts, but was oﬂ-.en unable
to locate them without teachet help. He appeared to be
ehjoying the activities and did not seem to realize that

L he did not know as man? words as his cla"mates.

4 A parent l.ntexvlew was held in the latter part of

" November.to discuss his- oy . His two' ex-

breued :.hei: cgncern. about ‘his lack of ‘brogress and the

ouib:l.uty of his never. 1eatn1ng to read well because of
- “~ his extteme mamozy problema. Fo.'l.lowlng the inferview, a
reevaluatl‘n of Mnrk'n pzogram by his*® teacheza Ted to
chanqes and addit!onn to his prognm- They felt that Mark

- was fitting Lnto the gtoup well and that he was content

with the types o! aetIvItIee o Which hie was being
but that he naudad greater :apetiuon of mate:lal to develop s

. £ v . ¢
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\ a sight vocabulary. Even with his syntax problems he had E
- begun, to utilize context and to realize that.text had to B
make sense. It was felt that these strengths should con- ¢
~"%tinue to be utu—kseg and, developed»~ The language disozde( i

teacher wrote simple. étory bodks using pi.ctutes and repeti-
tive sentence structures. The books always contained
vocabulary that Mark was being exposed to 1}1 his’ reading
5 ’qr(v}up. Thege books were then sent Home for him to read -
. to his-parents. They proved to be'a great su'coes,s and’ were
special to him because they were made for him. The reading’ K
teacher used evef:y opportunity ‘in t:l:ne smau“g'x?bup to set up
situations in which Mark could practice his newly acquired

knowledge in front of his classmates. ’Posiuve feelings 5 *
~ 3

about his achievement resulted-in added 1nterest. In

LB February a Slosson Oral Reading Test (SORT) was admi.nistered
’ and his score of 0.6 illustrated his qrowing ability-to S

. remember the words. He could tead many of the pre-primer

level story books in the take-hcme readj.ng p:oqram. By

making estectlve use of’context he was often able to read
materials that. were of a higher readj.ng 1eve1 than 1nd1|:ated £
9, L by the scosachieved on-thé Slosson test. ‘Mark's feelings = .
% . about reading ¢ontinued (:o be vexy positive: Hhen visxto:a ‘ :
‘ came to the group, he would volunteer to read ene of "his"
haoks.\ By the end of the _Yyear he was very comfortable wl.th .

his reading and his negative "can't do" which was frequencly

heard in kinderga:ten and the Eirst months Ln qrade cﬁe in ¢

#: answer to_any teacher requegt, was seldgm heard. His




' .8losson score in May. of grade one was 0.7. ' !gll"én com;iaced'
to-thp otHer members of his- group, Marl; had made the least \
ws S I

L % .
g . ’Hl‘\s ' . " felt that he had made the

qreaéeat progress when his multiple handicaps were, t:aken
into ccnsideration, L o . . B T

o : In Septém.ber of hlx qrade two gi(“ his score oﬁ the

! smason was o‘t, vwhich was ‘a’ regress an< of thtee points.

Aftex saczexal weeks of exposure to prim: he: began to~ f .

nolided Lqp—the bhnka he ead :.' gr"

(: wox—k 1n t:he rkbcok ,tpward l:he end of g:ade one

Addn:ional anguage actlvities such as class news, charf,s,'*

p azuctable PO ma and storl.es and 'Journals were, used. Tha’ —

raadinq program contm 4a to nge Mark oppor-

‘to. p:ac:tice his: deve(opi.ng skill, By the end cf 3

foni. 04 grade two . he had ccmpleted the thizd pre-primer of the -,

Hhiskers

- WK series-—-l’etg and | Puggev.s--and “had” also, completed whiskezs, )

“Ga beqinninq qtade one book» On l‘.he ﬂnal slosson tescinq 4

Ln May f Maﬂk 8 gxade two. year;-he "ohtained a score ‘of 1,8. T
e

Hxa teacher Eelt that‘ this was a very thh score for him -

’ u.‘ i + ‘.and not consistent wxﬁh his da!.ly perfomance whiﬂx was ' . ;.s o

TR B | still HLthL .2 low, to mid qfade one range. Such 1ncon—

E : E nscéncxes re: part ot M 's ove:an px:oqxe‘s.s, since th

iy pettormnce !Luctuated f:om da.y o da ° At t-.xmes, he would d




tirfes. he easily :etrl.eved them f-rom\emo:y. When the * o &

\acquisition of sight vocabulary‘ wag considered, Mmﬂt had

made almost two. years' progress in two years of instructian. 5
» s - .Th‘is was favourable progress conside_rﬁlg his academig¢
problems. = N # ° ',. . ) c*
A Gates-Maccinitle Reading -test admlnistexed\at the ' -

. ©© 7" . end of" grade two ylelded a v&'cabulary score of 1.6 gnd A X

comprehension score 9of 1. S for an overall score of 1.

This vas consistent with his teacher's avaluacian of. his

readlng 1n dally situations. Mazk's contiguad 1ntetest in

f: ‘< readinq and his an;oymenh/ﬁom having mastered the wn‘.t‘l:en O & B

code were evident only to those who watched him work each’

day.r H:Ls prog;eas was slcw- and sceady, bur. 4t'was miracu-

BNy T lous, vonsideripg his memory prbﬁlems _‘ .," N .l %

Erom an e?(amlnation of this case study it appearq thab(‘ 'R

EN - . the&hule 1anguaqe apprcach was “of heneﬂb tag Mark n a

number of ways. Inj.ti.auy At appeared that  he woruld not
+ ) be able to benefit £rom the #pproach because’ of h!.s severe = _. -

languaqe and lnen\exy problems. all that vas— needed however,

. was'a modificai;ion;that allowed more repeti
o . *whole 1 nevork. TThé teamiork of Mark's, two,

3 A
\\ » " teachers and h“ﬁﬁ paxents contributed to his ‘success in - .

; 1eam1ng ta%:ead. wlth his severe memox?y, prohlems, the ' 'v el

exposure he gained in ‘:he clasg setti,pq waa not adequate. Lo —

Anatbr mcdlfi.cation helped his syntax develop. A sttuc- '_/ .
- tuteﬂ language exbeﬁenge approach utiuzi\nq—nent nce i el
. beginnings uu.qwed him to Q«press his ideas. ’l‘his nlsov :
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. Mark was

enabled Mark to experience pleasurable, positive feelings

" class family.”

—
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expé’d him to coryrect syntax in a variety of nfea}.ingfu;
situations. Even with his major difficulties”in syntax, -

“to that

on ‘his ideas
and thus were (ne‘anxngful. In this way'he was :eadinq text
‘tfat he composed, and bdcause of this, early in the year h
he began to ieallzg that gtint has meaning.
' The use of bpgku with ptedictahl_e‘ 1anguaze patterns

3

about. zeading. In a basal approach he wpuld have needed o
lcqulre a much more extensive vocabulary before being given

s.;o\—ybooks to read. Reading: various books auweu him “

.'exposure fo. xepeuuon of jwords he hnd already mel; “in charta

and ather books. ) " z .
Kithough Mark .had tremendbus learninq dtfficul(ies, the

use of a whole 1anquaqe approach enabled him to learn that

-print is meaningful, to read at a mid grade one level after

two years, to developfm lntex‘e!b in yeading books and,
7
he was

nnauy, to uso 12 sf.r -‘Tto in

px_:int to help him develop his oral .language.

- \ L - 2 S ]
Ay - . ¢ - Ts
/ e L €

Ahy was the second of three childrdw f£rom a working
“When she entered kindergarten, she wab an’
extremely quidt, ren;:rved child who rarely spoke to the
teacher or her classmates. Her kinds{qartcg teacher was
con:erned about her luck of verbal respdnses and her poor
progress in génduulc nmu. Thus she was rcfcrred for a

thorough assessment l:nvtha fall of her grade one year.
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/'» Results from the Brigance 5c:eerﬂ.},l‘e:t 1nd1cata¢ that she
\recoqnizea 543 of the alphabet and all of the numbers to 10:
he was able to match quantities and had developed conserva-
ilon of nGimber. The results of the WISC-R intelligence test
confirmed her general weakne’ss in the verbal area. There
. was a twenty point difference between her verbal score of
70 and her. performance B_&:ze of 90. This discrepancy caused
. Gthe guidax{ce counseu’or to suspect a p;asible language delay
or disorder. Amy was the’n referred to the speech language
pacholoqis‘: for- an in dep_th 1§nquag;a assessment. On the
- Peabody Pictu:.:e Vocabulary Test (PPVT), administeréd b)}
2 . the speech language pathologist, .Amy/shcwe.d a’aiscrepancy
of 20 months betwe_en her age equival’enc score and her “
'ckltqnoloqical age. ?hé Td‘;t of"Lanquaqe De{ve lopﬁlent
reveale® a 29 month disc:ep;ncy. Sentence .i;nitation' was,
‘pg'rticularly dxt‘f&cu’lt for Amy, “and in xc' she scored almost
three years i;eléuher chronological age. The la!\\?laqev

- .
pathologist concluded that Amy seemed to understand various

- grammatical skills but was delayed in vocabulary a;ld expres=
sl‘ve langu‘aqe skills, N -
An interview with her mother revealed that Amy tended

to be B quiet child at home, but that.she did converse

. with other members of her family. She was not an inquisitive
child and rarely asked questions. During the 1nterv—10w the
importance of encouraging language at home a’nc.l the link
between language and learning to read were ducunv'arl. rrﬁ:/

te?chcr suggested that Aqny‘s ma;:her take her to tHe library ) /
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N . .and chocs_e some ﬂ.c‘ti’cnal and factual’ books ‘to read aloud.
. to her and then encourage her to talk about ;lh_ét» shé had
. .. learned. Since ,she was a passi\[e 'chi1d, thé necessity of —
g éngaging Amy‘ in ;onvéxsaticns_ about everyday eve‘nts’ was
) alsq stressed.’ The mother was receptive to the tea'cher's i
Tugqeutl.ons and agreed to help Amy in any way she could. 5
o £ © . amy's behaviour durinq the first two months of grade
- one was similar to that displayed in kindergarten. As she
became accustomed to the-routines of the group and the \.‘v
pa}('sonauty of its mer{rs, she began to venture into gtoup
conversations. “She devaluped :appoxt with the teacher and

. ! - with the other chilﬁ:en .and became more and rore verbal.

-

’The tma of activities the chudx:en e/ng?ged in helped to A
. i speed up this process. Every Monday there was’ a class news
. L \period during which the children hadsthe pportupmﬁ
.the group any news they mlght have. The'teache: recordeﬂ
\ theiﬂx_‘ responses on a chgrt.. —Amy volyteered nothing freely
?.mcil/o‘ne -day during t!}S seco)nd montr; in scl.ol ‘v-ihenr Bhe.
volunteered information about her cat. ' From that day on
siie slowly became a contribuélnq member of the group. The
Erequency and amounr. of speakin?; done by the other child:en\.
in \:he group provided a quiet "prelsure" for her to contribute.
- . Efforts were made to make the topics discussed relevant to
w . the chudren 80 that the need to ahare wcu!@be sttong. she
. part.lculat!, uked« the shared xeading actj.vity since she .
P could be anonymous in the group, wl;d.ch gave her the confi-

—
dence to take part. As she began to 'make more progress with

_ o S



her‘reading, she géined\éonfldance and began to contribute
- more in grnup discussions. She was an ;sxcellsnt worki ngl

wouxd stay with a task it was completéd. she wag ve:y

interested in the take-home readIng px'oqram and faithfuuy b
returned her books dnly. . s \ - 5

.‘ " The variety of Haterials, anludinq pictures, Eiim-
strips,‘lnfomatlon and fictional bogks, realia and real ) 278 te
1if8 experiences. in the Jform of fi, 1d::§ps, coupled with
subseq_uentéscussion, helped to extend Amy's bagquound
kpwlédge:.a_ ﬁeces‘sary éte:equxsxte to readif\q com?r,ehena!.on. ’
" an' dnterview with Any's mother in early December
verified Amy's 1nt:ei'est in \rea«fing..s Amy's. mother also
teported that Amy was t. lking more freely at hcme and thut

= .shg was askxhg for booksof her own. This interest spun-ed
the mo_t:her into -purchasing books £or-Amya .A Slosson oral
Reading Test adminig;ezefl bln'Peb'rt‘xaty indicated tlﬁa: A‘my‘

had made tremendous improvement in sight vocabulary. Her .

v,'scox:e of 1.0 suggested a year’s growth.in six months. . The
Z

tasb adminlstere’i in May ‘'of .grade one yielded a' score of -
1.3. Amy, who had begn: a non—:eader j.n September, had
gained a year and three months in 9 months. ‘Even more’
impressive wan the change in her-desire to mce:l:cc with
\the grqug. By June, she was still a somewhat reserved chud,
but at appropriate times ahe. ta‘lked irequ«._and laughed. She .
spent her‘ free time reading the books in the classrggm.
/).'zn‘SGPcemx?e‘lr f grade two ljm‘y scored ‘1.2 on Fhe
.Sloaaon Oral R\eéﬂin‘ l’l‘e'st. She /had retained most of the

i \ ! 5 ' .

' . W 3
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~vo:abulary, she had acquired in grade one. hﬁy read the
: ar.cx:!.ea in the three pre-primers in grade one, she beqaﬂ
the Nelson Language Development Series with Toy-Box, a book !
} for the end of grade one, 'Si‘nce.’ she had done sefected paées §
“Ln the Nelson workh‘ook‘s in q_rade one, she had no diffic‘ulty
. copwr’h the tr;a_nssticn into a basal se:ie‘s: _‘She algo
) ed to b; exposed. to llanquage activities simuar to

- . con
. r.hcs’e she had experienced in gr‘ade}n'e. By the end of qrade "
two Amy had completed Magic Story Box and saturdax Ma%ic, '

’ ccmfm:tahly functioning for Lnstxucuonal pugposea at a low
- 3 grad_evtwo level. Her score of 1.9 on_the Sl.osscn test in
.June of- gruée two was consistent with-her dally performance. ~~_
> .‘ Qn thé Gates’ Macﬁinitig Test, qiven‘ in May of grade two, she
Y~ ..\ scored 1.6 on vo;:abul’ary and 1.9 on compréhension, with ax‘-n

< overall sdore of 1 Although Amy continued t!o work well

»of progress ‘that was evident in qrade one. . / )
From ‘an examinat}on of this case study it appears that
the whole !.anguaqe 'appx:cach was of benefit to Amy's dcademic

y1é changes

development 1n many ways. One of the most notice.

was in her wilungness to presem: her ideas in- cl&roup and

to participate in other group activities. The use of themés)

% ", v, and chJ frequency of discussions helped to encourage. her t;ul
language./ The various materials (for e‘xampm, Eilmit\riy»

_ and bookd) used thr,ﬁhéut the year exposed her to a vanety

. v of concepts and information about teacher-chosen tcpica.

- ' The use of such materials made possible the development uf




i b p exténsive background knowledge in which Amy was weak. ’ /
~ .- . Her axposure to ayariﬂty ot story books that she q‘v.auld
: reéd‘ae home' stimulated her S.ntex:est in books and also pro-

L ad vided he: parents with a concrete way to help theix: child.

Her _mother reported her pleasure 1n knowing exactly how
she-wad to help her daughter with her readinq each nightw - K
‘Fx:equent practice - needed to deve.lop teadsng ability was
encourged both in sc‘:hoo‘rand at home. The fact that Amy -,
- c‘o’ntinued to be an ardent book lover two years later -attests
% ¥ to the value of an”early 1ntrcduction to a take-home readingv
program. The 1|yportance the teacher placed on books and
& * reading in the daily program also served to encourage a ra
. positive attitude toward readinq. K ¢ . o
In. summary, ll: appears.that Amy s exposure éo a Whole
& ¢ ' language approach had a positive effect on hes: oral language .
.gu\elopmnt and the dev_ej,og!nent of background knowledge. ) ” I
She became inte:en_tgd in books and reading ‘and she could

o ) read at ' a high-grade.one level after two y'ears- of instruction.

L ‘ : . b ) . e

v ' n The four chiid;’en Included in thiffe case studie&au : .
) 1. exéerie;\cad individ\)jﬂmculﬂ‘es‘{.n acquiring regdtnq .
. siclius. A'closer, exdimination réveals some commonalitics

among theni, Amy. and/Shawn began school as very passive,

i : introvert d fﬁnudrg\ who rarely partiaipated in classroom

‘discussions or' activities. Their knowledge of the world
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around. them was restricted. At thd begimning of grade one;
Amy slowly began to change as she became more épmfo:table

with thé other children in the group, who were verbal and .

interested {n S:he’ topics presented. The focus ‘on topics
that ’werg of ir;cezest to the others slowly elicited interést
'ahd Vverbal response _on‘her paré. Over the year, there was, . ..
a nééicééble increase in r‘;ez participation in cgix}e(;ation&\
and discussion. Thefe was little change in Sﬂawn, except’’ g
for his frie’ndship with one c_hlld, even after‘ two years .wj.th
the same group. Amy's backqibund— knowl;dge and general aware-
néas of the world around her 1pcréased as a result of her . .
exposure to a variety of books and matefials, That there
1s'a link between background knowledge and réading compre-*
)1ension' is generally- accep‘ted Aand 5eems:tc be co_nfirmad in
a comparison of ‘Shawn's, and Amy's Gates MacGinitie Reading
Test Scores. - Amy scored 1.7 on the’comprehenslo‘n subtest
_in May of her qr‘ade' tWo ‘yedr while Shawn did /nct achieve . .
this score uﬁtil q‘:ade five, ’
* - pon and Mark appeared tb have s?vere memory’ difficul-
ties and, as a result, they both negeded a great ‘de"allgi *
re"pe;&fon to remember words. One would have expected Don
to be a good Q&Get when. his anelngence eco:‘e_ was co’mpargc‘i
to the lower scores achieved by tﬁe other three subjects of .
the case studies. This wa‘s"not the case. Alihough Mark's
intelligence score was 33 "polnf;s lowef thap Don"m there )
was only ‘a‘one‘-'point difference in their siq_ht vocabul’gry

scores at the end of grade one. Mark's exposure to words
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. in a variety of conf;axts appeared to give hfm the repetition
i. he needed to commit the words to memory. There was also «
evidence that Mark ha\'l begun to use his limited kncwledge
of 1ang\$e early in grade one by utlllzinq context clues
and predlction as hé read. ﬂarly in grade one he wps aware \
that reading had to make sense. ‘It 1s ln‘tefeséing to note . " e .
“that, Don was still operatinq ‘at.-a word level and applied s
. many nonsensical words when he was tested in grade “four,
_vith Mark's severe language difficulties, he was able
to achieve the same score as pon on'é}}é cmprehpnsien sub-
test of the Gates MacGlnitie Reading 'l‘est at the end of qrade
two. Mark also de? eloped pcsitive attitudes toward reading
and wulingly read h_iér special tgacher:prepggd books to‘
others.. He sought Books in the classmpom and read durdng . 8
silenb reading ,sesaions.. Don,_on’ the’othsr‘h’and, partici-
pated in the take-home’ program without enthusiasm -and did
Jnot séek books during school hours. HL developed a poo: 5
attitude toward his diificulty in acquixing reading a}iua,
which possl.bw ccmtt.tbuted to the development of avoidance .
tactics in subsequent years, . - Y oy g
5 Amy and ‘Mark, the two chudren from the whole 1anguuge .
group,, scored higher on the sight vocabulary testa thnn did
the chnd;ep in the basal ;eader-phonlcu 'gz:oup.} Even morg.
1mpor:ay|t than their higher scores on word idevifxcatxon .
“was cheir‘developn\ent of positive -attitudes toward raudlnq' -
md their awareness that zeudinq was auneuning ussking .

activu:y. Thaxefore, they achieved a desh‘ub!e ‘balance T .

between word Ldentiﬁuatlon and"ﬁeaninq. /
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Tem ™ . summary . -

- This atudy waa, dasigned to- discovex whether a basal

read. honics or a whole 1

wculd
p‘x‘gdiibe,iarge: s‘ight vocabularies in high riskwraﬁe one L

N 'W»léarners.' Since these children come to sc};dol with many.
disadvantages both . intellectually and socially, it wo_uld“ 7 -

" appear .that-any‘ p:ogj:am implemented with them would need
s “~ "

to build on their while ing for any lack

e in their pre-school environn;ent. ”The whole language appxoa;ch S

used in this study attempted to mee\,the needs of such

. leatners. The whole” language approach has a thecretlcal,

* .. foundation 1n the psygholinquistic theory of . zeading and N L3

; encour@qes the use of children s strengi!.hs (in 1anguag¢-- W P

thair syntactic and semantic knowlsdqp——as a basis for - 4. ¥ o

&y}{uping reudinq. ; X Loy

v ey . The umpla in this study-was compcsed of ‘eleven children' :
g % £rom two grade- one classes. in’ two diff,erent years. 'Group one, -

$ 'Eonsfs:inqnf ﬂve 'chi'idr':n who v;ia'ze in gtaéé one during' ’.

i 19 s—ao, Jwas taughf‘ through thei Nalaon ’Lanquage Development
v ) >
“u, =4 'nladinq Program with an added teacher designed phonic! pro- 4

v éx:nm. 'lhe first fou mon;ha focméd on teadinass activities.

¢. : anﬁ the remainder of the year'waa upen\: usinq the pre-p’rin\ers
L4

-‘Df the !JDR Program, pﬂonigs lessons aﬁq easy pooks‘fo: ‘take
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home reading. § : "
Group two, composed of six chll.dxen who attended grade

one in 1982-83, was taught through a whole language approach. 5

This group.was: introduced: to reading. and writing through

themes . Eacn day children »m'e exposed tg print in meaning-

- ~ful situauons uhrough language experience, predrictablea .

a

ulua('.rate advantages of the whole language appxoach nbt

.readingr program. Various £ocusing and practice techhiques N )

bcoks, repetitive P”"’J and personal wric!ng using invented

spelling. These materials were also used in a take-home,

" were utilized to ens\é that the sub)ects would Eocus on

speci:ic words wﬂne stiu profiting Emm the advantages of
being intreduced to words in a meanxngful context.

The - development of: sight voeabulary in both qroupe wae
measured by the ‘Slosson oral Readinq tebt (SORT) which was-
administered to both groupa in May of their grade one and '
o years. - The WISC-R was adminxsterad early in’ the grada
one year to obtain verbal and performance abuity scores.
ch:elations were" calculated to'determine’ the relationship
between the variables. ’rwo one-way ana.lyses of yaziance
wera conducted to datetmine if the treatment WAZ sxgnifieant..

Four case st\ldies-—-two fx-om each grcup—-were included r.o

gpparent in the seatisticul study. . R

of the four hypothﬁ:{tested 1n the acudy only one = ' ¢
hypothesis 1--for high risk grade one child:en :

\las ‘accepted.

- the uhole 1anguaqe approach’ wi.ll be n;ore effactivs in pro-'

moting children's s:.qht vocabularien th_an the bqaul reader~
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/
phonics approach--was Tejected. . The whole lanquaqe appzoach

did not’ promote a larger sight vocabulary at the end of grade :

one although a wide; spread of sight vocabulary" sc’ores was

noted\

) Tl Hypothesis 2--for high risk éradé"one childien any
advantage in sight vccabulaty davelopment due to the use of
the whole language approach in g:ade one wm1 be maintained:
1n qzade two--was accepted since the results were signifi-
cant at the .001 1evel. There appeared t’c be'a cumulative
effect of whole language that Adid_pot become evident unti).
Y.

grade twodl . : S )
N Hypocg\'eaxs :--fé:'mgh ri‘ grade one childrén both
verbal ability and parfoxmance ability will be positive).y
reuted to’ s!.ght vocahudany pex:formance in.both grades ope
and two zand Hypothesis 4——£or high risk grade o?children

age’ wl.ll he neqatively related to sight vocahul ry perfor-

munce--wez:e rejected because the relatlonshipa were not’

signif 1cant .

- Conlusions. ) : =
e ol
’!he conc].usicna of this st\ldy ‘are .drawn frum the

E.indings in chaptez Iv. 3 . -

- The, whole language npproach is viable to use wj.th

5 hxgh risk learnera \1n qrade one. This upproach aucws

lndivi.duan to acquire a vccubu!.ax:y in ksepinq with their
1nd!.v1dunl. abnittea. ‘v




the high risk learners in this study.’ It'is therefore

. mean.tr’xq from the

: T . ~ 86 . -
2, The effects of using whole ;anq»_agé become more ‘-

noticable in grade twe. / o . .
3. The utilization oF good chilaren’s literature and &

activities in a whole 1

children al

to view readinq Jas af‘eaning!(/activity. ’
4. To help childr.enj become lovers of books it is

necessary to brbvide m:any' literature based activities Ehrough- % '

outithe readinq-program.‘ ‘ bl s

& e L . % :
5. Highly predictable books should be provided for

children who are slow.in Eeveloping sight vqcabgiary. )

" 6. Children's literpture can be used to &evelop back-

: grbund knowledge. - . # N .

-*7. A whole 1 1 disord d -
£

children to predlctable lamquge pattetns which aid in " f

developing syntax.

\ .

s v 3
7 ) Recommendations ¢ . - E 3
£ g g </ .

E o 3
The 'whole language.approach was viable when; used(, with.

':ecommended that it be used in other special aducution - =i

‘classes to dstarmipe whather pimuux results wiu be - :

cbbained. L s : ! A E Lo

'he davelopment of sight vocabulary is a ngcessary - 5, 7

aspecg q} \earning to read, since beqlnnlnq readers must

identify. mcst(.‘ of the words™in a text(tn\ oxder to de:ive ’ .

p{int. It is conclu from the ie'ultn

K




produce readars who utune n\ore meaninq-seeking sérategies

than do chndran instructed thtough other approaches. T e

e . - Therefote d.t 15 zecommended 'bha.t this conclusion receive AP

,fu:ther 1nvestiqation. '

' \ TG e icter nHt- of " studs who were instructed through

o the whole 1anquage -approach was' theit active 1nvolvemﬁ:nt ’

with and enjoyment 6f books. There was evidence in the case

* studies from that group t)‘at this: Lntei‘est\ias suu trong

It is. recm.!;‘aea that’ cnudxen instxauy,

3 . by qrad thre
TS L [ipstrucged’ through a whole “language appgoatt be studied i

s ".grade six tozdetemine whether* they will have maintained this™

interest 1n reading. . : P .
- z
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. 2. " This Is the Wa Go g 13. Once Upon A Timé Series
" 3! .can You-po—This? . 14.  Get-Ready Books
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5. Eirst Read By Myself Books - 3 e
-_17. Instant Readers

2 "+ . 6. Our-Book Corner
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. Doubleday Canada Limited 2330 Midlafd- Avenue i
Educational Division Agincourt; Ontario
. 105 Bond Street oy M1S 1P7 ,
53 ‘. - Torénto, Ontario . .
2 a © M5B 1Y3 18. Read It Yourself Books'
« = >

: 7. Chime In - 3 . '19. gMethuen Caption Books

. '20. Readalongs '

,Gage Publishing Ltd. .

1164- Commander Blvd. 21.- Instant Readers
.Aqincobxt, Ontario =
5 M1S 3C . 22. The Terraced House Bookh
| 8., Words Alive 23. ‘Read to Read . 8
| ¢

9.,‘ Mind Hooks (Exp}assways) 24. Methuen Story Readers

by

»m'. 6X8 Booka (Expressways) 25. The Helen Piers Mouse

Books - —

Faadin Corner 1 7
= 26. The Helen Piers Rabbit
T R

KA | = . 'Books .




e Nelson Canada,

A 1
N 1120 Birchmount Road
. Scarborough, Ontario
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27. Nelson Venture Library - Level P

28. Nelson Venture Library - Level 1~

, The Resource Centre’

. . ' P.O. Box- 190
Waterloo, Ontario
N2J 329

- 29. Monster -Books

. 30. Thunder the Dinosour’

' \
31. Gay Colour Reader

32. Instant Readers
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Adams, Pam.- This' Old Man. New York, N.Y.: Grossett & -+
Dunlap, 1974. iz

Adler, D. A. You Think It's Fun to be a Clown. New York, - &
N.Y.: Doubleday, 1980.

- Alain. One, Two, Three, Going to Sea. New York, N.Y.:

Scholastic, 1964.

Aliki. Go Tell Aunt Rhody. New York, N.Y.: Macmillan,
197 ) > .

4.

S X
Aliki. Hush Little Baby. Englewood Cliffs, N.J.: Prentice-
Hall, 1968. s

Aliki. My Five Senses. New York, N.Y.: 'T. Y. Crowell, -
@ 1962, J —_—
. ]
-Aruego, J., & Dewey, D. We Hide, You Seek. New York, N.Y.:
Greenwillow, 1979. - N 2 & : "
7

Asch, Frank. Monkey Face. New York, N.Y.: Parents'
Hagazine Press, 1977. -

Ayal,-Ora: 'UGBU. New York, N.Y.: Harper-a& Row, 1979.

Balian, Lorna. The Animal. Nas’hvi’l.le, Tenn.: Abingdon
Press, 1972 +

Balian, Lorna. wheée in the World Is Hemry? Scarsdale,
N.‘I.. Bradbury Press, 1972. N

Barahas, Sarah. I Was Walking Down the Road. New York, N.Y.: N
Scholastic, 1975. < ", L

Barton, Byron. -Buzz, Buzz, Buzz. New York, N.Y.:

Scholastlc, 1973. , ¥

Barrett, Judi. Animals Should Definitely Not Wear
Clothing. New York, N.Y.: Random House, 1962. ot

Baum, Arline, & Baum, Joseph. One Bright Monday Morning..
. New York, N.Y.: Random House, 1962. .~

Becker, John. Seven Little Rapbj.cs. New York, N.Y.: '
‘Scholastic, 1973. .
- -— " &
, Kau—TLIsa Cannot Sleep. New York, N.Y.: Franklin Ly
Watts, 1969.
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Bellah, Melanie. A First Book of Sounds. Racine, Wis.:
Golden Ptess, 196

Bert ntain, _smley, & Berenstain, Janice. The B Eook.

ew York, N.Y.: Random House, 1971

_— -

Bonne, Rose, & Mills, Alan. I Know_an 01d Lady. New York,
- " N.Y.: Rand McNally, 1961. . z
~ -

/ Bornstein, Ruth. Little Gorilla.- New York, N.Y.:

i Scholastic, 1976.

. Bowden, Joan. The Bean Boy. New York, N.X.: Macmillan,
S 1979. . ’

©, ™"+ Brand, Oscar. Wher T First Came to This Land. - New York,
P v 1:" N.Y.: Putnam s Sons, 1974.

.{5 ) Btandenberg, Frany. 1 Once Knew a Man. New York, N.Y.:
Y L Macmillan, 1970. ¥

Brown, Anthony, . Bear Hunt. New York, N.Y.: Atheneum,
+olT 1979, ° . %
b . e
. Brown, .Marcia. The Three Billy Goats Gruff. New York, N.Y.:
Harcourt, Brace, Jovanovich, 3957,
Brown, Margaret Wise., Four Fur Feet. New York, N.Y.:
lliam R. Scott, 1961. . 3

Brwn, Margaret H!.se. Goodnighb’lioon. New York, N.Y.:
H Harper & Row, 1947, - - -

< 7' Brown, Margaret Wise. Home for a Bunny. Racine, Wis.: = -
.. k| ! Golden Press, 1956. ’
$ ‘Brown, Margaret Wisé.® where Have You Been? . New ‘York,

N.Y.: Scholastic, 1952.

Brown, Ruth. A-Dafk, Dark Tale. New York, N.Y.: Dial

Press, 1981. i *

ik - ! v

Burminghdm, John. The Blanket. New York, N.Y.» T. Y.
Crowell, 1976 . LA

,V'Burm_lngham, John. The Dodg7” New York, N.Y¥.: T. Y. Crowell,

,sumxngmm, John. Mrs. Gumpy's Outing. New York, N.Y
| © . scholastic, 1970. I :
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€arle, Eric. The Mixed Ug Chameleon. New' York, N.Y.: T.Y, _
Crcwall 1975. Sl \

carle,. Eric. The Verz Hungry Caterpillar. Cleveland,

. Collins World, 9. . 5

Charles, Norma. See ‘lou Later Alligator. New York, N.
Schclastic, 1974.. - -

charup, Remy. Fortunatély. New York, N.Y.: Parents'
Magazine Press, 1964. -

. 5 -
Charlip; Remy.* Mother, Mother, I Feel Sick.. New York,
N.Y.: arents' Magazine Pzess, 1966. . L

] .. :
: chanip, Remy.. What Good Luck' what Bad Lugk! 'New York,
N.Y.z Scholas c, 1 . ' °

.de Regniers, Beatrice. Willy O'DvLLer Jumped 1n the Fxre.\y .

considine, Kate, & $chu1er, Ruby. One, Two hree ur .
‘e  New York, N.Y Holt, Rinehnrt & Wina ol 1965

‘Cook,' Bernadine. .The Little Fish That Got Away. Rea_din'g, -]

' Mass.: Addison-Wes).ey, 1976.

de Regifiers, Baatrice. a;ch a thtle Fox. New York,‘N.Y ¥
‘Seabury Press, 1970 % *
- .

*de Regniers, Béatrice. The Day Everxbcdx Ccried. New York, -
N.Y.: Viking Press, 1967. w

deé Regniers, Bestrice. How Joe the Béar,and Sam thé Mouse

Got Together. Mew York, N.Y.: Parents' Magazine
Press, 1967. g - . —’

de Regniers, Beatrice. - The utu'e‘ Book. New York, N.Y.:
Henry 2., Walck, 1961 L .

de RegM‘ets, Beatrice. M x I Bring A Friend? New York,
N.Y.: Atheneum, 1972.

New York, N.Y.: Atheneum, 19687
de Vries, Joh.. In My Back Yard. New York, N.Y.: Scholastic,
1975. % . ™
Domanska, Jandna. . If Al.l the Seas Were One Sea., New York,
N.Y.: Macmillan, 1971.

Duff, Maggie. Johnny % His Drum. New lm—k, N.Y.: Henty
. %. Walck, 1972.

% )
Duff Maggie )l\umI Pm, Pum. New Yotk, N.Y.: Macmillan,

— v ¥
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Einsel, Walter. Did You Exez See? . New York, N. Y..
. Schc‘)lase‘ic, 21962,

Embe:;ley/“’aarbara. Drummer Hoff. Englewood Cliffs, N.J.:
,_&Ye tice-Hall, 1967. ¥

Emberley, Barbara. Simon's Song. Englewood Cliffs, N.J.:
Px.rentice‘Hall, 1969.

Little,

Emberly, Ed. Klippity, Klop. Boston, Mass
Brown, 1974, " 8 N
! I’ .

Ets, Marie Hall. Elephant in a Wall. New York, N.Y.: 'The
Lkinq Press, 1972, .

Ets, Marie Hall:” Play'With Me.T New York, N.Y.: The Viking

‘Press, 1955.

C Mr. Bear. New York, N.Y

Mck ; Marjorie.. Ask
1932. 3
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Galdéne, Paul. Henhx Pgany. New York, N.Y.: Scholastic,
. 1968, . e W 3

Galdone, Paul. .The Eittle Red Hen. New York, N.Y.:
o Scholastlc, 1973,

Macmililan,

Galdone, Paul. The Three Bears. . New York, N.Y.: ‘Scholastic,
1972.

- Galdorie, Paul., The Three Little Pigs. New York, N.Y.:

Seabury Press, 1970. -

Ginsburg, Mirra. The Chick & the Duckllng. New York, N.Y.:

Macmillan, 1972.

Ginsburg{, erta. Good Morning Chick. . New York, N.Y.:
Greenwillow, .1980.. )

6rdemburg, Polly. . Oh Lord, I Wish I Was a Buzzard.: New
rk, N.Y.: Macmnrhn, '1968.

HOffman, Hilde. The.Green Grass Grows All Around, New
York, N.Y.: "Macmillan, 1968,
e

Hogrogran, N, One Fine Day. New York, N.Y.: Macmillan,
; 1973. 2 .

‘ Hutchins, ‘'Pat. Good Night Owl. New York, N.Y.: Macmillan,
1972; :

li\!tphiti’s,‘ Pat. Rosie's Walk. New York, N.Y.: Macmulan,'
la 1968,

Rosse 8 Walk
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Hutchins,, Pat. | The Surgrtse Partx New York, N.Y.:
Collier, 1969

Hutchins, Pat. Titch. New York, N.Y.f Collier, 1971.

Keats, Ezra Jack. Over in' the Meadow. New York, N.Y.:
Scholastic, 1971, 5

Kent, Jack. Ihe Pat Cat. New York, N.Y.: Scholastic, s
971. . . i

Klein, Lenora. -Brave Daniel. New York, N¢Y.: Scholastic,
1 . - iy T

Kraus, Robert. Whose Mouse Are You? New York, N.Y.:
Collier, 1970.

Kraus, Ruth. Be@ks. New York, N.Y.: Schalastic, 1948.

Kraus, Ruth. ,Wha’t A Fine Day For . New York, N.Y.:
Parents' Magazine Press, 1967. ~

Langstaff, John. Frog Went g, Courtin'. New York, N:iY.:

Harcourt Brace, Jovanovich, 1955.

Langstaff, John. cather My Gold Together. Four Songs for
Four. Garden City, N.Y.: .Doubleday,; 1971.

Langstaff, John. Oh, A Hunting We Will Go. .New York, N.Y.:
Atheneum, 1974. %

4Lanqstaff John. Soldier, Soldier, Won't You Marry Me?
Garden City, N.Y.: Doubleday, 1971.

Kraus, Ruth. The Happy Eqg. New York, N.Y.: Scholastic,
R 196 v . 3 E

Lanqstaff, John. The Golden Vanity. New York, N.Y.: X
~ Harcourt, Brace, Jovanovich, 1972.

Laurence; Ester. We're Off to Catch a Dragpn. Nashville,
.-'l‘enn.:\ Abingdon Press, 1969. .

Lexau, Joan. Crocodile and Hen. New York, N.Y.: Harper
& Row, 1969. t s

.

Lobel, Anita. King Rooster. Queen Hen. New York, N.Y.:
Greenwillow, 1975.
| . . ,
Lobel, Arnold, A Treeéful of Pigs. New York, N.Y.:
Greenwillow, 1979.




Mayer, Mercer. If I Had
. 1968.

‘ Patrick, Gloria. A Bug in a Jug. New York, N.¥Y.:
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i .
Mack, Stan. 10 Bears in My Bed. New York, N.Y.: Pantheon,
1974.
Martin, Bill. Brown Bear, Brown Bear. New York, N.Y.:
Holt, Rinehart & Winston, 1970,

Martin, Bill. Fire! Fire! said Mrs. McGuire. New York,
N.Y.: Holt, Rinehart & Winston, 1970.

ZIhe Haunted liouse,

Martfm; Bill. The Haunted House. New York, N.Y.: Holf;
Rinehart & Winston, 1970. ’

New York, N.Y.: Dial Press,

Mayer, Mercer. Just For You. New York,.N.Y.: Golden
Press, 1975. “
.
McGovern, Ann. Too Much Noise. WNew York, N.Y.: Scholastic,
1967. . .

Memling, Carl. Ten Little Animils, Racine, Wis.: Golden
Press, 1961. R

Merriam, E. Do You Want to See Sumething? New York N.Y.:
: Scholastic, 1965.

Milts, A. Over the Rolling Sea. New York, N.Y.: Scholastic,
T 1967,

Moffett, Martha, A Flo;et Pot Is Not a Hat. New York, N.Y.:
E. P. Dulton, 1972.

Scholastic, 1970. -

Peek, Merle. Roll Over! A Counting Book. Boston: Houghton,
. Mifflin, 1981. : -

Peppe, Rodney. The House That Jack Built. New York, N.Y
Delacorte, 1970.

Poluskin, Maria. Mother, Mother ant_Another. New York,

I
.Y.: Crown Publishers, 1978.

Preston, Edna Mitchel Where Did My Mother Go? New York,
N.Yv: Four Winds Press, 1978. :

Quuckenbush, Robert. .She'll Be Comin' Round the Mguntain.
Philadelphia, Pa.: J.B..Lippincott, 1973.

Quackenbush, Robert. Poems for Céunting. New York, N.Y.:
Holt, Rinehart .& Winston, 1965. x L ]
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Quackenbush, Hobert. Skip to my Lou. Philadelphia, Pa.:
J. B. Lippincott, 1975. >

Rokoff, Sandra. Here Is a Cat. Singapore: Hallmark
Children's Editions. No date. .

Scheer, Jullian, & Marvin Bileck. Rain Makes Applesauce.
- New- York, N.Y.: Houday House, 1964.

Scheer, Jullian, & Marvin Bileck. Ugside Down Day. New
York, ‘N.Y.: Holiday House, 1968 —

Sendak, Maurice. Where the Wild Things Are. New York, N.Y.:
Scholastic, 1963. ~

Sendak, Maurice. Chicken#oup With Rice. New York, N.Y.:
Scholastic, 1962. & s

Shaw, Charles B. It Looked Like Spilt Milk. New York,
__N.Y.: Harper & Row,

Shulevity, Uri. One Mondax Morning. 'New York, il.Y.:
Scribner's, 1967.

Scaar, Grace. What Do the Animals Say? -New York, N.Y
Scholastic, 1972.

‘Sonneborn, Ruth A. Someone Is Eating the Sun. New York, ,
N.Y.: Random House, 1974.

SPier, Peter. The Fox Went Out on a Chillx Night. Garden
N.¥.T Doubleday, 1961.

Stover, JoAnn. If Everybody Did. New York, N.Y:.: David
McKay, 1960, g

Tolstoy, Alexei. The Great Big Enormous Turnip. New York,
N.Y.: _Prankun Watts, 1968.—

Welber, Robert. Goodbxe, Hello. New York, N.Y.: Pantheon,
1974.

Wildsmith, Brian. The Twalve Days of chhstmaa. New York,
N.Y.: Franklin Watter, 1972.

Williams, Garth., The Chlckén Book. New York, N.Y.: !
Scholastic, 1970. .

Withers, Carl. A Rocket in M Pocket. New York, N.Y.:
Scholastic, 1967. . . =

Wolkstein, Diane. The Visit. “New York, N.Y.: -Rlfred A.
Knopf, 1977. o
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Wonduska, William. All the Animals Were Angry. New York,
N Y‘{z Holt, Rinehart & Winston, 1970. B

Zaid Barry. Chicken Little. New York, N.Y.: Random
House, No date. -

e e .

Zemach, Harve. The Judge. New York, N.Y.: Farrar, Straus
& Giroux, 1969. 3y . -

Zemach, Margot. Hush Little Baby. New York, N.Y.: E.P. .
Dutton, 1976.

zemach, Margot. The Teeny Tiny Woman. New York, N.Y.:
Scholastic, 1965. i .

Zolotow, Charlotte. Do You Know What I'11 DO? New York,
.Y.: Scholastic, 1965.

Zolotow, Charlotte. It's Not Fair. New York, N.Y.: Randam
R House, 1976. .
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d N Focusing Techniques

e These activities may be used with chafts or big books
to encourage the children to focus on a word while still
JPreserving the context of the text. These teehmiques have

. come from a variety of resources includlng: .

Holdaway, D. The Foundations of mteracz, Sydney:

: Ashton Scholastic, 1979.

: - McCracken, R. A., & McCracken, M. H, Reading Is
= Only the Tiger's Tail. San Rafael, California: B

Leswing Press, J972.

: McCracken, R. A., & McCracken, M. J.. . Reading, Writin
wF . &_Lal nguage. Winnipeg: Peguis Publishers Ltd.,
: T 1979. .

+ 1. Masking. Holdaway (1979, p. 76) describes ‘a mask

teachers can use when-a word needs to be isolated from its

) . - - @
context to enable the children to focus on the specific .
g
details of the word. [\
3 ¢ Another device

/ Overhead Projector caverugs.
- \’dE/cribed by Holdaway (1979, P. 75) is an ordinary overhead
- 9'ansparency with a cardboard frame which can be used with
- ‘the overhead préjector. A long strip of cardboard is ™ 4
o

° attachgd.on the right side. Staples are used to make slots !

/
for the cardboard coverups. These strips may be moved as

the cMass Feads along. .
Booem 3. Pointing. Marie Cla‘y“s stiidies (1972, pp. 71-73)
L‘nd ate that po%nting is an important strategy to use
during early reading, since 1mcourages Skl Vilken: ko ase i

the one to one relationship-between spoken and written

1 words. It also .indicates that\z‘?w has a left to right
. .
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1 progression. Clay recommends that the pointing should be
word by word rather than in a sweeping motion.
4. Different Print. The use of big print- with small,
different styles of print or a change in co}ljﬂx/xxr format. |,
encourages the children to focus their attention on specific
words. : ' =

5. -Different Colours. Specific words can be written

in colour while the text is being prepared, or the teacher
can direct students' attention to specific words by

circling them in different colours.
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Practice Activities

1. ‘Word Cut Outs. Words from a chart text are cut out

and taped to the chalkboard or' wall. The children must read

along the chart until they come to'the missing word, They
must t;‘lén' find the correct word and tape it in its correct

positiont Often children will need to read beyond the blank

space to obtain additional information. d
¥ |

2.  Word Boxes. Words that have received attention in

N
bboks and ‘charts may be incladed inla classroom word box.
M |

Print the word on one side of a_card and a sentence con-
taining the word in a helpful context on the other side.

These cards can then be used for a_vari by of word games.

3. Pocket Chart Sentences. Any word placed in the

class word box can also be pplaced on smaller word cards for

use in a pocket chart. The children can arrange the words
to form sentences which are then read. The teacher may also
<dictate a sentence and have a student find the appropriate

words and arrange them in order.

i
I

4. Repetitive Sentences. A numbef of basic words can

i
bé reinforced by using‘a frame sentence|technique. - The

teacher writes the. first part of a senténce and the child
orally completes it as the teacher reco*—ds the response.

Attention can be drawn to the rppetitivé words by under-
v |

lining or colour chanz&\/ i
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5. Teacher Made Booklets. Teachers can make their

own repetitive booklets to be used by the children to
practice ?revlously "introduced" words. O01d workbooks are
a good.source of pictures. The text s'houldlbe strongly
connected to the pictures and thus be highly predictable..
A possible title could be, Where Is It? with text such

as: The dog is in the house. The bread is on the table.

6. Take-Home Reading Program. A collection of easy

predictable books or other simply written books can be used

for'a k h reaéinq The ‘organizes a

method of signing _oﬁrt books daili( and the stor,iesr are read

by thefchild to the par‘en;. A list cf the books read by

each child-is éompiled. Stickers can be us‘é’d’a)s reinforce-
. . -

‘ment ‘after so many books are read.

7. Taped Stories. Predictable bqoks that’ have been
practiced in class can be recorded on tape. ThE children.
read along with the tape, pointing at each word.“ This
setup allows children easy access to their favourite books
and also f.re‘es- the teacher for other activities.
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'Themé: Rain

Objectives:

1.

Grade Level:

One

To expose children to the language of literature

To encburage interest in good literature

To develop an awareness of left to right progression P

i

,

rain, walk,

a—

2.
3. To present reading and writing as meaningful,
purposeful activities
4.
5. To develop a concept of word
6. To develop knowledge of the various aspects’ of rain
.listed-in, the content
‘7. .To develop predicting 'skills while usteni g to
stories being read
. .
“ 8. To introduce " tf\e initial consonants r, £, ¢, m, in
the context of ‘stories g
9. To introduce s}.qht vocabulary in a mqaningful con~
text and focus on the following—words:
° falls, run, play, #n, the, they, makes, said
10, To introduce new vocabulary in connection with raim -
Content:
A. How Rain Helps
- to encourage growth of plants
- to clean and refresh the environment
. o
- to provide water for various human activities
Be- Activities in the Rain

listening to the rain
walking in the rain
watchiny the rain

playing in the rain




. . 115

C., Rain Is Interesting 2
- sudden changes’ in the environment often acccmpany
5 rain

.
'

rain falls in different. ways '

- the physical chanqes that result from rain)(e.q.
puddles, floods)

= rainbows come after rain
3 5

D. HoW Rain Is Maée‘

e

X p =i
Daily Organization The ‘activities in this theme could be

sy | initiated‘ﬁver a three-week time ’block, It is possible.
< to utilize this apprgach in a language arts time block.
The interest and abilities off the pupils help the teacher

decide appxopriate activities. , The following activlties .

< . . can be included in-each day's timetable and, other

, activities can be chosen to ccrmplete t}}e day. .

) L weather forecast ‘. v B
2. ' Big book reading e e ‘ /3 A :
3. | Poetry reading | . P8, (R

4.} ongoing vocabulary development
¢ - 5.(i‘Journal writing 3

6. Concept deve l.bpmé nt

1. Introduction S
~ —_—— ¢ g 1

Arrange a suitable picture display of various aspects
of rainy weather and-collect suitable books in the bibljio- .

graphy. from tbe library. LIS 5 *

Begin the th by discussing the plcturea.. Talk about
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‘ o T "1l

the different things rain can do. Begin a structl:ted

1ang;1age expezier;ce chart and allow each child to tell oné

thihg the rain can do. Record the sentences on chart paper. AL

Begin each sentence with - Raif‘can .... If any of the

children's. ideas correspond to the pictures previously dis-
- 3

cussed, they may be used as captions for the display.

2. Reading in Context )

. .

- Begin each morning session yith a weather report written
on thie chalkboard for the children to read. After several
days some of the words will become familiar. -This is a

< Sl
good predicting activity, since. the weather outside will

give'a good indication of the content of the mpssage. .

P&b_rx,' el e . . . : .

€ Spend time each morning reading seyéral of the poems -

P
selected for the theme. ThHese poems should be written cm .

charts and displayéd so all children can see the print as N\

it is being read.

4. Big Ecoks i —

"J.‘wc go’od books to reptoduce as blg books 1nc1ude,
Where -Is Everybody? by Remy Charlip and The Rain Puddle it
by Adelaide Hon. Prccedm:'es for using big books can be i

found in Bpldaway's .The Foundatloné of Literacx (1979) .

s

5. . Present Peter spier s Rain, a beautifuuy 1uustrated
worg}ess piature book, Eo eneourage discussion of what you

‘can do in the rain. Record au the words that the ‘children
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. suggest. Give each student a large sheet 9f paper .to
illustraté what they like to do in @he rain. Encourage
as‘ mal;y different illustrations as-possible. As each pic-
ture is finished ask the child to compose a a;ntence to go
with-his/her picture. Record the sentence on a strip of
paper and clip to the pic’ture. Sort the pictures into two
piles and use them as5 illus&uh'\on: for two big books.
Recdrd the sentence in big print under each picture. The
pages may' be laminated to make them more durable.

Use the book_aﬁ éexk pn'futuie days. Use many of the
t‘ocu;inq and br:acéicg techniques in Appendices 5 and 4 to

encourage the racogniticn of the vocabulary.

6. . Vocabulary Development-

. . ¥ 3
(a) Brainstorm for the various places you can find water.

Record them on a chart. L s

Water in a
pond * sea R ) sink 5
L/; river bathtub  toilet
ocean ] cﬁgv “puddle etc.

(b) As various‘hqok’svare being read t:; the children,
have them listen to find words that tell the different
‘kans of rain or what rain is like. 'This should be an 5
ongoing -activity and‘ ‘the _list s}io\{ld grow from day‘ to day.
Some of r.h'e following v.;ords plu; many others should arise:

drizzle wet . damp

mist t '_shower downpour
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A good book to start with would be Uri Shulevitz's Rain,

Rain Rivers.
These words can be attractively arranged on a display, board
with clouds; raindrops and ¢hildren holding umbrellas. (See

Art "Activities, #8).

X 7. Writing * 3
(a) Provide an assortment of pictures about raipy
weath:r. Allow the children to choose one they each like
anfSAwrite o’r tell a sentence abcu; it. All the.pictures

are then displayed‘.qn !:-he wall. Fa;:h chilé reads his

sentence and the chhja tries to find the matching picture.

(b) Read the book Rain Makes,Applesauce by J. Schier.
Discuss the "silly talk" in the k_zook and encourage ‘the
class to come up with their own absurdities. #ake a list
of_g\em on chart paper.  Each child can then choose one to
illustrate or can write an otlgifxal one. The pictures can
be sorted 1n::c their own class book with accompanying text.

Th$s can then be used as reading material.

8. Art

. Use Charlotte Zolotow's The Sr.onn Book to begin this
activu:y. You will also need paper, wax crayons, qray wash
(tempera and water) and brushes. Discuss how to make the
picture show that it is windy (tregs bent, umbrella ufting).
Children draw a spring suené using wax crayons. Then the-
"gray wash is used to give the effect of an overcast day.

. ’
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Read the poem “The Umbrella Brigade" in Childcraft,
Poems and Rhymes (p. 93). f:hndren make cutouts of them-
selves wearing raincoat, hat and rubber boots. Search

through wallpaper samples for suitable patterns to use for

the umbrella. The handle can be made from popsicle sticks.

The book Umbrella by Taro Yashima could also be read
to introduce this activity or after it is completed.

This activity can accompany the big book The Rain
Puddle.

After the children have become familiar with the story,
ask them if they have ever seen anything in puddles. Hope-
fully someone yil} stggest colour swirls made by'ou or gas
spills. (If not, hints might help.)

You can get the sa;ne‘ effect with paper a Vater.
Place a 9 x 13 inch pan on newspaper. Add 2 tablespcons

Add % tca-

“turpentine and £ill the pan half full of w7{_
spoon of oil paint. Stir with a stick. Thg paint floats
on top.' Lay & plece: of White paper S1at on, top And Q4ELE
off. Dry. You will h‘ave a .very interesting desigr.

The directions for this activity can be put on chart

paper and read as each step is performed.

9. Concept Development
Throughout the theme every opportunity should be taken’
~

to read a variety of books on the topic. Discussion could
revolve around the concepts listed at the beginning’ of the

theme.

N



Evaluation

1. Place the sight words that r;ceived attention
throughout the "AQM on word_ cards. Use a pocket chart to
combine the words and make sentences. Encourage the
chill.dten to take. turns reading the’'sentences. Some of the
children may be able to combine the words to create their

own sentences for the class to.read.

2. A final chart should be made by combining the
information the class has learned uh_o_u_t rain. Nimber the
items and allow each child to bchoose a number. . He/she will
illustrate the sentence for the number chosen. The informa-

tion can be shared with another class by letting the child

show his/he’r’plctuxe and tell the fact.

3. Informal evaluation can be carried out throughout
the theme. Ongoing teacher comments On\pl;lpl.l progress can
be made on individual file cards which may be kept in a

master box for easy access.

\
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APPENDIX F




DATA MATRIX

T v

Case Sex Age Treat- Ver-
ment bal
1 M 87 1 80
2 4 82 i, 72
3 M 86 1 73
‘4 M 73 1 97
5 - M 80 1 100
6 M 77 2 80
7 M 86 2 62
8 M 69 2 67
9 79 2 70
10 M 83 2 90
11 M 76 2 95
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