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’l‘hls study._ set. out to exploxe the relatie‘nships o

‘etween reading - and’ writing;' to investigate _and
describe the 'effect Of an integrated reading vand .
AN Cor : LY e WY v
writing ‘program. on reading ' achievement, - reading

attitude,

) y: ik 5
tinq attitude,- ‘and self concept as

.leatner~ and Ra fepo:t parents' involvement ins and .

. reaction tq the prcgram. v ’l‘o this ehd an im:eqrated

reading and wr:.tlng proqramvwas implementei

s Vgt Y qrade two c1 on and evaluated, .uging: & cése atudy

‘design to ‘report the’ results. The - research was buaed’

on. ¢he following ’f’c\ur qixestions. Daes the i sqrated

: N readlnq and writinq program prov1de. B

1, - 1mproved students' performance in reading?

— 2. i ,p d's ' sel Y, §ag ers?-
1 . ' SR I ST
3.,  improved students' attitudes towards reading?

improved 'studé‘nts‘ attitudss towards writan?

= THe ' inhvestigation also sought _to  explore
rela'v:ionships betwe‘en re?di_ng achievement .. and (1) - -

»self-concept, (2) att‘ir_v.'\des towards 'reaaihé,. (3) © -

atntudes towards wricmg and . (4) parental‘ 1nvulvement. *

The researcher/teacher -designed™ . integrated

reading ané writing b;oqrém to acccm;nodate' theories




. of language learning presented in th!

lite'.ratuze'. J Students were .administered pretests
ané-posttésts in reading achievement, self concept,
attitudes towards reading and attitudes tuya:ds Writing

to determine if ‘the program affected these \'lariab’l_es.

Descriptive dat‘a v}ege, collected -throughout the st:udy

R oecooetn o
’ to “ascertain it

’ the theory were” being ively ionalized

and 1mp1emented. 5 D 2

" . Resilts at the end of the program- indicated
ipositive 'answers to all four questions. ‘Studen,ts'

" on the

ed reading pretest’

and” pusttest were compared with the norms and showed

) that the méan gain of thev study ‘group .in .both

revi—ew of the

activities that were. specified \by'

: - v Tary—and ~ compre SHWas gréater than the
Canadian natxonal mean gaxn. Avérag’éTe’ai‘iF’ﬁlt‘h
in mem:hs for the study group v;as 9,1 montl;s in
vocabula:y and /12.7 mpnths in comprehension and greater
than the expegted seven month growth. Statistical

am:lys;s confirmed that the gains in comprehe&on

,were significant ‘at the ..05 level. ' 88.5% of. the

students showed ‘an ‘impr é in self .
I3 i 84.6% showed impioved attitudes ‘towards reading .and

92.3% showed imﬁrnvedvattitudes towards writing.




N

between reading achievement and (1) :eading aftitudss |
and (2) 'self- ccn&epe. The’ stud‘y gave evidenca tput 1
writing /activxties dan\ ~
&mprehension but’ there was' no sxgniﬂ:u:am:" ‘orrelation
be;ween reading achi—avement and wri«:inq

attitudes.
Althoug parencal invcvlement was Lgh, 1\(

sigmfi antly. carrelatéd thh the re ding ash{evement
of the stidepts.

statistical anulysis showed pcait:ive cu:relat-.icn

posi vely /afﬁect readinq

waa not
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CHAPTER 1 P
NATURE OF THE STUDY
Introduction

For several decades researchers and educators
have been preoccupied with how .children .learn to
read. A major change in how researchers- view reading .
is now occurring,, however, and this has important

implications for "educators. Traditionally it was

thought . that reading was a product of formal

instruction and. could be taught as a series of
1nc:e\m‘antall'exercises. But this traditional .vie;
is now being challengdd as’ researchers investigate
both the active role of the readez in canstrm:txng
meanan-and the soclal nature of 1earnan to :ead.
"Recent research has revealed r_hat readinq and writing
are related and can develop in the same natural way
as spoken language does. provided that the condltions
Eor, learning are aim?la:. These conditions ifelude
a stimulating environment that reveals the joys of

reading and writing and encourages the children to

.See themselves as'readers and writers'. .

While clagsroom teachers continue 't.c séarch

for the "best" method to teach v;eadinq. researchers




are ' considering readiﬁq in® new contexts. Indeed,

reading, as well. &5 the entire language arts area, .

is undergoir’lq a‘,period of transition as new ideas

begin to challenge the traditional structured methods <+

of teaching children to read (Dillon, 1983).° Research
is- maklgg it cléar that reading must. be considered
in x'e!.at:itn'lsh(pl‘e with the other 1anquag‘e arts,
especially writinq‘. According to Robinson, (in press,
cited in Bloome; 1986):, o
e 3 n e ‘
Reading can ' no .longer be‘ thought of
.as a‘ solitary act-in, which a l;lai.nly
3 pasaive. reader responds Fo cl.xe_sr in
‘text to find m'eaningv. It is not ‘a
“unitary skill. reducible to sets -of
component skills fallipg neatly under
discrete ca’teqori;as {but it is a complex
human activity taking place in’ con\ple}:
Euman relationships (p. 70). - B
Recent researchers (Brown, 1973; Brown, éazdan.
Bellugi-Klima, 1971; Goodman, 1987; Halliday, 1973,
1975; Holdaway, 1979; Lindf;:rs,'l9351 N‘lcNeul.’ 1970;
lzioskowitz. 1978; Smith, 1982, 19837 and Weeks, }979)
have helped us to _unde:gtand' hoy children learn to
speak. - All of - these Qwesuga:iana p'oin:\_to the

importance of the social and. functional nature of




language learning. The emphasis is on the processes

that enable the child ‘to become an ef'fective/\

gommunicator. Researchers (Applebee & Lanéer, 1983;

- &
Baghban, 1984; Clark, 1976; Coln, 1981; Farr; 1983;,

Forester, 1980;‘j;\reene,v 1983; Mellon, 1983; IShuy,
@ 1982; ' Teale, - 1982; Torréy, 1979; Weeks, 1979; and
' Wells, 1984) have drawn an analogy between learning

to speak and lea‘rni'ng‘to read énd write. They argue

that strategies used in the natur 11, approach to,

teaching a child to speak tan be apblied sdcceésfully.

vto teaching . a child to .read and: write. Although

their . findings ~have far reaching -implications ' for .

i

curri‘culum and -instruction, a problem common - to
veducution ex_is‘t;. There is.o;ten‘a gap between theory
and teaching. Despite all the research tl':at supports
, the intf;gratibn of reading and writing with émphasis
on the social and functional nature of ’poth -processes,
te‘achers; con;imfe tp teach reaginq and writing as
separate subjects (Wixson, Stock & Robinson, 1585).
\Reading 4nd .writing instruction - often fotuses on
the prod‘ucts of treading ;nd writing from "expressive,

errorless aral” reading and accurate question‘—anSWEKinq

\ -
to good penmanship,. spelling, grammar and punctuation"

(Wixson, Stotk. & Robinson, 1985, p. 170).

. f .




Jaggar and Smith~Bux"ke (1985) ‘support the view
of Wixeon, Stock & Robinson. hey’ maintaini
The,vpast twént-y years.have seen an
unpxecedented‘ amount of' rgsearch on
how chilﬂt’éh,acquize anc.l u-se_ ‘oral ‘and
writtén language. i Although much is '
still to be learned, one thinq is certain
‘.-_ many .materials and ' practices in use
L in® our schools today are at odds with
what these studies tell ‘us Ape 2)4 !
The ints&rated reading and writing pzogram used
as-the treatment in“this study 15 an attempt to devel-op
"a classroom procedure whxch reflects new 1anguage
theories. 1t 1s an approach that focuses on languaqe
1’earhing (readxng and wr:.ting) as natural prgcesses
which the student uses to: undex:':stan.d _his/her world
ar:,d to communicate effgfti'vely. :
In evaluating a curricular program,,  col isideration
should nacural‘ly be given to student performance
or -achievement,  This researchér - feels however,

that this criterion ‘alone préduces'a\. Very narrow
v Ty R e .

view of education and its importanca-. Students'(\
self-concepts and attitudes are other

need to be studied.




s . . § .

8
Research studies show a persistently significant

relationship between the quality of a student's

-self-con}:ept and his/her reading aghievemént (Ar’ens'uq
¢ Carlssmith, 1962; Binder, Goned & Strowig, 1970;
Brogkover, 1964; Hgbﬁ, 1968; Marsh, Smith & Bafnes\,»
1985; Singh, 1972; and Wylie, 1961, 19\74). It is
a.lso known 'éhat ‘strong self-concepts result not only
fzgm' acade_r‘n‘j‘;cvsuccessr but often are antecgdeﬂt to,
and prez:lictive of, reading accon;plishment' (Wat‘tenburg
¢ clifford, '1964) . ) .7

* Aétithdes are a_lso }'.mportant to ;cadem;c
dchievement. Cognitive’ cr’xaracteristic‘s may determine
the .nmits "to a student's developl‘\eﬂut_ affective
characteristics influence whether or not the attempt
is made to réach these limits (Summers, 1977). It

is the r ibility of to

help prepare
childéen to become responsible adults. According
to'Bruner (1959) the primary objéctive of every z;ct
of "learning is that it should serve :1‘5 in the future.
Whatever we do I the classroom, we must endeavour

to impart positive  attitudes toward the subjects

we teach, The student who develops a positive attitude’

towards a subject will be more likely to put acquired
knowledge about that subject to use thah will a-student

with negative attitudes . towards it.




0

Statemenb of ‘the Problem e '

During the ' last few yeazs there has been a surge,
of interest in ‘the relationshxp between xeading and

_wntxng.. Educators, thxough the work Bissex,

1980; Graves, 1978; Harsté, Burke & Woodward, 1981

King . & Rentel, 193!, and others, are  becoming.aware
of the important part writing can p1uy> in ‘the child'

acquisition ..of llteracy. Howeyex;., many - teachers

still use ‘a basallreading series, with ‘its emphasis’

on sequence;»uf ‘ski‘lIs,‘ conégollea‘i vocabulary . and
dltected'readxng approact. ~Mafy still believe ip
teach;nq readmg and wxibim‘; separhtely. There is
“a need for currlculum davelopment that Twill " reﬂect

heprxes of literacy acquisition and a’

the latest

“5 learned/tauqht. This study attempted to evaluate

an z.ntegrated reading and wr.\tmq program It »tried

‘to determine if writing and the ccncept of author
: ~

can heip childrén become h_etter.‘readeza with favorable

. attitudes towards reading and' writing in particular,

and leazning in general.’
Answers. to the following questiqns were souqht-
Does the integrated ‘reading and writxng curriculum

provide: 2 . :

.neéd,,,to help teac\hers reconceptualize- - how zea’}i—ng——‘—




1. improved students' performance in reading?

2. improved studénts' self-concepts as learners?
3. ‘\‘improved students' attitudes towards reading?
4. limproved studeénts' attitudes towards writing?

\

Purposes of the Study
_The purposes of the Study were as follows) .

1." To “explore the relationships' between* reading Z

& . -and writing, : -

2. To investigate and describt the effect of an

integrated reading and writing program on: - - 7
(i) ‘reading achievement . p,
(ii)  reading attitude \

T .

~

(iid) Swri‘dng attitude
(iv) self-concept as learner.
/ “ N

{

Need for ‘the Study .

There is_.‘ an obvious negd for.\ investigation of,
teaching agproaches “that integrate reading and writing..
As will be shown in the review of the literature,
recent theory states that reading ‘and’ wrlting' should

not be taught as separate subjects. Paradoxically,

most of the studies in the field have investigated
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¢

" self-concepts . af 'a%aility, )and parental influences. ' | .

. either reading aane or wnting alone, and rehti.valy

few have tvastibated the effeots of an integrated ° o

: :eadxng and writin ‘program on’ readlng achievement 5
t - .
In a :eport of ’studies that have asaesaed , the . e

;e].ations{hip between children's readinq a:titude
and Yeading performance, Wigfield and Asher (1986)
V’stated that the (Jesults yere dipctepant and vather .
dlsappolntxng. The\y argued that the . reviewed studies’

ested. ‘a good investigation should & e '

include,” among. other va#iables,: students! "attitudes,

lacked many" variabLes of theoretical and pructical : o, 4

xntezest » They sug:

The present case stué‘y addressed this need. . s
A need for the present. investigation was also,
stated in a local study conducted/by Creasex (1975)
5he*said, "A research‘ project investigating tha effects B
on children's att.lfiude toward readxng when child™ R

created materials- (bonks) are creatad and" produced

wlthin the experilﬁental classrooms~ is® strongly

suggested'/ﬁ(p. 112).! In another local investigation .

Smith (1979) suggested: : % & o ¥
1. - the - need for further research into
’ the means by which teachers can increase . .

the child's self-goncept;

. ~d v ' !




2., the need for further resbarch on the

position of parents with r.ard to
self-concept .an;i/ reading achievement; j
and, ¥y 5 /
3. the need for further resear:fh to involve /
) the parents more closely with ,thek/
education of their children. “
The present study attempmd to meet these needs.
) ' R o -

' Limihations ’ o

This 45 a case study i s group of ofelde stin
_children .in St. John's Newfoundland.  There aré
some limitations in this type of study,.one of which
is bias.” The researcher/teacher endeavored to minimize
bias by the use of an inter-ratef to independently
rate the subjects on the'" self-concept scale ‘and the
use of obje;:tive measures to obtain' xeadir{g achievement

and atutude scores.

Another lzmitatlnn of . this study is its
generauzaexllty. Since all children in the class
were included and there was no randém sampl:mg, what

-
holds ‘true for the subjects undexr consideration cannot( {

be generalized to other groups. ’ o




In otder to’ measure. ‘r:eadiné achievenent,

3‘elf~cuncept. attituded tf)wa’rd reading and . ahtitudn
g@rd writing, it was necessax'y_ to use :certain
iné,tt\lpen(;s desiénej to sample apd reveal then
phenomena. The findinq; of ‘this ! study are li.nited
to the degree of valfdity these‘ instrmantq_ poaans.. o

or anization of the Thesis -

7 i ) "Chupter I has provided an int:oduction ‘to the

study, 5 statement of the problem, and the purpuses,

need and limitatinns cf the stuﬂy.. Chapter II presenta

& a review of the uterature. ‘Details of che research
Piesign are presented in Chapter 1II.  Chapter IV
provides an analysis of the da:/ar\cnapter V summarizes

the study, discusses the “findings and presents

LI < implications and r ions for and

d further research.




CHAPTER II

REVIEW OF BELATED LITERATURE

Introduction

The &im of this review of ' the literature is
to define the relationships bety;een reading and writing
and the factors that influence the v:'levelopment of
literacy. | - . s .

In the past readlng and wr.tl.ng have beenWviewed
d1fferent1y (For a long time reading was seen as
decoded meaning, as passive, receptive and imitative.
Antithetically, writing: was seen as encoded meaning,

as active, generative and expressive. But today

researchers are presenting arguments foy = viewing

reading and writing 35 complementary processes, having
much in common. Educators are beginning to use
teaching methods that capitalize upon the activitiecs

and processes that reading and writing share.

3
The Relationships Between Reading and-Writing

Chomsky (1971) argued that early writing via

11

invented spelling can be a .beneficial introduction

to learning to read and ~Clay (1979 ;ajtated that "many

ng are practised

of the operations needed in early re:

in another form in early,iwriting" (p. 50). However,

N




~ ' Tiernay and Pearson

g
the nnuon that early reuding and’ writxng are relatad

is still a new  one. Recently, writers in the ﬂ.eld‘

- have- b}gun to explore the xelauonships between zending

and writxng Unfurtunately, the exact nature of
these relationships has .not gié been determined. .

1983) claim- that,not only

are reading and \}lriting related “but );re- ‘"sinilar |

prdcessgs of maamng . construction.‘ Both, ‘are‘ acts-
of cqmpc;ung Ap. 568).' It 15 qenezally undezstcod
that - writers compose meaning, but these. authors argue
that readers éompése mean}_ng, . that "... there. is

no mean:

on the page until a reader dec‘iqés'\there
is"
of the composing "process as, / planning, -.drafting,
aligning, 'revising and momtonnq, .and show how gg‘ese
charactetistxcs are used in reading as‘well as in
wtitu\g., B

One .of these characteristics, moni!.oring, is
synonymous to what Mui‘xay (1982) calls the "ar.her

self". In the pr ‘of ng ‘and i ding

there is an inner voice that continyously reacts
to what is being written or what is being tei;d;
Moffett (1983) describes this inder voice as our

stream of conficiousness. .He maintains that:
n .

@

(p. 569). They describe essential characteristics’




Reading assimilates one persqn's composed
. inner spéech into another person's
3 on-going inner stream so -that one's
composition ‘temporarily 'restruc‘tures
®the other's consclousness. writing
temporarily xestrugture's one's  own
consciousness as one’ focuses, edits
and .revkses the ‘inner stream so -as
to act on another's (p.'322).
N Squire (19'8’3) also refe‘rs t: reading and writiné
as . composing ' and comprehending and -belfeves 'that
they are .interrelated aspects of thinking.| He claims
vesiing and writing e twp mides Gf Ehel weme Bagic
thinki’ng process. He states: . '
‘Composing is critical % thought
processes because it is a process which
act‘i;{\,ely %ngages - the  learner  in
const}ucting meaning, . in developing
ideas, in relating. ideas, in expressing
ideas. Comprehending is'::n‘tical because
it requires the learner to‘xeconstruct
the structure and meaming, of ideas
expressed by anofzhgz writer, To possess

an idea that. -one is reading about




” ‘ Sy,

requires in | ing’
the idea, competence in 1=nrni¥§q how

to write the' idea of another. Thus

both ing and ng seem

basic reflections of the-same cognitive
process (p. 582). . - )

" Frank Smith (1983 @ a) says that reading and
writing, ;s well as, . listening ‘and speaking, “;nvolve
the same processes within the brain. .In his endeavour

) to find ou/t how writers learn to write, he concludes
sthat ‘they l;aax:n_-tc\ write 'hy reading :Ln' a speciai

way (Smith 1983 b). . . o
- The - above writers \‘Jiew reading ‘and writing as
processes in Which readers/writers actively construct
mear\\\inq and ‘relate it to pri_or experience. They
are mental processes through' which we communicate
by composing meaning. "However, it has not yet been
IAfully 7 explained ‘how_ reading and writin’g are

interrelated.

Related Resegrch . ¢
Corzelaz onal Studies w P

Very little research has been done to detefmifie’

the relationships between . readihg. and (writing.




' /
a Following is a synthesis of the studies reported
by Stotsky (1983).
Loban  (1963) 1nvest1qated the  relationships
between reading and writing apnd reported a significant
relationship between reading achievement and writing

ability. In his. study of children in the: upper

elementary grades he concluded that "those who read

well also write:well; <fhose. who read poorly also
write poorly" (p.. 75). In 1966 Loban studied the
samé“ groups of studgxgﬁs -and .reported that "the
relationships betwee’n reading and. writing become
more ptonounced as the years pass (p. 82).

A number of other studies have fourd dorveratiods
between _reading achievement and writing abilify.
Some repprted high corzela‘tions between measufes

o composition and comprehension (Campbell, ~1976;
Diederich, 1957; Sct‘l‘onell, 1942).  Others reported
a significant correlation between measures of
composition and comprehension (Baden,, 1981; Bippus;
19773~ Calhoun, 1971; D"Anqelo, 1977; Fishco, 1966

Grimmer, 1970; Grobe and Grobe, 1977; Maloney, 1967;

Taylor, 19.817 and Thomas, 1976). Piexotto (}1246)

found, low but SJQniflcant correlations  between

students' test scores fez wrinng and read:.ng. In




a _study which examined the _relatianliip between

1 ability, i ic status, reading level,

sex and free writing, Woodfin. (1968) reported -that
+ N

the best consistent predictors of writing qu'ality'
y \

were x.eadi.ng .ability and language scores.  Baden
(lésl), who tested grade three students, found no
significant differences between boys and giylu‘cn
a measure of compt?‘sition skilla»b\’;'t a norgned“writinq
" test correlated significantly witk} eeverql'vé{ables
of reading ability, Fishco's (1966) study of seventh
graders revealed tﬁin‘t only >the.g_1_x'ls" ;::entive‘writ{upg
scare.s 'correlatsd‘. significantly with~ ' reading
comprehension scores, when t;-le girls' and boy‘s' s\cor'es
were examined ’sepaute]».ry.

A number .of ‘stll:dies have ‘found a relationship
betwe‘en uxiting‘;.]ualir.y and reading expe‘tience.
Some reported that. superior writers have more reading
experience than do poor \;riteu (Donelson, 1967;
Pelland, 1980; LaCampagne, 1968; Monky 1958; and
.Thomas, 1976). The findings of Mélon'ey (1967), 'vgho

studied grade nine students, and Barbig (1968)."wl"|o

;
studied students from grades nine and 12, supported,

the above results but’ stated -that. superior writers

7 '
also tended to be female. (Hoodward and Phillips
W -, 5




(1967) found that poor writers tended to have less
reading experience than do good writers.
Some studies have found signific#nt’ relationships
7

between reading- ability ‘and measures of syntactic
( N

complexity in s ® ¢ itions ’
o111l and Armstrong, 1974; Heil, 1976‘; Heller, 1979;
Johnson, 1980; p'en:on', 1977; Thomas, 1976; and Zemamy
1949). othe/r studi’es; however, reported no pqsitive
coxiela‘tiens‘ between the same measures (Evans, 1979;
Fullér; 19745 and Siedow, 1973). ‘

In. someé  different appfp;acheé . to investigating
‘the relationship between reading and writing Lazdowski
(‘1\976). uttempéinq:.t? predict xea:’ling‘ level from
writing level,/fol:nd that "proficiency in writing
Lability reflected a corresponding degree of proficiency
in reading" (p. 81). Shanahan (1980) found that
reading and writing were‘ related but in different’
ways at diﬁ;erent reading levels. In grade ‘tv;o,
*  the felationship was based on word recogt\‘i/tion and
spelling labili‘\ty; in .grade five; it was bavsed on
reading comprehension .aqd of.her writing variables.

™o new types of studies in 1981 exaxgined reading

and Qritinq behaviors during, the reading or composing

[4

process itself. Atwell (1951)\ who examined the '
< ~




{

i

. role of reading in the cmﬁposing‘vprocess of 20 college

students, repérted that better writers plan and reread
more during the 'compésing process  than do poorer”
writers. ‘Bir'n_ﬁaum (1981) observed the reading and
writing behaviors of 'qxade four and grade eight N
students and reported: : b ) -
. Students rated more proficient in one
. !+ jprocess ' weré rated more ,pxo‘fic‘iexi(;“

gy o in- the other. _Further,. the . more

proficient rea‘ders‘/writers saw themselves

as good readers. and writers and engaged:’ : \

inor.e often in sgl-f-'sp_cnsored composing
,and reading than did the less Proficient .
readers/writérs (Quoted * in  Stotsky,
;15«13, p. 631). !

Morris  (1981) in\;és;igaced the ‘relationship
betwen the beginning rea.di,ng and writing. processes
of  young ‘children by -analyzing their ‘"goncept of
word". I:le found a high correlation bet:.ween ,early
reading and-writing word-condepts. = When this study

was replicated (Morris and Pefhey,’ 1980) a significant
¢ g E g

correlation was reported. These findings do ' not,
however, explain . the - causal = nature -of ~this

relationship. Morris (1981) 'shys, "the beginning

o’ . .




comprehension.

reading/beginning - writing relationship is 'of. a
cyclical, mutuwally facilitative kind, whereby growth
in 'o’ne conceptual area (reading) 'is reflected in
and reinforced by growth in the other area' (writing)"
(p. 666).

- .

Studies  Examining the Influence' of Writing on

Reading ‘i’
As -reported - in Stotsky (1983), Combs (1979)

. ; )
synthesized the results of some stﬁdieq ‘that

viﬁvéstiga}:ed the effect on reading when writing is

improved through ‘writing instruction. He concluded

. that the effects are ambiguous. In. several studies,

however, researchers fojlnd that writing activities

positively‘ influencéd‘ reading. comprehensiph (Barton,
1930; ‘()v:r}lins, 197?; Doctorow, Wittrock -and, Marks,
i97a; Dynes, 1%32; Glove_rv,.‘Plake, Roberts, Zimmer
and Palmere, 1981; JeWrcke, 1935; Nagle, 1972; Newlun,
1930; _Salisbury . 1934; Taylor, 1978; Taylor and
Berkowitz, 1980) and Walker-Lewis, 1981). Oehlkers

(1971) in a study of grade one children and Smith,

Jensen, ‘and Dillingofsky (1971) in a ‘study of grade

four children found, however, that the use of writing

"activities did not significantly <influence reading

-
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" it has been shown th

wittro_ek (1983) - discussed the close relations

reading ;my;. ion anq effective writing.

l-ie emphasized the generative qualn:ies of reading
and \‘dritinq. In eseazch -studies oi preschoolexs
It very. younq children can qene:ate

their cown.spcken 1anquaqe and once they know - some’

.. letter sound -associations’ they can generate written
—_—

sentences usinq their own invented spellinge.’ Wittrock

- prcposed a generauve model for’ .learning to read

that .utxllzes‘some of the’ same ‘generative 'skills

needed- to learn to write. He'argued that the teaching

of reading and the teaching of writing fhare subtle
and important generative processes. Writing is more
than the construction of text for meaning; and reading

is ‘more than the construction of meaning -for text.
¥

Writing is also a ‘process of constructing meaning,

which gets revised and made more precise as one edits,
. X /

‘revises, and generates. Reading involves

reconstructing examples and experiencee in the t‘:ext

in familiar terms that allow us to relate our knowledge

andl-memory to the message amd, to the perspective

of the author. : In each case the generatxve thought

B processes used to relate text and knowledge are related

to ane another. - » j <




After several studies with  elementary school
children, junior high school students and college
students (Bull and Wittrock, 1974; Doctorow, Wittrock
and Marks, 1978; Linden and Wittrock, 1981; Marks,
Doctorow and. Wittrock, 1974; Wittrock and Cartbr,-
1975; and Wittrock, Marks and Doctorow, 1975), Wittrock
(1983) believed “"that learning . to read with

. comprehension involves acquiziné and usivng some bf
the'séme geperative . skills needed %o learn to write"
(p. 606). o Y . 5 g . *

Chall and Jacobs . (1983) believed that there
18 a need for mote ‘emphasis on writing, especially
when teaching low socioeconomic chiidzen. Tl;ey'
maintaimed that "not only is writing- important for
itself, but the strong relation of writing to reading
ar‘ld language suggests that; the development of writing
ma‘Y also enhance reading -and language" (p. 625).
They reported on & study 'conducted by Chall, Snow
et al. (1982) which included a .Sample of 30 children
of low socioecomomic status who were tested in grades
two, four and six and retested a year later in grades
three, -five and -seven. rnd relationships between
the reading and writing of ‘these students were studied

by analyzing ' various reading and writing measures,

-~




as well as ‘lsngue‘ge measures. The ‘analyses revealed

that reading and writing tended to be slxcngiy related

to each other but that writing was more strongly.'

related to language than to reading. ' A

Studies Examining the Influence of Reading on
Wr g . w7

In several studies examining the 1nf1uehcé of .

freadinq upon. writing, - although reading cqmprgﬁensioﬁ

improved there was no qignificant difference ~in

comi:ositicn'skills between the experimental . groups
' 2

and the control groups -(Andreach, 1975; Bagley, 1937;

Belanger, “#878; Calhourn; 1971; Campbell, 1976;

Christianse%/‘1965: Clark, 1935; De Vries, 19768;
Elley, Barham, Lamb 'and Wyllie, 1976; Eurich, 1931;

Heys, 1962; Maa®, 1977; Matthews, lLarsen and Butler,

1945; Miller, 1974; Mills, p974; and Schneider, 1971). ’

one study (Bosséne and'(iuit_:man, 1976), however, showed
an improvement" in students' writing after the use
of reading activities. .

Church and Bereiter (1983) investigated the
relationships between® reading and writing by focusing
on reading to develop writing style. One of their
aims ,was to discover how to get students . not ‘only

Y




to rea\;l but to "read_ like a writer" (Smith, 1982,
p. 179). Théy studied twelfth grdde English ‘students
and, as well, conducted a similar study in which
the subjects were students 'rang;ng‘: from grade five
to graduate school (Church and Scardamalia, 1983).
The studies did not give the results’ nedessary. to
deter‘mine.how we can get students‘t‘o ‘rea‘d in suc;é‘,
a way that it helps them to develop -as Wwriters.
They did report,’ though, that studénts. who repd‘

~—aesthetically, - that ¢ is

studgnts who ' respond
"holistically . to both con'Lent ‘and/style"  (Church
and Bereiter, 1983, p. 474) may be taking the first
step in "reading like a writer". : N
Eckhoff (1983) believed that reading infl:uences
‘writing. She cited .studies;showihg that success
" wa writing is predicted By reading scores (Evanechko,
Ollila and’Armstrong, 1974; Heil, 1976.; Loban, 1970;
and ‘Maloney, 1968) and that increased reading practice
improves ‘writing (De Vries, 1970; and Mills, 1974).
~Eckh@®ff . analyzed basal reading texts ax;d writing
samples from two second ézaée classps. She ‘observed
that the writing of the, childr_en‘ reflected features
of the basal series they read 'a(x;‘;d concluded that
they (1) used linguistic structures from the texts




theyl read,  and. .(2) learned about punctua:ion'from

their readfg. (Calkins,. 1980, as cited in Eckhoff

1983, also observed the latter.)

Researchers ‘at the Ohio State University have -

also examined tl:\e ‘influence of readin’g’on writing.
Their studies showed’ how childrer} incorporate ‘story
Fchemat,a from their reaéi‘nq .int‘g ‘tvheif v{xiting' ‘(Kl‘hq
and Rentel, 1981)% 3
P . %

Synthesis . ' y

Rece;ﬂ:ly there has .been an ‘interest in the
relationships b'etween reading and writing. Researchers
have begun to ‘look at what reading and writing have
in common. The function of both is comm\;nication.
Both processes require similar abilities, similar
analysis and synt;hesis. Both reading and wri;inq
involve comparing and  contrasting, connecting and
re-evaluating. The v;eighinq and .judqim);. of ' ideas
are central to both processes. Unfortunately, the
exact nature of these relationships has.not yet been
determined and more research is needed to exa@.ne
.the influence of wricinq instructit;n or writing
activity on the development of reading comprehension
and the influence.of réading instruction or reading

experiem‘:é on the development of writing ability.




L
The research to date clearly indicates, however,

that the more students wuse reading and writing

together, the more they learn, from both.
“
. - ¢
The Influence of Self-Concest On Learning to Read
and write ’ : .

The .confidence children have in their ability
to learn to read 4nd write is an important aspect
of literacy development. .Many factors are involved
in learning‘to read and write, hut there is evi:den;:e
that self-concept is~ gpong  the most important
influences.

Numerods  researchers  have  examined  the
relationship ’ .between a.cademic achievement and
self-concept. In twt_‘) extensive reviews of the
literature Ruth Wylie (1961, 1974) analyzed over

- ; -
2,000 studies. ' The research findings clearly

demonstrated the importance of self-concept to academic

achievement. .

§ Watéénbuxq & Clifford .(1964) investigated the
relation of lself-concepts'ltc beginning achievement
in reading. Measures \of mental ab.ility and
self-concdat were obtained for children in their

first semester of kindergartén in two Detroit

elementary schools. Two and one-half years later,.

[
measures were obtained of their. progress in reading

. v . ' i «
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) ) .
and self p The ‘of self pt taken
in kindergarten proved significantly predictive ‘of
progress. in Yeading but not significantly related

to mental -tesé écores‘ 4 N

Williams & Cole (1968) “attempted to relate
'éelf‘—c.b.ncept to sﬁeral d’i,‘meinsions of the child's
’exparience that are deemed - fundamental; to effective
agadenic ,adjustment. ‘Eiyhty sixfhi grade students
were 'u;ed as  gmmpfects’ for all phases of the

“investigation. , Significantly positive correlations

were obtained between self-concept measures and the” .
= : 7

following variables: concepfion - of school, social

status at school, emotional adjustment, mental ability,’

reading achi and tical ‘ach:

Binder, Jones & Strowig (1970) found that
self-expectations and selfrconcept of ability ~ are
associated with scholastit achievement among rural
high school seniors. T

Marsh, -Smith & Barnes (1985) studicd a sample
of 559 fifth grade students and collected measures

to ‘assess multiple dimensions of Eelf—cnncept and

_academic. achievement. 'The findings showed th3k

academic, achievement scores, both objective test
scores and . teacher ratings, positively cosralated
with academic 'self-concepts, .and read‘inq.achi;evements
were .substantia‘ny correl.‘ated ) with reading

self-concepts. /




Mahone (1960) fou@ tha;: persons who have a
low estimate of themselves are strongly motivated
to avoid failure and tend to' set goals so lbw that
they do not need to. prove themsalves. On the other
hand, Mahone found that people high in self-acceptance
are willing to prove themselves. 1’

Aronson & Carlssmith (1962) observed that subjects
who expected to pe;‘form' poorly b\ft performed well

exhibited more discomfort ' than did ‘subjects who

-~ expected ‘to perform poorly “and éid pe;‘foim poorly.

.

They illustrated the 'power of the self-concept to
direct tKMe individual's behavicr.
Hebert (1968), who studied nigh school " students,

concluded * that "those mdxv,\dpanﬂ,s who had low reading

. comprehension: also tended to have_ low self-concepts"

(p. 78).

© Shaw & Alvés (1963) se'afl&d'_ 11lth and 12th grade
students who had attained an IQ of 110 or above and
who were rated ‘from their grade-point averages as
achxevers or underachievers. Their analysxs polnted
strongly to a direct assoclatxonr.between neqatlve P

self- atutudes and academic achxevement, when ability

levels are equal.




One &f the most extensive studies.dn the area

of self-concept and ach.iev'ement' was done by/‘Bro‘okover, -
Thomas & Patterson (1962) ifi Mic}xigan. 'rh/e(y’ found
that self-concei;t of academ}c ability is associated.
with academic achievement at each grade level, . They
concluded that 'the assumption that human 'ability
is : the most important  factor in aéhievement is
questionable and that st?éents- attitudes limit® their
level of ach;evement in school. .

In an attempt to test cross- culturally the- results

of Brookovgr's study, Singh (1972) conducted a study

of over 1200 grade seven: students in. St. .John's,

Newfoundland. e coricluded: y
The extent to which a stl’xde}xt would -
attempt to achievé in school ‘vdould
ke .functiunally limited by a student's
self-conéept of ) academic ability..

In” this sense, self-concept of ability

is an intervening variable. The
expectations and evaluations of others
do ‘not . directly shape . the behavior
of a student in school. But a student's
own aefiniti.ons based upon . his

perceptions of what others ' think of

-~ .




him as a student, is crucial to’ his
behavior in school (p. 147-148). "

Yet, there is researth to show that the
self-concepts of children are often negatively affected
‘by schooling. As a group, elementary school children
have aifficulty maintaining positive self-concepts
after they enter school (Stanwyck, 1972).  Some
children develop an increasing negativism as they
prcgreiss through sc/hool grades (Dunn, 1968) and also
as they éo from the beginning of the school year
to the end (Flanders, Morrison & Biode, 1968). ) .

Self-concept _has -been studidd for many years.
'éarly )'nfl'uences in this area (as/discussed in Felker,
1974, p. 18-22) are Jame:s (1890) and Freud (Hall,
1954). James . thought that | self-concept was an
important variable in understan?ng human behavior.
Freud emphasized the dynamic gquality of the self
which‘motivated human behavior. Rogers (1951) and
Maslow (1954), with -their emphasis on personal growth
and’self—a:tualization, have p;esented a humanistic
view of self-concept. Kelly (1955), with his emphasis
on the uni;;ue wayv in whi‘ch each individuval views
his world, and. Diggory (1966),) with his émphasis

on ‘the way in which individnals evaluate “themselves,

| R
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have influenced self-concept resanrc} by émphasizing
the cognitive dimensions of self.  Each of Ahese
approaches to self-concept has contributed, £8° our
understanding . of self-concept as va unique fucéx
i;‘l human experience and a péwexful_influence on human
behavior" (Felker, 1974, p. 22). '
From tt;e many definitions of sel.f;concept found
in ‘the literature, Quandt's definition has been chosen
for the purposes of this Saper. ‘He stated, "the
" term self-concept refers to all the pe"rqeptions
_?ndividuals have o;f. ‘themse.ltv'es; esp;cially emphasized
are inaiviﬂuals\' perceptions ‘of their -value ~and

'abirlity'! (1984, p.1). Quandt expléined_ that there

are two' aspects of Welf-concedt akgat which most.
7

psychologists appear to agree: <

1. The perceptions of - self that individuals have
include their viewd\ of themselves as compared
to others (self-perception); their views of

how others see them (self- other pgrception))

~and their views of how they wish they colild '

be (self-ideal); P4

2, The perceptions of self that individuals have _

are largely based on the experiences they have

had> ith those eople who are ilnportant to them
p




_ Lsignificant bthers). Thus, such pedple can
effect change in individuals' self-concept. -

1/ his book, Essays gnto Literacy, Smith (1983)
argued that most cimildxeh are capaﬁle of much more
‘than they achieve at school. Be says children
themselves should expect to become much more competent
readers and writers t;han they usually turn out to

be. . ‘

William W. Purkey in his Self-Concept and School

Achievement stated: #

‘For generations, Qise' teachers haye

. sensed the. 'significant and positive

laéonships: betwasn 2 student's concept

of himself and his perfarmance in schooi)

They believed that: the students who

feel good about themselves 'and their

abilities aret the ones who are most

likely to succeed (1970, p. 14). °

In addition, many authors gave identified
self-concept as an essentfal and influential’ part
of hulrnan/persanalrity and behavior ($ha;)man & Boersma,
1979; combs, 1962; Coopersmdth, 1967; Gergen, 1971;
Hamachek,, 1978 and Pur ey, 1970, 78) . Accoxdiqg

to Purkey et a}. ('3984), it appears phat, self-concept




-

' filtering processv takes place, the

is learned. By the time a child raaéhes school age,

the self—concept is already developed and’ Euncti.oninq.
Purkey maxntalns.
All later expe,riéllces will be filtered
through this self-concept. As  this &

self-concept itself is gradually altered.
major way the self-—concept is altered
7‘X\ghrouqh the addition of self -concept
as learner’ (p. 3).. .
Although the chiid at the time of beginning
S6ho66L.. has already developed a, réi;tivgly stable
se{£-concept that 'has been formed by vital :r:»ieschool
experiences, the impact of ‘school experiencgs on.
the self-concept must not be underestimated. “When
children enter schools they assume attitudes, npinians

and beliefs that relate directly to school achxevement

.and direct thex,r behavior in school. This aspect

of self-concept has been referred  to By Purkey et
al. (1984) as’self-concept as learner and by Brookover
(1964) as self-concept of ability.

In terms of language : l,e;rﬁing and literacy
development children . with posj.tive »self-conée;{bs//
as - learners will perceive themselves as ‘capable of




performing at normal or auperior. levels. These
positive seu-g'e.xcepcinns enhance their opportunities
to learn to read and write well. . Children with
Fegative -sslf-GoncsptE &N \SAEheEs WLl petesive
themselves as incapable, so they may be unable to
perform at’ mnormal 'levels‘.. These  negative
self-perceptiops may i\nterfe.re,vfwith the ability to

learn to read and write. '

As ‘has been shown, self-concept plays a critical

teachers to evaluate how students see
as’ learners and to provide an: environherit with
experiences that will create positive (" self-concepts

in all students.

Sillivan (1947) initiated the ph}a;e'"signgﬁcant
others" to refer to people who play an important
l‘mrt in a 'J:hild's development. Brookover (1962)
stated. ‘that people 'significant or important to another

fluence that gerson's concept -

person can profoundly i

“of self'e(p. 10). The positive relationship between




self-concept of academic-’ ability and’ perceived

evaluations by significant others was- indicated by

"

research carried out-by. Broockover, Thomas & Patte’:soq

(1964). Singh (1972) provided -a review of studies

that support.this theoretical position. Clarke (1960)

inven:igu}:e;i the relationship between college academic

and ncies and reported a ‘positive.

relationship nts' demic

adenic e_;(pectations held by significant

‘and the b
others as petce‘ived py - them. st‘a’imu' study (1956)
demonstrated ' that 'the self cgnceéta' of students were

changed’ when. their teachers, as signlfiéant others,

made positive comments to them and crégted an °

atmosphere which piovidi psychological security.'

In another study conducted by Davidson and Lang (1960)
it was found t;-at children's perception of teachers'
/Sqelinqs toward them correlated po;itively and
significantly with the phild’xen's \sellf-‘percepfir;:n.
Studies by Miyamoto and Dormbuch (1956) and Reeder,

Donahue & Biblarg_&lQSO) demonstrated ag p'ogitivve

relationship  between  self-concept and perceived

evaluations by significant $thers.

5 sl .
Research makes clear the 'important role that

parents play in ‘the] development of . the.' child's



).

self-concept. Summerlin & Ward (1978), state: “Child

development authorities have generally accepted the
assumption that parents exert the original and perhaps
the most significant influence on the de‘velopment
of ‘the child's present and future emotjonal, health®
(p. 227).

Purkey (1970) believed that "together thé mother
and fath‘er are critical in molding aRd maintaining
the child's self-image" (p. 32): Manis (1958) reported
_from his research that a child's level of . self-regard
is closely associated with his parents' reported
level of regard for him. Similar f{ndings by .Daviason
and Lang (1960), Shaw apd Dutton (1965“{,‘an& Myers
(1966) strongly suggest that a child's behavior is

.a function of the expegtations‘ of others who are
significant to him. ' )

To assess the impa’ct of parents on children's
achievelreni:, self-concept‘and related. beliefs, Parsons
et al. (‘1982) studied children in grades five to
11' and their parents. Théy found that the childfen's
gttitudes were influenced more by their parents'
attitudes about their abilities than by their own
past performances. Also, -the parents who p@:ticipéted

in a parent group - STEP (Systematic Training

& . w g ik




Effectiveness. Parenting)’ - showed differences in

parental attituées and the children of these‘ parents

showed di in self ¢ (sumter1ling Ward, .

1978). These results suggested that ‘the U\eatment
effect experieﬁced by the parents. was communicated
to ° their children\ and resulted  in a higher

self-concept. . - .

5 fo ,
Brookover and his six colleagues.- (1966) attempted

to relate evaliation of sigqificani: others (parents,
experts, -and counsellors) to self-perception of ability

and -school achievement.  They .found that positive

communication from parents relative to a child's

ability led to a significant increment 'in’ both

0
. self-perception of ability and grade-point average.

Communication from experts and counsellors did not,

however, have a significant effect on either variable.

Br s group luded that it is more effica;ious

to work ‘through established significant others such

. as parents than to develop new significant others

as 'bases of influence.

In her review of research on parent involvement

Becher (1984) ‘states:

. The important role of the parents,

family and home in deternining children's




cognitive develogment and aghievement.
has been documented in numerous studies:
In addition, it has bgen sh:awn that
such f;c;ats are far more important
and influential " than | §chool‘ factors

for such de\{eloprﬁ\ent (p. i)

She identified™ natirally occurring, behaviors”
_ of parents and aspects. of the home environment that A

" have been .agsociated with 'the development Of

‘intelligence, e Vni:d achi in children.

First, children with higher yés on measures of

achievement, competence, and intelligence had. parents’

who held higher educational expectations and
aspirations for ‘them than did parents of children

who did not score as high. Parents of the former

children also exerted more pressure for achievement,

provided more - academic guidance, and exhibited a

higher level of general interest in. their children.
Second, pare;ts of children with ".higher scores had
consi:derahly', more interactions that were responsive
to children or contingent upon their ‘respansgs than

did parents whose children did not score as high.

Third, childran'witb‘l’iiqher'scores had parents who,

“had ‘perceptions of themselves as: "teachers' of  their
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children stronger than those -of p‘atsnts with

‘1ow\e‘x~scar1ng children. Fourth, children with higher -

scores had parents who . acted as stronger models  of
learning and achievement for_tk}eir children th‘un
did parents of children who did‘n\ot score' as high.
And, fxnally, highe: scorim; children came from homes

.\.n which there was considerably more reinforcement

©of) school behavior than was the--case for .children
- who did not score as high. )

In addition to the research on thie mediating
aspects of _f;mily and home environments ;ssociated
with the d”ev‘elcpment‘ of competence, intelligence
and ac}vxievemem:‘ in childrerg_! Becher summarized a
large body of 'research assessing the effact of parent
education programs on such development./ She said
that t};ere.is considerable evidence in&icating that
parent education programs are effective 'in improving
the ?ntellectua*‘ functioning of children, as measured
primarily by standardized intelligence tests. ' There

is also evidence that the gains achieved have been

sustained for' at leas# 1 year, and in several "c;ses-

for 3, 4 and 5 yeﬁrs Eollowingv completion of the
2

; )
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program. Furthermore, there is substantial evidence

that pArent education programs are effective in
improving childfen'g language performance, their
performance on standardized achievemené tésts, and
‘their ;enerp’l school\behavior.‘ In addition, parent
education programs have produced,significant positive
changes in (a) parénts‘ téachiﬂg style%, (b) their
interactions with their childréen, and| (c) their
pro\;ision of more stimulating homé learning
"environments. ‘_ .

Research ~indicates the import?n‘ce of the role
of pareits in the lives of their children. Parents
have a] significant influence .on their children's
development and education. They are- their children's
first teachers and séhool educators have |much  to

' ‘learn from the teaching strategies used (mc‘i‘s: times
unconsciously) in the home. Educators must acknowledge
the crucial role of parents, 'a‘nd ‘help then to be
aware of, or more _certain about; the ‘positive
influences and impdcc they have on their Fhildren.

A closer relationship needs to exist betheen home

and school, even to the point- of parent |education

: | .
programs, in order to develdp the learning .potential

of the home environment.
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The Influence-of Attitude on. Learning to Read and.

Write

For the purposes ' of this study, attitude is

g defined as the liking or disliking of a 'given subject,

in. school. The ‘importance of attitude .to learning.

is.' emphasized by varicus' writers. Combs (1982 : My w
considered student attitldes to be an important - facet ‘( o

of the learning process and he believed that they. . . :

must be\ingludéd in educational planning and practice;

and students who value reading are likely to be more ' -

effective learners of that subject.\rAthex (1970) . .
. believed attitudinal factors are varisbles important e

to the study of reading.\ﬁ‘nttqewson (1;376) propnse’?
a model for the reading process which clearly showed ~
the importance of attitude’ to reading. Lueers (1983)
explained  the = 'impnrt:m:e of  attitudinal  and
motivational factors to the - study of reading. He

commented: ~

What )we have an interest .in is that
. to which we attend. If attitudinal
and motivagjonal factors do affect
that wﬁi‘ch we  perceive and attend to,
then they will also indirectly affect

the information réceived by an indiy'idual




A
. ingo one's cognitive structure or

long-term memory and will, in -turn,
affect the information alieady available
in the cognitive structure to be 6perated
upon (p."82). - .
Lueers (1983) synthesized several read}ing theories
into a more comprehensive framework - the Short Circuit
Model of reading, in an attempt lto include a number
of different factrs of the , reading -process into
one model. . She says all of thése fact6rs - linguistic,
sociocultural, neurological, perceptual and cognitive,
affect attitude and moti\}ation._ liowevéx, to .Shi;;d'
:hé importance of attitude ané motivation, they have
been pictured in the model in the form of a “plug”.
Lueers e;cplained: "Nithz‘)ut the appropriate attitude
and necessary motivation the system will not be forced
into its d;)e:ating -state. .l‘xn individual must become
"plugged-into" the Print Seitinq, for, the reading
prokess even to occur" (p. 89). .
,According to Alexander & Filler (1976) telati‘fely
little research has  been dene on _the -relationship
between attitudes toward reading and achievement
in reading. .They reviewed the limited amount of

. available information - (Askov' & Fischbach,. 1973;-
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Bernstein, 1972; Groff, 1962; Healy, 1963, “1965;
‘ Johnson, 1965; and Ransbury, 1973) and made these
conclqsive statements: )
1. Some children may pe:c,eive t’hat their
ability to read is responsible ‘for
their attitude, thus making reading

improvement programs a hig px“iorifgy,

for some underach;,eve.t
P . 2. The ateitudes of the reader towara ) - SR
the matérial may affect his level vof‘ :
compx’e;fension of-that material; .

3., The development of more -favorable

attitudes m.ay resul", for some students.,
in‘increas‘ed achievement and more rei:iinq
that may be maintained over time; = -
4. TFor some students, a positive attitude
toward reading in the 'lower grades .
s may y not- be ‘_self.—mai;xtaini.‘ng and” may
) lessen over time.. Attention to attitude
development and’maintenance is important
at all levels; and ‘- )
5. Although'_ ralatior}shi‘ps are sometimes - 3
found between achievement and attitudes,

there is not always a positive

high achiev

'coxxr'elation

and favorable attitudes (p. 5,6).
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Heathington and Alexander (1978) investigated

.the characteristics of positive and negative attitudes

toward  reading. They interviewed * 60 children

individually ranging' from first to sixth grade.

The comments supplied through these individual
interviews were used to construct a quick assessment
checkhst for teachers to use in observirng children s

att1tudes toward reading. It is a listing of beh?vxors

children themselves feel -afe indicative of positive

and negative attitudes toward reading. E

In a study to determine what factors ififiuence

reading attitudes, Callawdy (1981) surveyed 223 college
students. To help the students recall what affected
their reading habits when they were /younger, they

e
were ‘asked what, 'if any, factors "turned them off"

or "turned them to reading in school and in the

¢ 5 N
home. The results indicated that, in school, the

natire of the material was not as important as the-

way the teacher dealt with that material to positively %

affect students. Oral reading, especially of the
"round robin" type, had a negative effect ask}}d
the difficulty of the material, how boring it was,

isolated drills, and material that was irrelevant.
s ¥ .

- : . .
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variables affect reading. They reported t/hat teaGher
ideology and classroom. social sytuations (Sontribite
to reading attitudes.

In a more recent stt;dy, Shadle (1985) plared
the effegts of‘ a school sponsored home readin{ program

on students' attitudes toward reading, x‘eadiﬁg habits

and reading comprehension. The study was c,onducted’

in a middle;class suburban - school and  included 96
qiage thtee‘ ‘student's; 95 /gx_'a’de four students. ftand
94 grade five sti‘:dents. All ,studen::,s‘ were randomly
é’ssigned,\‘ approximatély half to the  treatment :g‘roup
and the remainder to the c:;ntrol group. Both groups
were given a pretest to measure their attitud’e, reading
habits and reading comprehension.

In the classrooms of the tréatment students,
a _school - sponsored home reading - program was
established. This - program required parents to read
to or with their children for 15 minutes a day, five
days out of seven. A I;ome reading record was
maintained. Students in t)‘\e control ‘group had no
school sponsored home reading proq:am.

% « ]




Kt the conclusion of the study a posttest was
given and the results showed a significant difference
in ' favor of the treatment group. Shadle ;nferreﬂ
that the school sponsored home reading had a highly
positive effect on student reading achievement, student

reading habits and student attitude toward-reading.

Roberts (1995), attempting to, ascertain the

relationship between classroom instructional factors
and, reading .attitude, achiev_eme_r'xt‘ and .J‘:nvolvement,
reported that classréom teacher instructional factors
appeared to have a greater influence on  reading
ichievement than did Pupll abtituds snd/oE’ pupil
involvement. :

Seaton and haron (1978) conducted an investigation

with (523 students in grades tfiree to seven. They

tried to deétermine if teachers/ positive reipforcing
behaviors coward_pupné would hffect their attitudes
towdrd reading. The results showed no significant
correlation between the "variables and the authors
concluded that the time frame of fhe treatment was
too short to -affect such -a complex construct as
attitude. 5

-
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" role of attitud?)"n education has been established.

With so few studies available, it s aiffieult
to make valid generalizations - about ﬂattitudea and
reading. Tt appears that same xnstxuctienal p:eqnms
can, but do not necessarily affect attitudes. A;thnugh

research” results are inconclusive, 'the important

Summary of the Litexacure Review

‘The prlmary aim of  education 15 6 help children 7"
bect‘)me 11texate adults.‘ Traditionauyp n\any teachera # 4
havg‘ believed t_hat reading and wntlnq should be
segmented into sSeparate skills: for instruction. .and
practice ‘in order to gain ‘mastery with lénquage.
But there is‘ a growing aware‘n_ess al;mnq educators
today that Jfily the n;otivated use -of language for
real and worgh_whiie purposes can lead to full ’Potentﬁl
in language development.

The literatur'e\r;viewed indicates that reading
and * writing shm‘xlddevelop naturally, the. .same as
learning  to walk or talk. All lénguage use in the ' . -
élassrncrp should be n\_egn_ianul and functional to- '
the chilq, with the child exercising as much contrél
as is feasible over Lis/her learning. ' Parents should

be involved in the literacy development of their #

XN




children. They should interact in a non-directive,
accepting manner, helping their «child to test
hypotheses and develop competence.

Parents and teachers must work together to ensure '
that both school and home are places where chxldren
can use speaking, readinq and writing -to do the thlngs
they want to do. It is not the task .of educators
to teachs children to read and-write, but to create
an enyirenmeyt in which reading anr_} writing can occur
n;ﬂ:urally. Teachers “and parents need to be there
to "listen to what children say, to anawez“ their
questions, guide ‘them in solving their pt‘nblems,
and promote their learning about the world in which

they live. .




CHAPTER III

DESIGN AND METHODOLOGY OF THE STUDY

e -,
Introduction B

The purpose of .this study was to implenerj\t and

< evaluate a program /_designed to .intequte reaginé/
and Vwrivt‘inq ' instruction. The program. activities

focusad .;.:n the :‘al‘ding and_ writing‘ of ) bo’aks.

school and‘ at home, children in the \scudy read o

‘listened to well-written books selected from'children's

N lite‘ratug. a‘hey: wvete " encouraged "to .become authfxrs.
and write thei_r own stories. Parents helped in typing

and ‘laminating the children's. books . “Published"

books were read to the ciass~by the child-authors

and displayed aloru';/ side the commercial books. This

program was expected to help children'become better

readers with more favorable at‘titudes towards reading,

writing and -leaxning. This chapter will provide

a desclription of the research study and iés constituent

elements.

Research Design
This study was designed as a case study. After

an extensive literature review it was concluded that.

-




the more students use reading and writing together,

“the mote they learn from both. The reséarcher was’

faced with the question of how to™dxplore the outcomes .
of teaching reading and writing together. The research

strategy chosen to best do this was the case study.
‘ <

. e 8
Case Study Research

‘Case ” study research provfles a way of

anestigating the hgw and why, of teaching redding
and wriéinq together. The essence of a case study,
according to Schramm (1971), "is that-it illuminates
a decision or 'set of decisions: why they were :;ken',
how they were implemented, and with what - result"
(cited in” Yin 1984 p. 22, 23). In this study, the
"declsion was to teach reading and writing conjointly,
and the investxqator reviewed the work of previous
researchers in the field and reported it as a _review
of r.h/e liEerature to support this decision, devised
procedures to .implement an appropriate program of
reading ' and _writ:ing. .and selected inst;uments and

techniques to evaluate the results.

Yin (1984) 7 maintains the case study has ‘a-

o i T
distinctive: place-in evaluation research and Merriam
(1985) describes it as, the approach that is best

suited for investigating questions important , to
. n - ’
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education.” Both authors argue for the use of a case \ %

study approach in educational research' where questions”
of meamng and’ process can be answe:ed only thruugh
understandxng the context in which they: exist.

, + In this study the mujor contribution of case
;tud‘y meth?dology was the qeneration nf insiqhts
into ‘the exploration :va‘nd " @escription of the
relati’onships between reading *and writing. It 'was -

a gdal of ,the researcher/tgacher to design a reliable

" case study so that if tested in the future through

replications, the thebries of this case study ‘might °

be expanded and generalized.’

Definition of Terms 7 s e

Reudiﬁg achievement
| 1In reference to this study, reading achievement
pertains spe“pifically to the students] scores for |
the ‘Gates-MacGinitie Reading Test, Level B. The
pratest, lLevel B, form 1, was administered in the
(alL of the school year and the posttest, L‘e\;el B,
form 2, was administered in the spring. The pretest
score on the reading achievement test ‘was assun;ed
to represent how well a,student comprehended idhat:.

he/she read before the treatment began. The posttest’




: 51

. score on ,the reading achievement test was assumed
. 3 -
to represent how well a student comprehended what

he/she xead upon completion of the treatment.

Se'l_f-convcegt .

For the purposesy, of this’ study self-cohcept
is defined ‘as) the st’udent' petception of
himself/herself as a» learner and as measured by the
*rating assigned to a student 'by the teachér on the

23 items of the Florida KEY. The teacher observed %

students' haviors in  the classroom in relation

’ o
‘to four fAotors involved in the scale. “These factors

d “ are: relating, asserting, investing and coping.

Attithde ; R

Attitudes have been  defined in various ways.

,‘ For the purposes of this\ study, attitude is defined
as a liking or disli}u‘.ng‘ of a given subject.
~
Reading attitude
Attitude toward reading is defined in this study
as the feelings students have toward t}/lr'ee dimensions
of reading as measured by a 15-item reading assessment.

These dimensions J.nclude the following.




j 2 0ver_a11_a‘ttitude toward reading,
7 2.  Attitude toward reading difficulties, .

3.  Attitude toward recreational reading. '

- ) »
SR B Writing attitude s ,
) .. Attitude foward wrltl.ng is defined. in this study

as the feelinqs swdents have toward three dimensiona

of writing as measured by a. 15-, J.tem wtiting) assessmen:.rv

These dimensions include the follow:.ng:
1. Overall att:ttude toward writing,
2. Attitude toward writing difnculties,

3. aAttitude concerning why we learn to write.

Assumptions

o The major assumptions behind this study are:

. 1. students peiformed in a’ cooperatite
manner and tried to /do their hest on
"the pre and post-reading achievement

. tests;

r 7 2. The self-concept scale is a valid and
-
ke reliable ' technique' to infer learner

self-concept; &
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3. v e Classroon teacher, and CoOperAtsng

teacher, through direct observation

and experience of working with children,

wérs capable of reliably rating each

" student on fhe self-concept scale;

4. The reading assessme&t‘ and_ the wzitin;g

e < assessment were significant meaSures
of student ’ attitude - toward reading
and student attitude toward writing;
and

5. Students. were capable of answering

'
the 'reading and writing assessments

hyastly. »
;

Objectives of the Integrated R&Ading and Writin
. Program

1. To inform parents abouf the approach to reading

and _writipg‘ used by e teacher so they will
be able to support the child's efforts at home.

To stimulate ' children's ~‘interest in reading"

by ll)rcviding' good children's literaturge and

daily reéading time..
3. To allow children choices of what to read, and

. whether to read alone or*with friend(s).




+To .help childx‘en_‘see themselves as autliors by-

‘To establish -a dai],/routine ‘in which children
chogse their own book for reading at home.. z
To stimulate children's. interest in - w;i%;

by providing writing time every day and allowin

! .
them to choose which pieces will be published. -
To, allow children to choose their own -topics

'for writing. A 1w ; ' . T

éublishinq the storiq‘s gnd poems they v]rite. .

To ehccurage chiléren and pdrents to'\ma}‘ce homgmadé
books | of the ‘Storles Ehey WElts ‘W€ Hond. ’
To provide a special space and t}me for‘ .the
child-author to share his/her, “purblish.ed',' book Ce
with th®class: : E,T ¢
To display the children '.s homemade andfschéél-made »

books alongside the commercially published books .

in the classroom. g

- To conduct frequent reading - and writing

N
conferen¢es with each child. 0
To conduct frequent individual and {roup %

conferences ‘with parents.




The subjects fcr this study were children in
a.grade two English class at Holy Cross Primary.
Holy Cross Primary 'is one of the inner city schools

administrated by the Rofan Catholic School -Board
%

John's, Newfoundlqnd . The school has a
fon of abopt 650 pupils and offers programs
in Englilsh and _FPrench Immersion. The Er’quish section

4t:eams‘from kindergarten. to ggade two.

'The Frenth Immersion sectidn. has two streams from

kindergatten to 4rade four. _The .opinion has been

expressed by some teachers and“paren;s of Holy Cross

Primary’ that the French Immersion program attracts

most.. of the ‘children from families with good

socioeconomic backgrounds ,but there has been no

official statement to support this-claim.

i The class "s‘t‘:udiad-hﬁd 26 children with 12 girls

and’ 14‘ boys. The children were assigned to l:hisl

group by their grade one tegchers. A  relatively
small  number of children were -identified as  being
either above grade level or below grade' level and

most of them were identified as working at grade

level. - 5

s
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Instruments N )

Gates-MacGinitie standargized Reading Tests ’ L2
‘The Gates-MacGinitie Reading’- Tests wére used

to obtain scores’ for,’voc‘:abulazy, comprehension and

grade equivalents for each chil;l. A pretest, Level cad

" B tovs 1)\was ‘administered in October and a posttest,

Level B, form 2, was administered in May.

The Florida KEY .’

" AL :
B The, Florida KEY, an instrument to infer .studerit ’

. self-concept as learner in grades one through six,

was completed by the r and ing
for each student in October .and again in May. The X ‘ .
Florida KEY was chosen as the most -suitable and
efficient way to 4eva1uate how the student perceived ~
his oflher learner self. There' has been considerable
kdebate among r'gs‘earchers about, thé measurement* ‘of
o the self-concept. As pbinted out by Wylie (1961,
1979), . existing self-concept scales are inadequate .
for valid me'a;suremen\i:, especially in studies i‘nvc‘lving 5
chilazen. . . .
Generally, researchers h:ave used three technigues: ¥
self-report; inference based on the observation -of
behavior; and iﬁ‘fe ence based on projective téchniquqs.

Even though many researchers have based .their‘ studies
o -




\
on the assumption that self-reporting by the subject
is the most valid and. reliable method of evaluation,
some critics of this maintain that ,(while the
self-concept is what an individual believesoabout
himself, the self-report is only what he is willing
and able to disclose to someone else (Purkey, 19‘70)._

Many of the self-reporf scales reviewed by this

researcher were designed for children of age ning’

or oldi‘a:r. of the few available for younger children
none was found,-in the opinion of this reséarcher,
to use language, suitable £6 the grade -two -child’, -
Combs (1965) advucate}i‘perceptinn of the styfient‘s
éelf—concept by observing his/he\x behavior. Courson
(1965/) has shown that drawing inferences f‘rom students’
befiavior can be a valuablg scientific tool. Purkey,
Cage & -Graves (1973) devised and validatedpa scale
(the * Florida KEY) which class:ooﬁ teachers - could
use to infer pupilé‘ self-copcept as learners, witheut
relyir}.é; on self-reports. The KEY contains 23
1n;:ex;rogative items that describe .student behavior

; N .
in a classroom. ~Contextually, the ‘;cems identify
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. and feelings

behaviors that occur more often by students who ‘have

a good self-concept  as learner: Factor analyses

by Fahey (1983) .and Purkey, Cage & Graves (1973) -

have supported the “factor structuré of the scale;
relating, asserting, investing and coping. Relating
reflects ‘a basic trust -in people; asserting sugyests
4 trust in one's own value; investing implies a trust
in ‘one's potentials.‘and coping indicates a trust

in one's ‘own academic, ability. The  four Efactors

_ of the scalessupport ‘the position that-when a child

relates: well in school, .is able to 'assert thoughts

feels free to invest +in class and

activities, and confidently seeks to -cope with the
challenges and exéectatipqs of school, then this
child may be\said to possess a "good" self-concept
as learner. For the purposes of this study only
the total scores ‘were analyzed. '
¥

Reading Assessment and-W: tit}g Assessment

The Reading Assessment and the Writing Assessment
(Anderson 4. 1982) were completed by each student as

p in October and as in May.

B
After a thqrough: search of the Educational
Research Information Center. (ERIC)- and a: review of

4
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thr each

all attitude measures for elementary children listed
in Buros (1978) Mental Measurements Yearbook no
satisfactory measure of reading and writing attitude
was found. Therefore, this writer chose two unnormed
assessments ﬂesigned'by Anderson (1982) as the most
suitable for the purposes of this study.

The Reuding Assessment and the writing Assessment
each has 15 ‘items. 'l’hey are Likert type scales with
three/;nswer choices for each 'i_t_em: Yes, Not Sure,
and No. The format of,-each assessment -was designed
for young children, with items .balanced among ti\tee
categories selected to assess reading: attn:udes.

(i) overall attitude toward reading,
(ii) attitude toward reading-gifficulties,

(iii) attitude toward recreational reading;

and three categomies selected to assess writing

attitudes: )

(i) overall attitude toward writing,

(ii) attitude toward writing difficulties, and
(iii) attitude concerning why we lleatn to write.

Items from these various categories are listed randomly

Reliability of these instruments was established
using Cronback's. alﬁha internal consistency rel!!ability

coefficients (Anderson, 1982, p. 52).




Validity of thesé'instf\u’nenfis was' established
by experts in trfe fields of reading and -Xanguage
arts from the University of Kansas (Anderson, ‘19‘52)..

- ' P'arem: f{eaction Ques ;nnai:e
| A brief questionnaire designed by the researcher/ "
‘teacher ~was used to regort p:lre'_nts' wxb‘euctions to"\

the program. It .was .completed by the parents of .

the subjecks at the end of the program. A copy Of _ ~ - o

this guestionnaire .is in Appendix C page 183.
L 4 N

Procedure

This study" was of eight mc‘nths duration from
early October to late May: " In carrying out this
. study a number of steps were followed: . .
. < 7 1. . During the first week of October the pretests-:
: for reading &chievement, reading attitude and writing i
atti‘tude were administered, and each teacher
.indeéende_ntly ;ate‘d»the sté:dents on . the self-concept

and ratings: were collected

. scale. These pretes:s‘
. .and held until the conclusion iof: tha stugy' In this
way neither the teacher/researcher nor the cooperating
teacher was specifically aware of students' scores,
< attitudes or ratings. During ‘the last weéek- of May

; N
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the posttests were administered and the second ‘ratings
on the self-concept scale were completed. Then both
the pretests and posttests were scored and the ratings
were calculated and compared. '

2. The teacher and parents met in October, for two

workshop sessions = where parents were given the

‘opportunity to learn the philosophy of the program

and' the practical aspects of being . facilitators 'in
their éhildren's reading and writing development.
©One of the Hims:of this reading and writing”program
- to give pleasure and. inspire confidence about
learning §n general but reading and writing in
particular * - was _emphasized. Parents were shown
how to provide an environment in which th& chila
is “encouraged to direct his/her own 1earx‘|ing and
courageously take risks in reading and writing.

8. An area in the classrdom was designated as the

reading area. Special to this area was the "Author's ~

Chair" (a technique used successfully by Graves &

‘ Hansen, 1983). Wher the  teacher ' read a book, or

a child read.a book, he/she was seated on the Author's
Chair with the class assembled in front on the f£loor.
A routine was established so that the audience, after

the reading of any book, responded by complimenting,




-

making suggestions and askin’g questions of the author.

When the ‘author was not present, as in-the case of

a commercially produced bool}, the children spéculated
” as to how the author might answer the quesu:.ons.

4. Each ‘day the‘ teacher read to the class and there;
was a free reading period. In addition, children
chose a book tu take home that “night.~ Books were
available in the Elassrnom nnd camg from four sources.
Each child selected. and bnrrowed two bdoks 'from the
school resource center. _These books were diapiayad
I:n the classroom and xeplaced by the chi‘-jren every
sj.x§h school ‘day. The teacher selected 30 books
from the A.C. Hunter Libraty(.- St..~ John's, and 30
books from the Gosling Memorial Librafy, St. dohn's.
Tl;ese books were replaced by the teacher every chzee
weeks of the study. Thé teacher also selected snma
. books, as necessary, from the Curr;culum Materials ~
Centre,” Memorial University. Because of the
restrictionrofv a_ three~day lending period, these
latter books wére chosen only if they were unavailable

at the other centers. N

The teacher selected appropriate books with
respect to Yjuality, interest and suitability. The
following resources were used to help in  this

selection:




~
(1) Huck, C.S. (1979) Children's Literature in
the Elementary School. New York: Holt, Rinehart
& Winston. 3

({i) Egoff, S. (1975) The Republic of Childhood.

Toronto. -

(1ii) Canadian children's Literatuwre. Quarterly.

Box 335, Guelph, Ont.

(iv)  The profeséianal libdarians at the A.C. Hunter:

Library and the. Gosling Memorial Library and the
teacher/librarian at Holy Cross Primary. .

To develop the concept . of author,. and to
familiarize the students with accomplished authors
of children's literature, the teacher selected several
titles by the same author at one time. For 'example,
for a three week period, several books by Paul Galdone
were inclu_ded in the 60 books displayed by the teacher
in the ‘classroom. (See Appendix B page 174 for other
authbrs highlighted in this way.)

5. A roitine was established {n which two children

read to the .¢lass daily from commercially published

books. When children . found a book that they wanted

to read to the class, they chose an available -day
on a displayed schedule for. reading: times. They
were ‘encouraged to prepaye at home for this special

ofal reading.
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6. All parents were encouraged to, facilitate ch;ivr.
" children's reading development by reading to their
chiidren and/or iistenin‘g‘ to them read. The, first
workshop”with parents ;,nforll\e_d th'em of the zeudin§
approach tS be used ' in the . integrated reading and

writing program. They were ﬁgiven reudiﬁq techniques

T to use atﬁ. (See Appendix B page 171 )
7.. There was a writxng\\pedod evexy day when thi
child was encouraged to wri(f.e_ a story. Emphqsis
was placed on lrl‘ea;ni.nq and con\munic/ar.ion rather than
technical skills. The teacher ngvér assigned a topic

of writing but made suggestions (see pages 117, 118),

especially for children who were' reticent. At first,

the writing periods seemed long -and relatively
unproductive for some /children but- the teacher 'chose
_one story from the begi'nning ‘sessions that had a
plot or organization suitable to make into a little
book. She  typed the text, h;d,~the author illustrate

it and then laminated: it. The "published" book was

then read to the class by the child-author.. This.

celebration \of child-author encouraged and motivated:
1

the other children to become authors. It was expected
that as the children's notion of author changed from

a vague idea about some other person who writes- books




to the perception of themselves as authors they would -

be brought to an understanding of the ‘publishing
pgocess of write, proofread, .revise, edit, print,
iks\tra’te and laminate. .

8. A‘ll parents were encouraged to facilitate their.

children's writing development by . making books at

home. These homemade books were celebrated through

the same process of sharing with. the class. The
second workshop with paren;s.informed them Of the
writing approach to be used in the integrated reading
and writing program. They were given n\ateri:‘als and
writing techniques to Use at home. (See Appendix
B pages 172, 173.) .

9. The teacher used individual conferences to discuss
with the children their activities in reading and.
writing. These conferences, altimuqh some were brief,
along with the éhud‘s daily writing samples and

silent and oral reading -activities, were the basis

. for anecdotal reports that were kept for each child.

This regula/rly collected data helped the teacher
to identify children's strengths and weaknesses.
It enabled the teacher to provide instruction when
it was needed by the children and meaningful Qo them.
Instx;uction was given to an individual, small éroup

or whole group.
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10. The teacher and parents met once -during the

months of November to March and once again in 'glay..
The purpose of these meetings was to discuss the
réad. ng a7d’}x‘£tan pzoqrgn and the progress of the

student&/

interviews as heeded.. 2 -

Time was made " available for private

11. Upon. completion of the ‘p:ogtamv— n open-ended

questionnaire was used to assess parents' reaction
to the program. .This data reported- - parents'
perceptions of the children's interest |in 'xeading
and writing and their comments abolt the }e;\;‘s work. _
12. A variety of  informal ’inlfomatian through
observation and cohyersation was gathered during
this study. Some of this is included in the discussion
of the results. )
,Collection of Data

Reading Achievement

The ~Gates-MacGinitie Reading Test, Level B,
, form 1 was administered as a pre;.est to all the
’subjec’ts during the first week in . October. During-
the Jlast week of May, the subjects were given -the
Gates-MacGinitie Reading Test, Level B, form 2 as
the posttest and as a means ‘\r calculating and -

/




,
comparing the gains made’'by the subjects. Both forms

of the test were administered strictly according

to the instructions in the publisher's manual and

.
scored by hand using the scoring keys provided. P

\ / . \ ,
" g Reading and Writing Attitnde g

P> forms ' were completed/ by each subject as‘a pretest
| . during the first week of October and as a' posttest
during the 1aslt ;ieek of May. These assessménts we::e
reported using bar item analyses to depict any changgs

in attitude. '

Self-Concept
The Florida KEY was- completed by the teacher

-afid gooperating teaqher\M each subject during the
first week of October and again dQuring thé last week
of May. The teachers' ratings of each subject were
reported and any ' changes in student behavior in the

classroom were calculated and compared. .

Parental Involvement and Reaction

Parental™nvolvement in the meetings and workshops

was observed by the researcher throughout the study

» . . |




L B and  a questionmaire desighed - by the researther

sigenting thedsr zeacilon. the _program ‘was
;'~ amministered in- late May. These observations and
parent comments are described in an analysis ‘6f the
study .




. CHAPTER v
ANALYSIS OF-THE FINDINGS
. g

Introduction i

This study set out to explore the relationships e
’ - s

- between reading and writing; to investigate and
describ® the effect of -an infegrated reading’ and

writing ' program ' on - reading achievement, reading

Jattitur-ie, writing attitude, and +self-concept as Q"
o learner;. and to report parents' involvement in and
. Yo L:eaction to. the progtaml To this end an integrated
reading and~writing‘ program was implemented, in a .
' grade two classroom ;nd,evaluated usix‘\q a; case study i
design to report the resultk. The research’was based '
on the following four questions. Does the integrated
reading and writing ’E'xtogram provide: " )
‘1. improved students® performance in reading?
2. } p ' self- pts as learners?. ’ \
. 3. ’improv’ed stud\en‘t‘ié‘ attitudes towafrds reading?
L 4. improved 'students’ attitudes towards writing?
The investigation  -also ‘sought to explore )
. o relationships betwegq ‘rea%{.ngv achievement and (1)
R self-concept, (2) attitudes towards. reading, . (3) *

aitit,udes towards writing and (4) parental involvement.




This chapter is divided into seven major topics.

The first four topics present the findings that relate
to each of the research que’sticms ~6f this study.
_- The_¥ifth' topic reports parents' involvement in and
‘ reacglon to the program.  'The sixth r.opic preaenta
staust;cal measures. of the deqrae of telntionahip
between reading achievement and  the four 'variables
v:xndef investigation. Additignally, the effects of

i e the ’progra’m in relation to gender, level of performanée

‘and * level of parental involvement is -presented.
The final topic presents +the ' teacher/researcher

.perception® of the progrém.

~Reading Achievement : I

Ques}ticn #1: Does the inteégrated reading and w’riting

‘program provide improved students' performance in

reading? Yy ’
-!Tests, Level B, :for pre and paét tests o§ ‘student
lreading achievement, were administered according
to the guidelines stated in chapter 3

P “ Since there was no control q;dup. this c;se

‘tudy compared "gains in ‘reading achievement with

o

Parallel forms of the Gates-MacGinitie Reading

. he ‘test results of the standardization group. This,
e : i )




was judged to be capable of reflecting the program's
effect on readihé a;:nievemenc. The data collecrie
were = analyzed and indicated improved studengs*
performance’ in the ‘Vocabulary Tests ‘a\nd in \th
Comprehension Tests: i ) 52/5

An analysis of ‘variance confirmed t;\;at gains -
in comprehension were statistically significant (.04)
and gains in' vocabulary were 'lm/ﬁtewcrthy (.07).

When the 'zgw scores of all subjects were co/mpared
with the standardiged norms for the tests, it was

shown . that ‘the mean Vocabulary score in this study

increased from "a position of §.4 below -the Canadian

national n,ean to 4.5 below it. The Comprehension
mean showed g:eat‘er improvements going from 8.5 below
to 1.8 below the Canddian national mean for that
test. R

Raw scores for reading achievement of each subject
are presented in Appendix +A (page 138 ). ° Table 1
shows a comparison of group mean’ scores and “the

standardized norms fof the tests.

!
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- TABLE 1 :
Gates-MacGinitie Reading Test - Level B
< Mean Scores il
- - 5 b 25
g Vocabulary i Comprehension -
Pre Post/ - . Pre , Post
Study Group 13.6 _26.5 . - 11.5 .27.2. %
Normed Group 20 3 : 20 29
‘Difference -6.4 -4.5 . 8.5 -l.8

Grade equivalent (GE) scores for the reading

tests were cajculated. = The GE 'scale of the

Gates-MacGinitie Reading Tests reflects the j_enrly_.

growth of achievement of average students, and 'is

most meaningful for students who are xeading’ a't“-grade

level. The expected growth in a'chievement" for these -

N
students is approximately seven months between October
and May. - For students.in grade two and with a GE
¢ °
of 2.1 in October, the’ expected GE in May. is ~2.8.
.

(The whoie number in a GE represents the grade; the

decimal frac‘iion represents a month in- the school’

year.) The authors of the_Gates-MacGin (4-. RaaLi!.n

Tests state: ‘"the nature of 'average dictates that

‘about half the students in 4 typical class will have

scores that are abov thevnational aveziga,_ and about
i

.2 121 :
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half 1;111 have scores that are below the national
averagg” (p. 33). 1In -a typical grade two ¢lass in i
October, about half the “students ‘will obtain GEs ;
% above 2.1 and about half will obtain GEs below 2.1.
N In a typical grqde‘ two class in ;hy, about half the

/
wilk obtain GEs below 2.8. !

i

students will obtain;g‘,zs abové 2.8 and -about half | !
A ranking and comparison of GBS for the Vocabulary l
scores of \the study group indicated .improved r\egding ‘
achie_yement. Thev pretest data‘s&owed 21 students |
below the 2.1 Canadian natit’mal average ‘and 5 students )
at or qbéve the national average. The po;ttest data
'placed 18 stuéents below and 8 students above -the
-2.8 Canadian national ave‘ngg. ) i
A . comparison of the{ Comprehension GEs alsq |
indicated improved reading achievement. The pretest
w A 5 .data placed 23 students below and 3 students above
thi Canadian ' national average while the posttest

"e . % data placed 15 students below and 11 students above
. R ¢

th_e\ nation;li uve‘raqe.
i GEs' for each subject are presented in Appendix ‘ J

A (page ‘159). Figures 1 and 2 show a comparison. s

. of group GEs and the 'ntar‘uia'rdized norms  for the tests.v

/ Although pf:sttelt results indicate the group under 3 : :

i |
. ’ |




FIGUXE 1
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FIGURE 2

- -~

GATES-MACGINITIE READING TEST - LEVEL B
COMPARISON OF GES WITH STAN'DARDIZAT;ON GROUP MEAN

¢ . COMPREHENSZON
d Pretest. ' Posttest
4 r ]
S - ' + 3 - ’
= - = : 7 T 5.0
g \ I 3
2 3 :
’ e T 40
' It i X
« indicates mean of 12 Ir. T orace
" standardization group . Fop I Level
# indicates one student Tee !
7 = 3.0
NO’CC! ] o~
. students reading at a ‘ !
. level below that zscorded, 3 4
- in the norms ced ° 4 <
- s below zero grade luvel 4
= S * - .
2.0
. . . - =k
' ¥ ik
€ 1 w5 (s 3
$ =10
ay _ u
. F 2
I ’ L . £
@ I 0
ttettteee




7

& - dinvestigation achieved at a level below that which .

8 *a expected for .the typica—l qnde two class, as

2 represented (in the noms, ‘ gqains, measured in grade -

i eqqivalents evidenced improved reading in  vocabulary
-and comprehension. ' =
GEs - werd also used to calculats ‘each subject's
\\readmg’gmm:h (sne Appendix A~ page 160). - Because
o = z of extremely low ‘scores in the pretest results the s
' students were divided into three groups: , .
ol (1) those ,regding abc:ut at grade level “(for who.m
. Level B of the "(;ates-HacGinitie‘ —Reading Tests
. N was most meaningful), - R o
_(2) thoge reading below qra:ie level (for whom Level.:
o A of thej GateeraéGinitie Reading Tests would
have' been more meaningful), and, ;
o « (3) those reading at a !.evel below that recorded
. 7 in the norms (see Table 2).
. The mean growth in vocabulary for the group
B under study waé ,9.1 ‘months and the mean growth in
- ; compre’l;ensin;'n was 12.7 months. This growth, compared

to the expected seven-month growth, a’videnced improved

ieadiﬁq achisvement for the group under 1nvel€19ation.




TABLE 2 3 =
-f Assignment of Grouhs (Gates-MacGinitie)

- . Reading Achievement %
Student GE for Total > -

No. Score ‘(Pretest)

\

5

3

0 ~Group 1 (About grade level)
9

8 ®

7

Group 2 (Below grade levdy)

R RN HREONNN

PURTRURTE RPN

Group 3 (Below level recorded
in the norms)

N
~»
PEI I AEER

‘The seven students in group 1 showed an average
reading ' growth of 12,4 months for . vocabulary and . .
;7 months _for' comptshénsion. The nine students in
g:oﬁp 2 showed an avs‘n’ge reading growth of 8.7 months

for voéabulary and 11.2 months for comprehension. -~
'




P - 7 ¢
Level B of the Gates-nncsiniue Reading’ ram:
dxd not indxcate a GE Eor ten of the students in

t:he study whose raw” scores were ext}-smely low - in
“thepretest. It- aid inaicate, however, that at that
t:ime they were all seven mom:hs or mox‘e belcw the
national .average -for their grade Tevel. The posttest
vresults shc;wgd these students had‘ an average reading
gréwth of at least 7.1 months for vocabulary and
11.1 months for comprehension. .

Table 3 presents the reading growth and means
for each group of subjects.

‘ TABLE' 3 \

- Reading Growth (in months) A

° /Vocabulary Comprehension
’ Whole Group * 9.1 . 12.7
Subgroup 1 . 124 1% e
subgroup 2 ' T, 1148
Subgroup 3 y i 5 \‘ 11.1

The &ntegrated ' reading .and writing program
F ] G

provided . imp: ¥ % in readir;g.
Analysis of pre amd post tests of student reading

. achievement and - comparison with the test results

of the standardization group ' indicated improved

performance in reading for the group of students .

in this study.

i . o ;

i
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learners? T

"Sel‘f-Ccncegt as Learners’ .-

- W -
Question #2: Does the integrated feading and writing

~program _provide improved students' self-concept as

To evaluate.how each student perceived his or

her self as learner at . the beginning and end of the

integrated reading and writing program, the teacher

and a cooperating teacher (acting as inter-rater),
'

completed the Florida KEY in relation to.each student.

The KEY contains 23 Lnterrogatwe items that descrxbe

student behavior in a r:lass.room. Bach item of the

KEY was rated in accordance with a 0-5 point scale

. and scores for the 23 items were totalled and recorded

in the direction of high, moderate and low learner

self-concepts. If a student 'scores highly .on the

Florida KEY, it can be assumed that this person-

possesses a good self-concept as learner. Similarly,

if the score is low, it may be assumed that the student

“ possesses a negative- self-concept as learner. . High,

moderate ‘or lqw learner self- concept is determined

“Tn accordance with Table 4 below. .




. R M

. TABLE 4 - .
Total Score for the Florida KEY Learner Self-Concept

score . l;igh " Moderate 1 Low .

Range . B1-1I5 _ . 35-80 o-34

. . P ! : .

Appendix A "(p,age 161) presents (‘:he Florida KEé‘

scores fbr e‘ach sjtud‘ent at thé _beginning and at - the
end of the proéram. Each student was assigned an
overall rating of low, moderate or high self-concepc
as lean;er by each observer. Using the Pearson

product-moment coefficient of correlation, the

~inter-rater agreement wayfound to be reliable (ré.so).

_Appendix A (page “162) pxesents Florida KEY scores
that were obtained by averaging ale scores” of both
observers. A comparison of these scores (see"ruble
5) ‘showed improved self-concept as learners for 88.5%

of the students. ’ \\'.

TABLE 5"

Florida KEY

\
High Moderate Low Mean,

October 3 22 1 56.2 \,
v X 3
May 12 12 2 74.9

e : \




Scores from the behavior observed in Octobef indicated
score ‘of 56.2 (mid-moderate self-concept as
rs) and a .unge o'fv 62 points. Scores calculated
stideat Gelavior: 1n May showdd HAE the mean
scbre increased to 74.9 (high-moderate self-concept
as learners) and the range to 80 points. Using October
ratings, the KEY identi‘fied three students exhibiting
behavior related to high self-concept as' learner,
22 students exhibitingd-behavior related 'to a moderate
learner self-concept and one student with a low learner
self-concept.  The ratings in May sm’ﬁ@ improved
aeis—cuncepcs as iggrners .for  all students except

three. One of these latter students was assigned

<
‘the same rating before and after the program while

the other two showed a decrease of nine and ten points.
respectively on the scale. The rest of the 23 studgnts
Showed an average increase of 22 points on the scale.
These gains, however, were not statistically
significant.

Attitudes Towards Reading

Question #3: Does the integrated reading and writing
program provide improved students' attitudes towards

reading? .




. The Reuding Assessment  (Anderson,. 1982) “wu,
\adminxs:ered to all atudents~ acco:dinq 'tr tﬂe
\guxdeunes s\:ated in ‘Chapter 3. 'A‘he hfteen-ita‘
?ssessment examned ut\ldem:n dttitudes. in .three areas
v{hich 1nc1uded~ (1) ovexan reading attituda, (2).
attitude towards reading dxfficplty, and (3) lttituda-
t“)owards recreation!‘lh reading. A ‘scox‘e of ~1.’:_Was .
possible for each area. .

. Items on the assessment were worded eitier

positively o‘x negatively. Scor!:ng . was .dope

qu%ntitativel'y with each item uar;yinq a .negaélx}é

ct‘\\po‘h‘irtive weight. - For positively s!;ated items,
L ) QES,unsver was a;signed three pojnts, a NOTA SUR&
vas“ assigned two points, and a NO answer was ‘given
one ‘?osn:u For iagatively: SEated ttems, m ‘YBS) ANSWET.
was -one point, a NOT SURE answer was worth two points,
and ‘h NO ahswe; was given three poin;s. A total
of 45|points was possible. -

,
Example: YES  NOT SURE NO
: P !
6. Mo:t books are too long. 1 2 3
8. Théxe are lots of books
] n

& I w&vant to read. - 3 ' 2 1 : t




N . eac__h n:em.qn_the aading Assessmen . Thé scores
for each s,h-udént are reported™ in Appendix- A, Pl*Ze 23 W, B

S o g
b > ‘l‘able "6 shows the tespcnse value- nssiqned to
~

.y 163 : Re ‘ '.\"

- . . ) s
TABLE 6 J
> “ » \“ Reading Assessment N s
= ,e 3 ? . . ~ -
Items : L Responsé Value. ™ " . =
+ .+ % The positive items: vEs NOT SURE " NO - S :
. 0 2 b0 o e 4 . S VL
3,5,8,10,12;13,15 o g o 1 _ T s
N o o R ., s 2
The negative items: o § o »
o ; Y : d g .
* ! ‘1,2,4,6,7,9,11,14 1w 7 2 23 &
- * . e
. Improved attitude was reflected iR all areas ot the 2 ~
% ®ox assessment and Bf.ﬂ of stude’reported imprcved
attitudes, towardl reading with® -mean gain of 4 2 g et
points. Students showed most :unprnvement in attxtude :
° for the first dimensxon,. over: 11 Readxng Attitude. .
oA difference~of 2.9 was found beween the - pretest L :
L and posttest means. Mean gains of 1.7 and 1.9 were - =
3 v ™G
found for-the other dimensions, Attitude Toward Reading
\\ Difficulties and Attitude Towards Recreationdl'Réading. o

Figures 3,' 4 and 5 depict an item analysiu of

the - Reading Assessment. ‘The greatest change _Lp
. .
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_tespoises ‘were 17-"NO", 5-="YE§" and 4-"NOT ‘SURE"

"NO".! Ttem 13

¢ v i B3 . Pa ?
;attitude, took p1£1n'itam 12 (*T like’ to're\ud").'
an;ing the pretést 12 "students ar‘vswe’redﬂ "'Y!is"f,‘, 4
ar;swered ' "NO" and 10 were no;: 'surgn Durinq‘ 'the
posttest all students, - with “one exc'ep'sivon, §nswéred'

"yES". ‘one student'was not sure.

. _Responses ' to ‘items 4 -and 13 -also showed - a
7 : :

gonsistent positive change in attifude.” Item 4 stated:

.WReading is a waste of time." In October -students’

"May results .showed all students except two apswered'

1 ReAdi_ng‘ “a’book * makes ‘me wnp;:‘
to r'ead—,./mz/xe.“’ Before the 'pt;cgr;m, 14 studgqr;s
answéxgd “YES", P answe‘:ed "NQ" and‘T‘vweie 'not sure.
After the program .all the class z"e‘sponde‘dl“!‘ms" except;

-

two who answered "NO'. 5 o
Responses to items 1, 6 vand 7.-showed little
J

e ©in  attitude. Pretest responses to the

%

statement: "It is hard to figure out new words in’

stories", (item 1) were 11-"YES", 6-"NO" and 9 "NOT:

SURE", Posttest responses yere 9-"YES", 6-"No" ,and

/11-"NOT ' SURE": Item' 6 stated:. "Most' books are too
v Y o

long." ' Pretest responseb were 3-"NO', 6-"YES", and
17-"NOT SURE".  Posttest results showed  37"NO,.

7-"YES", and 16-"NOT SURE". Item 7.stated: "I don't




« 3 . T . i " i
learn anything from free reading." In”"October, 15 w

answered "NO", 5 answered "YES" and 6 were not sure.

May results wege similar with i5-"NO", 7-"YES" and

4-"NOT SURE". TR * ® " : .
* L o L y ¥ . RS
; : .- There was a consistent negative change in attitude B . J’!
o oe A * S
7 in. only one item: - Item 3 stated:  "Reading is a ¥ *

/ qat{d way to spend free time", qhd of the twenty "
lstudents who agreed before ‘the proqram twc disagreed
Jiu g ? and}“e/"{ ot sure af(:er the program was completed. “ oM
; s R

"‘/T{hé' student who, answe:red “NOY dunng t e pretest R

tshqwed no change :m ?ttrtude, but Pf the.five students

%ho were undecided: befure the 'program, one showéd . . H

" no change, one d;s?téed and three agreed.

s
Theére was idence ' in qhe literature . xe\uew

; : tq show that, positive attitudes towards reading’ maL e

B not be se’lf-malntaxmng and may. lessen over time . 5
(Alexander and- u;ier, 1976; - Askov and -Fischback,
1973; Bernstein, 1972; Groff, 1962; Healy, 1963,
19657 Johnson, 1965 and Ransbury, 1973). Therefore,
even’.though there was.no cdntrol group with which
to com‘{)are "the guality of :these results, aléeady

.
described, the researcher concluded that. students'

attitudes towards reading had indeed improved.: These

gaips ~in' attitude towards reading, however, were

not statiht}p@lly significant.




sk Attitudes Twards ertini . ’ *

Question #4' +Does the Lntegrated readinq and wrn‘.ing 1

program provnie improved students' attitudes Yowards i
P 3 ;

writify? . LI

. The Writing Assessment (Anderson, 1982) was
P i E L N

i
g ’ administered -to 'all-‘ . students . according to the' ) A
gui&éliﬁes ‘si:'ated _J.n Chapter 3., 'The fifte?n//tt\em ) 1 4 el
‘assessment examined stqdent attitudes. if _three -areas 1
o '_ “hich included: 3 Lo e B g y AT . “ £

- (1) érall writing attltude,

, A2 ttxtude towards writing a‘xfficulty, and : b s 4 ‘
£y - i

i S (3) attitude ccncerm.ng purposes for writinq.
: Tl

Scores of 21, 12 %na 12

vely were possihle

‘. . for tach area. . R ) F
: items .on _'tlhe ass ssment were worded either ' N
y positively or 'negatively. . Scl:ring was " done '
i quantltatxvely w¥th ‘each item carrying a negative: N
- ox pqsitive weight. For pos;tively stated ‘items;
'a YES angwer was -assigmed three points,’ a: NOT. SURE
. , was assigned two p;:ints, and a NO amswer Wi iven  *
,one point. Fgr.negati.vely stated items, a YES answer
‘was ®ne point, a NOT SURE answér was worth two points, l o
and ‘a No. answer was given three points. A total
of 45 points wasfpo;séib;e.




Eyample: » . YES NOT SURE “NO

6. I can't ever think of ’
anything to wrise about. 1 2 -3

8. We ought to spend Soe
ti;ne at school writing

stories! " . 3 2 1.

M
".Taple "J- 'shows the response values assigned “to-

each item.-on \t\he,' Writing ‘Assessment. .The scores
. X .
for each ‘,studentv\are réported in Appendix A, page

164 B
i X ',’ ' TABLE 7

= ) Witing Assessfient

Tt ) Response. Valug

‘_ o YES. NOT: SURE NO

The positive items: .
1,4,8,904,13,15 3, 2 1
‘The negative items: ' tew O . .
2',3,5,5,'7,10,12,14 1 2 3 '

Y >
Improved attitude towards writing was . reflected in
o 4

all: areas of theé assessment and 92.3% of students

5 .
reported improved attitudes towards writing, -with




i

a nean gain of - 8 5 peim:s. Students . showed 'm;t

1mptovement in attitude for the dimension Attitudeu
Concerning Why We|Write, with a mean gafn of 3.1.
Similar  improvement .was eviaent in Overall Writing

Attltude with a mean _gain of 3. | Attitude Twurds

B ertlnq Dxff:.culties showed a‘m‘éan gain of 2 l.

+  Figures 6, 7‘» h\nd 8 depict an item analysi's‘. of -
the w?i Be( Assess;ﬁ\ent. The . greatest,: change in-
attitude took plEcev in ~item 9 ("Wheneve: I thimk

, of an ,idea, I qut ‘to wnte it dcwn"). 'During the

pretest 8 studenés answered "YES", 15 »l‘nswered' _"NO"

and 3 were not !ure. Du:inq the poatr.eat all the,

students said "YBS" except for two who were undecxded.
Responses c?_/ itens 2 and 1 also showed a
consistent positive change in attitude. Item 2 stated:

"Writing stories is,too hard." In October, students'

- reésponses. were “H=FYES", 11-"NO" and 7-"NOT SURE".

Results of the‘post.tests' showed all 6:/ the clas;s
rliu"greed. except ‘iox one student whé agreed and one
who‘ was  not qu . Ii;.em 1 stated: "Writing gives
e a chance to say what I think." Before the program
cn’1y four @den ‘s. answered "YES", six answered. "NO"
and fiéteen were not sure.- At the end of the program
twenty studgnts “aqreed with the _statement, ‘one

d;saqreed and four were undecided.
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Résporses to items 4 and 5 showed little change

in attitude. Pretest: to the :

A "Hx‘itir‘lg a story makes me feel good", - (item 4) were

k3 19-"YES", 1-"NO" and 6-"NOT SURE". Posttest responses
7 < E h

were-21-"YES", 3-"NO" and 2-"NOT SURE". Item 5 stated:
;77 -.—.—"The only. reason we need to learn to write -is to
N do our schoolwork’.“ In October the xeu_ponseé were

. ‘23-"YES" and, 3-"NO". May results showed 16‘-"1{25","/

I § 8-"NO" and 2-"NOT SURE". Lt Lo

i s .
There was a consistent negative change in attitude
N \ in only one item. Item 15 stated: "When I sta:t/,

writing, I gon't want to stop." During the pretest

£ifteen’ students answered “YES". For the posttest

only seven of these students said yes again. Six
;

0f theft” now answefed "NOT  SURE" .and two answered
|

"NO".  The four students who were undecided in the

pretest answered "NO" in the posttest. There were

seven students who said. "NO" i the pretest, and-

while four of them changed to "YES" the posttest,
one of them now answered "NOT SURE" and two of them
answered "NO" again. o

The comparison of pre and post attitudes indicatgd
a dramatic increase in positive- attitudes towards

writing. The researcher concluded that the integrated




'readinq and writing program provided improved students'

attitudes towards writing. These gains, however,

were not statistically significant.

Parents' Involvement and Reaction to the Program

Parental involvement - in workshops and meetings
was "observed throughout the' study. The parents were
asked to attend two workshops in October (one “for
readimj and one(' for‘writing)f, and one meeting in
€ach of the’ months of Novelpbetﬂ, December » January,

Eebruary, March and May,. Attendance was very good
! @

and ‘indicated: a high level of interest in the

innovative program used in the case study. . 65.4%

‘of parents attended all workshops and meetingé while

only- 7.7% attended none of them. 76.9% of ‘parents
attended both workshops and .78.5% attended half or
more than half of all meetings (See Table 8)..-
TABLE 8
Parental Involvement - Meetihgs

Number of < Number of Students

Workshops & Meetings Represented by
Attended 3 Parents
7 17
5 3
4 . 2
3 . 1
2 = 1
o 2




Parents . were encouraged .to facilitate t;h‘e’ir
children's writing development by -making books at
home. The participation in "publishing" books at
home  was gc;od. _The average.ot books published was 4
4.2. §9.2\ of students “published" three or mnzerr
books at home and .only 11.5% did not participate .
(See Table 9). : 4 )

. \ -

TABLE 9 /

Pazental'lnvolvem_ent - Homemade Books

Books Students . s N
- . ”~ '
0 - - o1 L e
N 8 4 3
7 1 " s
6 2 . -
2 =% 1 >
4 & w5 5
Y 43 4 a (,_
2 5 - A
L4
0 3 ¢
3 7
Each child was encouraged to'take home a different s
: °
library book every night. In the workshof on reading
parents were given strategies to use for reading
\ . .y
4 . at home. (See Appendix B vpaq’e 171.) Forms to record *
e >
. stories read at home were available (see Appendix '
s | < o
.




B page 175) and when each .one was filled ut it was
returned to the :eachex‘to be put in the student's
reading file. - Both parents and students expressed
pride and a sense of accomplishment when they saw
the number of books read increasing over the schaol
year. Comments <€rom parents abouf this aspect of
the program were very positive. _They wélre delighted
with the quality of the books ;c.omrinq homiss Many
expressed relief with not ., having to repeat
SinteEeRELAG pisEAges frea & basal ‘reader, and
jndicated that reading hz‘)meworkvhad become a pleasant

activity, often’ includifg brothers and sisters who

. also loved the stories.

(;‘laminate,d'. before binding. Parents .were asked to

. ?ﬁt’e wtty’ﬁﬁg‘fe time-consuming tasks.

Many of the stories written in school were typéd
before the childrén illustrated them. Then they
‘were laminated‘and bound. Many of the homemade books

printed orstyped at home by the parents were also
.

.
At the beginning of this study) there was a general

féeling on the part of the staff atthis,. school,

that parental interest in school-activities was low.- v

Attendance at parent-teacher meetings. seemed to

indicate this. Parents seemed to be busy w‘ith their

98




work commitments and other activities and members

of the staff often discusséd, the apathy of the parents.

“T"hhe researcher was pleasantly -surprised with the

response from parents who were asked to come to the:

school to help. During, the writing workshop the

5
" publicationN needs(ﬁere explained to the parens.

. “children played. with blocks and -other 'small- toys -
S B

Al

Six parents voluntéered to come to school  during
the daytime. They , aftex;'spent two to three‘hours
a _week 'in a, small room dowh the hall' from' the
classroom; typing children's stories. Two of these
parents» brought ‘t‘ltleit prescﬂoolg\x’s with gt;h.eln. The "+
while. their -Tothers typed. Two of the mothers
Volunteered—to —come _ to _the c‘la/ssrncm ‘durinq sonﬁ‘?
Of the yriting sessions. In the beginning days of
the program they acted as "secretaries", 8ranscribing
the oral stories of the weaker students to give them
a boost into the world of authorship.' On a few.
ﬁcc'asions they transcribed children's contributions
to, cla’s's books. . (Books, written by theé whole group
were among'the ones most. read over and over by the

children. ) For example, after‘ enﬁayiﬁg~ »the/\book

A my name is Alice by Jane ‘Bayer the children wanted7

to write a similar book for the class, A mother

sat at the back of the room with a world ‘map, globe,

.




paper and pencil. EBach child in turn went to the
parent, chose a lettef of the alphabet, looked for
a name on the map cz globe beginning with that letter
7 0 and composed a page to follow t& pattezn.,, Sample
pages: from that book are:
g my name is Jeﬁ\ﬁfer gnd my husband's name is
~(l John. We come from Japan and we sell jokes.
E  my.name is Emily and my husband's name is Eddie.’
) We come from Europe and we se\l\l elephants. ‘v
Q my name is .Quéenie, and my husb 3 s name_’.is
Quincy. We come from Quidi vidi and~we sell
quilts. ) i ’
‘There was another group of seven parents who
were avaxlable most nights that the researcher came
to 'the school to lanuna(e and bind books. The

io-
enthusiasm and energy evident at these work sessions

soon dispelled all the negative no:iéns about parents’'

) apathy and friendships were made that will long be
remembered. b

b . It was £elt that -parental involvement was better

than expected £ot the £ollowmg reasons: .

1. The teacher acoomlnodated busy “schedules by

surveying pareﬁt‘; ah_gad»of ~time to determine

the best time for a meeting. Meetings were oftén

ok & A . vl

; N ../
- RN Y




scheduled for two ‘aessions s0.- ;}atents cou,].d'

choose the most convenient time. The teacher
arranqed to_meet with parents indivzdually uhen
this was necessary. R
If parents missed an importé'nt meetir‘lg,. for
example, one .of the workshops, the teacher
co;n:acted them by ph;n,aj .réitern:ed the nee;i
for getting together and set up a privute ﬁe_eqng,
The her ' ir the parer ef thequni

‘0

of the proqram and detaxls of the study.
The - teacher Pored \:he philosuphy \und the

objech.ves of the program in “terns . the paun:s ’

could understand.

l’n "the spirit of that phil_sophy _the teacher
t

interacted with the parents in an accepting
mariner. @espect for parents as the "significant -
‘others" in their child'r:er,n's lives, a’pd‘ as- experts

“in knowing their childrén better than anyq‘ne

else, helped establish a rapport in which st

parents showed pride in their children and
commitment to their responsibilities, as primary

educators. . ;

The teacher reviewed with the parents | the”




continued."

their children to learn how to sped® and ‘explained
elements of the program that aimed to make the

learning of reading and writing a natural process.

Feed)::ack to paren‘ts on the progress' of their
child in particular and the program in general
was frequent. The teacher made a special effort
to dexl with studenis’ Qeaknesses privebely
and constructively, often including suqqestiops
‘and activities for parents to help their child
at !;ol:l\e. &

The resplts of & 'iuesticmnaire (appendix C,
page 183) completed by the farents in lats May
indicated that all enjoyed taking part ip_ghe program.
ALl parents stated that their children Z;Sintexested
‘in reading and onl‘y one stated that the child was
not interested ifi writing. Eighteen parents responded
to the invitation to comment on the integrated reading
and writing program. ALl of ' fheir comments are in
Appendix A - (pages >165—‘/169) But the -following h;ve
been in:’:luded here: @ » ' s

"I have seen mugh prog;:ess‘in 's’ reading
; : o

and her interest. in schogl work in general, I think

your '/program is very worthwhile and should be
: 5 -~ "




- was always interested in reading but

it wasn't unéil you started your program tﬁat she

took up writing'stories. She writes about everything
¢ . ‘

and every place we go. I think it was very qood
for her."

"I would like to say that 1 think this program

was very interesting and more beneficial to __ .

*. than the normal routine. They seemed to come across

a greater . amount nf‘v(ords 'and l.ehrnsq .how to ‘s‘pel'l

words "above their grade level, I think the above

4 N .l \
questions (in the questionnaire Yo parents) shou;d

be asked to the kids involved so I asked . them.!

" He said he_‘liked being in your cl;issioom and ;;ading
different stories. He liked being able to choose
what hé’xixga to read.” He wasn't too excited about
writing. stories at first but seems to .and sayé he
likes it now. I enjoyed helping write up the stories
and helping to make them into little books. I think
this .program should be continued and hope it will."

"We fodnd that the'prograp was exceptionally

good. The books were varied and presented an enjoyment
, ;

for my c¢hild rather than a chore.that had to be done~

The writing program proved to be an enjoyment in

itse’lf. it . let the chi?ld express his own ideas and




to voice some of the information stored in his head.
Also I could see progressive inproven\ent' ir: his reading
ability. All in all I would say it was an excellent
program. " :

Al the aspects of parental involvement could
not be measured but a -record of ’:f_ttandam_:e ‘at workshops
and megtings‘was j}ldged by the reséarchez to be fairly
indicative of a' parent's total involvement. bany
parents who met 'with; the telacher frequently at meetings
we 2 Slso the ones who volnnt’eexjeﬂ help wi‘t}‘n typimj
nnd‘ laminating" of . books praducéd ‘by children, ¢ and
showed evidenée of working with their chiliren st

1)

home. There were only two exceptions’ to ‘thi

's mother (ani! sametimes’ father also)k a/ttended
all workshops a‘nd meetings and said- they were
mte_resteé in the program but the teacher did not
obsefve any other involvement. They. did not "publish®

any stéries at home. . .(2) ' __'s parents‘did not

attend any meetings. The teacher met briefly with

his mother twice during the year. However, four
of his stories were published at_home. . '

Using the :qcerd. of ~attendauce at meetings 5 and
wo;ksﬁo’p’s as the' measure, (reported in Table 8)
parental invo]:vement was found to be better tha‘n




%,

expec‘éed. Sgatisticakénalysis, however, aé described
in the next section \of\t‘nis’ dhaptér, indicated that
parental‘ mvclvement‘ did not - signiiicantly’ §ffect
the autcomes Qf the proqram. i '

i :
-

‘Statistical Significance of the Study ; i

T
This investigatﬁon
|

! gsought / to explore the

relationships between

self-concept, . (2) at‘:itu&és towards. readinq, (3)

attitudes towards wn.tx?g and (4) parental :.nvolvement. v

The Pearson prnduct moment coefficient of correlation

indicated a positive | relationship) between reading

|
achievement and’ self-Goncept, uwhere

49 (n=26,

. |
‘p=.DDG). A stronger positive correlation was found
‘v\between reading achie\}‘ement and attitudes towards‘-—!_

 Teading, where r=.67 (n=26, p=.004)." Theré was no

significant relationship reported between reading
achiévement and attitides towards writing; and between
reading achievement and—»parental involvement.

An analysis of variance indicated that the gains
in reading comprehension were statistically significant
(.04) and the_ gains for vocabulary (.07) and attitudes
towards reading (.17), although' not sta(‘:lstica‘lly

significant, were judged high enough to be considered

| reading achievement ‘anda (1) -

=



pa /
‘rJ practically siqnigicant. Gains in ‘attitudds towards /,/' .
| wr’iting and measures of parental involvement were /'
' not statistically significant. . s
Analyses were extegded by examining the
o performance of various sub-groups in the ;class to /
determins the witecr of ‘he progzam on studsste with /
different characteristics. Students were groupeq] X
: for gender, level of pe;formancé (high, :nodexate, Y
. low) o all pretests and level' of parental involvement.
Tl"le ‘qrouping was determined by apparent clustering .
/ of scores around the higH, moderage and low ranges. RN ' ol :
Self-Concept "(KEY) ' s 4
Lo High , 80 ; . *
Moderate 50-79 - :
Low 25-49 -
Reading Achievement (Gates Total Scomé) ’ < 7
) Same as Table 2 . .
High - scores at or above grade level
! ’ Moderate - scorés below grade level ‘
% . Low - scores at a level below that r
: ) reported in the norms v | .
: Reading AttMtude: (Reading Assessment)
g High 40
Moderate  30-39 . '
" Low 0-29 i
. , :




High 36

oderate’ 30-35

oW 0-29
=

It appears that the program provided fer q‘xieater
- -

gains in self-conéept for ‘boys than girls. There
was. little diffe;ence in male and female response
to  the ‘other variables in the  program (See’ Table
10). Students “who performed at a low 'level on each -
‘variable. before the program began shloﬁ'_ed greater.
gains in each™yariable excdpt for self-cgn'cept‘thexe
the moderate students shdwed most improvement.
Students  who performéd at a low level in the reading
acfievement pretest . exceeded the gains of other
‘students in the moderate and high groups' -(See- Table.

11).

Teacher's Perceptions of the Program

One” of ‘the purposes of this. study was to
quantitatively evaluate the effect of an integrated
reading and writing program on the students'. reading
achievement, self-concept and attitudes towards reading
and  writing. Practically significant insights ‘of
the value of this program;, however, were gleaned

\ : o /




Reading Achievement
Paren‘tal Involvement
self Concept
Reading Attitude

writinvttitude

(Sub-Groups)

Low
33.5
30.8
26.5
31

32.7

Moderate
26
17
30.2
2éh9

26.4

s Ne
. i %
’
TABLE 10 =
o
Gender Comparison of Mean Gains
, Boys Girls
'Reading Achievement 28.07 \ 29.95
Parental Involvement* 5.7 5.5
Self-Concept 21.7 15.4
Reading Attitude | 6.1 5.5
Writing Attitude . 23 9.5
* not qainé - attendance
. . ‘ s
o.
.
7 .
TABLE 11
Mean Gains in Reading Achievement

High

29.8
25.4

24.5




from observing the involvement,K apd reaction of the
students as they participated he program's
activities. ’

G 5
Read¥ng and writing were truly integrated with
the proégram under study. The students read as writers

and wrote a3 readers. , They looked to professional

cwriters .as models for their writing. They read many’

books, Eheir classmates' books included, looking

for ideas for - their own. books. - 1They began‘_to rea;i
as writers and their writing became a purpose—for
reading. ' When they wrote = they ' attended to
cammunic‘ating a .message. _'xney, wrote as readers.
Concerh for a responsive audience .increased the éffort
and care‘which went into their writing. They displayed
an dintrinsic motivation that gave them a delight
in ;:‘eading and writing, and a desire to grow in theil

ability to read and write.

. Through the activities.of this integrated program, ,

reading and writing instruction became personal and
eliminate@ the possible negative side effectd of
ability growping for instruction. Except for & few
of the’ weaker students who didn't achieve as well
as .they had hoped, it was observed that the students'

self—-concepts as learnpers increased. They displayed

§
~




pride and a sense of accomplishment up;n\seginq their
stories in print and in reading to the clas;. These
children felt confident that they were readers and

writers and enjoyd engaging in these activities.

The "Author's Cbair" as described by Graves

and Hansen (1983) proved to be the highlight of each
school day. With the class gathered around the special
author's chair, newl} "published" pooks were shared
by the child-authors.i‘hfter the reading, ‘students
were given an oppo’rtunity /_to make state:nentg or pose
_questi;:ns to the author. “The children 'would raise
ti\eit hands 4if they had. a comment ‘or a question,
gné the child-author would give thém pemi/ssion to
speak, one at a time. The authors enjoyed sharing
their books and playing the role u-E the teacher i/and

expert. 7 A1l the stydents cooperated well during

this activity.

The teacher was free to observe and
'make anecdotal notes. The students were encouraged
to offer positive comments and make all criticism
'c_enscructive./ As' the program progressed,‘these grade
two students became fairly sophisticated in their
comments and questions. ‘Spmg examglss are;

"I loved your illustratio;s!"

110




\ g
"Your story was interesting but what happened

to Freddie after he got to the farm? You should

write another book about' him because I would -~

like to know more about Freddie."

"Why did the boy's father die? 1 really felt
sad for him but you didn't tell us why his father
died? ‘People don't just diel There has’ to

be a reason."

The, "Author's Chair" was also used.for the reading '~
: .

of commerqially,published bpoké ‘to .v.he wholx‘av group.
" The teacher sat thére at least once each day to read
a book sk;e -had seléected. These‘we‘r‘e books that were
'considezed too good forj children to ' miss .both in
. the guality of tl":enge and- the éuality of the language.
It was an attempt to provide a balance to what children.
were choosing to read or their own. Time was arianged
. for at least two students to read to the class daily.
It was the responsibility of the children to chéose
a book they wanted to read, sign up for an available
time on a displayed schedule and to prepare at home
for this 'specjal oral ‘reading. Very few of the
children needed teacher help with this task. A few

times a child chose a book that he or she was unable

to read fluently. Rather ‘than allow any embarrassment
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A
to be prolonged or subject the class to tedious
listening, the teacher intervened on these few
occasions and suggested an individual conference

to make a better selection with the teacher's help

and/or help prepare the child for the task. Most.’

of the time children chose suitable books and were
well prepared to present’ their story satisfactorily

to the group. Again, the' opportunity to play the

_role of teacher motivated them. Parents told the

. teacher how some  children practised their reading

of the book at home, anxious to do, a good job. They

were” both surprised and pleased. with the vocabulary
being ‘learned. The teacher observed that this’'

technique for oral reading produced bettér accuracy,_

fluency and—expression .than she had expected in a”’

grade two classroom: 4

After the reading, students were given the
" opportunity ‘to react, making statements or -posing
questions about the book. The vre;der qf the book
was considered the expert and answered the ,questi‘o‘ns
of gave opinioms as to how the real author ‘would
have answered. b .

Several interested staff membe;s at this school

observed the- .class, during the “"Author's Chair"
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sessir\n's.v All expressed favorable 'comm‘en'és about,
the children's involvement, mature interactions and
level of achievement in oral reading. Some adapted
the technique for use in theirown classrooms.

Every “three weeks at \Least one author of
children's literature was highlighted among the books
borrowed from libraries for classroom use. The. teacher
gave a brief biographical sketch, where: posstle,
and besides the usual disclission  following Sgok
$Qping, focused - the students’ attention on the
author's style, themes, i_llustration‘sh ‘forl_nat,‘/‘
similarities to and differences fram’ other authors.
fJ.‘he /ch.ildren soon came to kn.ow a few of the best.
authors, deve}oped preferences - in their ‘choice of
books and would - often ask the échc;ol librarian for
a book bjz a particular authom. This attempt to devélop '
the concept of authér as a real person *yho writes
stories' and poems the same way as we do" was: judged
to bé suc;:essful; A brief story Erom_the anecdbtal
data colléctéd illustrates this. :

°  The School secretary made an announcement on’
the public address ’systemlcne ‘morning i_;foxminq the
‘studénts that 'someone's lunch had been left in the

office. It was in a brown paper . bag' and had the
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name Paul written on it. One of the students in
class ‘shouted, "I know who owns that lunch. It belongs
to Paul Galdone!" N 45

Many of the program's activities required that
.th: 4:l\ildrenZ be able to fo’llow directions, tak‘e
responsxbxhty' for certain defined tasks and work
independently. Most of the students énjoyed the
routine§ of the day and soon after the program started
were able to .work for long periods of time,
independently. ‘This .gave the teacher the freedom
to mode about -the room: for Lndxvxuiual reading and

writing conferences. 3
The teacher used 1ndiviéua1 conferences' to di;cuss

_ with thg childre‘n_the/)',x activities in reading and
writinq_. These conferences, although some were briéf,
provided the teacher with data to identify each child's
strengths and ‘weaknesses. According to the needs
of the children, instruction could be with individuals,
small groups or &th‘e whole group.
Except for a few of the weaker students, who
had neither the skills nor the lccnfidence to wo’rk
for long periods by themselves, this grade two class

tsed their nme prnductxvely. Most exhibited a keen

interest in t.he reading activities (cfwosing books
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to 'read, reading silently alone or orally with others)

and the writing activities (wtitiqg a Eirst'draft.
proofreading, editing, sharing with a Eriend, asking
help from others for spelling etc. and illustrating).
This independence of the group allowed the teacher

to provide much-needed . remedial instruction  for the

weaker students. ¥

One day a visitor from the School Board Staff:
spent abou( half an hour discussing the ‘program with’
‘the teacher. Then, he moved freely about . the ' mum
. talkmg with the’ ch:.ldren about thelr work. -, After’
' his’ x}xslt,_he remarked how surprised he was that .
all the students kept busy at uthhwhxle tasks, moved
about the "room purfosely and quietly and interacted

¢ 'in such a ma

fashion. This was ..typical of _t‘he
“ classroom atl osyhere during -the prcgram and, as a
result, th classrocm was a k\appy place to be,
.attendance was very good aﬁd the teacher experienced
@ behavioral problems. ‘
\ N : Many parghts expressed’ their pleasure in seeing,
’ . a  different library book + coming Kgp\e every” ‘day.
To accompush this without loss' of class timeé, each.
library book had an idenufqu card ‘in its pocket

) and each child had a pocket on the wall. To - borrow
&




a book at ;;xy time all the child had to do was remove
the card from the »chosen book and put it in his or -
- her pocket on the wall. The children were faithful
to .an early morning routine. As soon as they came
into! “the iclassroos’ they ‘tobk from their bookbags

the books they had taken home the day before, replaced
E

. - the cards, remrned them to the display, made new
/ choices, put those cards in t}?ir pockets and the
i3 new books into the bookbags. . i .

-*  The teacher made special arrangements to bprrow\

books from two public libraries. . The librarians, .

' ° were cooperative and often helped .with book selection.
iRn attempt to borrow many books by thq same author

il .
for comparative puyposes in the classroom was hindered

by one of the libraries .where the librarian was

:’eluqéant,,to allow this practice, exglaining that

it was not fair«to other patrons. Students were

‘responsible for collectding books from a particular

ubréry just before due date. Teacher, parents and

students Swefe all proud .that during the year, there
was ‘no ‘1oss 6f books.'
Every day a free reading period was scheduled.
At this time children could read alone or with friends. -
T . It 'was observed by the teacher that most students
. : , 3
L :
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became good at choosing bopks at their reading level,

weaker  students' cchose more capable readers to read

with them and thef freely asked ‘others words_ they

did net know. If reading a classroom published book,

| ~—the reader would go to the child-author for help

with an unknown word.
, Students were gpeouraged ‘to record the -titles
and . authors of the books they read. Appendi% B,

page 175 contains a copy of dittoed sheets that were
2 Ay :

available in the classroom.  When.a sheet wés- camplgted
5. X E

i€ was added to'the child's reading file. This proved
to'be a motivational tool, as the students sere able
to actually sas ‘their 'reading accomplishments.

Every day a writing period was scheduled. The
children were always enc'ourgged to choose _their own
top’ics for writing. The teacher sometimes made
suggestions. For example, after the reading of qudith

Viorst's 'A_ Terrible, Horrible, No Good, Very Bad

Day, many'of the children shared,with the class details
of 'their very. bad ddys. The'teacher said these
reflections would make ;Jery interesting stories to
publish and share with others. \The children were
often encc"uraged to write about things special to

them . (the a¥rival of the new baby, the Meath of a’

AT



grandparent etc.) or about a theme being studied
in another area of ‘the vcurziculum.' But always, the
final choice of topic was left with: the child. The
children seemed to enjoy this freedom and one of
them was al;days sure to point-"it out to a visitor.
They treated it as a special privilege, which Seemad
to contribute té their notion of. themselves as authors.

The children wrote on loose, sheets .of paper

available .in the room. Every' sheet was ,dated and

signed by the child before if was put in the.writing
folder. After EHg aiapiroximm_:ely ‘150 dary‘r‘s of ' the
program,ﬂ wonie ©f ‘these Folisrs were ety Ifat. .ad
the children were very proud of their accomplishments.
But the children not only wrote during the specified
writing time. They wrote in o:‘_her areas of \the
curriculul;\ such as religion, health, science and
social stdies. It was not unusual to see a child
writing during recess period‘and several would take
advantage of lunch beriod to write. Sometimes the
children worked together so that the published book
would have t/b;o or three authors. It was observed
that the motivation to write their stdries with the
hope of being published made some children av.id writers

during the school year under study. Many pages of




writing were often produced at home, especially during

the weekends. One child returned to school after
the Easter holidays with a story handwritten on almost
40 pages. s

Not all of the stories were published. _Indeed,
not all of the stories were.edited. The child always
chose’ the ones frbm. the writing folder..that he' or
she would like published. Edited. copies were submitted
and. the .teacher made the ' final fseleccions for

publication. Selections were based on the merit

of content and the- goal of publishing at least one

book for each student every six to eight weeks.

Always, the primary emphasis in writing was
on communicatien, rathér than form. In an effort
to éncourage ]iu!ncy and avoid line-ups to the teacher
for help, students were told to .spell difficult words
the best way,that®hey could, Inigally', this process

caused frustration for some children because they

'wanted to be sure they knew the correct spelling

and continually requested spellingg from the _eeacher.'
from friends or would spend considerable time searching
through  books for them before finishing the story.
But the teacher ' persisted and, with continued'
encouragement, soon all. students focused more on
content than form. .

. “ .




The following are examples of one student's
work, given here to illustrate the growth.
was experiencing problems in her’ writing
because of frustration with spelling. Hex; stories
were not natural, as shown in these early attempts:
My Flower
My FloWer needs ran and sun.
I Love My Flower fere moe?
P -L;VE Mom., ° ¢
My mom loves me: : ) 5
— - I Love Dad. . . -
I Love my house. r—/
‘I Lov’e Flowers.
I Love rane.
I-Love sun.
Shé was using school language that she had learned

in grade one. She was sacrificing meaning for form.

-A month later there was evidence -that ‘'she was getting’

over this block to her communication when she wrote:

v " JANE DOE Nov. 4
Mary and Dad r
true story

v
My Dad and my seder have a problem.




My Dad tard her out.

* My Dad wand lite her in the house.

She kam out to the house easdaday.

Johnny told on her.

Mary donot kere about Dad .
My mom lats her out in the house.

My Dad nos that she comes out to the house.
*I fel like ciaering. ¢

I am’ sad.

.

My Dad do no she babysiting.

My Dad isnt gon to han his miad.

Mary and 'Dad (true story)
My dad and my sister have a problem. My
dad turned her out. My dad ‘T:an't let her
in the house. She came out to .the house
yesterday. Johnny told on her. Maiy does
not care about Dad. My mom lets her out
in the house. My dad knows that she comes
out to . the h?use. I feel like crying.
I am sad. My dad knows she's babysitting.

My dad. isn't going to change his mind.



The studer’ts were only expected to edit the
writing pieces that they submitted for publication
or the ones that would be needed for special purposes,
as in a wall display or letters to people outside
the classroom. After their firsg drafts, the children
were encouraged to proofread and edit by themselves.
They often searched the print-rich walls or a posted
list of one hundred of the most frequently used words
in our language for. the spelling of. words ®hey needed.
Tfhen they could .get -help from their peers or the
teacher. Many of the ix:iividual writing conferences
involved editing a,piece of work and some instruction
in skills as needed.

For publicat‘ion, Athe story or poem would be
typed teghnically correct — though this involved
skills that the children had not learned. It was
felt by the researcher, thﬂat anything less wo\':ld‘
not be good models for' the young readers. It was’

observed that as ‘children read from their published

' books, as well as the commercial books, they became

aware of many of the conventions of writing such
as(quotation marks, paragraphing or titles. They
asked quest'wns about technical details and it was
evident that the "writing process in‘ the classroom
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created in many students a deésire to learn the skills
needed to become good writers.

Correcting the child's work for the conventions

of writing never involved a change in th. child's.

language. If there was a mistake in syntax the teacher

would point it out to him or her and instruct the

child -in the correct usage. For example, "Me and

my brother like riding horses", was discussed with

the child. The teacher explained the rule and ‘the’

child ‘was' able to write the sentence corze‘ct}y, but
still feeling that it was his or her own ssntence,

A local publisher made.a big impression on the
students during a classroom visit when he explained
the process of editing. After his visit students
showed an increase in the desire to make _changes,
improving by ad‘ding and deleting as well as checki'nq

for spelling, syntax and conventions.

A close look at the contents of the writing

file at the end of the program showed much growth
in writing dbility for most children. However, the

freedom of "doing it anyway you want" during the

first draft to increase fluency and natufal language“

'
did not encourage good penmanship or tidy papers.

For some fellow teachers this was a-negative aspect

~ Lo




_stories typed and she suggested thdt they spend their-

of the program but. the researcher judged that the
quality of content produced and the relaxed nature
of che task could not be sacrificed.

The researcher/teacher observed a high positive
attitude towards the writing activities. During
“spirit Days" for example, the class was viewing
a Walt Dis;aey movie that had been chosen as a
recreational break .from school routines. = As the
children sat on the floor in fromt of the television,
the teacher noticed that a group of three gi‘rls were
in a prone positign‘ and wriking. When questicned
they stated that they would rather write their stories
than watch the ‘movie. .

During the last veeK' of the dehool Jear some
studénts contifued to write stories. Because the

teacher , was concerned about any‘}misunders;anding

and impending disappoi. ts from i te time
for publication, she again’ explalned to the students

that - there was too little time left to have any more

time. at reading activities. But theyrs‘id that they
just liked to write and wanted to continue.
It was cbvmus th:ough observation that students

were active in cont®olling their own learning. They
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dsed reading ahd writing for real "and’ worthwhile
purposes, thus the activities were Queanlnqtul and
functional for each child. ,
Instruction was individualized, with children
working at their own level and pace. Time was
available for enrichment for high achievers as well
as for remediation for low achievers. ’reac‘:her time
after hours was increased . from previous teuchinq’
_experience but proved to be satisfyi,ng. Parent-teacher

relatiops were above average - and parent’ involvement

was judged to be very good. It was obvious tha,t"

some - parents understobdd the reading and % writing
philoscpiy ‘of the program ajd weie shelping their
chilld:en at‘ home in a non-directive, accepting manner.

Thus, the integrated .re-adinq and writing program

was' judged by the to be ul in

improving reading achievement, self-concept, attitudes
towards reading and attitudes towards writing for

7
the group under study. ‘
X, 5
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’ CHAPTER V

SUMMARY AND CONCLUSIONS

Summary and Discus n
3 The .rese;rcher/teacher‘ designed an ‘integra‘ted
reading and writing program to accommodate theories
of language learning preser;ted in the reyiew of the
literature. implemencat;/'on of the program took place
in a grade two ¢lass of 26~ children in St. John's,-
Newfoundland, ;nd lasted for eight months. The case
scudi_z design was used to evaluate the innovative
program. Gains in reading achievement, self-concept,
attitudes towards .reading and aktitudes vtcwards
writing, as well as program implementation, were
major considerations. ,

Students were administered pretests and posttests

in reading achievement, self-concept, attitudes towards
2o «

reading and attitudes towards writing to determine
if the program affected these variables. Descriptive
data were colle€ted throughout the study to ascertain
if activities that -were specified by the theory were
being effectively operationalized and implemented.

The study | sought answersﬁ to the following
questions: Does the integrated re:ading and :iriting

program provide:
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- W improved students' performance in r}udinq?

2. improved students' self-concepts as learners? -
3. improved students' attitudes towards reading?

) " -
4. improved students' attitudes towards writing?

bata were derived from the pretest and posttest
scores on the following instruments: )

1. Gates-MacGinitie Standardized .Reading® , Test,

Level B, forms 1 and 2 -~ }
2, The Florida KEY - a 'scale to in‘fer learner
self-concept and
. 3. Reading Assessment ‘ and Writing Assessme‘nt‘
(Anderson, 1982) ~- |Likert ‘type scales for

self-reporting of reading@nd'_mriﬁig attitudes.’
Results at the end of the pr m: indicated
T
positive answers to all four questii . Students"

performances on the standar®ized reading pretest

and posttesf were compared with “horms and showed
that the mean gain of the study group in Both
vocabulary and comprehension was qreaéer . than the
Canadian national mean gai}x. A;lerqge reading grow::h
it moHEHS £GE © e WHGAy Greup WaS 9.1, Wonthe in
vocabulary and >12’47 months in comprehensio/n and qreater.
than the expected se€ven month growth. Statistical

analysis confirmed that the gains’ in comprehension




were s;gnific;nc at the .05 level, which is noteworthy
e
considering th/ study's small sample. Analysis of
sub-groups of’ students inycated thaty ‘students who
performed at a low level in the reading pretest
exceeded the gains of other students in the moderate
and high groups. These‘dresults do not corroborate
with’ statements of, the editors of the Gates-MacGinitie
Reading - Test ° who commém:: y "Students who = are
considerably above average, hc;weyer; typically grow
in achievement at a faster rate; students who are
considerably below average ’typi‘c\ally grow at a slower
rate (page 32)."\(An axpla‘natiop for this discrepancy
may be that, sinMs-an objective “of the grogram
to meet the ,lndivid!xal needs of each student, the
students displaying the greatest needs L'e(:eiveclI more
instructional time than did other students. Perhaps
the books used were more apptop:iage than basal readers
because of interest and predictability. The tas}ts
required in the program might have been more meaningful

to these students than tasks E£rom basal workbooks.
Indeed, the total cuntent of this type of pedagogy
might be more apprcpnate for achievers than

traditional teaching mechads. . %?
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It appears thatvthe program was effective in
providing more remedial ‘l’:lelp in reading ‘tha’n;
traditional methods might have. The extra attention
afforded the lgw acfxiévezs may‘al;o explain greater
;;ains in reading - attitude and writing ‘attitude for
these students. ¥ N

The review of the .literature discussed the
influence of writing on reading. According to Barton,
1930; Collins, 1979)\ Doctorow, Wittrock and -Viarks,
1578; Dynes, 1932; Glover, Plake,  Roberts, zimmer
& Palmere, 1981; Jencke, .1935; Nagle, 1972; Newlun,
\1930;  Salisbury, 1934; Taylor, 1978;" Taylor &
Berkowitz, 1980; and ‘Walker-Lewis, ‘1981, writing
agtivi;:ies positively influence reading cdmprehension.
T’he wopk of Oehlkers, 1971 and Smith, Jensen &
Dillinggi{ky. 1971, found, however,” that the use
of writing activ‘ities did not significantly influence
reading' comprehension. The present study supports
the former finding 'and gives evidence' that wsdting
activities can positively affect reading compref\ension.

Self-concept is an important influence in academic
achievement and is positively correlated with reading
achievement. This statement is supporteq by the
findings of studies condum:.ed by Brookover, 19647/
Brookover, Thomas & Patterson, 1962; Hebert, 1968;
Marsh, _Smith & Barnes, 1985; Purkey, _1570; Purkey




et ai, 1984; Singh, 1972; and Williams & Cole, 1968.
The present study agreed with the ‘liieragzure and
found that there was a: weak positive correlation
between self-concept and reading achievement (r=.49,
n=26, p=.006). It was judged that 88.5% of students
in the study group Zhowed an i’mprovemant in their
self-concepts and that boys made greater gains than
girls. ; .
-~

* hs explained in the review of the literature,
self-concept often décreases in elementary school
children. After they enter schbol, . children have

-

difficuliy maintaining a positive - self-concept

- (Stanwyck, 1972). Some children develop an increasing

negativism as they progress through school jgrades
(Dunn, 1968’).' Studies have shown that childrenjs
self-concepts become more negative as they  go from
‘:'g.e. beginning to the end of ‘the school year (Plhnders;
'Horri;ol; and Brode, 1968)’.. It appears ther that
the methods of teaching\Mh the integrated reading
. and wrltin‘g program were more effective in improving
stﬁdents' self-concepts than traditional ?nethods

might have been.

. b
Results from the study confirmed that attitudes

had improved. 84.6% of the students showed improved

attitudes towards reading and 92.3% showed improved




att::.tudes towards writing. Statistical anaiysis
showed a posPtive correlation ° between reading,
achievement and  reading attitudes (r=.67  (ns26,
p=.004)). This result corroborates findings by Askov
& Fischbach, i973; Alexander & Filler, 1976; Bernstein,
1972; Groff, 195_2,' Healy, 1963, 1965; Johnson, 1965;
ané Ra’nsbury‘,r 197.5. Their work found that attitudes
towards readjng affect comprehensibn, ‘ana Jdevel&pmenc‘
of ‘more favorable a‘ttitude's m‘ay result . in increased

achievement. /

n attitudes

It was not surprising that the gains

towards writing were so dramatic. The young students '
1 the seuay;sAE ene’ wighening ‘ot grade ‘wws, byd
experienced instruction in reading skills with very
little attention to their writ‘ing{development. They
had not been'in school long enough to develop ‘any
de;zply imbedded negative attitudes towards writing.
They may,/however., have been apprehensive and doubtful
abo‘\/n: their ability to write. The use of writing
and authorship as the salient feature o§ ‘the proqrém
under study was ‘purposely aimed at /engag/i.nq the cﬁild
in  many wr.iting activities in an accepting ;nd’v_
n‘onrisk‘qing environment. Observations clearly indicated
that most .. stideiva enjoyed and looked forward to

their writing activities. However, there was no

]



significant correlation found between writing attitudes
and reading achievement. )

The validity of the attitude assessments used
in the st;xdy was considered. From observations made

during administration the researcher felt that, even

. though each item of the forms wds read to the group,

some students did not understand the meanings of
some statements. It is possible that they did not

consider them carefully. It was also felt that some

cd 3
items, for, example, "I don't learn anything £from \

free read‘_i‘ng"., were misunderst‘ood because some grade
two childfen may not yet have ‘the cognitive ability
to be able to  understand such negative statehents.
Furthermore, t‘his style of test‘ing was novel for
the group and pQ.I‘hapS some practice and discussion
with similar kinds of self-reporting assessments
wo;ud have increased the validity for these students:
Although the data showed that parental inyolvement
was high, it was not significantly correlated with
the reading achievement of the students. This finding

differs. from studies conducted by Becher, 1984;/

_Brookover 'et 41, 1966 and Parsons et al, 1982, that

suggest parents have a significant positive. influence
on the reading achievement of their children. This
discrepancy may K be explained by the dinadequacy of

- . »
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the measure, i.e. attendance at workshops and, meécings,
used to reflect parental invofvemen;. Perhaps an
instrument could ' be designed ‘to state sp'ecific
activities of parent-child interactions: for example,
reading to/with the child, proofr‘eadinq the child's
stories, tr.;kinq the child to the libfa’ry'. Such " an
instrunent might'more adequately meisure the parents'
involvement in the activities of the program. | g
The - program was judged to’ adequately ‘reflect
the latest thedries of literacy acquisitich. Reading’”.
and writing were integrated, with w‘ri‘ting‘ playin;;
an important role in c¢lassroom activities. In contrast
to a basal reading program, ianguage use was n‘ne’iningful
and functional, skill dQveicpment was geared to the
,’ needs of each child, vocabulary was not controlled,
‘Aéeachinq was child-centered and . leax;ning was
child-directed. The teacher: was .aware of the
educational importance of .self-concept Vénd att_h;_udes

and provided a classroom environment with an accepting

and youzishx’ng a i h and p worked
toge(:hez g develop the learning pocené’ial of both
home and scliool contexts. The descriptive data showed
that the elements which the theory specified as

necessary for literacy development were present.



Conclusions

The conclusions in this study, while informed
by the results of analyses, age not statistical
‘statements but judgemental ones. Since the complex
interrelationships of the reading and writing processes
cannot be removed from the context of teaching/;earning
interactions, generalizations in a traditional sense
of being context-free propositions are not possible.
Conclusim}s‘ have -been drawn, not in terms of
generalizations but in terms of propositions that
seem to be borne out in this study. One cannot assume,
however, that they would be borne out in other contexts
Fs well. It is hoped that the reader will come to
a better understanding of the theory upon which the
program is based and will determine for himselt/nerself
the information's applicability. <

Many of . the problems in reading’ instruction
today are misunderstood because learning to read
has been treated as a matter of acquiring a series
of skills. So much time is spent on basal readers,
controlled vocabulary development and skills' wprkbooks
that there is very little opportunity for natural

language learning. g@AThis program was designed to




develop and test the notion that léarning to read
o~ -

and write can be as easy and as natural as learning

to walk or talk.

As shown in the literature review, (Chapter

most children 1learn to talk easily and_ by age
four are highly competeht. Studies have established
that oral‘_ lanéuage develops out of a functional need
to communicate. In this program functional need
wasl seen as the key .t reading and ;ritingy 1f

chifldren feel a real need to be literate because

of changed roles, values, opportunities, or experiences

and if i 1 y . truly accessible

and functional, then ‘many of them will become literate

' easily and well (Goodman 1987).-

The integrated reading and writing program
described in this study developed the students'
awareness of the personal and social functions of
written language. Reading and writing 'activities
with real books enhanced and enriched the classroom,

making it a highly .literate environment. Through

print students were continually in meaningful

interactions with each® other, the teacher, parents,
visitéts and with unseen authors). Through the wuse

7 5
of whole, real, relevant, and meaningful language
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the program developed self-confidence and ppsitive
attitudes tcwa‘rds reading and writing that facilitated
risk-taking, meaning-seekiny and hypothesis-testing.
Instruction was still fmportanc and skill development
was  still neces;}’ary. 1t was always, however ,
meaningful and related to each child's Eunqtiana’l
needs for written language.

Although' the integrated reading and writing
program for this study was n\ct subjected to the rigors
of an experimental design, it appears logical that,
if the th‘eory is correct, childrenJ exposed to this
program would make more gains in reading achievement
and wouid develop more favorable” attitudes towards
reading, writing and learning than children being
taught a traditional basal series program. It also
appears lugical th;t children who are exposed to
this kind of environment at a young age and throughout
the ‘primary and elementary grades willbmove more
quickly and easily to control over reading and writing.

Implications and Recommendations

For Teachers

. For those who are committed to improving the

reading and writing ability of their students, this

\




case study can be useful as a guide to setting up
their own 1literate environment where learning to

read and write can develop naturally.

" For Further Research .

It is recommended that this study be replicated
to further develop the ‘propouitions hypothesized
concerning the nature of literaéy aéquinitien. Writing
was a. salient * feature of the . program, ‘yé’t it was
not tested. Futire researchers should include a
measure of writing achievement. # .

The bxogr;m should be used with various groups. -
A study of preschool and kindergarten children should
be ‘conducted to see if they w\x\l-bxead and write éarliero'
and/or better as a result of the program. A study
of older children who ‘may have negative attitudes
towards reading and writing m:y determine if the
proq}m is effective in ct;anqing these attitudes
and improving reading and writing at a higher grade
level. = Bedause of the positive result) for low
achievers in this study, it' is recommended that its
use for remedial students who have displayed failure

in reading and writing sk;& be studied.




4 Ve
. » .
A significant gain . in reading achievement
indicated in this study. It
°

(comprehension) - was
is recommended that a similar longitudinal study

be conducted to determine if this gain can be retained

in later- years.

on "
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APPENDIX A
ASSESSMENT RESULTS




Student
No.

Mean

Gates-MacGinitie Reading Test - Level B

Vncab
Pre

National Mean 20

ld

Raw Scores

ulary .
Post

Comprehension
Pre Post
23 35
26 35
21 35,
438y
18 25
14 31
13 30
15 32
11 33
14 2
9 30
14 32
12 23
10 23
11 17
10 17
11 20
5 27 * =
28
13 26
S 27
3| 31
4 28
4 24
4 24
6, 19
11.5 27.2
20 29
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Student
No.

| Sy

~ -
Gates-MacGinitie Reading Test - Level B

Reading Growth (in months)

Vocabulary Comprehension o
24 21 i
4 19 =
13 22
10 22 —
13 6
15 15
8 14
20 18
10 22
] 7 P
6 16
15 18
9 6
4 8
2 3
4 3
6 7 B
3 12
9 13
8 9
9 12
9 18
9 13
12 10
4 10
2 7
9.1 L32.9
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Florida KEY Scores -~

Student
. Pretest
Teacher 1 Teacher 2
. Score  Rating Score  Rating
1 82 H, 84 H

“3 80" M MM
3 86 H 88 H
456 M 84 H

\

‘5 43 M 46 M
6 63 M 63 M
7 48 M 47 M
8 51 M 56 M
9 57 M 55 M
10 66 M 57 M
1n 58 M 69 M
12 63 M 64 M
13 40 M 38 M
4 56 M 51 M

34 L 41 M

38 M 35 M
17 82 H 79 M
18 40 M 38 M
19 83 H 84 B
20 26 L 24 L
21 55 M 54 M
22 36 M 34 L
23 48 M 0 " M
24 36 M 39 M
25 51 M 41 M
26 81 H 79 M

Posttest

Teacher 1 Teacher 2
Score Rating Score Rating
105 H 110 H

98 H 96 H
92 87 H
S S

72 M 64 M
73 M 94 H
9% H 92. H
64 M 54 M
93 H 87 - H
63 M 64 M
107 H 111 H
92 H 100 H
84 H 64 M
49 M 64 M
‘54 M. 58 M
62 M 62 M
79 M 82 H
53 M 61 M
99 H 110 H
30 L 38 M
70 M 72 M
59 M 54 M
90 H 84 H
2% L 31 L
31 L 41 M
90 H 96 H

(
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.
Florida KEY - Average Scores e
Student TR
No. Pretest < Posttest
Scorey  Rating Score Rating

\ 83 H 107.5  ®
2\ 77 M 97 H
3\ 87 H 89.5 H
4 70" M 100 H

. 5 4.5 M 68 M
6 63 M 83.5 H
7 47.5 M 94 H
8 53.5 M i 59 M
s 56 Mo 90 H
10 61.5 M 63.5 M 2
1 63.5 M .. 108.5 H
12 63.5 M 38 H -
13 39 M 74 M
14 53.5 M 56.5 M b
15 7.5 M- 56 N
16 37 M 62 M
17 80.5 M 80.5 M’
18 39 M 57 M
19 83.5 H 101 H
20 25 L 38 L
21 54.5 M 7 M

v 22 35 M 56.5 M

23 m M 87 H
28 37.5 M 8.5 L
25 46 M 36 M
26 80 M 93 H



Student Reading Attitude
No. Pro

Overall

e Post
12 13
15 15
15 15
11 15
14 11
12 15
15 15
10 13
1 13-

8 15
15 - 15
1 15
12 12
12 15
13 15
11 14
13 13
10 9
11 13
13 14
1 15

6 15
12 13
14 15
10 14
i 15
11 13.9

N

Reading Assessment Scores

Attitude Towards

Reading Difficuities Recreational Reading
Pre  Post Pre  Post

s
14 13
nou™
1o
7 13
11 12
6 10
113
8
0 10
'6 7
13 12
8 10
10 1
5 13
9 13
8 10
12 12
12 9
5 8
1 10
8 11
6 12
10 10
9 12
10 10
? 9
9.3 11

Attitude Towards

15
12
15

10 .

15

9
13
14

- 5

15
15
15
15
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T
h@ Post
. a
38 44 -
ig 4
28 43
40 . 38
27 40
39 43
32 - %
33 T3
24 3
a4
30 40
4 0
30 43
36 41
ELI
37 39
28 29
30 33
39 35
31 4l
19 42
34 3
35 40
33 35
30 38
3.1 97.3
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.
Writing Assessment Score:
5 ) .
Overall Attitude Towards Attitude Concerning
Nrittng Attitude Writing Difficulties Why Write Total
" Student

No. Pre Post Pre Post y Pre Post . Pre Post’
117 19 12 10 8 10 3 39 °F
2 13 20 12 12 6 12 31 44
3 19 21 111 9 10 39 a2
4 14 19 19 ‘12 9 12 32 43 -
5 15 19 9 10 4 12 N 28 41
6 15 21 7 12 8 10 30 43 -
7 18 19 12 9 12 g3 -
8 13 20 6 e 4 33 .
s 14 19 7 10 7 10 2. 39
10 18 20 6 12 6 10 30 42
11 15 15 1 10 8 10 34 35
12 19 19 | 12 6 8 29 39
13 14 19 89 8 9 30 37 °
14 14 19 9 12 i 12 30 43 -
15 13 21 8 12 5 10 26 43
16 19 9 9 5 8 -3 36 19 ¥
17 14 20 9 12 7 1 30 43 .
18 15 13 3 7 6 6 26 26
19, 13 19 5 1c 9 | 8 27 37
20 16 19 7 10 10 12> 33 41
21 16 18 7 12 6 10 29 40
22 13 13 6 11 7 10 ‘ 26 34
23 13 17 8 6 7 12 28 35
24 20 21 8 12 4 10 32 43
25 16 19 5 1 5 9 29 39
26 14 19 5 12 4 10 23 41

' 5
Mean 15.4 18.4 8. 10.4 6.8 9.9 30.2 38.7




7
- Parént Comments 4
1. I think writing those books helped to improve °
their reading and writing as well. - . P
2., I have seen much progress in 's reading ° K - /
and her interest im school work in general. ; &
I'think your program is very werthwhile-and should ° g o
be continued. - -
3. N said she reall}/;enjoyed the program, ' "
*~ and she enjoyed wrii':inq ‘the stories and I really
was pleased she did a lot of reading.
4. Me and really enjoyed writing the books
\ I feel is reading a lot better and she -
enjoyed writing and thinking up different things , o
or subjects to write ;:he book. . .
5. The reading and writing programs were very «.,
interesting and fun to do, I feel it should <
» ﬂ be taught in every class room for grade two.
6. My child has certainly picked up on her reading,

also she enjoys it very much. In my opinion
«+dt was a very successful project. . Y
7. was always interested in reading but
it wasn't until you started your program tha«:% _

. ~— .
she took up wr}ting,stories. she writes about

o



everything and every place we go. I think it
was very gobd for her.

1 was very happy with the reading program this

year for I could see an interest in reading in-
- X I have never‘ seen !yafv‘:e‘. The  only &, g 2
d‘i{'ppointn\ent is that 1t has to end,” I would .
really like to see it go ahead again next year. . L

vLet me also take this chance’ to thgnk you for

] : all you »have done for * this year. It
4 wa; a pleasure knowing ' you. (__ - tepeat‘ed

grade 1) }
é. I think" Wag more interested in her’ reading

this year, because she had toMwrite her own stories
and had to read to her family. has made

"a big improvement and I am \:ery proud she was
% E

in your program.

10. seems. to enjoy reading very much. He

- — = “y,
has read nearly every book in the house. His
sister:fis in grade 4 and he has even read her

As far ‘as writing, he doesn't have that

wch interest in it. I have tried to encourage d
him but it didn't work. It has been all.I could

" do.to,get him to eoncentrate on the bit of homework

W "he had to do. I found his attitude tov_zards school




11.

in general has changed for the. better, but I

guess in time he will pick up other interésts.

With this program’ s reading; and writing
,improved a lot. He is further ahead..in both
Keagingand writing than his brothers weie when

‘they were in grade two.', - .

-12. I thipk it was ‘a wonderful program, and I sincerely '

13.

thigk it should be in all the classrooms. It

keeps. the .children interested in reading. 1
know my child, » was really happy ‘with
it Every evening she - couldn't wait to show

us the book and read it to us or with us.

I would like to say that I think this program
was very interesting and more bengeficial to

than the gomal v_‘routine.- They seemed to come

across greater amount of words and learned

how to speM wor&s above their .grade level.
I- think the above’ questions should be asked to
the kids involved so I asked them. He
G4 'He LLREY 'BalNG Jn yous Glasad AHO) Feadly
differgnt stories. He liked bging able to choose
whav./r: liked to read. He wasn't too excited
about writing‘ storieé at' first but' _seems to’ and
‘says he likes it now. I enjoyed helping write

gt e




4.,

17.

up the stories. and helping to make them into
little books. I think this program should be
continued and hope it will. ’

We found that the program was excegﬁtior;ahy\io d.
The.-books. were varied and presented an enjoyment

for wy ©HIla Ehthes than a chore that had to

be done. The writing program proved to'be an A
enjoyment in ditself. It ‘let the child express

his own ideas and to voice some of the information
stored in his head. Also' I could see progrebsive
improvement in his reading ability. All in all

1 WEUYE WaY 4E W AnickcelTsnE progEaE

I think the: program is grea‘t.. It really gets

the children . interested ;nd not boring. /The @

only thing I think it should continue on for

at least grade si:;. e

I thought this program was great. I reglly'think
-enjoyed wzitin; those, v‘ories he did.

1 thought -he did[ well for his age.. An interesting

program. 1 3
The program was very inteéresting. I think that
| . !
really enjoyed Treading the story books
- i . .
each night. 4
. i
% °
/ k L v




18. 1 -feel that the reading p:ngram was and is qood
it dues inspire the chxld to ynd more and mrovea
his readan _ability. I found my child

- todike reading books - eithex he read or I would

h read. He did become interested.

~——-———read _or we bo

‘," He has not become ﬂ-!' that xnce—re-tad in ytiting
‘ stories. Hopefully that will follow as he mtures.
As a mother with two older'boys with a reading
problem, g I feel this program cuuld of helped
them if there had been such a prngrwn going on
at the time. 2
. It is a good reading and 'uriting program.

I hope it continues.
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APPENDIX B
INSTRUCTIONAL STRATEGIES
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Reading’ Strategies . ‘ e n——. -

Give your child time to read- the story silently.

Then “ask_ him or_her to tell you the story without -

looking at the orzginal.,, )T

Listen while your child reads the ;tory to you.
Then ask him or, her to- tell you the story without
looki‘ng at the »oriqinal.

Listeén whilé your child reads to you, a part
oé the story. Then your child 1listens while!
you read thg next part of t'ﬁé story - and so A °

on. Then ask your child to retell the story.

Your child 1listens while you tﬁad the story 'to

him or her. Ask him or her to retell -the story.

Talk—~with your & ild about the story and W-5. T

Ask him or her WHO? WHERE? WHAT? WHEN? WHY? HOW?

4
6. Ask your child to redd many things - food boxes R
- and cans, road signs, 17 newspapers - TV guidea, \) -
anythinq and everythingl«
It’ is not enough for your child to know how to 30
read. We must encourage him or her to be a reader!
) i . 5 1 » Y
- o " i
. ¢ . ;
" . ¢
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*

Writing Strategies

Encourage your child to write a story by himself

+ or herself using invented spelling where necessapy.

The child should be in a quiet area’ away- from

your child read it to you.

"Follqwing the proceés we discussed at our
workshop together, ask your child questions when
it is necessary to clarify the‘rm;,ssaqe. When
your child is pleased with"the story, transcribe
it onto the 'paper provided, using correct spelling
and  punctuation, and  leaving  spaces . for
illustrations.

Then have your child read the ,prir;ted story
and complete the illustrations'. ’
L 4

You’ may sometimes act as secretary for your

child as he or she narrates a story to you.

When the’ stord® is  transcribed, have your child

read it to you and diting if mecessary.
" As  you transcribe the ‘"published" copy,
encourage your ch™d to decide the ‘text to go
on each page and . where the illustrations will

be.

distractions. When the story Is~ finished, havé ~




" As was adi in our w h

-always allow yout‘childf to choose his pr: her
-

‘own topics for ‘vziting. _You may ;lflh, however,

_ -to make suggestions from which your child can

choose. ' - G I o~

Remember that this should be a pleasurable

task. Do -not choose a time that ' is not. good ,

for you or your child.
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APPENDIX C
COM.MiJNICATION WITH SCHOOL BOARD AND PARENTS.
. '
4
.
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.« Holy Cross Primary '
* ‘145'St. Clare Ave. *
St: ‘John's
i Septembsr 25, 1986
Mrs. G. !
Assistant Supermtandsnt
R.C.” School 3oard St. John's . q
Bonaventure Ave. {
St. John's * * . ~

Dear lirs. Roe,
As part of the requirements for the M. Ed.
program in Curriculum and Instruction I am planning
to conduct a study with my grade two students at
Holy Cross Primary. The st;dy is designed to implement
and evaluate an innov: ve language arts program.
I am, .therefore, asking youh permission to
allow me to conduct this study. I thank you in
aévance in anticipation of your consent. g

Yours truly,
\

' * Cathy ;eene (Nrs.)

Pal

oy g X .

o




TELEPHONE 7538530

GR/gfp

178 , J

Roman &Mo&c School Board for St. Jobeis

= BELVEDERE
BONAVENTURE AVENUE
ST. JOHN'S, NEWFOUNDLAND
AIC324 = *

Mrs Cathv Greene 2 - y
Holv Cross Plrln‘ry 2 -
145 St. Clare Ave. .
St. John's. Nf
Dear Mrs. Greene. .

Permission is granted for you fo conduct a srudy at Holy Cross Primary
School. 1 understand ‘that this study, designed :o implemen. and
evaluate an innovative Language Arts Program with Grade Two students, i
{s part of the requirements for a Master's Degree in Cufriculum and’ .
Instruction. ’L w5

~
Best wishes for success in your work!

Yours truly, \’:\ '
L

Geraldine Roe -
Associate Superintendent k
Ourriculum/Instruction .

1986 02 10 -




September 25, 1986

I am pleased to have

- in my
. class this year., I hope it will be a happy and -
. s ;

" .
successful year for your little one. I believe that

together we can help your child to do his or’her best. ’
E .
I am inviting you to meet with me Monday, S‘ept‘em_ber )
. 29th at 7:30 p.m. ’ $ .
At this"’time' I will be_discpssir-\g a new pro’qz‘am
- that your child will be involved in this year. .It
is very important that I see you, so if you are unabis:«
to come to school on Monday at 7:30, please’ let me
know and we can arrange another time to meet.

Thank you.

Catherine Greene &

e




week. I} is important that I talk to you about the =~

new readi’qq program your child is doing in school. # i

’\ will be at school again tonight at 7:30 p.m.

5 G
2£~you—canmiot—come—at—this —time-please—write—a—short—

note telling me of ‘a mm;e'convenient‘ time for us to -
meet. , ' s, 3 t

Thank 'you.

}_/ ' / (llhthexin'epev s B

'



P

- October-17, 1986 . 7,

Deax; Parents:

1 am so glad you were able to visit me at school.
We talked 'about your child's reading .program and how g
. you could help.

5 . Now, I would like"to meet with,you again. I wish . 5
\

’
N >
to “explain to you the process of writing we will be (" g \
. following, this year. \\\\\'\ g
oA ¢ P RS
T will be at school sday7 Oct—22—af T30 \ S

2 and Thursday, Oct. 23 &t 3:00. Please indicate ‘when
S

4 you can”come to school and return this/skib to me -on

Monday .
* Thank you. : c,

LI ~.

} . Cathering Greene

We will come Oct. 22 at 7:?0

we will come Oct. 23 at 3:00

3 o B
We cannot come &t either of these times. . 4

A better time for us would be \

Name

Phone number




s,
Dear Pareﬁt?.

The ' school yea: Wil sonn be over and I have enjoyed

b home with your child, as well as your attendance .

% ithe meetings, we have had this year were certainly o
3 ppremat:ed. - ,
—As_you know, I ha.ve been watchxng the progress -of the
children in reading and writing for a project I am .
doigg-at Mémorial University. In this regard, I am
once again: asking for jour help.: ‘Plgase take the time

it to schocl tomorrow.

* 'Thank you véry mach. ¥ . “a T el

7, :

working with your child. Your cdope:ation, your efforts

to answer thé questions. on the attached® sheet and return




PROGRAM QUESTIONNAIRE
]

0

This" year you &nd your child partlcxpaied in a\specxal
reading. and writlnq program.

1. pid you enjoy participating in this program?

2. Do you think your cmm i interested in reading?
' yes no b a llttle alot

‘yes 3 a 11

¥, po you t}unk your chxld is interested in- wrltxng"
> ot

COMMENTS:
, Ty & t:he program.

. v \
i 5 o

Please write any comments you may have about -
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