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ABSTRACT

‘Two approaches to the teaching of ging literacy were i

Forty children, all four years of age, enrolled in a St. John's pre-school were
randomly assigned to one of two programs. The subjects in the experimental,
whole language approach to literacy, and the subjects in the control or traditional
approach program received 12 weeks of instruction. Prior to, and at the
completion of, the twelve week period of instruction all subjects were tested using
the Test of Early Reading Ability (TERA), the Peabody Picture Vocabulary Test -
Revised (PPVT-R), and an investigator designed test of writing ability. The

writing ability scale was prised of three sub-scales which d language

level, message quality, and principles of writing direction.
The results showed that the whole language group scored significantly
higher on the tests of writing ability than did the control group. Within the sub-

scales of the writing sample analysis, the experil group scored sij

higher on measures of language level and message quality, but showed no
significant difference from the control group in terms of measures of principles of
writing direction. There were no significant differences between the two groups on
the PPVT-R and TERA tests.
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CHAPTER 1
Introduction to the Study

Many parents today are aware of the advantages of exposing young children
to a pre-school program, but selecting a program that best meets the needs of both
the child and the parent often poses problems. According to Machado (1485),
parents are concerned about program selectior: because they believe that early,
high quality, educational opportunities provide a sound base for later learning.

‘When selecting a pre-school program, parents often have several objectives
in mind. They may wish to provide a widening circle of friends with whom their
child can develop social skills, or they may wish to provide time in a stimulating
environment. Often, however, a major objective is to provide experiences that will
prepare the child for entry into the school system. Many parents tend to have a
narrow view of what constitutes preparation for school entry and will concentrate
on finding a pre-school which stresses concrete achievements such as the mastery
of reading readiness skills.

The development of specific reading readiness skills lies at one end of a
spectrum of ideologies of developing literacy, while at the other end is the holistic
approach to literacy learning. Within this spectrum, the reading readiness and
whole language approaches predominate and, typically, any given pre-school will
use only one of these methods. The more traditional method of instruction is
through the direct teaching of isolated reading readiness skills, which is often
referred to as the skills approach to learning. The second, and more recent

method, is based on the belief that children learn to read and write in a
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stimulating environment where they are encouraged to explore and experiment

with both oral and written language. This is referred to as the whole language
approach to literacy.

A pre-school program should, theoretically, incorporate the method that
best meets the needs of children. Developing such a program then becomes a
major concern for the pre-school teacher. Knowledge of how children become
literate, knowledge of the importance of print in the child’s environment, and
knowledge of the significance of creating an environment that compliments the
learning that has occurred prior to entering pre-school would all be useful in
designing such a program.

Harste, Woodward and Burke (1984) studied how pre-schoolers develop
the ability to read and write. When their subjects were asked to write letters,
names and stories, the researchers observed that they were able to represent their
ideas on paper and then read them. These children were attempting to make
sense of their world by responding in the best possible way they could. Their
responses represented the beginning stages of literacy, or emerging literacy as it is

often called. Being able to recognize these early attempts at reading and writing is

in the p of an effective pi hool | rogram.

‘The print a child encounters in the environment is another important aspect
of early literacy development. Many pre-schoolers can identify print frequently
seen such as labels on milk cartons, road signs and names of supcrmarkets. As a
result of such exposure to print, children acquire some knowledge of written
language before they enter pre-school. They have also observed others around
them using print in activities such as writing a shopping list and this observation is
instrumental in their understanding of its functions. As well, young children come

to understand what reading and writing are all about because they have shared
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bedtime stories with an adult and have experienced positive feedback when

experimenting with writing. From this it becomes apparent that the home plays a
major role in providing young learners with exposure to print. However, an
effective pre-school program is one that also accommodates those children who
have not engaged in such carly literacy experiences at home. Therefore,
maintaining continuity between the home environment and the pre-school

environment is important in the of early literacy

The benefits of a language rich environment were investigated by Durkin
(1970) who duplicated a positive home learning environment in a pre-kindergarten
setting. The results of her study indicated that the children in this environment
had higher reading scores by the time they reached grade four than those who did

P the si

not

home envi Durkin’s study demonstrates the

potential of children’s language abilities when they have been exposed to a

home envi that reading to children and provides

writing opportunities. This kind of information is useful when creating an

that is conducive to the isition of literacy. If the pre-schooler is
aware that the print on the grocery labels at the supermarket has meaning and
recognizes the link between the labels and the parental shopping list, the child
probably has begun to understand the importance and function of the printed
word. The opportunity to imitate the real-world use of print in a play situation is a
vital step in the development of literacy. The child may then be encouraged to
read and write in a variety of other play situations such as the play office or the
play post office.

Early childhood ed are ing i i aware of the

significance of the knowledge that young children bring to pre-school and are

attempting to reinforce this knowledge through the simulation of a positive home
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environment in the classroom. Since the ability to read and write is dependent on
children learning the function of print, the specific activities utilized in the
program should reflect this learning. Children’s past experiences and their
knowledge of language and how it works must be considered when designing a pre-

school program that encourages the development of literacy.

The Problem

Today there are increasing numbers of children registered in pre-school
programs. Parents usually select a pre-school to meet their own needs as well as
those of their children. Close proximity to the work-place may be a priority for
parents who use pre-school programs as a child care service. These parents often
place a secondary emphasis on program content and suitability. Others enroll
their children specifically for pre-school enrichment.

While there are many reasons for deciding to send children to pre-school,
learning to read seems to take priority. There is a concern that some parents are
placing too much emphasis on having very young children become readers
(Kontos, 1986). As a result they often select a pre-school program with a strong
academic focus where reading readiness skills such as letter recognition and word
identification are taught. There is a perceived need for such programs because of
the children who have missed the December 31st deadline for kindergarten entry.
It is sometimes hoped that the successful completion of reading readiness skills in
an academic pre-school program will permit the child to begin formal schooling
the following year by entering grade one rather than kindergarten. However, not
all parents believe in the academic or skills based approach to pre-school

education. The contrasting opinion is to give children the opportunity to develop

s st b
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socially, i and i at their own rate and to make

kindergarten entry a pleasant and enjoyable experience. As supporters of the child-
centred approach to learning, these parents have raised concerns about the pre-

school programs that are teacher-directed, but are unsure if the child’s reading,

writing and y will be ent in an i where play is
advocated. It may be perceived that the whole language approachi involves too
much play and not enough learning. This perception may be due to the lack of
program information being made available to parents.

In addition, there are pre-school teachers who are aware of parents’
expectations to have their children read and write, but at the same time are
uncertain which approach to learning is more effective in meeting this expectation.
Still other pre-school teachers believe that reading instruction is the responsibility
of the public school system and view literacy development in this way.

The problem is that while there are educators who advocate that the whole

language approach is a more viable i ion to literacy than a traditional skills
approach, there is little evidence to date to support this assertion. Although many
have written about the application of the whole language approach in the primary
grades, there is not as much literature indicating its potential effectiveness in pre-

school settings.

The Purpose of the Study

There is no program guide for pre-school ion in and

until 1984, there was no allowance for the specific training of pre-school teachers.
These deficiencies were alleviated with the opening of the Early Childhood

Training Centre at the Community Service Council and the implementation of the
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Early Childhood Education program at the Cabot Institute. These separate
programs are government funded and have provided qualified early childhood

d for h

s p I centres. As parents seek appropriate
pre-school programs and teachers seek the most effective pre-school methods of
learning, it becomes evident that guidelines are needed. It is hoped that the results
of this research will provide some support for the formulation of guidelines for
both parents and teachers.

In 1985 the Newfoundland Department of Education completed its

Ki ten Guide. The that children be provided with
experiences which will continually improve their reading, writing and vocabulary

skills. Since pre-school ed: strive to lish these same objectives, it is

hoped that this study will provide an approach to beginning literacy which is
acceptable to both programs. Ideally, the program would be instituted at the pre-
school level and continued into kindergarten.

If pre-school education is to provide an effective foundation for future
educational experiences, it is necessary to examine the two methods of instruction
currently used in pre-schools. This study addressed the question of whether the
emergent reading and other language arts competencies of pre-school children
were more responsive to a whole language program than to a traditional basic
skills program. In particular the study addressed the following questions.

1. Is the meaning vocabulary acquisition of pre-school children more
responsive to a whole language program than to a traditional skills program?

2. Is the early reading acquisition of pre-school children more responsive to
awhole language program than to a traditional skills program?

3. Is the beginning writing acquisition of pre-school children mare

responsive to a whole language program than to a traditional skills program?

R
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Definition of T

The following key terms have been used throughout this study.
Traditional Approach

The traditional approach to learning focuses on the mastery of reading
readiness skills in order to develop literacy in pre-schoolers. These skills include
the recognition of colours, shapes, letters and numbers, classification, sequencing,
rhyming, and visual and auditory discrimination. This approach uses many

commercially made materials to teach children to read and write. The terms skills

based h and traditional h are used i gl this
thesis.
Whole Language Approach

The whole language approach is child centered and develops reading and
writing abilities through the child’s use of language. This approach, which attempts
to duplicate the positive home learning environment, encourages the liberal use of
children’s books, exposure to writing using invented spellings, and allows children
to learn at their own pace.

Pre-schoolers

In this study a pre-schooler is a child ranging from three to five years of age

inclusive,
Emerging Literacy
Emerging literacy is the child's first attempts at reading and writing, This

is exhibited in reading-like and writing-like behaviors.



Limitations of the S

The sample used in this study represents a middle class group of children.
Although there is financial assistance available to families who are unable to meet
the costs of pre-school education, many do not avail of it and consequently the
sample was not a cross section of socioeconomic groups; that is, the 40 pre-
schoolers in the study were not representative of the total pre-school population.
Because of the nature as well as the size of the sample, it was not possible to
generalize the results obtained to all pre-school programs.

Since it was not possible to control environmental print outside the pre-
school setting, all subjects saw language used in a meaningful way. As pre-
schoolers and their families went about their everyday activities of shopping,
reading traffic signs, reading restaurant menus, reading sign boards and writing
cheques and messages, children were being exposed to print. Individual families
share different language experiences than other families and this could not be
controlled.

The previously established routine of the pre-school in this study meant that
both groups utilized the same program room, but at different times. This meant

that both the control and i groups

environmental print within the room. This included logos and signs of
supermarkets a*d restaurants, traffic signs, washroom signs, directional signs such

as in, out, up, down, on and off as well as the labelling of furniture and toys.
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AnOverview of the Thesis

The remainder of the thesis will provide an overview of the whole language
and traditional methods of instruction and will identify the research approach

taken by the i i A th ical b d to the research will be

provided through a review of the related literature concerning the ways in which
children learn language and how this relates to literacy acquisition. Since this study
is concerned with the development of early literacy in pre-schoolers, the stages of
early reading and writing will be addressed. The background material will also
compare the pros and cons of traditional and whole language approaches to pre-

school education,

The study i two hes to the teaching of

literacy to pre-schoolers, by way of a pretest-posttest experimental and control
group design. Pretests were administered to both groups and after a treatment
period of twelve weeks, posttests were conducted. The data analysis is followed by

a discussion of the results and suggestions for additional research are outlined.



CHAPTER II
Review of Literature
The two approaches to beginning literacy thatare being used in most early
childhood programs are the skills method and thie whole language method. Since
both use language in different ways when teaching children to read and write, it is
neeessary to describe each method in detail before their relative merits are
assessed in a pre-school setting. This section presents the findings of prominent
educators in both these approaches.  As background to the study, language
learning, including vocabulary development and the stages of early reading and

witing are discussed.

Early Language Learningand Litera uisition

Children come to kindergarten with prior knowledge of oral and written
language and early literacy instruction should build upon that existing knowledge
(Doake, 1986; Forrester & Reinhard, 1985; Goodman, 1986; Holdaway, 1979;
Morrow, 1989; Shapiro & Doiron, 1987; Weiss & Hagan, 1988). Findings from
rescarch on language acquisition are important to pre-school education, since they
indicate that literacy learning begins at birth and continues throughout life.
Therefore, an understanding of how literacy emerges in the pre-school years is a

for

prereq ping p hool programs.  An examination of how children
learn language and how this development is paralleled in stages of carly reading
and writing is also required.

The child comes to pre-school with language learned through past

experiences. Both written und spoken language are acquired through repeated
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exposure to adults using language in meaningful ways. Beginning at birth, the child

attemnpts to understand the world. The first time the infant responds to a mother's

speech rep early at ing language. As the mother

speaks to her infant, she uses language in a flowing natural manner. Often the
infant responds with gestures, such as pursing the lips, raising an eyebrow or
smiling. The parent will then interpret these gestures as an effort to communicate
and respond with words of approval. Patterns of behavior such as this occur
repeatedly as the child atempts to make sense of speech in the environment,
These early responses by the infant represent the beginning stuges of literacy
(Holdaway, 1979). Verbal responses are in the form of babbling und, through a

series of approximations and  reinfc . children improve their

attemnpts at using spoken language (Goodman, 1986). As babblings are reinforced,
children see learning to speak as an important part of everyday life.

Parents aid young children in their language learning in three ways (Shapiro
& Doiron, 1987). The first is through scaffolding, that is, by providing
opportunities for children to improve language. Peak-a-boo games and picture
book reading are examiples of scaffolding as children are encouraged to participate
in conversation during these language learning activites.  Children need
considerable opportunity to practice language and in scaffolding the adult sets the
framework for language to occur. The second method is modelling which
encourages children to imitate the adult in the reconstruction of what has been
heard in their environment. As children learn to speak they model those in their
home and community whom they have heard speak or with whom they have
spoken. The third technique is direct instruction where the adult model has the
child repeat an utterance. Feedback helps the child improve speech patterns as

the adult confirms what has been said while expanding and elaborating.
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Parents also aid children in their language learning by providing examples

of activities for them to model (Forester & Reinhard, 1985). Children quickly
learn the appropriate setting to attempt "bye-bye" and "thank-you" because the
setting is familiar and the action has meaning. When children create their own
language in these settings the parents give positive reinforcement for
approximations rather than insist that the child correct the response. As the child’s
oral language skills continue to develop there is often evidence of an over
generalization of language rules. This is evident in their use of "foots" for "feet”
and "goed" for "went". Based on the language they hear in their environment,
children generalize, unknowingly, that all plurals have "s" and the past tense always
ends in "ed".

Children build and extend their oral vacabulary by playing with language.
They try out new words, play with rhymes and poems, sing, listen to music, engage
in dramatic and construction play and listen to stories. As they continue this
language play, children establish a foundation of sound patterns on which speech
can grow. Through observations of adults in the environment, children will
attempt to use vocabulary as soon as a meaning can be attached to it. For
example, a child may use the word "honey" correctly in a particular situation,
totally unaware that it has more than one meaning. When the second meaning is
learned, the child uses the word comfortably in that situation as well. Providing
children with extensive experiences and encouragement to talk helps to extend
their oral vocabulary. As children go about their daily activities, they are learning
vocabulary, syntax, sounds and meanings of language (Pflaum, 1986). The non-

corrective, no-fail i of the home with

vocabulary and syntax, the order and structure of word combinations.
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Reading can also be viewed as a vehicle for developing literacy. Many pre-

schoolers respond to the print that bombards their environment. Some of them
may already be able to read road signs, grocery labels and fast food signs.
Children as young as three arrive at the conclusion that written language has
meaning (Harste, Woodward & Burke, 1984). A child may not be able to identify
every word in a road sign, but he or she is aware that it conveys a message 10 the
driver. When children observe others in literacy-related activities such as reading
a road map or writing a shopping list, it has significance for them. This helps them
understand the relationship between written and spoken language and enables
them to see that both can serve the same function. As children learn language
they realize that print, like speech, carries a message and has a purpose.

It appears that children entering pre-school for the first time bring with
them many experiences in language learning and print awareness. Although
parents and teachers are partners in children’s education, parents are the child's
first teachers and models. It is extremely important to develop a positive
relationship between the home and the school at the pre-school level since pre-
schoolers still spend most of their time at home. Many aspects of the child’s home
environment influence early reading. If parents expose children to many forms of
written language, model reading behavior, read to their children often, and involve
them in quality verbal in(erac‘tions their children will be better prepared for the
demands of school (Greanery, 1986).

According to psycholinguists such as Goodman and Smith, reading is a
process in which the reader’s knowledge of language is important as the reader
attempts to reconstruct the author's message. Language needs symbols which are
represented by sounds in spoken language and letters in written language. A

system to organize the symbols and a context of usage is also required. Symbols
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have no meaning alone, but in an organized system where they are combined to

make words, they carry meaning to the reading or listening audience. Grammar is
the system of language that includes the rules to make utterances understood and
is the most important thing a child learns hefore entering school (Goodman, 1986).
Syntax allows children to acquire vocabulary through experiences and to use the
new vocubulary in a stress-free environment. Since the home provides this
opportunity, psycholinguists are suggesting that this same type of atmosphere be
reproduced in early childhood programs where literacy is being promoted.

There is interaction between the reader and the written language during
reading and children use prior knowledge to construct meaning from print
(Goodman, 1986). Using what they know of the language structure, children test
how each word fits into the context. There are three systems in written language
with which children become familiar. These are the graphophonic, syntactic, and
semantic systems (Goodman, 1986; Smith, 1979). The graphophonic system is the
relationship between the sound and language patterns and the written form. The
syntactic system refers to the grammatical relationship and function of sentence
patterns or the rules that govern how words work together. The underlining
meaning that the words have for the reader is represented by the semantic system.
A child who is learning to read uses these systems along with prior knowledge.

Children are always seeking meaning. When sounds and words are
attached to personal experiences, they have meaning. Young children are able to
“read"” a letter they have written without too much difficulty. As children continue
to experiment with reading, they learn to make sense of the printed word, based on
what they already know. Young readers learn to predict, select, confirm and self-

correct. They guess what will occur next and continually, "muonitor their own
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reading to see whether they guessed right or need to correct themselves to keep

making sense” (Goodman, 1986, p. 38).

Comprehending the spoken word and making sense of the written word is
part of the process of learning to read. Young children learn to read by reading
and being read to and it is this practice with reading that enables them to identify
words on sight. As children strive to increase their sight vocabulary, it is
acceptable to read for them when they cannot read a word themselves, since the
prime objective in learning to read is to make sense of the printed word (Smith,
1979). When they are unable to identify a word young children are encouraged to
read ahead to determine the general sense of the sentence and then go back and
try again if their prediction is incorrect. Although written language may have the
same basic vocabulary and grammatical structure as spoken language, the
frequency of some words and structures may differ in written language. Young
children can become familiar with these structures or the language of books by
having good literature read to them at a very early age. There is evidence of a
relationship between language and reading when children use book language,
invent words and talk a lot (Morrow, 1989).

Oral language development can be paralleled in written language
development as learning to write begins with scribbling in much the same way as
learning to speak begins with babbling (Durkin, 1966; Smith, 1982). Children
scribble as they attempt to put marks on the paper before they are able to produse
conventional letters and words. These scribblings should be seen as constructions,
since scribblings are also the beginnings of drawing and painting where the child
strives to create something new in the visual world. The scribbling eventually
becomes intentional at which time it is a representation. Through invention and

exploration children develop a method of writing which they understand.
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Therefore, learning to write cannot be seen as a progression from scribble to

letters to words and but rather an to d the concept
of sentences before attempting letters and finally words (Smith, 1982). Creativity
is enhanced when children are encouraged to scribble in a natural and uninhibited
atmosphere.

Scribbling and drawing can also be viewed as the starting point of an
interest in literacy (Durkin, 1966). Children who live in a language rich
environment where they observe others using language in meaningful situations
have been observed making scribbles, drawings, random letters and invented
spellings in an attempt to modei adult written communication. Reading and
writing skills can be viewed as building on each other in such instances. For
example, a young child may scribble a letter to grandmother while sitting beside an
older sibling who is also writing a letter, perhaps as part of a homework task. The
child is able to "read" the letter to the sibling. A child’s literacy is nurtured in a
social environment where others can be observed engaged in literacy (Harste &
Woodward, 1986).

In summary, research from Doake (1986), Forester and Reinhard (1985),
Goodman (1986) and Smith (1979) indicates that even young readers can utilize
semantic and syntactic contents in their efforts to make print meaningful. This
information indicates that written language can be presented to children in such a

way that it can be connected with children’s experiences to make the words

meaningful. Spoken and written y is best ped in a
context where children have opportunities to use words, where they have many
experiences and where they are encouraged to talk, read and write. Just as

children learn spoken vocabulary, syntax and meaning during everyday
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experiences, SO too they learn written vocabulary. Children develop vocabulary

naturally in their own way and at their own pace in a supportive environment.

Stages of Early Reading

The supportive environment, where children are encouraged to experiment
with reading and writing, plays an important role in the development of early
literacy. When this model is evident in a pre-school setting, reading and writing
emerge naturally. In order to provide an environment that allows literacy to
develop naturally it is necessary to be able to recognize the stages of early reading
and writing that occur in everyday context of the home and community. Similar
stages seem to emerge in children’s early reading as in their early writing and they
seem to occur at about the same time.  For example, the child who is able to
narrate a favorite story while looking at the pictures and print, appears to be in the
early stages of reading. Similarly, the early stage of writing is evident when a child
can distinguish between scribbles and drawings indicating an awareness of the
difference between writing and illustration. Reading and writing enhance each
other as they are learned concurrently.

One of the most important aspects of early reading is the high level of
parental involvement in exposing children to books at a very young age (Doake,
1985). Beginning at birth, parents can provide children with a rich literacy
environment that enables reading to develop in a natural way. This environment is
created by reading to children from the day of birth. During story reading some
babies reach out to touch the book and appear to want to eat it, while others are
content to look at the book and listen to the story. If reading is repeated daily, in

the same place and the parent talks about the pictures while reading, the baby will
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become familiar with story readings and look forward to them. As children grow

older, the responses to reading increase. They may be observed pointing to
pictures and making sounds as if naming the objects or characters in the book as it
is being read. These early experiences with reading are warm and pleasurable for
the child and the parent.

Another way parents can provide children with a rich literacy environment
is to place books all over the house. If books are accessible to children in the
kitchen, bathroom, and play areas and they observe others in the home reading,
children develop an interest in reading and attempt to read themselves. In
addition to these early attempts at reading, children enjoy participating in the
reading of familiar stories, rhymes, and jingles. When parents provide children

with repeated readings, to choose ites and an invitation to

participate, they have become involved in their child’s early reading experiences.
Since many children enter kindergarten already reading, it is apparent that
the home and pre-school experiences both play a role in fostering this ability to
read. Doake (1985) has identified four stages that pre-schoolers go through as
they learn to read naturally. Firstly, they form positive and strong attitudes
towards books. As mentioned earlier when referring to infants, story reading often
takes place in the parent’s lap. To simulate this lap reading in pre-school the child
is encouraged to sit near the teacher during story reading. In both cases, story
reading is a positive experience for the child. Secondly, they become familiar with
the oral elements of written language by having favourite books or nursery rhymes
read repeatedly. Children who have come to expect print to make sense seem to

enjoy reading along, and are able to

P! the story. Such

retelling of stories is influenced by the characteristics of the child’s language,
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structure of the book, familiarity of the book and past experiences with books

(Schickedanz, 1986).

Children’s reproductions of the story will reflect their oral language, for
example, the word "felt" in a line from The Very Hungry Caterpillar (Carle, 1969)
may be read as "feeled" if that is the verb form that the child uses orally. If the
book has a predictable text which has repetition and rhyme, then the child is more
likely to be able to retell it. For example, The Very Hungry Caterpillar has
repetitive text and patterns. "On Monday he ate one apple. But he was still
hungry. (page 6) On Tuesday he ate two pears. But he was still hungry. (page 7)"
This sentence pattern is repeated throughout the book. The more frequently the
child has heard a story such as The Very Hungry Caterpillar the closer the
retellings come to the actual words in the book. As children have more
experiences, they become more familiar with book language and recognize that it
is sometimes different from spoken language.

Thirdly, children indicate an awareness of print by attempting to match
their voicing of words in the story with the written words. During early attempts at
matching words with speech, young children often verbalize while finger pointing
and as a result may think that each letter in print represents a spoken word or
syllable rather than a sound. For example, "the very hungry caterpillar” may be
read "the ve-ry hun-gry cat-er-pillar” where the child runs out of print and has
words left over. Children receive practise matching speech to print as more stories
are read to them, when they write their names, and when they dictate stories to be
written down.

Fourthly, children begin to integrate perceptions of words with their
knowledge of the story. When this occurs, the child is not only exhibiting reading-

like behaviour, but is actually reading the words. It is during this stage of early
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reading that children develop an interest in the features of print. Through the
reading of familiar stories, children are able to locate many words in the text and
consequently develop an interest in the form of print. With the aid of background
knowledge the reader then rejects or confirms the accuracy of the reading.

Stages of early reading can be summarized into three main categories,
functions, forms and conventions of print (Morrow, 1989). The first words a child
learns to read have meaning and purpose, such as family names, road signs and
supermarket labels. These observations aid children in their understanding of how
print functions, while the next category, forms, refers to the names, sounds and
configurations of letters and words. The third category, conventions, relates to the
left to right progression in reading, holding a book upright, punctuation and
spacing between words. Stages of early reading are not precise as different

children pass through them at different times while learning to read.

Stages of Early Writing

The stages of literacy acquisition seem to emerge in children’s writing at
about the same time as they appear in their reading (Beebe, 1989). When children
observe others in the home writing, they recognize it as a useful activity and
become interested. This first stage in early writing acquisition is further enhanced
when children are provided with many opportunities to write, and when paper and
writing tools are made readily available. During the second stage of early writing
children can be observed drawing pictures, scribbling, and describing their
productions to an adult. As children are given more opportunities to interpret

their drawings and scribblings, they become more proficient at writing.
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‘When children start to point to their scribble writing as they tell a story, it is

evident that they have reached the third stage of early writing. The child is now
able to indicate the relationship between the letter-like symbols and the spoken
word by verbalizing and finger pointing at the same time. During the fourth stage,
the child purposely attempts to translate speech into print. Often at this stage
there is a great deal of talking while writing as children attempt to represent actual
words.

The stages of early writing isition can be further by looking

at the elements of early writing. The development of children’s early writing can
be viewed as an involvement of letters, words and word groups at the one time,
rather than occurring sequentially (Clay, 1975; DeFord, 1980; Heald-Taylor, 1984).
Children learn to write naturally in an environment where writing is encouraged.
The elements discussed in this section are based on the theory that children's
writings involve the playing with marks on paper, the development of social
relationships during writing and the personal satisfaction when the product is
finished.

The young child’s first scribble on the kitchen wall represents the early
developmental stage of writing. Some researchers liken scribbling to babbling or
the early developmental stage of speaking. First scribblings are precommunicative
because children are unable to "read" their own productions (Heald-Taylor, 1984).
This type of scribble (see Figure 1) often has vertical as well as horizontal
movement and a sense of left to right directionality, but there is no ability to create

meaning.
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Meaningful scribbling (Figure 2) usually has systematic repeated marks

such as circles, squares, dots and vertical lines and closely resembles handwriting.
Some form of directionality is evident as writing starts at the top left corner, moves
from left to right and/or returns down the left side of the page. There is some
spacing and word matching in this element of early writing and although it may not
appear so to the adult reader, there is a sense of a story being told. In Figure 2 the
letters x, f, and t can be distinguished. In addition, there was verbal interaction
between the child and the adult during writing.

Early writing may also have an integration of scribbling, drawing, letters
and words which can be seen in the face and letters of Figure 3. Children as young
as three can demonstrate the difference between drawing and writing when
requested to produce samples of each (Harste, Woodward & Burke, 1984).
However, children are very flexible in their early writings and switch back and
forth from scribble to drawing letters quite freely since both can be organized for
communication. When scribble is integrated with words, scribble begins to
diminish for some children. It is an individual process since the shift is gradual for
some and rapid for others. Although these conclusions were drawn by Heald-
Taylor (1984) after studying hundreds of writing samples, they were not intended
to be a developmental measure, but rather a guideline for observing children’s
growth in writing.

Random letters are often us=d to represent words, in particular the child’s
name. Figure 4 is an example of random letters, some of which are reversed.
When young children use random letters in their writings, numerals and letters are
often tacked on and both capital and lower case letters are used as in "moMMy",

They like to produce letters that are familiar and easy for them.



Figure 3. Example of integrated scribble.
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Figure 4. Example of random letters.
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Directionality may also be evident when experimenting with letters. Some

pre-school writing samples of random letters appear to contain letters or clusters

of letters that are not intended to represent a specific word whereas other samples

appear to have one letter representing an entire word (Vukelich & Golden, 1984).

Each writing sample may change as children do not seem to be functioning at any
single stage of writing randormn letters.

Some hooler’s writings
2

a sound/symbol relationship.
This can be seen in Figure 5 as "mom" and "mi" are easily recognized. Often
during these writings the child’s name is recognized as well. When there is spacing
and distancing between symbols, it usually indicates the development of syntax.
The sound/symbol relationship is a difficult concept for young children to master
since the sounds of the letters in oral language often confuse children when they
are recreating words (DeFord, 1980). They are unable to determine where the
spacing occurs and often run the words together. For example, a child’s attempt to
write "Kentucky Fried Chicken" may look similar to "TCCFRCHKN". This often
results in words that are not considered standard English. Wiseman and Watson
(1980) found that the word production of the pre-schoolers in their study was
either represented by the beginning, medial or ending letters. The examples used
by the researchers were the use of A for airplane, K for Erika and E for Mickey.
Another element of children’s early writings is their use of invented spelling
(Figure 6). As they attempt to convey a message, children often practice their own
spellings. A great deal of pleasure is derived from writing known isolated words
such as "mom" or "love". When exploring with the creation of words, children may

use words they know, words around the room or words from
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Figure 5. Example of sound/symbol relationship.

——

Figure 6. Example of invented spelling.
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previous experiences. Invented spelling can be seen in Figure 6 when this child
attempted to write, "I love you"

It appears that the stages of early writing unfold when children are provided
with an environment to write. If writing is modelled for them and they receive
positive reinforcement for early scribblings, writing will develop naturally. Some
researchers believe that writing

pI begins with scribbling and prog;

to invented spelling. However, these developments may all occur at once as

opposed to sequential stages.

The Traditional M

One of the approaches to learning that parents may choose for their pre-
schoolers is the skills approach. When used in pre-school its goal is to teach
children clearly defined academic skills that are believed to prepare them for
reading and are usually referred to as reading readiness skills. These skills focus
on the recognition of shapes, colours, the alphabet and numbers. Visual

rhyming and ification al: i iness skills.

materials isting of and are

the backbone of the skills program. Materials are used to reinforce specific
concepts such as rhyming words. The child’s first experience with a worksheet that
teaches rhyming words may have only the illustrations of a "fan", a “can", a "foo."
and a "man’, and together with the teacher the group decides which three words
rhyme. The children then colour the three correct illustrations. When most of the

children can master this type of work i dently, the class is i to

a worksheet that contains words that label the illustrations. For example, the

worksheet will now include the words "fan”, "can”, "foot” and "man". Again they
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have to colour the correct illustrations. The next worksheet will contain the words
"fan", "can", "foot" and "man" without the illustrations. The children now have to

locate the rhyming words. This gradual use of worksheets to introduce children to

words is one way in which the iti h deals with
development. Although the vocabulary is controlled, it is hoped that by the end of
the exercise children will have developed a listening and sight vocabulary for the

words that have been used.

The use of is popular in pre-school because

materials, which enhance fine motor control are too costly. As well, worksheets
are more convenient and are easier to prepare (Stone, 1987). Worksheets can also
be taken home, providing parents with evidence of useful work. Early childhood

feel p d by parents to have children bring something

concrete home at the end of the day. Worksheets usually require that children
select or fill in the correct answer and reinforce success. For example, a worksheet
that teaches visual discrimination may require children to select from a row of
pictures, the apple that is different. Over the next couple of days, the children are
given similar worksheets which contain pictures of other foods and they are
instructed to find the picture that is different. Again, it is the completion of the
task that is being reinforced. If children notice similarities and differences in
pictures, it is assumed that they have the ability to see similarities and differences
in letters and words. The next series of worksheets may contain a row of letters
and children are required to find the letter that is different. When visual
discrimination of letters has been mastered, children may then proceed to similar
worksheets containing words.

The skills approach supports the theory that the more drill and practice

given to a skill, the greater the retention of that skill for young children and, hence,
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the more ready they are to learn to read. In order to achieve this level of

retention, skills are usually taught in isolation. For example, the recognition of
letters is often perceived as the important element which must be mastered before
proceeding to beginning consonant sounds and on to the mastery of words. One
method of achieving this progression is through repetitive daily flashcard exercises.
Flashcards, each bearing a letter of the alphabet, may be used in this way to
reinforce the skill of letter recognition. In this activity the teacher shows the group
a card approximately 5" x 7" bearing the letter "B" and each child in turn is asked
to make the correct response which is the name of the letter. A new letter is
introduced each day the class meets until all the letters of the alphabet ure
covered. As a review exercise, the teachers holds up an alphabet flashcard and the
children are expected to respond in unison at a pace that is repetitive and rapid.
This method is repeated to teach the sound of the letter, but this time the flashcard
contains "B" and the picture of a "ball". Many early childhood educators find it
easy to teach skills in this way (Willert & Kamii, 1985).

There is a strong emphasis on correct letter formation in the skills approach
to learning (Newman, 1985). The mechanics of writing are often stressed in pre-
schools because early childhood educators are aware that some kindergarten
teachers consider the ability to use a pencil a necessary readiness skill for entering
kindergarten. Early attempts at alphabet writing may be imitations of the teacher’s
correct forms at the top of the page or the alphabet charts around the room. This
is supported by the belief that children should learn to write correctly from the
beginning since it is difficult to unteach, once bad habits have been formed. As a
result children are asked to imitate adult-made models of writing, to over-write
letters, to do hand-held writing, and to colour within predefined lines. Such skills

are considered necessary to prepare children for the difficult task of writing.
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The skills approach also includes activities where the whole class works
together to write a story on an experience chart. The teacher usually suggests what
the group will write about, the form it will take and the tools and materials to be
used. The ideas of the children and teacher are utilized in this method. An
cxample of this skill would be the writing of a thank-you letter to the firemen after
a field trip to the fire station. The teacher does the writing, suggests ideas and
corrects sentences contributed by the children when they are not grammatically
correct. It is the end product which is considered important rather than the
process.

The program content may also reflect items on a standardized kindergarten
readiness test. These tests are concerned with the skills that are typically
prerequisite for specific instructional programs (Meisels, 1987). Usually reading
readiness tests are group pencil and paper tests made up of different sub-tests
which include items dealing with vocabulary development and visual and auditory
discrimination. The decision to incorporate these skills in a pre-school program
may result from pressures placed on early childhood educators to prepare children
for kindergarten.

The skills approach is also product oriented and children are sometimes
rushed through activities in order to have a product at the end of the day. For
example, every child in the class is individually brought to the arts and crafts centre
then quickly brought to the next centre, learning games, to ensure that everyone
has something to bring home and has participated in all the activity centres. The
completion of products in this manner offers reassurance to parents that learning
has occurred in a quiet atmosphere and that there has been a concentration on the

mastery of important basic skills (Williams & Kamii, 1986).
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The characteristics of the skills approach that have been outlined in this

section of the paper suggest the following outcomes: (a) children should conform
to the pre-school program; (b) emphasis should be placed on preparing children

for ki ten; and (c) daily

petitive drill and practice is necessary to ensure
learning. This represents one of the approaches to learning that parents of pre-

schoolers may choose for their children.

The Whole Language Model

The whole language approach is an alternate way of learning that may be
utilized for developing emerging literacy in pre-schoolers. Before this approach
can be considered as an effective one, it is necessary to look at its characteristics
and how it relates to what is currently known about literacy development.

Emerging literacy refers to the functions and conventions of print and how
they are used by children in their attempts to read and write (Teale, Heibert &
Chittenden, 1987). The whole language approach is based on this concept as it
uses the regular reading of stories with predictable endings to encourage the child
to "read" consistently while at the same time providing a model for early attempts
at writing. The whole language approach is child centered and encompasses many
characteristics for developing emerging literacy.

One of the characteristics of a whole language approach to learning is the
treatment of language in its entirety. Language should be kept "whole, meuningful
and relevant for the learners" (Goodman, 1986, p. 9). The time spent breaking
language into bits and pieces as it is often done in the teaching of beginning phonic
skills could be used more effectively if reading, writing, talking and listening were

integral parts of the lesson. When language is real and natural it makes more
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sense to the young child. The focus is then placed on obtaining meaning rather

than on the mechanics of the language.

In whole language classrooms children use language to talk, listen, read and
write every day (Hopkins, 1977). Children are encouraged to participate in activity
centres where language is promoted such as the writing corner, the dress up corner
and the talk and listen corner. This type of classroom organization utilizes the
print and speech in the environment and encourages a balance between the
development of the four language processes: speaking, listening, writing and
reading. Children need opportunities to read and write frequently and in an
uninterrupted manner just as they do when they are talking and listening. A warm
and secure setting which invites children to read, paint and draw, dress-up, observe
and tape record, display, sit, think and write will achieve this. Allowing children to
explore and experiment in quiet places, noisy places, messy places as well as clean

and tidy places in a print filled environment promotes reading and writing in a

natural, i way. Vi ies are also as children interact with
one another and the teacher.

An initial reading environment, such as pre-school, should be one where
children learn to read and write as naturally as they learn to talk (Goodman &
Goodman, 1979). One way to accomplish this is by maximizing the use of the
dramatic play area. When this area is converted into a restaurant, children are
very anxious to recreate a real-life situation of a family dining out. Role playing
the waitress, the matre d’hotel and the family becomes a learning experience as the
participants decide about writing and reading the menu. There should be no
difference in the way a child learns to read and the way he or she learns oral
language since both should be learned at the same time. Therefore, it is not

accurate to refer to learning to read as having a reading readiness component since
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“children begin to learn to read from the time they are first read to in the home"

(Doake, 1986, p. 14). Children’s language development is enhanced and supported
when they are given occasions to experiment with functional language in a natural
supportive environment, For example, the recognition of the colour word "red"
may be aided by reading a picture story book such as Red is Best (Stinson, 1982)
which contains whole, meaningful, exciting and inviting language. In a classroom
setting where children can go to the library comer and request a book for the
teacher to read, learning concepts such as the recognition of colour words occurs in
a natural way. When language is whole the beginning stages of literacy become a
natural learning process that is linked with the whole development of the child.

A second characteristic of the whole language approach to learning is that it
is child-centered. With the child at the centre of literacy learnirg, efforts are made
to meet individual interests and needs. Since the teacher seeks suggestions in
planning classroom activities, the children feel that they have an input in the
choices and decisions made, thus making learning more enjoyable (Doake, 1986;
Goodman, 1986; Hohmann, Barnet & Weikart, 1986; Newman, 1985; Rich, 1985).
Giving children the freedom to make choices encourages them to develop their
own projects and allows them to experiment as they become engaged in literacy.
However, it is important to maintain a balance between freedom and control in
program planning, It is apﬁropﬁa!e to accept young children’s suggestions as
efforts are made to meet individual needs, but because children lack experience it
is advisable for it to be a sharing process. In this way, the teacher is a learner as
well. For example, the children rather than the educator, may suggest converting
the playhouse into a play supermarket because they enjoy experimenting with the

environmental print on the boxes and cans as well as developing price lists.
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As this secure and i i unfolds in the

child-centered classroom, young children are assisted in their decision making
while experimenting with the activity centres that are developed around thematic
units. If the theme is Fall, for example, a child may select a book about Fall from
the library corner and ask the teacher or another friend to read to him or her.
Because it is a warm and supportive classroom, he or she does not feel inhibited
about choosing this particular activity when there are so many others from which
to choose. It may also be a book that the child has asked to have read repeatedly.
The early childhood educator is then a stimulator, facilitator and a provider of
necessary materials. The facilitator provides pre-schoolers with opportunities to
take responsibility for their own learning in stimulating and enjoyable ways. This
is accomplished through the selection of materials that meet the needs of the
children rather than forcing them through a prescribed program.

A third characteristic of the whole language approach to learning is that it

is i based. This ch istic allows children to become immersed in
natural, meaningful language and develops a habit of reading for pleasure. A
literature based program utilizes all the trade books that are available from public
libraries and book stores as well as pharmacies, department stores, book clubs and
magazine subscriptions. It is a good idea to expose young children to as many well
written books as possible in order to extend their vocabularies. Texts such as
Children’s Literature (Huck, 1979) can be instrumental in developing a list of good
children’s books.

‘When some children enter pre-school, they have already experienced story
reading at home because many parents believe that no child is too young to derive
pleasure from books (Doake, 1986; Taylor & Strickland, 1986). When parents

create a warm and loving atmosphere while reading a book such as Goodnight
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learning, parents read to their children regularly. There is usually interactive

behavior between the parent and child during story book reading which helps the
child construct meaning from print. Reading to young children also aids them in
developing a sense of how stories are constructed which is essential in learning to
read and write. As discussion continues in experiencas with literature, parents help
children in their comprehension of stories, their sense of story structure and their
language development.

If young children develop a sense of how to read and write as a result of
family story book reading, a pre-school environment that utilizes a great variety of
children’s literature can become a natural extension of the home. Pr.dictable
books, such as Brown Bear, Brown Bear (Martin, 1970), made into big books to
develop reading in a shared approach is one way of extending home reading into
pre-school (Holdaway, 1979). A "big book" can be either commercially made or
homemade. It is an enlarged version of a text which allows children to see easily
and to follow the print in a group situation. Big books encourage young children to
role play as successful readers which creates a confidence in beginners as they
learn to look for meaning in print (Lynch, 1986). Big books also help to develop
an interest in reading and writing (Holdaway, 1979; Watson & Lusthaus, 1985).
The print is easy to see and follow, which makes reading more enjoyable than
attempting to see regular size print and illustrations in a large group setting. The
illustrations then provide clues for aniicipating endings of sentences and stories.
With the aid of pointing, this method helps to develop an understanding of
directional flow, the top and bottom of the page, front and back of a book as well
as blocks of letters and words.

The story knowledge and awareness of reading that young children acquire

while having stories read aloud to them are far more significant in developing
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The story knowledge and awareness of reading that young children acquire

while having stories read aloud to them are far more significant in developing
emerging literacy in pre-schoolers than many other typical activities that occur

(Jensen, 1985). Retelling stories givzs p

practice in ing story
events and in learning to use conventional story language (Morrow, 1985). Having
young children retell stories after hearing them read improves their level of
comprehension.

A fourth characteristic of the whole language approach is that it emphasizes
writing. A whole language classroom for pre-schoolers should be one that has
considerable opportunity for writing. (Bissex, 1985; Clay, 1975, 1980, 1986; Dyson,
1983; List, 1984; Milz, 1982; Newman, 1984; Vukelich & Golden, 1984; Wiseman
& Watson, 1980). Wiseman and Watson studied four and five year old children to
observe their written language competency. The seventeen children in the study
were asked to complete three writing tasks at three different ressions. The tasks
included asking children to write: (a) everything they could write; (b) a written
conversation between a child and an adult; and (c) a story of their families

accompanied by a picture, Some children p scribbles and

letters when asked to write, ing that they that

writing involves letter production. Other children produced letter-like elements to
represent writing showing that writing takes a certain form. Fourteen children
arranged letters in a sequence to look like a word. Another response was to
represent an entire word like "dolphin” with one letter such as "D". Some children
combined drawing with scribbles and letters when unable to attempt a word.
These results indicated that these children were already aware of print production

and understood the function of print.
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Somewhere between the ages of three and five children become aware that

written symbols convey meaning and that people make marks on paper
purposefully (Clay, 1986). Young children imitate adult behaviors by scribbling,
linear mock writing, and writing mock letters. Many children are also able to see
the difference between writing and drawing and may seek the help of an adult
when developing captions for their drawings. Others take the initiative and create
their own sentences to support the drawing. Since a goal of the whole language
approach to learning is to expand on the knowledge that children already have
about reading and writing, it is appropriate to provide pre-schoolers with print in
their environment and opportunities to observe adults using print to read and
write.

A pre-school environment that is rich with writing is one in which the

children are active partici as a result of appropriate tools, plenty of time and

ample opportunity to write (Atkins, 1984). Availability and accessibility to items
such as pens, pencils, felt tip markers, lined and unlined paper, magnetic and

wooden letters, yp chalk and d contribute to

children’s early attempts at writing. Additional tools that may entice a young child
to write are sand, flannelboard, letter cookies, shaving cream, body letters or
marshmallows. Imaginations are activated when it is suggested to children to use
their bodies to create a letter of the alphabet or to create their very own art
activity with materials such as marshmallows and shaving cream. The sandbox
becomes a more interesting place to write one’s name than using paper and pencil
and helping make cookies for snack by designing one in the shape of a letter
representing one’s name creates a link between reading and writing. The whole
language educator also encourages opportunities to write as they happen in

everyday life. Writing cheques, making lists, writing to family and friends, writing
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names on clothing, writing recipes, writing experience charts, writing up library

cards, writing post cards, writing letters to Santa and making get-well cards should

allbe part of a writing-oriented These opportunities enable children to
develop writing naturally and to extend their writing knowledge.

Accepting the final product and understanding the errors without emphasis
on the mechanics of writing fosters the enjoyment and developraent of a child’s
early attempts at inventing spelling (Tway, 1983).  Children go through
developmental stages when acquiring a written vocabulary. A pre-schooler may
intersperse i-tters among the scribbling of wavy lines and circles. Eventually the

writing will have less scribbles and more letters. These early attempts are often

p with the system d with a knowledge of speech
sounds such as Kt for Kate and should never be discouraged, but cherished
instead. When early attempts to make writing functional are accepted, children
are eager to continue inventing spelling independently. Writing will be seen as an
important part of life when itis positively reinforced.

The whole language environment should be one that encourages

exploration and experi ion with written language (Newman, 1984). One way

to i ionand expl ion is to develop activity centres in the

classroom. An activity centre is an area of the classroom that is designated for a
specific activity such as art. These centres can be organized by incorporating a
theme approach into the pre-school program. The thernatic approach relates
activities and teaching materials to a particular story or topic, such as space
(Holdaway, 1979). Centres that have been developed around this theme would
proviie creative and stimulating activities that encourage problem solving and
learning by doing. The idea of offering children a variety of activities is utilized in

a preschool classroom because, "Young children learn best through active
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and exp ion of ials with ities to initiate their own

leaming projects” (Elkind, 1987, p. 14). As children select activities, they are
assuming responsibility for their own learning. Children should be able to waork at

the centres for as long as they need without the pressure of competing with other
children for style, speed or quantity. Centres allow pre-schoolers the opportunity
to play with toys, with language and with each other at their own pace. An activity
centre is a place in the classroom where every child is actively involved in his
learning in a natural and enjoyable way (Stone, 1987).

‘When structuring aclivity centres in the whole language classroom, it is
important to incorporate the language processes of speaking, listening, writing and
reading (Hopkins, 1977; Early Childhood and Literacy Development Committee
of the International Reading Association, 1986; Rich, 1985). Activity centres might
include: (a) awriting centre; (b) a nature centre; (¢) a book corner; (d) an arts and
crafts centre; (d) a dress-up corner; (¢) @ music centre and listening station; () a
computer centre; (g) a block corner; (h) a sand table; (i) a water table; (j) a

woodworking centre; and (k) 2 manipulative centre. An example of one of these

centres at work may be the develop of the ics concept,
correspondence, while utilizing the materials that have been made available at the
writing centre, The centre may consist of an assortment of cards and envelopes
and the children, through eiploration. match the cards to appropriate sized
envelopes. All the while there is considerable verbal interaction and, if the
children wish, writing on the envelopes.

A fifth characteristic of the whole language approach to learning is the

of parental invol Through i i the link

can be secured between home and pre-school. When parents are aware of what is

happening at pre-school, they can foster the enjoyment and development of
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reading and writing to enable literacy to emerge naturally. Parents can provide
valuable assistance in helping children begin to read and write by becoming good
role models through writing and exchanging notes with their children. Parents can
also be very useful resource people for the program. For example, a father who is a
fireman may like to bring in props such as his hat, coat and fire extinguisher, and
talk to the children about his job which is part of the theme community helpers.
Another way of getting parents involved in their children’s literacy is by having
children take books home tc share with them (Holdaway, 1979).

The whole language approach to learning with its emphasis on helping
young children make better sense of their own experiences and environment is one
way of developing emerging literacy. This approach, which attempts to duplicate
the positive home learning environment, encourages the liberal use of children’s

books, exposes children to writing through the use of invented spellings and

y by focusing on verbal interaction in all
activities. Whole language teachers allow children to control their own learning by
accepting suitable suggestions for program planning and providing choices in

activity centres.
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CHAPTER HII

Methodology
The purpose of this chapter is to provide a description of the procedures
used to obtain the information needed to support or reject the investigated
hypotheses. Included are the hypotheses and descriptions of the sample, the

experimental design, the testing instruments and the data analysis procedures.

Hypotheses

The experimental design was set up to specifically test the following

hypotheses.

Hypothesis 1: Children who are participating in a whole language, child-centered
pre-school program will acquire a greater degree of vocabulary knowledge than

children who are participating in a it teach d approach when

controlling for prior knowledge.

Hypothesis 2: Children who are participating in a whole language, child-centered
pre-school program will acquire a greater degree of early reading ability than

children who are participating in a traditional, teacher-centered approach when

controlling for prior knowledge.

Hypothesis 3: Children who are icipating in a whole | hild |

pre-school program will acquire a greater degree of writing knowledge than

children who are participating in a it h d app h when

controlling for prior knowledge.



The Sample

‘The population for the experiment consisted of all students enrolled in a St.
John’s pre-school program for four year olds in the Fall semester of 1988. The
sample (n=40) consisted of those students who reached the age of four years by
December 31, 1988. This cut-off date was selected to ensure comparability of ages.
Each subject was assigned a number representing the order in which he/she
registered for the program and, using a table of random numbers, was assigned to
either the experimental or control group.

There were 20 children in the experimental group, nine of whom were
female and 11 were male. The control group consisted of 13 females and seven
males for a total of 20. The mean age of the experimental group was 52.65 months

and 52.70 months for the control group.

The Experimental Design

The study used a pretest-posttest control group design (Campbell &
Stanley, 1966). The experimental group (n=20) was given a pretest battery, a 12
week whole language program, and then a posttest using the same test battery.
The control group (n=20) was given the same pretest, a 12 week traditional skills
program, followed by the posttest. This design was used in an attempt to compare
the effects of the two program approaches in the development of emerging literacy

in pre-school children.

Pretest
The pretest battery consisted of the Peabody Picture Vocabulary Test -
Revised, Form L (Dunn & Dunn, 1981), the Test of Early Reading Ability (Reid,
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three writing tasks were similar to those used by Wiseman and Watson (1980) and

consisted of: (a) the response to the instruction "write anything you can write"; (b)
a written conversation; and (c) the caption accompanying a drawing of the subject’s
family.

‘The testing took place in a quiet room within the pre-school centre, and was
conducted by the author with whom the children were familiar through her role as
pre-school director. The children were tested individually over a ten day period in
early September. The testing sessions usually took between 15 and 25 minutes and
children were removed from their regular activities to complete the testing. One
child refused to be tested on initial request but was persuaded to return for testing
on a different occasion. A second child refused to be tested and was removed from
the study which reduced the size of the group from 21 to 20 since there were 21
subjects in this group initially.

Postiest

The posttesting was conducted in the same manner as the pretest, but with
the following modifications. Instead of Form L of the Peabody Picture Vocabulary
Test-Revised, the alternate Form M of the test was used to eliminate problems
associated with possible learning effects from having taken the test previously. No
alternate form of the Test of Early Reading Ability was available. One child was
absent due to illness during the administration of the posttest and was unable to

complete the test.

Treatment
The subjects in the study attended the pre-school program three times a
week for three hours each session over a period of twelve weeks. Two different

approaches to developing literacy were used. The children in the control group
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were exposed to a traditional method using a variety of commercial materials
while the children in the experimental group were exposed to a language centered
method using trade books and teacher-made materials.

Each group was led by three pre-schocl teachers who were randomly
assigned. Teachers A, B and C led the control group. Teacher A was in her mid-
forties, had two years training in primary education at the university level and ten
years teaching experience. Teacher B was in her late thirties, had three years
university training in primary education and two years teaching experience.
Teacher C was in her mid-twenties, had received a BA(Ed) degree, and had three
years teaching experience. Teachers D, E, and F led the experimental group.
Teacher D was in her mid-forties, had two years university training in primary
education and nine years teaching experience. Teacher E was in her early thirties,
with two years university training in primary education and had completed five
courses in early childhood education. In addition she had ten years teaching
expetience. Teacher F was in her late twenties, held a diploma in Early Childhood
Education and had two years teaching experience. Both groups had equal access
to the two program rooms and the gymnasium. Each group spent two and a half
hours in the program rooms and half an hour in the gymnasium per daily session.
A training session to inform al! teachers of the program philosophies, objectives
and room organization was held prior to the study. The investigator spent equal
time with each group giving guidance and direction as required. In addition, the

investigator led the weekly planning meetings to ensure that the activities for both

groups were planned ding to the guideli ped during the planning
session.
The basic material used with the control group consisted of commercial

reading readiness work books which included ABC, 1-2-3 (Goldsmith, 1984), All
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Aboard for Readiness Skills, (Carson & Dellosa, 1982) and The Curriculum From

A_to Z, (Good, 1984). Teacher-made games such as a colour match-up were
developed and the children were frequently required to follow specific instructions
while completing worksheets in order to develop skills. The control program
focused on classification, colour recognition, visual and auditory discrimination,
rhyming words and recognition of the letters of the alphabet. Activity centres
consisting of arts and crafts, science, library, dramatic play, music, small group
activity, and large muscle play were developed. Writing for the coucrol group
consisted of worksheet activities and drawings. When language experience was
used, the teacher chose the topic, the method to be used and guided the language
to ensure that it was grammatically correct. A description of the activity centres is
given in Appendix A.

Language experience activities were also used in the experimental group.
Children contributed to the activity while in small groups of eight by deciding on
the topic to be written as well as the format, that is, 2 letter or a chart. Children’s
language was used in the exercise and incorrect grammar was accepted. Repetitive
poetry rhymes and predictable trade books were also used. The basic principle in
such predictable books is that the children arc able to anticipate words and

phrases. The children were first d to sign inat the

of each session. The sign-in register was a teacher-made book consisting of
unlined pages wiih the date handwritten on the top of each page. The sign-in table
was placed near the entrance of the room to encourage children to sign their
names when they arrived. Samples of the sign-in register can be found in
Appendix B. This method of having the children sign in as they arrived was quite
different from the roll calling method used in the control group. There, the

children sat in a circle while the teacher called their names and they responded
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“here” when they heard their own names. Since the children in the experimental
group enjoyed the sign-in register, it was decided to place personal journals at the
writing centre for them to use whenever they wanted. These journals were also
teacher-made consisting of unlined pages. Once the child indicated an interest in
writing in the journal, usually there was a discussion between the child and the
teacher about the topic. When the subject was decided, the teacher wrote an
appropriate question while verbalizing it. The child responded, usually modelling
the teacher; that is, by answering the question verbally and in a written format at
the same time. This method was used as a starter until they were comfortable
working on their own. There was also ample opportunity for children to write in
their journals without any involvement from the teacher.

The subjects in the experimental group used the same program rooms and
gymnasium as those in the control group, but at different times. For both groups,
materials for the activity centres were stored on shelves and the centres were
partially separated from each other by storage units. The painting and craft
centres were located near bulletin boards to encourage a display of children’s art.
All the areas were accessible with each piece of furniture in a designated area
labelled. In addition, the two program rooms were filled with functional print for
both groups. Examples of functional print included labels on classroom items and
signs such as an "on" and "off' near the light switch, "up" and "down" on the
climbing frame and a Sobey's sign on the door of the play supermarket. Labels,
signs, experience charts and lists of turn-takers were visible throughout the two
rooms at all times, since it was impractical to remove them every time the control
group entered the room.

The print filled rooms, however, were utilized differently by the two groups.

Whenever there was an opportunity for discussion about the labels or signs, the
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teachers in the experimental group took advantage of it by encouraging further

conversation; whereas in the control group, discussion around the print in the
room was not encouraged and only the questions asked were answered. A similar
situation occurred in the gymnasium where different types of apparatus were set
up to encourage large motor play. The teachers in the experimental group
organized games to encourage children to read the labels and instructions on the

climbing apparatus, while the teachers in the control group set up the equipment

indiscrimi the The children in the experimental
group only participated in the organized activity when they were interested, while
the control group required such participation every session.

Although the activity centres were set up in a similar manner for the
experimental and control groups, again the children utilized the centres differently
in both groups. For example, the craft centre in the traditional group consisted of
paper plates, buttons and sticky paper shapes to be used in constructing a teacher
directed jack-o-lantern. The craft centre in the experimental group, on the other
hand, consisted of extra items such as construction paper, crayons, markers, and
coloured pasta. In addition, the children in this group were encouraged to take
extra materials from the storage unit as they created their jack-o-lanterns unaided
by the teacher. The children in the control group were not permitted to help
themselves. There is a further description of the experimental group activities in
Appendix C.

Another activity that was treated differently in the two groups was story
book reading. In the control group, the teacher read the book to the entire class
while in the experimental group the class was divided into three groups and the
reading was done three times by the same teacher. The other two groups were

engaged in another activity with two other teachers at this time. The same story
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book was used for three consecutive sessions with the experimental group, while
three different books were read in the same period of time in the control group.
During the first session in the experimental group, the teacher introduced the book

by ing a di ion about the i and print on the cover as well as

the author, illustrator, publisher and dedication inside the book. This was followed
by a discussion around a possible plot. The book was then read aloud with
enthusiasm. Pausing for questions or .omments was discouraged, as the focus was
on getting meaning from the whole story. However, children were given
opportunities to express their reactions to the book following the reading. During
the second session, the book was read again to each group, but this time comments
and questions were encouraged on every page while the story was being read.
Time was also given to examine and talk about the pictures with the teacher. On
the third day, the children were informed that the same story book was going to be
read, but this time they were invited to join in whenever they could remember a
part of the story. Upon completion, the group was asked if anyone would like to
retell the story. The book was then left on the shelf in the book corner for them to
practise reading whenever they wanted. When the teacher in the control group

read the story book, there was i pause for ions and and

when the story was finished it was placed in the office with the other teaching aids.
If the same book was being used by the experimental group, it would also be
placed on the shelf in the book corner. A list of children’s literature used in the

study can be found in Appendix D.



Testing Instruments

Peabody Picture Vocabulary Test - Revised

This test was selected to measure children’s vocabulary knowledge as a
means of determining whether tc accept or reject hypothesis number 1. 1t can be
used for subjects with a range of two and a half through 40 years and there is no
requirement that the subject be able to read. The original PPVT was constructed
by Dunn and published in 1959. The PPVT-R, the revised edition, was published
by Dunn & Dunn in 1981, It was designed to measure a subject's receptive
vocabulary for Standard English. The authors suggest that the PPVT-R is a useful
tool for research since it has two forms, L and M, which makes pretesting and
posttesting possible. They caution, however, not to interpret the results as a
comprehensive test of general intelligence.

The PPVT-R has two sets of instructions, one for subjects under eight years
of age and one for subjects eight years and over. Because the test has a wide age

range, instructions are given for establishing basal and ceiling points.

A

ing ly difficult or ly easy items to subjects would serve
no purpose since easy questions could prove to be boring and unchallenging for
bright children (Dunn and Dunn, 1981). Similarly, difficult items may be
frustrating for slow learners. Starting points have been recommended for each age
level with flexibility for starting below or above chronological level when subjects
are suspected of functioning linguistically at that level. For example, a 14 year cld
developmentally delayed child who is thought to function linguistically at a six year
old level may begin the test at the same point as a capable four year who is also

functioning at a six year old level.
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The test consists of a series of plates. Each form has 175 test item plates

and five training plates. A plate is made up of four drawings which are roughly
equal in size. When shown a plate, the child is asked to point to the correct answer
to the question asked. The authors have made an effort to keen the plates
appropriate and appealing for the successive age levels.

‘The PPVT-R was standardized on two separate national samples from the
United States, ages two-and-a-half through 40 years and ages 19 through 40 years.
The standardization samples consisted of 4200 children and youth and 828 adults.
Means and standard deviations were calculated for each age level for Form A of
the PPVT and Form L of the PPVT-R. It was decided to administer one form of
each test to twice as many subjects rather than to give both forms to 2500 subjects
since this was thought to produce more stable norms.

Evidence of the PPVT-R’s validity was provided through content validity,
construct validity and criterion-related validity. Nineteen content categories were
used to represent receptive vocabulary with the restriction that words which could
not be represented graphically were not included. The items on the test did
sample the subject matter intended to be measured and met adequate standards
for a picture vocabulary test (Dunn and Dunn, 1981).

The raw scores can be translated into percentiles, stanines, age and grade
cquivalents. Two types of reliability coefficients, split-half and alternate form,
were calculated for each age level. The authors reported a split-half reliability
coefficient range for two-and-a-half to 18 year olds from .67 to .88 on Form L and
from .61 to .86 on Form M. The alternate forms reliability coefficient for the same
age levels ranged from .71 to .89 on the immediate retest and from .54 to .90 on
the delayed retest. Forms L and M were administered in a counterbalanced order

to determine alternate forms reliability coefficients.
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The authors acknowledged that the PPVT-R measures receptive language

while other tools such as the Stanford-Binet and Wechsler scales measure
expressive language as well. This was not considered a limitation of the PPVT-R

since it still the subject’s comp ion of the spoken word.

There is no data available for criterion-related validity for the PPVT-R.
However, there is data for the PPVT and Dunn and Dunn (1981) indicated a .53 to
.87 range of correlation between the PPVT and PPVT-R. This allows the research
findings of PPVT to be applied to PPVT-R in the area of criterion-related validity,
The scores of PPVT were correlated with those of the reading subtest from the

P i Tests to

the extent to which its test
performance is related to another valued measure of performance. The median
validity coefficient was .69. The PPVT was also correlated with the Peabody
Individual Achievement Test General Information and Total Test. The resulting
median validity coefficient was .68.
Test of Early Reading Abili

‘This test was selected to measure children’s early reading ability as a means
of determining whether to accept or reject hypothesis number 2. Designed for 3-7
year olds, it is administered individually. Because there are no time limits imposed

on the subjects, the test can be ini ina

Designed to fill the gap in the domain of reading assessment in young
children, the Test of Early Reading Ability (Reid, Hresko & Hammill, 1981)
measures both skills and emergent reading behaviour by gaining information about

the child’s awareness of meaning, alphabet

gnition and reading
Composed of three sub-scales, the TERA measures the child’s ability to construct
meaning from print, learn the alphabet and its functions, and discover the

arbitrary conventions employed in reading written English. The first component
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measures the child’s ability to construct meaning from print and consists of signs,

logos and words frequently seen in situational context, a series of vocabulary items
from which the children must select two words that "go with" a stimulus word, and
questions to assess comprehension. For example, to measure the child’s ability to
construct meaning from print a child may be shown a picture of a supermarket and
asked to tell everything about the picture, Another example may be a picture of a
traffic sign with three words under it. The child is then asked to point to the word
that goes with the picture. Comprehension is assessed by having the child retell a
well-formed story that has been read aloud to him/her. A poirt is scored if one of
the several given ideas is expressed.

The second of the TERA the child’s ledge of the

alphabet and its functions. This is achieved through letter and numera) naming,
alphabet recitation, oral reading and proofreading. One way used to test this
ability is to show the child a card containing three letters of the alphabet. The
examiner points to one letter at a time and asks the child to say its name. Oral
reading is assessed by presenting the child with a card containing a sentence such
as "The cat is tan". The entire sentence must be read accurately. To assess
proofreading the child is shown a card containing five sentences, two of which
contain errors. The child has to be able to read the sentence using context cues in
order to show the investigator which two sentences are incorrect. Both of the
sentences must be identified.

The third component of the test measures the child’s ability to respond to
the conventions of written language. This is measured by instructing the child to
indicate, by pointing, an awareness of the top of the book, the bottom of the book,
or where the story begins. The items are designed to assess the child’s book

handling ability and other conventions of print such as punctuation, left-right
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orientation and the spatial presentation of the story on the page. To assess

punctuation, the child is asked to indicate on a card containing two columns of a
story, where the sentence that has been read ends and the next one begins. A child
can score a point for left-right orientation by indicating on a card where the story
begins and ends. Spatial presentation is assessed by showing a card containing a
picture such as a book and asking the child to locate the top and bottom of the
book. There are three sub-scales to the TERA, and the TERA generates both a
total TERA score and the three indicated sub-scores which are reading meaning,

alphabet ition and reading

The instrument was standardized based on scores from 1184 children from

thres to seven years inclusive (Reid, Hresko & Hammill, 1981). Mean and

standard deviations of scores were for each age level. The raw scores
can be into i p iles, and, when appropriate, reading uge
i ili were calculated for each age level using

Cronbach’s alpha and the associated standard levels of measurement. The
reliability coefficients for the ages of children in this study ranged between .90 and
97.

Evidence of the test’s validity was provided through content validity,
criterion-related validity and construct validity. The items on the test did sample
the subject matter intended to measure (Reid, Hresko & Hammill, 1981). The
format and item selection was demonstrated to be appropriate for the three to
seven age level.

The scores of TERA were correlated with those of the reading subtest from
the Metropolitan Achievement Tests to determine the extent to which its test
performance was related to another valued measure of performance. The

resulting coefficient for criterion-related validity was .66. The TERA was also
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correlated with the composite score from the Test of Reading Comprehension with
a coefficient of .52.

The construct validity of a test refers to "the extent to which test
performance can be interpreted in terms of certain psychological constructs”
(Gronland cited in Reid, Hresko & Hammill, 1981, p. 14). The Pearson-product
moment correlational procedure was applied to the data to show the relationship
between the TERA scores and chronological age and resulted in a coefficient of
.85. The relationship of the TERA to tests of intelligence, language and school
readiness was also determined. The scores were all statistically significant at the
.05 level and the coefficients ranged from .37 to .82 The TERA was also shown
to differentiate between groups known to differ in reading ability.

Writing Samples

Since literacy involves writing as well as reading, it was necessary to
compare the development of children’s writing in the whole language group with
that of children in the traditional group. Neither the TERA nor the PPVT-R tests
children’s early writing abilities. Therefore, it was decided to collect samples of
children’s writing similar to those used by Wiseman and Watson (1980) in their
study.

The children in each group were asked to complete three separate writing
tasks at different times. The first sample resulted from asking the children to write
anything they could write. If the children replied that they were unable to write,
they were encouraged to imitate writing as they had seen their mother, teacher or

older person write at some time. An example is shown in Figure 7.
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Figure 7. Example of a response to the instruction, "Write anything you can write"

The second sample was a written ion in which the i i and

child conduct a conversation in oral and written form. The investigator asked
questions such as "What is your name?" or "What colour is your house?" while
writing the questions on paper. Following some discussion the children recorded
their responses and were encouraged to read them back to the investigator. If they
felt uncomfortable doing this, the investigator read with them. Figure 8 is an
example of the second type of writing sample collected. The third sample
consisted of a drawing of the subjects’ families accompanied by a caption or story

describing the drawing. An example is shown in Figure 9.
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What, &S your name?

9)( e#

What colour are your eycs-?

BAPOWN

Figure 8. Example of a written conversation

Figure 9. Example of an annotated illustration of the subject’s family
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With the assistance of a qualified primary school teacher, experienced in

analyzing children’s writing, the researcher modified the criteria for rating writing
samples developed by Clay (1975). Each sample was rated on three separate
dimensions which were labeled language level, message quality, and directional
principles. These dimensions were chosen to measure the children’s early writing
ability as a means of determining whether to accept or reject hypothesis number 3.
For each dimension the writing sample was assigned a score between 1 and 5

depending upon the quality of the response. The following scales were used as

guidelines.
Language Level
Score
1 Scribble writing, linear mock writing or_mock_letters ~ Scribble

writing may be represented by indiscriminate marks on the paper. Linear mock
writing is scribbles in a line, and mock letters are variations of letter forms

2 Alphabetic representations, These are letters only.

3 Any recognizable word

4 Word group or two word phrase

5

Any simple sentence

Message Quality
1 Concept of signs exhibited Signs in the context refer to letters,
punctuations or drawings but not to traffic signs or environmental signs containing
logos.

2 Repetitive independent use of f scril ¥
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3 Subject demonstrates concept that writing conveys a message This is
evident when the subject can demonstrate an awareness that a message has been
written, but is uncertain if it is the message that was intended. 1f asked to read ita

second time the subject may read the message differently,

4 ject demonstrat concepi that ssage has been written
and that the subject knows what that message is This is evident when the subject

confidently reads the message to the investigator and the written message closely
resembles what has been read.

5 Repetitive i use of sentence patterns Sentence patterns

such as "I love you'

love Mommy" are evident.

Directional Principle

1 No evidence of directional k

2 One of three directional principles used (a) start at top left of page,
b) move left to right, and (¢ rns to start of next line

3 Reversal of directional pattern

+ Correct directional pattern

S rrect directional pattern plus spaces between words

There were three seporate writing tasks rated on the three writing
dimensions. With a possible score of 5 points per dimension per task, the highest
possible score for a writing sample (WRTG) was 45.

The researcher and her assistant, who is an experienced pre-school
supervisor and a former pre-school director, worked with an experienced primary

teacher to assess writing samples and to clarify areas of disagreement in ratings.
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Following this training period the researcher and her assistant each assessed all
120 writing samples. In the event of an initial disagreement in assigning a rating to
a given sample, discussions concerning the reasons for disagreement were

undertaken and continued until agreement was reached.

Data Analysis

An analysis of the data was conducted for each test in the test battery.
First, simple descriptive statistics were generated to produce means and standard
deviations for each variable. Because the posttest scores for the writing sample
showed substantial variation between the experimental and control groups, it was
decided that a more accurate analysis might be obtained if the writing sample
scores were broken down into three subscales. Secondly, correlations between the
variables were calculated, with significance fixed at the .05 level. The third phase
of the analysis consisted of analysis of variance which assessed the difference
between the experimental and control groups on the dependent variables, carly
reading ability (TERA), receptive vocabulary (PPVT-R) and writing ability
(WRTG). Finally a regression analysis was computed to verify the findings from

the other statistical procedures.
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CHAPTER IV
Findings and Interpretation
The purpose of this chapter is to present the findings of the statistical
analysis of the data collected during the study and to interpret these findings. The
investigator used a number of statistical procedures to determine whether the

three hypotheses should be accepted or rejected.

Pre Profi

Table 1 shows the mean and standard deviation scores for the experimental
and control groups on the pretest items. The experimental and control groups did
not differ significantly on any pretest item. The mean scores for the experimental
group on the PPVT-R, the TERA and the writing samples were 5.06, 4.04 and
15.00 respectively. This compared with scores of 5.12, 3.85, and 13.90 on these
tests for the control group. PPVT-R scores are recorced as age equivalents and
TERA scores are represented by the reading age. The highest possible score for
writing samples is 45.

Table 1

an rd Deviations: Prete:

Experimental Corirol
ean .D. M

ean S.D.

PPVT-R 5.06 122 512 0.88
TERA 4.04 0.67 385 0.68
Reading Meaning 5.05 1.50 4.15 153
Alphabet Recognition 235 1.69 215 1.69
Reading Conventions 105 0.76 095 0.51
Writing Sample 15.00 6.60 13.90 5.17
Language Level 5.35 1.98 4.95 1.54
Message Quality 555 3.17 5.05 233

Directional Principle 4.10 1.89 3.90 171




Posttest Profile

Table 2 shows the mean and standard deviation scores for the test items on
the posttest. For the PPVT-R the mean scores for the experimental and control
groups were 5.75 and 5.73, with standard deviations of 1.42 and 1.11 respectively.
For the TERA the means scores and standard deviations were 4.43 and 0.89 for
the experimental group and 4.09 and 0.73 for the control group. The writing
samples showed greater variation between the experimental and control gronps
with mean scores of 22.45 for the experimental group and 15.90 for the control
group. Standard deviations were comparable at <.24 for the experimental group
and 5.52 for the controls. Since there was considerable variation in the writing

scores, it was decided to examine the writing abilities of the sample in more detail.

Table 2
Mean and Standard Deviations: Posttest Scores

Experimental Control
.D. M S.D.

lean

PPVT-R 575 1.42 573 L1l
TERA 443 0.89 4.09 073
Reading Meaning 6.15 2.94 4.95 209
Alphabet Recognition 3.05 2.55 3.00 1.97
Reading Conventions 1.63 0.90 125 044
Wmmg Sample 2245 6.24 15.90 552
Language Level 732 1.77 430 1.84
Message Quality 853 2.48 630 213
Directional Principle 6.63 1.50 530 2.56
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Writing Sample Analysis - Pretest
Tables 3 and 4 show the distribution of writing sample scores for the
experimental and control groups on the pretest. The scores recorded for each
subject reflect the number of times the specific writing behaviour was observed in
the three pretest writing samples. Results of the pretest writing sample analysis

are presented broken down by specific writing behaviours.

S i

Scribble writing Most of the children used scribble writing in their writing
samples. Some samples demonstrated a vertical and horizontal movement, while
others included either linear mock writing or mock letters. A typical sample
covered the entire page. Nearly half (55 of 120 samples) were scribble writing,
which indicated that these children did not attempt to read their message.

Alphabetic Alphabetic were evident in 45 of the writing

sumples. The letters were not necessarily correctly formed since many of them
were reversals, however, a letter formation could be recognized. Letters used were
often familiar letters such as those in the child’s name.

Recognizable word Very few children used a recognizable word in the
pretest writing samples. Those who were successful used words that were familiar
to them such as "love”, "Mom" or their own names. There was no attempt made to
copy aword from the environment such as the word "EXIT" on the exit sign.

Word group None of the writing samples contained a word group or any

two word phrase.
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Sentence Given that there was no instance of a two word phrase being used

by the subjects on the pretest, no sentence structure was observed.
Message Quality.

Concept of signs More than half of the children in the study demonstrated
an awareness of signs in their pretest writing samples. Signs such as letters,
invented letters, punctuations or drawings were frequently incorporated. When
asked to write everything they could, many children responded by drawing, which
indicated their awareness that drawing is a form of print.

Repetitiveness In the pretest there was very little evidence of repetitiveness
in either group. Some children had a tendency though to repeat scribbles or letters

to make a pattern. For example, one child made a page of circles.

of a_message being d Only one child on the pretest
indicated an intention to convey a message, although the message conveyed was
not the message that the child attempted to send. For example, instead of writing,
“this is mommy" the child wrote "mommy" but read it back to the examiner us “this
is mommy",
Attempts to convey a message On the pretest, 19 of the children were
successful in attempting to convey a message and in getting that message across.
Sentence patterns In the absence of sentences there were clearly no visible

sentence patterns.



Directional Pringij
No-evid of directional principles Only 20 of the 120 writing samples

showed evidence of an awareness on the part of the children for directional
principles. Twenty of the samples in which directional principles were used
demonstrated one of the following: starting at the top left of the page; moving left
to right across the word or line; or, returning down-left to locate the next starting
point.

One of three principles evident While 20 of the subjects used a
combination of two or more of the above principles of directionality, no child used
a single principle in isolation.

Reversal principle In the pretest, 19 of 120 writing samples showed a
reversal of the established direction of writing; that is, the writing or scribbling in
these samples showed movements going from right to left across the page or from
bottom to top of the page.

Correct directional principles None of the analyzed samples showed all
three directional principles being used. Thus there were also no samples showing
the correct use of spaces between words and lines, in addition to the use of all

threc directional principles.

Wrili ] nalysis - P

Tables 5 and 6 show the distribution of writing sample scores for the
experimental and control group subjects on the posttest. The scores recorded for
each subject reflect the number of times the specific writing behaviour was
observed. Results of the posttest writing sample analysis are presented broken

down by specific writing behaviours.
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Language Level.

Scribble writing Most of the children used scribble writing in their writing
samples. A larger number (15) of subjects in the control group continued to
demonstrate scribble writing, while in the experimental group the number of
scribble writing samples fell from 26 in the pretest to 10 on the posttest.

Iohab: Iohab, .

T were evident in 36 of the posttest

writing samples. The distribution of scores was 19 in the control group and 17 in

the experimental group.

word R izable words were more prevalent in the
experimental group, which recorded 21 examples, than in the control group in
which only seven were found.

Word group While in the pretest, no examples of word groups were
recorded, a total of 11 examples were found in the posttest. The distribution of
examples was not even between the experimental and control groups, with 8
examples in the experimental group and 3 in the control group.

Sentence No sentences were observed in either the experimental or control

groups on the posttest.

Me: uality.

Concept of signs On the pretest, the concept of signs was approximately
equally distributed between the experimental and control groups. However, by the
posttest, the control group demonstrated a higher incidence of this writing
behaviour, with 27 examples as compared with the 13 examples recorded for the

experimental group.
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Repetitiveness The control group remained relatively constant in the

id of iti with 17 in the pretest and 16 in the posttest.

On the other hand, the exp-:rimental group’s total declined from 14 on the pretest
to 10 on the posttest.

of a message being d There was no substantive change

in the frequency or distribution of this behavior between the pretest and posttest.
Scores for the control group were O and 1, while for the experimental group the
incidence increased from 1 on the pretest to 3 on the posttest.

Attempts to_convey a message On the pretest, 19 of the children were
successful in both attempting to convey a message and in getting that message
across. Of these, eight were in the control group and 11 were in the experimental
group. By the time of the posttest, the control group had increased its score to 16,
while the experimental group’s total had almost tripled to 30.

Sentence patterns In the absence of sentences there were clearly no visible

sentence patterns.

No-evid of directional principles The number of samples showing no

evidence of directional principles was lower in the posttest for both the
experimental and control groups. In the control group 41 samples showed a lack
of directi ity, while in the expesil | group the number had fallen to 22.

ne of thr rinciples evident The use of only one of the directional

principles was observed once in the posttest, and this was by a child in the control
group.
versal principle In the pretest, 19 of 120 writing samples showed a

reversal of the established direction of writing. By the time of the posttest,
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however, this number had increased to 41, with all of the increase occurring in

writing samples from the experimental group.

Correct directional principles In the use of correct directional principles,
the control group showed a greater gain (from 0 to 9 samples) than the
experimental group (0 to 2 samples). Once again, there was no single example of

the use of correct directional principles plus the use of correct spacing.

rrelati

The three hypotheses of this study were first tested using inter item

correlations. The hypotheses were as follows.

Hypothesis 1: Children who are participating in a whole language, child centred
pre-school program will acquire greater vocabulary knowledge than children who
are participating in a traditional, teacher centred approach when controlling for

prior background knowledge.

Hypothesis 2: Children who are participating in a whole language, child centred
pre-school program will acquire greater early reading ability than children who are
participating in a traditional, teacher centred approach when controlling for prior

background knowledge.

Hypothesis 3: Children who are participating in a whole language, child centred
pre-school program will acquire greater writing knowledge than children who are
participating in a traditional, teacher centred approach when controlling for prior

background knowledge.
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Table 7 shows the relationship between the treatment (TREAT) and the
various experimental variables. These statistics include both correlations and
significance levels. The correlation between TREAT and the outcome variable of
PPVT-R2 (vocabulary at posttest time) was -.065 which was not significant. This
result indicates that there was virtually no relationship between treatment and

Yy /4 is one was rejected on the basis of the

correluiions.
When TREAT and TERA2 (reading acquisition at posttest time) were
considered, the correlation was .220, which again was not significant. This means

that there was no signi i ip between and reading.

Therefore, hypothesis two was also rejected.
There was a correlation of 440, significant at the .001 level, between
TREAT and WRTG2 (writing ability at posttest time). A significance level of .001

means that the probability was only one in one thousand that this was an

| finding. Hyp is three was fore accepted.

Given these findings it was decided to investigate the relationship of the
subskills of TERA and WRTG with TREAT. Table 8 shows the posttest
correlations between the various experimental variables and the prior knowledge
(XSKILL) variable which is a weighted additive composite with three indicators,
namely PPVTI, TERAI and WRTGL. Prior skills were collapsed into one

variable, XSKILL to keep the number of i variables te a mini; and

to ensure stable results. The correlations ranged from .121 to .833 with the low
value of .121 between the XSKILL variable and TREAT. This indicates that there
was very little relationship between the subjects’ prior knowledge and the effects of
the treatment. The high correlation of .833 was between WLAN2 (langua, .evel

at posttest time) and WMESS2 (message quality at posttest time)



Table 7

retest and Posttest Item:

PPVT1 TERA1 WRTG1 PPVT2 TERAZ WRTG2 TREAT X sD
PPVTL 1.000 . .- .- hd A - 46279 10.082
TERAL 456 1.000 & - Cl - - 34825 6.686
WRTG1 564 363 1.000 p b ”» - 13950 5.053
PPVT2 749 236 465 1.000 .- - - 53085 15240
TERA2 611 694 493 408 1.000 we - xm 7792
WRTG2 415 P 252 406 1.000 s 18077 5933
TREAT 020 183 100 -065 220 440 1.000 1500 506
®Key: PPVT = Peabody Picture Vocabulary Test, ing Abilty, ling Sample Analysis. Scffix 1indicates a pre-test, sufix 2 indicates a
postiest.

Note: Corelation values In lower iagonal of matrix, sigaificanca levels in upper diagonal. p>.05=* p>.001=""

< 4



Table 8

Correlation Matrix: Posttest Items3 (N = 39)

XSKILL TREAT WLAN2 WMESS2 WDIR2 RMEAN2 RALPH2 RCONV2 X SD
XSKILL 1.000 = — = - had b b 000 1.000
TREAT a2t 1.000 had . - - W = 1.500 506
WLAN2 476 643 1.000 - o L = 2 5.769 2315
WMESS2 497 436 883 1.000 L L s ¥ 7385 2508
WDIR2 369 268 600 .76 1.000 » . . 5949 2449
RMEAN2 668 292 419 370 318 1.000 i e, 5.667 2484
RALPH2 685 012 256 289 336 739 1.000 " 3.02%6 2213
RCONV2 415 266 499 439 338 519 385 1.000 1436 709

®ay: XSKILL = Prioc expariance, TREAT = Treatmant sffect, WLAN = Languaga level. WMESS = Message quality. WDIR= Wrting Direction. RMEAN= Reading
Meaning Subscalo of TERA. RALPH= Alphabet Recognition subscale of TERA. RCONV = Reading Convention Subscale of TERA. Suffix Zindicates a posttest.

Note: Correlation values in lower diaganal of matrix, significance levels in upper diagonal. p>.05=* p>.01="*

YL
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subscale of the writing sample analysis. While WLAN2 refers to the units of

written language used in the writing samples, that is, letters, words or sentence
types, WMESS2 takes into account the child's ability to apply these units in
conveying a message. Therefore, an increase in the level of performance in these
two areas of writing at posttest time indicates an awareness of how language is
used to communicate a message that can be identified by the reader.

The treatment correlated significantly at the .05 level with RCONV2, the
reading convention subscale of TERA at posttest time. This result reflects the
total group of 39 subjects and indicates that the treatment did have an effect on the
RCONV2 subscale of TERA, but not on the subscales of RMEAN2 (reading
meaning at posttest time) and RALPH (alphabet recognition at posttest time).
This meant that the children in this study did improve in their ability to handle a
book and read in a left to right progression. The treatment did not, however, aid
them in their ability to read for meaning or to recognise additional letters ol the
alphabet.

When TREAT and WLAN2 (language level subscale at posttest time) were
considered, the correlation was .643, which was significant at the .001 level. At
first glance, it would appear from this correlation that the language level of the
writing samples was significantly better at posttest time for all the children in the
study. The quality of the messages had also improved since the relationship
between the treatment and the message quality was statistically significant (436) at
the .001 level. The analysis of variance in the next section investigates these results
to determine whether the experimental or the control group w=s influencing the
correlation in these two subscales of the writing sample. ~ The relationship
between TREAT and WDIR2 (the writing direction subscule at posttest time) was

not statistically significant at the .001 level. It would appear that the children’s
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performance in writing at the top left side of the paper and moving from left to

right had not improved significantly by the end of the study.

nalysi

One way analysis of variance was carried out to determine if the treatment

was significant. The results can be used to confirm the inter item correlations.

Results

The analysis of variance for vocabulary knowledge (Table 9) showed a
13.64% gain in the experimental group and an 11.91% gain in the control group.
From Table 10 it can be seen that the difference in performance between the
groups was not significant. The rejection of hypothesis one was confirmed.

There was a 7.18% gain in early reading ability for the experimental group
and a 6.23% gain for the control group (Table 9). From Table 10 it can be seen
that the difference in performance between the groups on this test item was not
significant.  Hypothesis number two was therefore rejected. The investigator

would like to stress, however, that the was in the

direction and, had the study continued longer than 12 weeks, the coefficients would
probably have been significant.

The greatest percentage gain was found in the writing samples where the
experimental group improved 49.67% while the control group gained 14.39%.
From Table 10 it can be seen that the between group difference on this test
measure was significant at or beyond the .01 level. The writing sample score
consisted of three sub-scales, and these too were analyzed. The language level

sub-scale indicated significantly higher, F(1,37)=24.05 p>.001, scores for the



Table 9

Absolute and Percentage Gains in Scores he Pretest and Posties
Experimental Control
Mean S.D. Percent Mean  SD.  Percent
Gain Gain Gain Gain
PPVT-R 0441 0718  13.64% 0.362 0.696  11.91%
TERA 0.126 0508  7.18% 0.067 0622 6.23%
Read Mean 110 229 21.78% 0.800 1735 19.28%
Alph. Recog 0.684 1635 29.79% 0.850 1309 3953%
Read. Conv. 0.526 0964 5524% 0300 0571 31.58%
Writing Sample 7.42 5242 49.67% 2.00 4974 1439%
Lang. Level 1.842 1642 36.82%  -0.650 1531 -13.13%
Mess. Qual  2.842 2672 53.69% 1.250 1832 2475%
Direc. Prin = 2.474 1926 61.71% 1.40 2998 3590%
Table 10
Aunalysis of Variance: Posttest Scores
Variable Source df ss MS F
TERA Between 1 1118 L118 1.695
Within 37 2441 659
Total 38 2553
PPVT-R Between 1 .0036 .0036 002
Within 38 61.731 1.625
Total 39 61.74
WRTG Between 1 42105 42105 12.16 .
Within 37 128054 34.61
Total 38 170159

**p>.01
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experimental group, as did the message quality sub-scale in which F(1,37)=4.75

p>.05. There was no significant difference, F(1,37)=1.74 p <.05, between the two
groups on the direction principles of the writing sample sub-scale. This confirmed

the of is number three. Additional evidence of support for the

acceptence of this hypothesis can be found in the detailed breakdown of the

learning gains presented earlier.

Interpretation

The analysis of variance (Table 10) shows that the treatment had no effect
on vocabulary knowledge since the variance was not significant at the .01 level. In
addition, Table 9 indicates that the percentage gain was slightly greater for the
experimental group than the control group in this area. The experimental group
was more directly involved than the control group in using language. Children in
the experimental group continually constructed language since they were involved
in learning through everyday experiences, whereas children in the control group
learned language passively through methods such as worksheets.  Verbal
interaction between adult and child or between children was encouraged more in
the experimental group (due to the activities in which they were engaged) than in
the control group. This socially interactive setting provided for modelling and
focused on the emulation of real life experiences which offered an excellent
opportunity for language development. The vocabulary level for both groups at
pretest time was approximately six months above what would be expected (Table
1). Had the study continued for a whole year the treatment may have had a

effect on y

Treatment had little effect on children’s early reading ability (Table 10)
since there was only a slightly higher percentage gain (less than 1%) for the

experimental group than for the control group (Table 9). The similarities in the
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two programs probably go some way in accounting for comparable scores. Both
the experimental group and the control group had stores read to them, but not in
the same way. Since both groups used the same program rooms, all children in the
study were exposed to environmental print. In addition, language experience was
used in both groups but not in the same way. Since these traits were already part
of the pre-school program it was not feasible to eliminate them during the study.
The greatest percentage gain (55.24%) was recorded by the experimental
group on the reading conventions subscale (Table 9). This may be due to the fact
that the children in the experimental group were given additional opportunities to
work with books. For example, the dramatic play area provided opportunities for
reading to occur in the experimental group as library materials were muade
available for pretend mothers and fathers to read to their pretend babies.
However, library books were not made available to the children in the control
group in this context. The children in the experimental group were encouraged o
use the story books in the loft and many of them were observed engaged in peer
reading. Reading conventions include knowing where to begin reading, the
difference between pictures and print, the front and back of the book, the left to
right progression of print and how one page follows the other in a sequence of a
story. The traditional program focused on the mastery of individual skills through
a drill and practise method. While this did not enhance reading convention
knowledge it may have contributed to the greater gain for the control group
(39.53%) in the alphabet recognition subscale of TERA (Table 9). Alphabet

was q i through and  worksheets.

However, the print materials that experimental children typically used to read and
write did enable this group to make substantial gains (29.79%) in developing

alphabet recognition. It appears that during the 12 weeks of this study the
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repetitious teaching method of the control group was more effective in children’s
recognition of the alphabet than the child-centred approach of the experimental
group.

Table 10 indicates that the reading for meaning scores were almost the
same for both groups (a 2.5% difference in percentage gains). In addition, the
higher gains for the experimental group in reading conventions (55.24%) was
balanced out by higher gains for the control group in alphabel recognition
(39.53%). Therefore, there was no significant difference overall in reading ability,
but clearly one method was better for one thing and the other method for another.

The analysis (Table 10) also shows that the treatment was highly significant
at the .01 level with respect to writing. Both groups made substantial gains overall
in the writing sample with the experimental group well ahead of the control group
(49.67% as compared to 14.39%). A further breakdown indicates that the greater

gains were made by the experimental group in the language level and message

quality sub The di inp age gain between the two groups on
the language level subscale is 49.95%. Gains made by the experimental group in
the message quality subscale are represented by a difference by 28.94%. Although
the greatest percentage gain was recorded by the experimental group on the
direction principle subscale, the difference in percentage gain between the two
groups is only 25.81% which is lower than the other two subscales. It is clear that
language level had the biggest difference in percentage gains, while message
quality was next and directional principles had the least difference. These
differences may be attributed to the fact that both groups used books, but the

experirental group had more opportunities. During story time children in the

group were i d to various book features such as the title page

and where the story begins and ends. Some children were observed using these
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book handling skills while reading in the loft. In addition, the type of book reading

(shared reading) used with the experimental group may have enhanced their
language level and message quality since they were not only exposed to good
children’s literature, but were given opportunities to interpret the story in their
own words. These retellings helped to reinforce the concept that units of language
are used to convey a message. Directional principles improved as the children in
the experimental group explored with writing in many ways by eventually starting
the pencil at the top left, moving it left to right, returning it down to the left and
locating the next starting point. The children in the control group, however, were
uot given many opportunities to write. Writing consisted mainly of copying a name
on an art creation or completing a worksheet.

In addition to the opportunities for practise previously mentioned,
children’s writing performance was also enhanced through journal writing in the
whole language group. Although the journals were easily accessible they required
teacher interaction and this no doubt aided in the improvement of the quality of
the message over the 12 week period. The control group did not have journals at
all. However, they did participate in experience chart writing but the ideas were

those of the teacher.

Regression Analysis

In order to test the three hypotheses in this study more stringently, the

ig used regressi i to examine the relationship between the
treatment and the outcome in vocabulary, reading and writing when taking into
account the other independant variables. From Tables 11 to 13, it can be seen that

only the PPVT-R pretest was a significant predictor of PPVT-R posttest scores,
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and that the same pattern was evident in the analysis of writing samples, where

again, the writing sample pretest was the only significant predictor of posttest
writing performance. For the TERA posttest, both TERA and PPVT-R pretests
were significant predictors of performance. With R-Square values of .579 for the
regression of PPVT-R2 on PPVT-R1, TERA1 and WRTG1, and values of .603 and
402 for the regressions of TERA2 and WRTG2 on these same three variables it
can be seen that pretest scores explain approximately 40 to 60 percent of the

variance in posttest scores.

Table 11
Regression of PPVT-R2 on PPVT-R1, TERA1 and WRT(

Independent PPVT-R2
Variables B8 SEB Beta T SigT

PPVT-R1 1160 .209 .767 5539 .000
TERA1  -330 .280 -.145 -1.181 .255
WRTG1 254 399 .084 .638 .528

Mult. R 761
R-Square 579

Table 12
R ion of TERA2 on PPVT-R1, TERAl and WRTG1
Independent TERA2

Variables 8 SEB Beta T SigT

PPVT-R1 233 .104 301 2241 .03l
TERA1 .589 .139 505 -4.240 .000
WRTG1 215 .198 .139 1.085 .285

Mult. R an
R-Square  .603
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Table 13

ression of WRTG2 on Pl RAL and WRTG

Independent WRTG2
Variables 8 SEB Beta T SigT

PPVT-R1 081 097 .138 -833 .410
TERA1 =101 130 -114 =779 441
WRTG1 686 .185 .584 3.703 .001

Mult. R 634
R-Square 402

Path diagrams ize the ion analysis indicating which paths are

more powerful. Figure 10, shows that posttest scores were significantly predicted
by the pretest scores. This indicates that those who were more advanced in their
literacy skills at the start of the program were also more advanced at its

completion.

:
8
k

:
g
;

k

WRTG2

Figure 10. Relatmnshntvbetween Pretest and Posttest Scores for PPVT-R,
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Additional ion analysis was adding effects to

the model. This was necessary to test the effect of the experimental treatment.
The test was particularly rigorous due to the statistical controls placed on all prior
achievement variables and, thus, the treatment effect reported was that acheived
after the effects of PPVT-R1, TERAI and WRTG1 had been taken into account.
From Table 14 it can be seen that the addition of the treatment as an independant
variable had no effect on the PPVT-R posttest scores. The treatment effect on the

PPVT-R2 variable was not significant, therefore, the earlier rejection of hypothesis

number one ing the relati ip between and y was
supported. The results of Table 15 indicate that PPVT-R1 and TERAL are
important when taking TERA2 into account, but WRTG1 is not important in this
regression. The treatment did not have any significant effect on TERA2 but the

effect was in the direction hypothesized. This reconfirms the earlier rejection of

is two ing the ionship between and reading.

Table 16 indicates that the children in the experimental group were better
writers than those in the control group as a result of the treatment, even when
taking into account how well they were writing at the beginnir; of the program.
WRTG! and TREAT have a significant effect on WRTG2 and the treatment
effects account for the variance in writing over and above WRTGI1. This
reconfirms hypothesis three which stated a positive and significant relationship
between treatment and writing. In the case of the PPVT-R and TERA posttests,
the increase in the R-Square as a result of the inclusion of the treatment was
minimal. For the PPVT-R the R-Square value increased from .579 to .584, while
for the TERA the respective values changed from .603 to .615. In the case of the

writing sample analysis, however, the inclusion of the treatment in the regression

analysis indicated that the had a signi effect on the posttest scores.
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The treatment effect was seen to be significant at the .001 level, and resulted in an
increase in the R-square from a value of .402 when the treatment was not included
to a value of .569 when the treatment was considered. The inclusion of the
treatment effect increased the percentage of explained variance on this variable by
16.7 percent. The relationships of the pretests and the treatment to the posttest

are shown diagrammatically in Figure (1.

Table 14
ression of PPVT-R! PVT-R1, TERA1, WRTG! and TREAT

Independent PPVT-R2
Variables 8 SEB Beta T SigT

PPVT-R1 1147 212 .759 5.398 .000
TERAL  -299 287 -131-1.042 304
WRTG1 274 404 .09 .678 .502
TREAT -1972 3360 -066 -578 .5610

Mult. R 764
R-Square 584




Table 15

Regression of TERA2 on PPVT-R1, TERAL, WRTG1 and TREAT
Independent TERA2

Variables 8 SEB Beta T SigT

PPVT-Rl 244 .104 316 2340 .025
TERAL1 562 .141 482 -3.982 .000
WRTG1 198 199 128 996 326
TREAT 1727 1.650 .112 1046 .303

Mult. R 785
R-Square 615

Table 16
Regression of WRTG2 on PPVT-R1, TERAL, W| 1and TREAT

Independent WRTG2
Variables 8 SEB Beta T SigT

PPVT-R1 113 084 .192-1343 .188
TERA1  -178 .114 -201 -1564 .127
WRTGI 638 .160 .543 3985 .000
TREAT 4902 1331 418 3.683 .001

Mult. R 754
R-Square  .569
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Figure 11. Path Diagram for Relationship Between Treatment and Pretest
and Posttest PPVT-R, TERA and WRTG Scores

Having demonstrated the significant effect of the treatment (that is the
whole language approach) on the scores achieved by the subjects on the writing

samples, additional regression analysis was undertaken to investigate the effect of
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both prior knowledge, and the treatment on the sub-scale components of the

writing sample analysis. To minimize the risk of sampling fluctuations due to the
number of independent variables in relation to the case base, the three pretest
variables were combined to form a single construct called XSKILL. This analysis
permitted more detailed examination of the treatment effect on the three
subscales of the writing sample analysis as shown in Table 17.

From Table 17 it can be seen that the XSKILL variable and the treatment,
with an r of .121, did not correlate significantly. Prior learning, as represented by
the XSKILL variable correlated significantly with the posttest language level,
message quality and language direction sub-scales of the writing sample analysis.
The correlations were significant at the .01 level for language level and message
quality, and at the .05 level for writing direction. It appears that the children in the
study had some writing awareness. This supports the theory that children acquire
some knowledge about language, reading and writing early in life.

The regression analysis findings in Table 18 demonstrate that the treatment
effects and prior k ige are powerful predi of WLAN2. There

is no doubt that the result of the treatment was positive when promoting the
language level subscale of writing. Similarly, Table 19 results indicate that the
quality of the message was influenced by prior skills and treatment. Table 20,
however, demonstrates that treatment was not quite as successful in the case of
writing direction. The only factor that seems to account for the children’s
performance in terms of writing direction was their prior knowledge. This analysis

is summarized by the path diagram in Figure 12,
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Table 18
Regression of WLAN2 LL REA’

Independent ‘WLAN2
Variables 8 SEB Beta T SigT

XSKILL 937 250 .405 3.746 .001
TREAT 2715 494 .594 5499 .000

Mult. R 758
R-Square 575

Table 19
Regression of WMESS2 on XSKILL and TREAT

Independent WMES2
Variables 8 SEB Beta T SigT

XSKILL 1130 .324 450 3.488 .001
TREAT 1899 6396 .384 2970 .005

Mult. R 626
R-Square  .392

Table 20
Regression of WDIR2 on XSKILL and TREAT

Independent WDIR2
Variables 8 SEB Beta T SigT

XSKILL 837 366 .342 2288 .028
TREAT 1098 .722 .227 1520 .137

Mult. R 432
R-Square  .187
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Figure 12. Path Diagram for Relationship Between TREAT and XSKILL,
and Posttest WLAN, WMESS and WDIR Scores

In the regression analysis, several instances can be noted where
relationships which were positive in the correlation tables have become negative in
the regression tables. This sign reversal is attributable to a phenomenon called
"multicollinarity”. It will occur when the number of independant variables is low in
relation to the number of cases (experimental subjects). In general, there should
be more than 20 cases per independant variable, but in this study this desired state
could not be obtained. The sign reversal was primarily associated with the TERA1
variable and the Beta coefficients when this occurred were usually less than 0.2. In
every case, the T values were less than 1 and therefore insignificant. The negative
parameters should therefore be treated as having negligible effects. This
phenomenon is common in research where the sample is less than 50.

In summary, the whole language approach seems to have the most
pronounced effect on writing. Although this method does not have strong effects
on reading, the results are in the right direction, and this indicates that the whole

language approach is as good as the traditional approach.
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CHAPTER FIVE
Summary, Implications and Recommendations
This study compared the whole language approach and a traditional skills
based approach to determine which method best contributed to the development
of children’s vocabulary development and their reading and writing ability during
the pre-school years. Since these are the two dominant approaches to learning
currently being used in the early childhood field, it was decided to attempt to shed
some light on which method may be more effective.
The sample in the study consisted of 40 children attending a pre-school in
St. John’s during the academic year 1988-1989. Twenty of the children were
randomly assigned to the experimental group and twenty to the control group. All
children in the sample had reached their fourth birthday by December 31, 1988.
An experimental and control group pretest/posttest experimental design
was used, with 2 12 week experimental treatment occurring between the pre and
posttests. The testing instruments used were: (i) the Peabody Picture Vocabulary
Test-Revised (PPVT-R); (ii) the Test of Early Reading Ability (TERA), which
included three sub-scales, (a) reading meaning, (b) alphabet recognition, and (c)
reading corventions; and (iii) samples of the students’ writing. Both the PPVT-R

and the TERA were scored ing to Jardized i ions and d

scores which were the vocabulary and reading ages of the subjects, The writing
samples were scored using a researcher refined scale based on the work of Clay
(1975). The writing sample analysis generated three sub-scales: (a) language level;
(b) message quality; and (c) directional principles. All three tests were
administered at the beginning and end of the 12 week treatment period.

The experimental group was exposed to the whole language approach to

emerging literacy, while the control group were instructed using a more traditional
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approach. The groups met three times per week for 12 weeks, with each session
lasting three hours.
During each session the experimental (whole language) group was exposed

to print in ingful ways through "predi " books, repetitive poetry, a sign-in

register, personal journal writing, and simulation of everyday experiences through
dramatic play. The use of themes, activity centres and teacher-made materials
encouraged reading and writing in a child-centred environment,

The control group was exposed to a more traditional method of teacher-
directed learning. Children received specific instructions at the activity centres
and were taught isolated reading readiness skills such as, letter recognition and

visual discrimination. Although the children were exposed to print materials in the

I there was no di: around its signifi and cnildren were not

encouraged to write. Commercially-made materials were used and children
completed teacher directed tasks together in large groups.

From the results it was clear that there were no significant differences in
any of the test scores between the two groups at the start of the experiment but
that by the time of the posttest, the experimental group scored significantly higher
on the overall scores assigned to their writing samples as well as to the scores
assigned for the writing sample sub-scales of language level and message quality.
There were no significant differences on the posttest PPVT-R and TERA scores
between the experimental and control groups.

Based on these results it was possible to accept hypothesis three which was
that the whole language approach would produce significantly higher scores on
tests of writing ability. Hypotheses one and two, which suggested that this method
would produce improved vocabulary and reading scores respectively, were

rejected.
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Implications

From the data it can be seen that both the whole language and traditional
approaches to emerging literacy created gains in performance over and above
those which would have been expected due to normal maturation during the
treatment period. However, the scores for the experimental group on their
posttest writing samples (WRTG2) were significantly higher than those for the
traditional group indicating that it was this area of literacy which was
predominantly developed by the whole language approach. Closer inspection of
the writing sample sub-scales indicated that it was in the conceptually-advanced
areas of language level and message quality, that the biggest gains had been made.
In the relatively rote memory dominated area of directional principles, there was
no significant difference between the two groups, thus suggesting that either
approach was satisfactory in this area.

The data suggest that it is in the area of language level and message quality
of writing that the whole language approach has its strongest influence. The
increased performance in these writing sub-scales is a result of the greater
opportunity to both write and to use writing as a medium of communication with

the teacher and signif others in the pi hool envil This helps to

demonstrate to teachers the importance of incorporating writing in pre-school
programs,

Although there was no significant difference between the two groups on the
TERA and PPVT-R scores, it should be noted that the whole language group’s
mean scores on both tests were higher (although not statistically significantly) than

that recorded by the group il using the itional h. It is
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ing to speculate on th# likelihood of this imp reaching y
levels in a ication of this i using a i longer
period of instruction. This has implications for pre-schcol prog as it is evident

that the whole language approach is as effective as the traditional approach.
Similar results were found by Stahl & Miller (1989) when they compared basal
reading approaches to the whole language and language experience approaches
using the results of 46 relevant studies and the United States Office of Education
first grade studies. Vote counting and meta analysis aided the researchers in
concluding that whole language and language experience approaches may be more
effective in kindergarten than in first grade. These results might be applied to pre-

school education and suggest that whole language and language experience

pp play an imp role in reading.

The study clearly indicated that the implementation of a whole !anguage
approach to literacy in the pre-school was feasible. In addition it should be noted
that the teachers involved in the study were sufficiently enthusiastic about the
positive learning ervironment that the method gene.ated, that they were prepared
in future to implement the method with all groups in the pre-school centre, even
before the positive results of the posttesting were known. As well, there was
considerable positive feedback from the parents of the pre-school students in the
experimental group who had observed their children exhibiting reading-like and
writing-like behaviours at home,

These gains were, however, not made without some adjustments being
made on the part of the pre-school teachers. The experimental teachers spent
considerable planning time ensuring that the activities were child centred and that
the activities were able to proceed in a positive atmosphere conducive to quality

learning. It was their observation that it took much more time to prepare the
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learning environment than it had previously taken to plan teacher directed

learning activities.

for Furiher Research

Based on the results of this study and on the results of Smitu (1929), who
demonstrated the superiority of the whole language approach in teaching writing
in grades 4 and 5, it is recommended that further study in the whole language
approach be undertaken for grades kindergarten to grade 3. Further research is
also required to determine if the beneficial effects of the experimental treatment
at age 4 is sustained during the primary school years. Thus, this same sample could
be re-tested, using the same tests, at 24 month intervals until the children in the
study have completed the primary school grades.

Lastly it is recommended that investigation of the affective domain be
undertaken. This would determine the effect of the whole language approach on

the attitudes of students towards both reading and writing.
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Appendix A

Sample Theme: Traditional Approach
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Theme: Hallowe’en

Objectives:

103

1. When given an activity requiring small and large muscle coordination, the child
should be able to complete the activity independantly.

2. The child should be able to follow the directions given during an activity.

3. The child should be able to complete a given task.

4. The child should be able to use good listening skills during a given activity by

recalling the major points.

5. When given other possible choices, the child should choose literature in the

library corner.

Organization:

The activities in the traditional group were developed over a two week period in the
three hour daily program. The program day was organized in the following manner.

9:00 a.m. - 9:30 a.m.

9:30 a.m. - 10:00 a.m.

10:00 a.m. - 11:00 a.m.

11:00am. - 11:30 a.m.

11:30 a.m. - 12: noon

Free Play: As children
entered the classroom,
they played with the
toys.

Circle Time: The teacher
talked about the weather,
calendar and theme.

The register was called
and science activities
were carried out.

Activity Centres: The
children were encouraged
to participate in all the
activity centres.

Group Activities: Story

time and music were con-
ducted in a large group
setting and lcarning games
were played in small groups.

Physical Activity: Running,
climbing and other large
muscle play took place.

Room 2

Room 2

Room 1

Room 1

Gym



The following description and three planning sheets outline the activities that were
included in a typical day in the traditional group.

Introduction;

The children in this %mup used the room filled with Hallowe'en display:
agpropriale books in the book loft. The theme was introduced at circle time and
children were informed of the activity centres. The teacher did not make any
reference to the cnvironmental print in the room.

Arts and Crafts:

The teacher selected the materials for arts and crafts and demonstrated how to
complete the product. When the activity was too difficult the teacher pre-cut the
shapes or drew the shapes for the children to cut on the lines.

Dramatic Play:

The dramatic play area encouraged children to reenact real-life situations since the
area was changed every other week to either a playhouse, restaurant, supermarket,
hospital, beauty parlor or a post office. The materials used to encourage reading-
like and writing-like behaviours were removed before the traditional group entered
the playroom.

Music Time;

In a large group setting children were taught finger plays and songs and were

exposed to rhythm band instruments. They were also encouraged to sing along with

a:cords and tapes. The emphasis was on teaching new songs and finger plays every
ay.

Science;

Children were instructed in class size groups. The teacher usually demonstrated the
science activ'iy so the children could try it at home later. Activities were not
displayed for fear of being broken.

Small Group Time:
Although learning games such as alphabet recognition were taught in small groups
of eight, all the children played the same game at the same time. The activities

usually consisted of workbooks, worksheets, colouring books or some flash card

activity. :
tory Time:

Stories were read in the large group. Di ion was i 1

depending on the familiarity of the topic. The emphasis was on :{electing abook
which fell within the theme.
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Planning Sheet 1

Group: Traditional
Date: Monday, October 17, 1988
Theme: Hallowe’en

Print in Room: Furniture, doors and windows in the room were labelled and
Hallowe’en words were posted. Kentucky Fried Chicken menu
and paper Froducls were incorporated in the restaurant in the
dramatic play area.

Register: Children’s names were called at circle time in a large group.
Writing Table: This was not available.

Craft Table: Children were instructed to construct a jack-o-lantern like the teacher's
Paper plates, buttons and lick-and-sticks were
available.

Painting Table:Children were instructed to make moon prints using black
construction paper, toilet paper rolls and yellow paint.

Science Corner:Science was a large group activit{ about the brain. Children were
shown how the eye sends different messages to the brain. The
}eaghgr covered her eye to demonstrate how the brain is
looled.

Book Corner: The Happy Egg, Henny Penny, Wynkin, Blynkin and Nod, It's
Hallowe’en, The Spool zlallowe’en Party, The Witch Who
was Afraid of Witches, Rabbit and Skunk and the Scary Rock,
‘Three Ducks Went Wandering, The Three Bears, Bunches and
Bunches of Bunnies, Seven Little Rabbits, Just Grandpa and
Me, I Was Walking Down the Road and Humbug Witch were
the books in the book corner.

Dramatic Play: The dramatic play area was transformed into a Kentucky Fried
hicken store with menu, posters, signs and paper products.

Listening Station: This was not available.
Story time: The book Humbug Witch by Lorna Balian was read to the large group.

Music: Children sang Hallowe'en songs along with recordings by Raffi, Fred Penner
ind Sharon, Lois and Bram. A variety of Hallowe’en songs and
finger plays were introduced.

Small Group Time: Children completed a worksheet on the concepts of same and
different. All children completed the worksheet together.
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Planning Sheet 2

Group: Traditional
Date: Wednesday, October 19, 1988
Theme: Hallowe'en

Print in Room: Furniture, doors and windows in the room were labelled and
Hallowe'en words were posted. Kentucky Fried Chicken menu
and paper products were incorporated in the restaurant in the
dramatic play area.

Register: Children's names were called at circle time in a large group.
Writing Table: This was not available.

Craft Table: Children were instructed on how to make a paper bag puppet using a
paper bag, wiggly eyes, pompoms and wool.

Painting Table:Paint brushes and J)aper of the same size, and two colours of paint
were provided.

Science Corner:The teacher demonstrated to the class how a plastic waffle block can
represent the human frame or skeleton, and a scarl can
represent the skin. The skin was pulled over the skeleton for
the children,

Book Corner: The Hany Egg, Henny Penny, Wynkin, Blynkin and Nod, Ity
Hallowe’en, The Spooky Hallowe’en Party, The Witch Who
was Afraid of Witches, Rabbit and Skunk and the Scary Rock,
Three Ducks Went Wandering, The Three Bears, Bunches and
Bunches of Bunnies, Seven Little Rabbits, Just Grandpa and
Me, | Was Walking Down the Road and Humbug Witch were
the books in the book corner.

Dramatic Play: The dramatic play area was transformed into a Kentucky Fried
Chicken store with menu, posters, signs and paper products.

Listening Station: This was not available.

Story time: Hallowe’en with Morris and Boris was read to the large group.

Music: New Hallowe’en songs and finger plaﬁs were introduced. Children sang
along with recordings by Raffi, Fred Penner and Sharon, Lois
and Bram

Small Group Time: Children completed u worksheet on the concepts of sume and

different by colouring only the pictures that were the same,
‘They were encouraged to colour within the lines.
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Planning Sheet 3

Group: Traditional
Date: Friday, October 21, 1988
Theme: Hallowe’en

Print in Room: Furiture, doors and windows in the room were labelled and
Hallowe’en words were posted. Kentucky Fried Chicken menu
and paper f)ruducls were incorporated in the restaurant in the
dramatic play area.

Register: Children’s names were called at circle time ina large group.
Writing Table: This was not available.

Craft Table: Children were instructed on how 1o make haunted houses using cereal
boxes, toilet tissue rolls and markers.

Painting Table:Popsicle sticks, mural paper and three colours of paint were
ided.

Science Corner:The teacher brought a skeleton into the room and named the bones
for the children.

Book Corner: The Happy Egg, Henny Penny, Wynkin, Blynkin and Nod, It's
Hallowe'en, The Spook l[allowe’en Party, The Witch Who
was Afraid of Witches, l{nbbit and Skunk and the Scary Rock,
Three Ducks Went Wandering, The Three Bears, Bunches and
Bunches of Bunnies, Seven Little Rabbits, Just Grandpa and
Me, I Was Walking Down the Road and Humbug Witch were
the books in the book corner.

Dramatic Ply: The dramatic play area was transformed into a Kentucky Fried
icken store with menu, posters, signs and paper products.

Listening Station: This was not available.
Story time: Clifford’s Hallowe'en was read to the large group.

Music: New Hallowe'en songs and finger plays were introduced. Children marched
around the room while listening to the record.

Small Group Time: Children were shown two flashcards simultaneously. The flash
cards contained pictures and when the two cards were the
same, the group responded "same" and "different’ when the
pictures were different.
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Appendix B

Samples from the Sign-in Register
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Appendix C

Sample Theme: Whole Language Approach
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Theme: Hallowe'en
Objectives:

1. When exhibiting reading-like behavior, the child should be able to use the
language of literature.

2. When given other possible choices, the child should be able to select good
literature.

3. When provided with a print-filled environment, the child should be able to read
and write naturally.

4. The child should be able to left to right progression when engaged in
a reading or writing activity.

5. The child should be able to predict what is going to happen next while listening
to stories being read.

6. When given appropriate tools, the child should be abie to communicate through
writing.

7. The child should be able to recognise words in environmental print when asked.

The activities in this theme were developed over a two week period. The whole
language approach was implemented in the entire three hour daily program. The
program day was organized in the following manner.

9:00 a.m. - 10:00 a.m. Following circle time Room 1
and introcuction of the
theme, children chose
activity centres. Free
play was encouraged.

10:00 a.m. - 11:00 a.m. Smell group activities Room 2
consisting of science,
learning games, and story
time took place. The
activites were rotated.

11:00 a.m. - 11:30 a.m. Physical activity utilized Gym
etl;xei rmem that had been
labelled to give children
instructions such as "up"
and "down",

11:30 a.m. - 12 noon Music activities consist- Room 1
ing of familiar finger
plays, songs and chants
were utilized to encour-
age participation.
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The following description and three planning sheets outline the activities that were
included in a typical day in the whole language approach.

Introduction: .

A picture display of Hallowe’en was arranged around the room and suitable books
were collected from the children’s public library in addition to those books already
available in the pre-school room. The theme was introduced at circle time and the
teacher informed the children of the activity centres from which they could choose.
The teacher also indicated the environmental print that had been incorporated in
the classroom.

Poetry;

Time was allocated weekly for the reading of poetry to the children. Poetry and
char}:jts.were written on charts and displayed so they could read in unison as well as
on their own,

Big Books:

Big Books are either commercially made or reproduced. Procedures for using big
books were found in Using Bij ki (Lynch, 1986). On the
first day the big book was introduced in a small group of eight. The cover, the
author and illustrator, the i the copyright and lﬁe dedication were
discussed. Based on the visual information, the children were asked if they knew
what the story was about. The book was then read to the group with enthusiasm and
without interruption. On the second day the book was read again, but this time the
children were encouraged to comment and question throughout the reading
allowing ample opportunity to examine the pictures. On the third day, children
were invited to join in the reading whenever a part of the story was familiar to them.
The big book was placed in the book corner so the children could practise reading
on their own as well as request to have the teacher reread it in a one on one
situation.

Writing:
A writing centre was established in the classroom where children were encouraged
to experiment and explore with print. An assortment of writing materials and tools
was made available. Some of the materials included paper of various shapes, sizes
and textures, envelopes and writing pads. Writing tools such as markers, pencils,
pens, crayons, coloured leads and pastels were at the centre. Journals were also
laced at the writing centre and each child was given the opportunity to write in
is/her own journal. Writing in journals usually took the format of a written
conversation where the teacher verbalized while writing a message to the child who
was asked to read it back. This reinforced the concept that print is talk written
down and that print has meaning.

Arts and Crafts;

Materials were provided at the arts and craft centre to enable the children to create
their own products. A variety of materials such as paper, crayons, paints and sand
paper encouraged children to explore with colour and “texture, design and
construction,

Di g
The dramatic play area enabled the children to pretend and role play real-life
situations while exhibiting reading-like and writing-like behaviours. The dramatic
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play area was changed every other week to either a play-house, restaurant,
supermarket, hospital, beauty parlor or a post office. Appropriate posters and signs
to encourage reading and appointment books, message pads, prescription pads and
receipt books to encourage writing were incorporated in each real-life play situation.

Listening Station:
A listening station was set up to allow children to practise language by tape
recording and listening to their own voices. There was also an opportunity to listen
to favourite stories, records and tapes.

Music Time: )

During music time children were exposed to finger plays, rhythm band instruments,
favourite songs, rhymes and chants, Rhymes and chants were frequently written on
chart paper so they could read them during the group session as they were singing or
chanting them. The teacher pointed to the words as they sang or chanted. This also
encouraged the children to read the rhymes and chants at their own leisure.

Science and Small Group Activities:

Following the small group discussion where children were encouraged to participate
in science experiments, a science corner was developed. This gave children the
opportunity to observe, discuss and label a variety of items. e activities were
designed for experimentation in a small group setting as they attempted to solve
problems,

Planning Sheet 1

Group: Whole Language

Date: Monday October 17, 1988

Theme: Hallowe'en

Print in Room: Furniture, doors and windows in the room were labelled.
Hallowe'en words were posted. Kentucky Fried Chicken menu
and dpaper products were incorporated into the restaurant in
the dramatic play area.

Register: Children sign-in at the sign-in register.

Writing Table: Kentucky Fried Chicken letterhead; computer paper, pencils, fine
markers, crayons, and journals were available.

Craft Table: The children constructed jack-o-lanterns using paper plates,
construction paper, crayons, red lentils, buttons, and sticl
paper shapes.

Painting Table: Moon prints were made using black construction paper, toilet paper
rolls, sponges, paper cups, yellow, orange and white paint.
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Science Corner: Science was a small group activity about the brain. How the eye
sends different messages to the brain was discussed. Children
covered one eye to see the difference between them and then
uncovered the eye to see the whole picture. Children were
then given paper towel rolls to hold up to one eye. Through
discussion the children decided that when both eyes are kept
open the message to the brain is fooled and the hand appears
to have a hole in it.

Book Corner: The H:[pr Egg, Henny Penny, Wynkin, Blynkin, and Nod, It's
Hallowe’en, The Spool}{y fallowe’en Party, The Witch Who
was Afraid of Witches, Rabbit and Skunk and the Scary Rock,
Three Ducks Went Wandering, The Three Bears, Bunches and
Bunches of Bunnies, Seven Little Rabbits, Just Grandpa and
Me, I Was Walking Down the Road and Humbug Witch were
the books in the book corner.

Dramatic Play: The dramatic play area was transformed into a Kentucky Fried
hicken Store with menu, posters, signs and paper products.

Listening Station: Children listened to "spooky’ music recorded by Raffi and
Sharon, Lois and Bram.

Story Time: At story time the Big Book version of Humbug Witch by Lorna Balian,
was introduced. The title, author, illustrator, cover, title page

and dedication were discussed. The book was read without
interruptions.

Music: Children performed Hallowe’en finger plays and played the rhythm band to
favourite songs including Have Yo gg;n the Pumpkin Man?

Small Group Time: The topic during small group time was same and different,

ere was discussion of what makes people the same and what

makes them different. A chart was developed with key words
written under the headings same and different.

Planning Sheet 2

Group: Whole Language

Date: Wednesday, October 19, 1988

Theme: Hallowe’en

Print in Room: Furniture, doors and windows in the room were labelled,
Hallowe’en words were posted. Kentucky Fried Chicken menu
andé)aper products were incorporated intc the restaurant in
the dramatic play area.

Register: Children sign-in at the sign-in register.
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Writing Table: Large sheets of orange paper, small posters for marking on the back,
white paper, pens, pencils and markers were available

Craft Table: Children created their own versions of spooky characters using paper
pompoms, ricrac lace, styrofoam, wiggly eyes, sticl
paper, construction paper, markers, crayons, aluminum foil,
crepe paper and tissue paper.

Painting Table: Three different sizes of brushes and three colours of paint were
available. Children were encouraged to write about their
Hallowe’en painting.

Science Corner: The children took turns experimenting with an open block that
represented the human frame and a scarf to represent the skin.
Each child had an opportunity to pull the skin over the frame.

Book Corner: The Ha[z y Egg, Henny l’enn{l Wynkm, Blynkin, and Nod, It's
owe’en, The Sp allowe'en Party, The Witch Who
was Afraid of Wnches. abbit and Skunk and the Scary Rock,
Three Ducks went Wandering, The Three Bears, Bunches and
Bunches of Bunnies, Seven Little Rabbits, Just Grandpa and
Me, I Was Walking Down the Road and Humbug Witch were
the books in the book corner.

Dramatic Play: The dramanc play area was transformed into a Kentucky Fried
hicken Store with menu, posters, signs, paper products and an
employee uniform.

Listening Station: Hallowe’en lapes were made available. The story book and tape
of The Little Red Hen were also available.

Story Time: The big book version of Humbug Witch was read again, but this time
the children were encouraged to comment and question
throughout the reading allowing ample time to examine the
pictures. There was ample opportunity to request favourite
songs and finger plays.

Small Group Time: The roup looked at the chart of same and different that was
developed the last day. Children then decided to make
individual charts by copying the big chart as well as creating
their own with the rest of the small group when they were
completed.

Planning Sheet 3

Group: Whole Language
Date: Friday, October 21, 1988

Theme: Hallowe'en
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Print in Room: Furniture, doors and windows in the room were labelled.
allowe’en words were posted. Kentucky Fried Chicken menu
and paper products were incorporated into the restaurant in

the dramatic play area.

Register: Children sign-in at the sign-in register.

Writing Table: Message pads, newsprint, journals, orange leads, pens, and pencils
were provided.

Craft Table: Children created their own versions of haunted houses out of cereal
boxes, toilet tissue rolls, styrofoam trays, construction paper,
cotton balls, Cherios, sunflower seeds, coloured macaroni,
pasta shells, markers and crayons.

Painting Table: Paint brushes and popsicle sticks were provided. Three sizes of
paper and three colours of paint were also available.

Science Corner: A skeleton was brought into the room for the children to examine
the bones. This led into a discussion around their own bones.

Book Corner: The Happy Egg, Henny l’enni/_i Wynkin, Blynkin, and Nod, It's
Hallowe’en, The Sgook& allowe’en Party, The Witch Who
Was Afraid of Witches, Rabbit and Skunk and the Scary Rock,
Three Ducks Went Wandering, The Three Bears, Bunches and
Bunches of Bunnies, Seven Little Rabbits, Just Grandpa and
Me, I Was Walking Down the Road and Humbug Witch were
the books in the book corner.

Dramatic Play: The dramatic play area was transformed into a Kentucky Fried
Chicken Store with menu, posters, signs, paper products and an
employee uniform.

Listening Station: Hallowe’en tapes were made available. The story book and tape
of The Little Red Hen and D;_Lml_e_lzmm were iso
available.

Story Time: Children were invited to join in the reading of Humbug Witch whenever
part of the story was familiar to them. The big book was then
placed in the book corner.

Music: The children were asked to select their own finger plays and songs.

Small Group Time: Children were given loctagon blocks and encouraged to make
designs. A discussion around designs that were the same and
different followed.
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