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ABSTRACT

Research studies have beeﬁ ccnducted to investigate
the role that modality preference plays in worq identifi-
cation skills by assessing a child's performanée on mod-
élity emphasized teaching approaches. However, no studies
exist that _xplored the efficacy of approaches that rely
upon the particular sequéncing.of auditory and visual el-
ement = within an apprbach. A basic contention of this
study was that a successful approach to teaching word
identification ékills is dependent upon both éuditC'j and
visial channels and therefore both should be considered
in the development of such approaches. More specifically,
the purpose of this study was to dete;minevif high and/or
low readers learned word identifiéétibn tasks equally well

when taught by an Auditory-visual Sequence Focus Apﬁgoach

(A-V) or a Visual-auditory Sequence Focus Approaéh (V-A). |

The nonsense words and the directions for the A-V

and V-A Approaches were constructed by the. investigator

fof this study. The A-V Approach dealt with the words

auditorially before exploring them visually while the V-A
Approach dealt with the words visually befor'e exploring
—them au@itorially. The nonsense word items consist€d of
(two lists of six (two-trigram) words constructed accordiﬁg,

NG,

to particular phonics elements and ease of pronunciability.

iv
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The sample consisted of twenty-four high and twenty—
four low readers as determined by performance on The

Gates MacGinitie Reading Test, PrimaryvA, Form 2. Each

child was adminisiered the Keystone Visual Screening

Test and the Maico audiometer to ensure. adequate ViSion
and hearing. A pretest of word identification was given
to ensure that no subject was able to pronounce any of
the words that were to be taught via the A-V and V-A

Approaches. : ' -

A counterbalanced design was employed for the two

'teaching;approaches and the two word lists. The A-V and

V-A Approaches were individually administered to each

~child. Performance on the approacn;s was assessed by sub-
jects' correct pronunCiation of ‘the four identificatlion
measures for each word, These were entire word, first syl-
lable, second syllable;and phoneme count.

AnalySis of variance and Pearson product-moment cor-
relations were used to analyze the data.» Significant
differences were found between high and low\readers on both

the A-V and V-A Approaches, high readers' scores being con-

sistently higher. Significant differences were revealed

between the A-V and V-A Approaches for high readers, the

A-V Approach, Lists I and II showing significantly'higher
~
scores. Significant differences were found between the

A-V and V-A Approaches, List I for low readers, the V-A

Approach demonstrating significantly higher scores. No.

‘EQ\ oy



sipniiicant difterences were revealed between the A-V and

V-A Appronches, List Il for 15w readers except for one
measure of word identification - phéneme cornt.

The findings of this study suggest that l.igh readers
'prgfgr an auditory—visual sequence approach while low
réaders ;refer a visual-auditofy sequence focus approach
in word ideﬁtification methdds It is also suggested
that'bertéiﬁ words may influerce the results of teaching
approaches for low readers. Furthermore the findings sué—
gest'that no one approach is best for all readeré. There-
fore teachers must Dbe prepared‘td‘adapt and modify methods
of teaching word identification’skillsfto'accommodate the

styles of individual learners.

Vi
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CHAPTER 1
INTRODUCTION

‘Both meaning and word identification are necessary

components in reading.

The pupil cannot read unless he can
associate the appropriate meaning
with the appropriate symbol. ...
Logically, identification of the
symbol comes before the association
of meaning with it (Dechant, 1970,

p. 204).

Many methods of teaching word identification skills

L4

exist. These methods may vary greatly in their pbjectives
and methodologies or they may varf'only slightly. Ulti- |
mately these methods inve® : both the auditory and visual
modalities. Teaching meti~ds may explicitly or implicitly
place emphasis on.?ither one or both of these modalities.
The modality concept has been discussed in some detail
by Wepman (1968). Recognition of the sensory bound nature
of children's learning behaviour was first noticed in
children who kad learning problems. Some of these child-
ren expressed a greater facility for learning by one inﬁut
chanﬁel than by gnothér. Although many of these children
had neurological impairments, further observations made on
children with no known impairments showed similar findings.
Wepman concluded that children differ in their use of

specific modalities and that such differences necessitate

1



tailordju; of reading methods to suit the style of‘indi—
vidual learﬁers. |

De Hirsch has said thét there are certain children
"for whom sbecific reading approaches will make a world™ |
of difrerence™ (1962, p. 225). For a child with légging‘
visual-spatial competence, but adequate auditory ability,
a phonics appfoach may make it easier for him to link the
visual with the auditory structure of the.woré. Cn the
other hand, the éhild who has weak auditory competence
would undoubtedly do betﬁ%r with thé whole word approach.

Such findings have led researchers to take a new
look at reading methodologies, especially in the area of

teaching word identification skills.

Mills (1956) has devised The Learning Methods Test

which attempts to determine the appropriate method; visual,
auditory, kinesthetic or combination, most effective for
the izndividual child. Other researchers (MacAulay, 1965; =
Cdg;ijfwszQ; Taylor, 1969) have used this test with slight
~adaptations, btut have kept the same objectives as Mills.
S:nco 1G6°6, when Mills first constructed his testing
instrurent, =ad especially in the last ten years there
has been a proliferation of reseérch studies that have ex-
plored the concept of modality and modalityﬂpreference as
it relates to reading and reading achievement. Many of
these»studies have moved in one direction; namely, concehn-

tration on a single modality. The approaches used in these



studies have Heen so devised that they have either an
auditory focus or a visual focus. Since the reading pro-
cess is influenced by both the auditory and visual chan-

nels, attention should not be paid exclusiveiy to a single

modality. N
While such single modality focus approaches may be

the most efficient method for some children, they are by
'né means suitable for all children. Such wholly visuai
or wholly auditory approaches to teaching word identifi-
cation skills are meant for the child whose auditory or
visual pathways are not functioning adequately;

Fortunately, most children have some

capa01ty to function with both visual

and auditory perception. The two a-

bilities have their own rates of de-

velopment and, when mature, most often

show only . approx1mately e%ual matura-
tional levels (Wepman, L, p. 30)

For these Chrldren, who are in the majority, Wepman
suggests two different approaches:

(a) for the child who‘shows ‘his best ability to be
visual, a visual. emphasis in reading with immediate audi-
tory reinforcement is suggested; h .

(b) for the child- with good audltory ablllty, an
auditory empha51s with strong, but secondary 51ght traln—
ing is recommended. |

Although studies have been conducted te_determine the,

most effective "single modality emphasized approach”- for

teaching word identification skills there has been little



or no research reported Lé indicate how children learn
word identification tasks using an approach that combines
both visual and .auditory modalities. An unanswered question
remains; does tbe particular'seguencing of auditory and

visual elements within a combination approach affect a

child's ability to rord identification skills?
) ' 1. PURPOSE °

The purpose of this study is to determine if high
and low reading achievers learn word identification tasks

equally well when taught by:

(a) an approach which has an auditory-visual sequence

-

focus;

(b) an approach which has a visual-auditory sequence

focus.

IT. DEFINITION OF TERMS

For the purposes of this study, the following terms ‘

A

A . 3 . . . . \
will be associated with that meaning given in the defin-

" - - ‘
itions below.

Auditory-visual sequence focus (A-V) - First, an emphasis

will be placed upon the sound gqualities of the word and then
upon the visual aspects of the'word (see Appendix F).

. Ay
Visual-guditory sequence focus (V-A) - First, the visual

appearance and other visual clues will be emphasized, and

then the'éound‘qualities of the word will be stressed (see

Appendix F).



Word identification refers to the correct pronunciation of

a word.
.

Reading achievement refers to the mean standard scores for

~ the Vocabulary and Comprehension subtests of .the Gates

Mac Ginitie Reading Test, Primary A, Form 2.

High /low reading achiever refers to a student who scores

at least one-half a standard deviation above/below the mean

of the standard s¢ore on the Gates Mac Ginitie Reading Test.

Entire word identification score refers to the correct
pronunciation of the entire word.

First syllable identification score refers‘to the~corre¢t

pronunciation of the first trigram unit.

»

Second syllable identification score refers to the correct

pronunciation of the second trigram unit.

Phoneme identification score refers to the correct pronun-

ciation of phonemes in their correct sequence within a

word.

III. HYPOTHESES

Based on a review of the literature and in light of

what the investigator proposes to do in this study, the
| -

-~

following reséarch and null hypotheses have been formulated.
The level offsignificanbe required for the null hypotheses
/ . /

has been set/at the .05 level. /

Research Hypkthesis I

: / . : . :
‘High readers will achieve higher scores than will low



readers on the A-V and V-A Approaches for List 1.

Null Hypothesis 1

There is no significant difference between high and

low readers on the A-V and V-A Approaches for List T as

determined by scores on:
(a) entire word
(b) first syllable
“ (¢) second syllable
(d) phoneme count.

Research Hypothesis 11

High readers will achieve higher scores than will

low readers on the A-V and V-A Apprcaches ror List IT.

Null Hypothesis II

There is no significant difference vetween high and

low readers on the A-V and V-A Approaches for List I3 as
determined by scores on: |

(a) entire word

(b) first sjllable

(ch second syllable

(d) phoneme.count.

~Research Hypothesis II1

High readers will score equally well on the A-V cnd

V—A‘Approaches, List I. :

Null Hypothesis III

High readers do not differ significantly between

scores on the A-V and V-A Approaches, List I for:

4



(a) entire word

(b) first syllable

(c) se@ond syllable
(d) phoneme count.

Research Hypothesis IV

High readers will score equally well on the A-V and

V-A Approaches, List II.

Null Hypothesis IV

High readers do not differ significantly between

scores on the A-V and V-A Approaches, List II for:
(a) entire word
(b) first syllable
(c) second syllable
(d) “phoneme count.

Research Hypothesis V

Low readers' scores will be lower on the A—V'Appfoach,

List I than on the V-A Approgch, List I.

Null Hypothesis V
Low readers do not differ significantly between

scores oh the A-V and V-A Approaches,-List I for:

(a) entire word

(b) first syllable

(c) -second syllable
(d) phoneme count.

Research.Hypothesis VI

Low readers' scores will be lower on the A-V Approach,



List II than on the V-A Approach, List II.

Null Hypothesis VI

Low readers do not differ sigrificantly between scores

on the A-V and V-A Approaches, List II for:

(a) entire word

(b) first syllable

(c) seéond syllable
(d) phoneme count.

Research Hypothesis VII

'The identification scores of high readers on the A-V
Approach will be related to their scores on the V-A

Approach. . -
Null Hypothesis VII

There are no significant correlations for high read-

ers between:

(a) A-V Approach, List I and V-A Approach, List II

(b) A-V Approach, List II and V-A Approach, List I.

Research Hypothesis VIII _ .

The identificgtion scores of low readers oqjthe A-V

Approach will not be related to théir scores on the V-A

Approach.
' Null Hypothesis VIII

There are no significant correlations for low readers

between:

(a) A-V Approach, List I and VoA Appfoach, List II

{(b) A—V Approach, List II and V-A Approach, List I.
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IV. ASSUMPTIONS

It is assumed that each subject's reading score on

the Gates Mac Ginitie Reading Test, Primary A, Form 2 is

indicative of his actual reading achievement.

It is’assuméa that each subject's perfbrmance, in
terms of the scores obtained, after having been taught
by different m-thods, is indicative of his abilig& to
learn through the different tasks‘presented.

A further aSsumption is that the performance of the
-grade one subjects in this spudy is representativé of
grade one children within the Edmonton Catholic School
System.

Iﬁ is also assumed that reading matefials to which
the childrer in the Sample were exposed, beyond-'the basic

programs,'did not bias the results of the teaching method-

ologies employed in the study.

" A final -assumption is that the A-V and V-A Approaches
devised for this study,are distinct in their sequence
focus and are suggestive of the modality processes that -

function in children who are learning to read.
V. DELIMITATIONS

The object of this study is not to determine what

~

Sensory channels the child is using in the learring tasks.

Rather the object is to determine which of the two teaching
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approaches may be preferable for a child by assessing
his performance on the pronunciation of words andlword
parts.

The focusses of the two teaching approaches cannot
be wholly auditory or visual. As far as is possible, and
realistic for application to teaching situations, the

visual and auditory aspects of teaching methods will be

stressed.

VI. LIMITATIONS

iThe generalizability of the“findings are limited by
the.féiléwing factors:

(a) The study was conducted undef highly controlled
siﬁuatibns which entailed a one-to-one teaching situation.
Therefore tn: genefalizability of the findings may be
limited to s ~r learﬁing conditions.

(b) The populatioﬂ“{rom which the sample was taken
was limited to middle and ﬁpper middle socioeconomic

neighbourhoods in Edmonton, Alberta.

(c) The popuiation from which the sample was drawn
was limited to four grade dne cléssréoms. _

(d) The study was conducted in the third quarter of
the school year. Therefore generalizations would be re-

stricted to those students with similar "length of .school

experience.

(e) Only students who passed the visual and auditory

”~
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screening tests wére_éligib;e for the .study. ¢

(f) /Only those students who scored one-half a
standara déviétion'above or below the mean standard score
of the Vocabulary and Comprehepsibn subtests of the Gates

Mac Ginitie Reading Test, Primary A, Form 2 were eligible

for this study.  Therefore any generalizations would be
restribted to those students jdentified here as high and
low reading achievers. |

| (g) The number of subjects in the study was limited

to forty—éight.
VII. SIGNIFICANCE OF THE STUDY

The need for a more sbecific evaluation of word rec-
ognition methods still exists. Witnessﬂthe myriad ap-
proaches, most of which hesitaté to mention the part the
two most crucial sensory learning channels, the auditory
and visual modalities; play in the deveigpment of their
reading methods. Witness also therreading failurés.
Hopefully, a sfudy of the particular sequencing df auditory
and visual elements within a word recognition approach will
provide more infofmation on one aspect of the reading pro-
cess, the ability to learn word identification skills. If
children do differ in their_performande on the two teach-
ing approaches ‘then it woul@ seem essential that initial
grouping and instructional %rocedures take account of these

i
differences in teaching word identification skills to

Y

/
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accommodaté the preferred styles of these children.
VITT. OVERVIEW OF THE STUDY

Chapter I has included the introduction.of_the prob-
lém and purpose of the stﬁdy. Also included were the def-
inition of terms, research hypotheses, assﬁmptions, limi-~ )
. tations and significancelof the study.

‘Chapter’II will outline’the framework and rationale
under which the present study was conducted and will pro-
vide a review of -the literature relevant to the problem.

Chapter TIT will consist of the experimental design
"of the study, the standardized and experimental tests used,
the construction of materiais for the study, a description
of the sample, ﬁhe piloé study and the colleection and
methods of anal&sihg_the data.

Chapter 1V will contain the results of the test data
which will be analyzed and explained.

Chapter V will include the summary, conclusions and

implications of the study.



CHAPT®
RACKGROUND OF THIE STUDY

The U.S. Office of Education conducted a nationwide
_survey to determine the best method of teaching'beginning
reading. The results were inconclusive. It appeared that
no one best method ex1sted for all chlldreﬂ‘\\Most edu-
cators were not surprised. They hardly expected that a
panacea for effeetive reading instruction'would be found
iﬁ this way. |

Such a survey would have been more pI« 1bly directed
tewards determining which method was best for which child.
Educators such as Dechant (1970, p. 219) and Wepman (1968,
p. 6) have loﬁg eﬁpbesized the importance of individual
learning differencesTin children. Attention, the.cfore in
.eiudies of this kind, should be directed toward the childi
and how he Jearns. Such findings should help establish a
methodology to be followed in teaching each child how to\
read.

Il order to provide a background of information for
_this study this chapter will contaln a rev1ew of the 1it-
erature relevant to the.role of_sensory modalities in the
developﬁent of word identification skills. First the
perceptual modality concept wiil be pfesented. Methods. of

‘teaching word recoghition skills which hold particular

13
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relevance for modality preference will then be examined.
Finally, research studies that have dealt with modality
prgference and modality integration will be discussed to
provide backéround and to help develop a'rationale for
the auditory and visual séquence focus approaches con-

stricted for this investigation. '
I. THE PERCEPTUAL MODALITY CONCEPT

Perception{ although dirficult to define, is used to
mean an awareness of the objects or conditions in one's
environment. Inhereﬁt in this awareness is a recognition
of sensory information; how things look, sound, feel,

taste or smell. The sensory modes of receiving information

(or learning) are basicall~ ~2 just mentioned; seeing,
hearing, touching, tast: = ana . =2lling. An individual,
then, receives an awarenes. objects around him by the

excitation of one or more of his sensory modes (Allport,
1955, p. 1k; Lermer, 1971, p. 118). |

- Differences exist in the way an individual perceives
the cbjects or conditions around him (Allport, 1955, p.lL).
Possibly differences exist in the way children receive
information, or differences éxist in the way children
learn. Somg prefer to learn primarily by seeihg, others
leérn best by hearing and possibly others prefef'to learn
by touching. These types of learners have been 1abelléd

visiles; audiles and haptics respectively. "Each of these
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ways of leafning and receiving information is called a
perceptual modality” (Lerner, 1971, p. 118).

IThe sensory modalities of smelling and tasting can
be eliminated here since they have little to do with the
process of learning how‘tp read, The remaining sensory
modalities; visual, auditory and tactile are the most
important in the reading prbcess.

If a child differs in his modes of pé}ceiving or if
he expresses a predilection for thé visual, auditory or
tactiie mode "these differences may profoundly affect his
aptitude for learning'by certain metﬁods” (MacAuley, 1965,
pP- 2).,)Some children simply cannot rely on a visual im- .
age while othérs rarely depend upon auditory imagéry. f
When the latter "read" a word they may "-~e" the word
"while those with auditory imagery may "near" the word

(Dechant, 1970). Furthermore the maturational pattern of
these gensory modalities may vary from one individual to
another (Wepman, 1967; Dechant, }970). |

The impfication as stated by Dechant seems clear.
No one reading ﬁethod is best for all children. Therefore
differences in children must be considered and reading

methods should be directed towards the development of the

sensory modalities of each child {Dechant, 1970);
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II. METHODS OF TEACHING WORD IDENTIFICATION

Research (Mills, 1956; Wepman, 1964 ; Peck, 1969;
Dechant, 1970) has generally supported Wiener and Cromer
(1967) who state that reading is a two-stage process in-
velving first 1dent1flcatlon and then’ comprehen51on.
Identification appears to be largely the result of a com-
bination of four basic word recognition or wordvanalysis
techniques (Guszak, 1972). The four techniques that are
basic to most reading programs are; Context analysis,
sight words, phonic analysis and structural analysis.
Combinations and variations of these techniques, appear to
be limitless. Aukerman (1971) has described over one
hundred dif:- :Tent approaches to beginning reading. How-
ever,‘it is beyond the scope and design of this stﬁdy to
explore the full gamut of these approaches. Rather,an

‘empt will be made to examine the methods that might
.uve the greatest relevance for a child's sensory modal-
ity <tyle. Sincevthis study is primarily concerned with
visual and auditory approaches to teaching word identifi-
cation, it will confine itself to a description of the
phonies approach and the sight word approach.

Generally "the phonics aporcach” in reading is con-
sidered to be an auditory approach while the "sight
method" is called a visual approach (Bond, 1935, pp. 43- hh)
de lesch (1962) expands such a statement and suggests
that the child who is lagging 1n visual-spatial abllltles,

but who has adequate auditory abilities will do better

-
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with phonics ”which involves temporal réther than spatial
organizational principles” (p. 225). She further suggests
that fhe child whose auditory competence is poor and
"whose frustration level is too low to build uﬁ words
slowly and patiently from their determining parts”

(de Hirsch, 1962, p. 225), will undoubtedly learn better
u.by the whole word approach.

'The Phonics Apprgach

Phonics instruction ig geared to p system in Wthh
.spec1f1c sound gegerallzatlons are keyed to spe01flc
letter symbols (Dechant, 1970, Durkln; 1974 Guszak, 1972).
The content of phonics is based upon a_seriés of general-
izations about the characteristic sounas assoclated with
individual letters or grOUps*of létteré. Phonics programs
differ in many respects;v Oﬁe program may advocate begin-
ning phbnip instructionrwitﬁ'consonants, another with

vowels, while a third focusses on blending consonants and

-vowelé.

T..e phonics approach is often classified as a synthet-
ic method sincelﬁhe emphasis is on blending toéether the
separate sounds of the letters to form words. ‘The’child
is directed towards sounding out words letter by letter
gnd is then required to fuse these sounds togethér to get
at the sound of the whole word (Harris, 1970, p. 61). How-
ever, the.analytic'aépéct of phonics instruction is also

" given emphasis in beginning reading programs. In the
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analytic approach the child sees the whole word‘and
attempts to'use word analysis skills to break it down
structurally or phonemically into its parts ( Aukerman,
1971, p. 27). "Analytic phonics teaches letter sounds

as intégral parts of words that are already familiar in
reading and listening” (Spache and Spache, 1964, p. 265).
“Dechant (1970) suggests that for independence in word
1?recognition children need both analytic and synthetic
approaches.

The Sight Word Approach

The sight word approach 1is generally considered'to
be an analytical approach. It is often called the whole
word method. Here the child is directed towards an ex-
amination of the length and shape of a word in hopes of
distinguishing it from ogher words. The shapes of letﬁers
are also examined by drawing attention to such things as
ascending and descending letters. ~To assist children in |
identifying words, pictures are often\ﬁsed as feferents in
the whole word approach. Most basal series initiate read-
ing instruction with a whole word methodology (Guszak,
1972; Durkin, 1974).

For some children the sight word approach may be the
only viable method of teaching word identification. "They
cannot analyze the word into its parts, or have such poor

auditory-discriminatory skills that they cannot deal with

phonics® (Dechant, 1970, p. 219). However, it is suggested
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that the sight word approach by itself will not meet the
needs of every child nor perhaps all the needs of even
¢ne child.

In conclusion, this cursory examination of the phon-
ics approéch and the sight word apprbach was presented as
an introduction to auditory anc visual sequence focus
approaches to teaching word identification skills with
which the présent study is concerned. Although the audi-
tory and visual sequence focus approaches cannot be equated
with the traditiohally labelled "phonics apbroach" and
"sight word approach" they do, as this investigator

suggests, share commonalities.

/

III. RESEARCH STUDIES ON MODALITY AND MODALITY PREFERENCE

Methods in teaching word recognition skills reviewed
in the previous section have tended to focus on the-ﬁnit;
of presentation. But.some educators have chosen to focus
on the modality of presentation. Wepman (1968) sﬁggests
that "the concept of differential modality proclivity
"would argue for tailoriﬁg the instruction...to the capacity
of the individual child" (p. L). By determining a child's
particular modality approaéh to learning, the teécher
should be able to provide the optimum teéching method for

that particular child.

A concern for the role that modality plays in learning

words is not new to the field of education. Harris (1964)



states that' as early as‘lééo Fechner rebgrted individual
differences in imagery while in 1880JBinet was describing
auditory and Visuai ﬁypes. Binet stéped that the auditory
type appears to recall a passage by improvising the souids
of the words upon the pagevfather tﬁan the visual aspects
of the page itself. Whitehead (1896), using nonsense
words) carried out a study concerned with the visual and
aural memory of adults. He concluded that the visual
method was superior for short term retention.

After the turn of the century educators appeared to
lose interest in modality pfeference until Lowenfeld in
the late thirties began to investigate "visual" and "hapti-
cal” types. Since that time research studies have been
conducted to provide'an empirical base for such theories
wnich stress the importance of the modality-bound nature
of children's learning behavior. Because of the number of
studies only a few illustrative ones will be dealt with
here in any great detail. Other studies beginning with
Lowenfeld (1945) will be presented in tabular form in
Table I, pages=?8 to 33.

The first study to be examined here is that of Mills
(1956). Concern about.the lack of a formal testing
instrﬁment to measure modality preference led Mills (1956)

to devise The Learning Methods Test to determine a pupil's

learning strengths and weaknesses. Mills' testing instru-

ment has been used with slight adaptations and has provided



a framework foy’many modality studies since he developed
it in 1956. |

‘The procedure involves teaching each child individ-
ually over a périod of four days. FKach day the subject
would be taught ten new words Dy a different method.
One method has an auditory emphasis, while the others
have a visual, kine;thetic or Eémbination emphasis.‘ The
child would be tqught‘one series of words per day and
then given a test of immediate retention. Twenty-four
hours later he would be . given a délayed repention test
and taught a new series of words. On the basis of the
scores from these tests, a learning mode preference would
be determined.

The visual method exclusively stresses the visual
appearancé.andvother visual clues of the words. The child
would be asked to look-at the pilcture of each word, then
at the word card and say what it was. He would then be
asked to use each word in a éentence.‘ The length and
configﬁration of words would be discussed and compared.

The auditory method stresses the sound qualities of
each word;, The examiner would name each letterof a word,
sound it out and then ask the child to sound 1t out, fus-
ing the sounds together to forﬁ the word. The child would
then bé asked to give words thatAbegin'and end withbﬁhe

same sounds. The examiner would keep repeating the ten

words with exaggerated sound stresses, asking the child
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Lo listen and then say them himself. ~

Tn the kinesthetic method the child would trace over.
each word several times with his finger. He would also
be asked to say the word while tracing it. Then He would
write out the word, again saying it while he wroté,

The combination method would give equal stress to.
the visual, auditory and. kinesthetic approaches. This
method would begin by the child looking at the picture,
then at the word and saying what it was. The sounds‘of
the letters would then be stressed. The child would then
write the ten words; tracing thém after he wrote them.
Finally the child would look at each picture, write the
corresponding word, and sound it out.

The materials for the IMT  consist of four séts of
graded picture-word cards and a manual of directions which
provides specific instructioﬁs for the four fifteen-minute
teaching lessons.: A pretest of word recognition is given
to each subject to det%rmine the appropriate words to be
used in the test. Each subject would have his own set of
"yunknown™ wofds to be "taught” to him via the different
modalities.

Mills, himself used ﬁhis test with a group of thirty-
nine boys and nineteen girls in grades two through four in
five public schools in Pisco County, Florida (Mills, 19}56). :
The variables were limited to sex, chronological age, readf

ing level, and inteilligence. Children were screened for
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visual and auditory acuity and only monolinguals were used
as subjects. Only one'tedchér was employed in .the study.
Mills found that for children of lgwer intelligence the
visual and kinesthetic methgds were the most effective.
For children of average intelligence the visual and com-
bination methods Were the most effective. No one.method
: found to be truly superior with children of high in-
:ence}‘ The visuai method appeared to be best for the
$ en- 2ar olds, the kinesthetic for the eight-year olds
but i =thod waé‘oﬁtstandingly effective for.nine year
olds. "h. > were no significant differences between the
sexes for ghj.of,the four methods.
A study conductédAby MacAulay (1965) was similar to

that of Mills (1956). She used his test instrument, The

Learning Methods Test with sixty-two grade one subjects
but extended the training from fifteen to twenty minutes
and also made adaptations in the methods of presentations,

particularly in the kinesthetic method. In additlen to

the variables of sex, CA, reading achievement and inte
gence that were considered in Millsf study, MacAulay.in-
éluded visual, duditory and motor aptitudes to ”find”la
corfoboratiye evidence of preferehce{for learning by a
particulaf sensory mode" (MacAulay, 1965, p. iii).
MacAuléy's findings were somewhat more substahtial
than those of her.predecessor,~Mills. Briefly the most

salient of these aq&:
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(a) The "delayed recall of words learned by the
visual and klnesthetlc methods correlated 51gn1f1cantly
with the ablllty to hold in mind the wholeness of a flg—
ure while attending to its significant details™ (MacAulay,
1965, p; iv). | | |

(b) Learning words by the auditory method showed a
significant relationship to auditory discrimination.'

(¢) Boys geénerally learned better by the visual and

auditory methods

(d) Little relatlonshlp was shown between I Q and
the\ablllty to learn by any one method

(e) The combination method was not superior. for any

one group of learners. .

A modified version of the Learnlng Methods Test was

used by Cooper (1969) to investigate the modality prefer-
ence of thirty high and low readers in grade one.. A
consensus of teacher ratings on children and the Gates

MacGinitie. Reading Test, Primary A, Form 1 were used to

measure reading achievement. Cooper made two major
\ lchanges in Mills‘ test; a change from thelnse of real
\\;words to the use of nonsense syllables and more explicit
teaching procedures. Five nonsense syllables (trigrams)
ere used‘rather than real wOrds because Cooper felt the
use of real words would have presented a problem of find-

ing unknown words to teach each individual in each modality

By using nonsense syllables all subjects could use the same
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words (unlike the Mills (1956) and MacAulay (1965) stud-
ies) for the teachihg cycles of each of the four learning
tasks. Cooper chose not to consider "meaning" 6f the
words ana consequently omitted theluse of pictures; a.
step inclgded in the IMT for each teaching method 56
_eﬁsure tﬁé subject knows the meaning of each word was
‘aiséwomi£ted. Coopé€r (1969) stéted that the bUrpose\of
the study was-to look only at thé effect of modalities

and the additional'variable of meaningfulness was beyond
the scope of his iﬁvestigation (p. 67). Five syllables
were éssiéned to be taught via each modality. - The order
of‘modality'presentation was counterbalanced. However,
Cooper‘neglected to counterbalance the four lists of
words.‘*No‘pretest of word recognjéfbn was gi?en to de-
‘termine if any of the subjects wére able to pronounce the
words. The visﬁal modalitx utilized the aspects of word
length and configuration fdr t;aching. Eéch subject com-
pared the length of the syllable$ and matched each syllable
- with its correct configuration. The auditor& modality used
the aspects of sounds and rhyming Words in teaching. ‘Tﬁe
sound'elements‘of the syllables were isolated and blended
togeﬁher and a rhyming word was identified. ’The kines?h-'
etic modality involved tracing‘and copying ;ach syllable.
The combination modality utilized the aspects of sight;f
sound and tracing in teaching.- The administration of the

tests was the same as the IMT. The subjects were taught
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the syllables until they correctly named all five non-~'
sense syllables or completed ten trials of each teaching
cycle. The findings suggested that no 51ngle modallty
pattern characterized the high or low readers as a group.
The variation in scores between dealltles was greater for
low readers than for high readers; o

A study on modality preference, but' not. using Mills'

Learning Methods Test was conducted by Jones (1970) with

ninety third grade children. The Reading Comprehension

Subtest of the Metropolitan Achievement-Test was used as

the measure of reading achievement. The test of modal
preference was an individually administered measure of the
‘differential perfofmance in learning auditory and visual
labels for pictures of concrete objects; The auditory
labelling part of the test used pictures of four common
animals. The auditory labels eonaisted~of the phonemic '
representations of three letter nonsense syllables.with:
low assoeiational values. For this learning task the
examiner would ask the subject to identify the four ?ic—
tures. He would then tell the subject that he had given -
the nmnimals funny names which he wanted him to learn. The
examiner would then pronounce the nonsense word for each
picture and the child would repeat it. After dealing with
all words in this manner the examlner would show the sub-. s»ﬂ
ject one picture and ask ‘what it was. The crlterlon for‘

completion of the learning task was two consecutlve perfect

>
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trials or a‘maximum36f twenty trials. The visual labelling
part of the test uéed the same pictures, but included four
printed words made from a false alphabet. The subject was *
told that each printed word was the. name of each particu-
lar picture. The Sﬁbjeét would be shown the picture and
asked to find the corresbonding prin£ed word. The criter-
ion measure for visual labelling was the same as for audi-
tory labelling. Modal preference was established by the
.differential performance of the subjects on thevauditory
and visual tasks( Jones also included a measure of aud-
itory-visual integrétion. The subject was required to |
associate the visual labels (printed words) with the aud-
itory labels. 1In the.two previous tasks of visual label-
ling and auditory labelling pictures had been used for
association, but now only the "written and spoken words™"
were used. " The subject was required .to pronounce each
"written word" correétly.' The findiﬁgs‘showed that neither
éuditary labelling, visual iabelling, modal preference or
auditory-visual association cbrrelated significantly with‘

reading achievement.

i

From the reviews\juét presented énd from the studies
summarized in Table I; it appears that no conclusive re-
sults can 'be drawn from the findings of the modality stud-

_ \ :
ies. The designs of the studies, the ages of the subjects

and the test instrv ts obviously were important factors

in explaining the discrepant results. _
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1V. LONGITUDINAL STUDIES DEALING WITH MODALITY PREFERENCE

.One factor which may affect how well a child learns
words is the amoupt of time available for teaching. A-
number of researchefs éonducted longitudinal studies on
the modality preference of various subjects..  As with the
modality and modality preference research studies ex-
plored earlier in this chapter longitudinal studies will
be presented.in tabular form in Table II, pages 36 to 40.
One longitudinal study will, however, be examined at
greater length to illustrate this type of study.

Bateman (1968) conducted a longitudinal study with
eight gfade one classes studying the visual and auditory
modalities. The basic pufpose,bf the study was to explore
the efficacy of an auditory approach compared to a visual
approach when children were homogeneously grouped by
preferred learning modaliﬁigs and when they were not so
grouped. Each child was labelled a visile or an audile
on the basis of his performance on the two ITPA subtests
of memory. If a child's auditory score exceeded his vis-
ual score by eight months he was designated as an auditory
subject, and vice versa. Only four ‘of the eight classes
were so tested for their modality preference. The remain-
ing four classes were nonplacement classes; two received
the auditory method and two received the visual method.

The children who were designated as audiles or visiles

were assigned to an auditory or visual method class. For-
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example, one half of the subjects who were identified as
audiles were assigned to an auditory method while the re-
maining half were assigned to a visual method. There were
no significant differences among the clasges on IQ, MA, or
total reading readiness. The auditory method classes used

the Lippincott Beginning Program while the visual method

classes used the Scott, Foresman Series. At the end of

first grade, one year later, the Gates Primary Word Rec-

ognition and Paragraph Reading Tests were administered to

all eight classes. Results showed the auditory method to
be significantly superior in the nonplacement classes.
Analysis of variance revealeu the auditory method to be
superior to the visual method and auditory subjects to be
superior to the visual subjects. There was no interaction
between subjects' preferred modality and method of in-
struction used. The visual subjects who were good readers
were substantially above the average IQ for the total
group, while the auditory subjects who were poor readers
were appreciably below the group mean in intelligence.
Bateman says this suggests ﬁhat children who prefer the
visualAmodality_are handicapped, relative to those who
prefer the auditoery modality in reading. However, there
were limitations in the study. The general ability and
achievement level was unusually high; only one child had
an IQ below 100 and a grade score of 2.9 separated the

good from the poor readers. “Also, good and poor readers

were identified after the treatments rather than before.
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V. RESEARCH STUDIES ON AUDITORY AND VISUAL INTEGRATION

' J
Whereas many researchers hav~ focussed on auditory

and visual modalities as diSCreet factors, other research- -
ers have concerned themselves with the integratien of the
various modalities.

Birch and Belmont (1964) hypothesized that auditory-

visual 1ntegratlon was a basic process in learning to

read. They Justlfled this theory by bLatlng that the task
of reading involves the associating of auditory (spoken)
information with visual (written) information. The exper-
imental task they devised to investigate integration re-
quired subjects to match a pattern of events in one m?d—
ality with a pattern of events in anothervmodality. *1he
investigatof would pfoduce an auditory pattern by tapping
a pencil a number of times and the subject was required
o p ck out a matching visual pattern from among patterns
of black dots. Their results showed 51gn1flcant relation-
ships between the ability to make auditory-visual equiva-
lence, reading ability and inteiligenée.s

Similar studies with similar results were also con-
cudted by Kahn and Birch (1968) and Jones (1970) .

Opher investigators have devised variations of Birch
and Belmont's integrative task. For example Beery §l967)

in a similar study presented the visual pattern first be-

fore the selection of the matching auditory pattérn.

4
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‘Working with dyslexic .subjects he found that their ability
to hake compaljsons between auditory and visual stimuli
was lower thanl\or avepage readers.

Ford (1967) studied the relation of auditory-visual
integfation and tactual-visual integration to intelligence
and reading achievemeﬁf with a sample of 121 grade four -
boys. The subjects were preSented with a rhythmic auditory
pqtﬁefn tapped oﬁt by the examiner and were required to
identify_a‘visual dot patterﬂ which matched it. In another
task subjects explored a form tactually and then identified
its visual counterpart,{’Resplts showed the auditory-visual
test to be.easier than Ehe tactile-visual test. Signifi-
cant correlations were found £o exist-betwéen\the auditory-
visual.task, reading achievement and intelligence.

Mﬁehl and Kremenak (1966) suggested that the beginning
reader needs gp make four dlfferent klnds of auditory and’
visual sensory integrations. They stated that a beglnnlng
reader muqé make auditory and v1sua£ discriminations which
are integp%tions within a modality. Two kinds of integra—
tions between the auditory and visual senses are also re-
Nqulred the beginning reader must relate auditory patterns
‘in speech to visual patterns in prlnt and when he reads
must‘reverse this process (pp 230- 232) ‘The two tests
theyiuSed’to measuﬁe‘integrapion were similar to those of
\Berh ‘and Belmont (196A)' visual ‘dot patterns and an elec-

trlcsséEEgraph key for the auditory stimulus. The subjects

lvwa v,
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were required to match auditory and visual patterns within
and between modes. The findings showed the visual-visual
matching task to be the easiest, followed by the visual-
auditory and the auditory-visual while the auditory-
auditory was'found to be the most difficult. Furthermore
the ability to match auditory-visual and visual-auditory
pairs made significant contributiops, although somewhat
low, towards predicting readihg achievement.

These results show these studies do share comparisons§
a positive correiation.is found to exist between auditory-
visual integration and reéding ability. However, this re-
lationship, althbugh consistent, is usually low (Ford,.1967).
Muehl and Kremenak (1966) suggest that this low relation-
ship may be due in part to the use of normverbal materials
in.the investigations. Pick (1969) suggests that "the
experimental task which is constructed to study a process
in reading should be as similar as possible to the rele-
vant aspect of the reading task itself" (p. 164). Tt can
pe seer. .nat the mechanical task of matching dots and taps

has no obvious similarity to the cor.'lex - cading task.

|

VI. AUDITORY AND VISUAL SEQUENCE I ™77 “"TROACHES 1
TEACHING WORD IDENTIFICATION

The author of this study is prepared to ¢ :cer
modality-bound nature of children's learning .ehavior =8
.a%ﬁajor factor in learning to read. It also seems reason-

‘able that the reading task involves an intermodal process

A P N



of relating an.auditory pattern in specech to a visual
pattern in prlnt. In learning to reéd "children learn to
associate sound-labels with visual- labels (and vice versa)d \
on both a gestalt whole word basis and on a phoneme-
grapheme,aﬁélytic-synthetic basis", (Bannatyne, 1968, p.
14) . Learnlng to read then is heavily dependent upon both
‘the v1sual and auditory modalltleé. "The child has to turn
the gesta%t of letters into sounds or the gestalt of:sound
into letters" (Banr .tyne, 1968, p. 15). Fluent readers
are usually able to make instant transfers both ways
(Goodman 1968; Smith, 1971). However Wepman'suggeé%s that
many poor and/or beginning readers may not possess this
flexibility (1964, 1968). Although the magorlty of ¢ ild-
ren are able to function in both visugl and auditory mod-
alities, a child's learning type - his maximal modality or
pathway of learhing - may profoundly affect his performance .
with a particular approach in reading (Wepman, 1964, 1968).
Wepman further suggests that a visual emphasis ih reading
with immediate auditory reinforcement is appropriate for
the child who shows his best ability to be visual. For the
child with good auditory ability; aﬁ auditory emphasis with
strong, but secondary sight training is recommended (Wepman,
1964, p. 30). _

The particular sequencing of auditory and visual mod-

alities for reading instruction rather than teaching words

through one or the other modality would appear then to be
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fundamental to a child's success in beginning reading.
It is on the sequencing of: the modalities that this re-
|

search focusses. The design for the study is described ¥

in the next chapter.



CHAPTER II1X

THE EXPERIMENTAL DESIGN

4

The purpose of this chapter is to describe the design,
the standardized and experimental tests used, the sample

selected for this study, the pilot study and the collection

and analysis of data.

7. DESIGN OF THE STUDY

LY

The main purpose of this .study was to determine if low
. s St

readers and high readeré differed in their performance on
an auditofy—visual sequence focus approach.and a visual-
~auditory sequence focus épproach for word identification
skills. Two lists of nonsense words were used.. For each
list the sfatistical model used was g)Z x 2 factorial de-
sign. Thé two levels of factor A were high and low read-

ing'achievers. “The two levels of factor B were the Auditory-

yisual Sequence Focus Approach and the Visual-auditory Se-

gquence Focus Approach.

Both the two teaching approaches and the two word
lists were given in counterbalanced order to control for

any seqﬁence effect that might exist.

II. TESTING INSTRUMENTS

Standatrdized Tests

The Keystone Visual Survey Test. This is a visual screen-

ing device produced by the Keystone View Company of

46
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Meadville, Pennsylvania, U.S.A. This test involves the

use of the Keystone Telebinocular instrument and is in-

dividually administered. This instrument is designed to
sereen for a number of visual difficulties such as acuity
and phoria at near and far point, depth perceptién'and
colour blindness. The stal test consists of fdﬁrteen
-subtests, nine >f which are placed at the far point pos-
ition which is equivalent to a distance of twenty feet,
and five are placed at the near point position.whichmis
equivalent to a distance of sixteen inches. Since this
experlmental task involved only near point visual acuity,
only this was assessed. Therefore subtest twelve (Usable
Vision Both Eyes), subtest thirteen (Usable Vision Right
Eye) and subtest fourteen (Usable Vision Left Eye) were .,
administered to all prospective subjects. |

The Maico Individuail Audiometer Test. This is an auditory

screening device manufactured by Maico Electronics,
Minneapolis, Minnesota. It is a portable unit, equipped
with earphones; This instrument is designed to assess a
person's ability to hear sounds at 1ncreas1ng de01bel and
frequency levels. The hearing loss dial regulates the in-
tensity of eaéh test tone. The test tones are graduated
in decibel steps from slightly below normal to maximum
loudness. The amount of hearing loss for low, médium or

high pitches is tested by.checking each test tone of in-rt

ténsity at the frequencies noted at the top of the panel.
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The frequencies range from 125 to 8,000 cycles. The us-
ual procedure for screening auditory acuity deficients is
to test each child at fifteen decibels. However, since
no soundproof room could be obtained for the administra-
tion of the test the decibel level was set at 20 for the
1,000, 2,000, 3,000, 4,000, 6,000 and 8,000 frequency
cycles and was éet at 25 for 500 frequency

cycles since the room noises interfered with the child's
ability to hear at this low frequency. Both ears were
tested by this auditory screening test.

The .Gates MacGinitie Reading Test, Primary A, Form 2.

-
This reading test was chosen as the instrument to measure

reading achievement. The Gates MacGinitie was selected

because it has been widely used and is considered to be a
reputable, reliable reading achievement test. Since this
—text is ﬁsed by the Edmonton Catholic School System, local
norms were- available, if desirable, for comparison. The’

Primary A, Form 2 -of the Gates MacGinitie has two subtests;

Vocabulary and Comprehehsion. The Vocabulary subtest
requires the subject to select one word, from a possible
four, which best identifies a pictﬁre. The Comprehension
subtest requireé the subject to select one picture, from a

possible four, which best corresponds to a short story.

The Gates MacGinitie Reading Tests manual reports
reliability scores of the Comprehension subtests to be .83

(Alternaté form) and .94 (Split-half). The reliability
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scores for the Vocabulary are reported as .86 (Alternate

form) and .91 (Split-half’).
{

s

TII. MATERIALS CONSTRUCTED FOR THIS STUDY

Word Lists - 5
Two lists of two syllable nonsense words were cgn—
structed. The original lists each contained nine words
but were reduced to six words kfbr reasons given below)
for the final study. All words contained six lefters.
In order to make the word iists as similar as possible

-they were constructed along two major guidelines:

Phonic elements. First a list of phonic elements was

made. In the list were consonants, consonant blends,
consonant digraphs, common phonograms, long .vowels, short
vowels, vowel digraphs, vowel dipthongs, r- controlled
vowels and silent letters. This breakdown 1s in accord
_wiﬁh that of Dechant (1970) and Durkin (1974). The purpose
of devising a list like this was not to compare a subject's
performance on words which contained different phonic
elements but to ensure uniformity of phonic elements from
one list to another: Also, by constructing such lists
which contain phonic elements representative of words in

- general any conclusions resulting from this investigation
wouid be more applicable to teaching word identification

e

skills.

Ease of pronunciability. Pronunciability ratings from
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Underwood and Schulz (1960) were then examined to see if
the phonic elements were within the 239 three-letter
units of pronunciability. Each of the pronunciability
ratings was derived from a trigram and was given in the
form of a value ranging from one to nine. A low value |
indicates that the trigram is easy to pronounce and a
high value indicates it is hard to pronounCe.“ The ratings
of the trigram uhits used in this study are included in
Appendix E. -

‘Any phonic element which was not within the three-
letter units was discarded. On this basié the following

elements were retained and assigned to the two word lists.

Phonic Element List 1 List II1
vowel dipthong o ou 01
consonant blend fr»i | sl
consonant digraph " ¢h wh
common phopogram ‘ - nd mp
'r' controlled vowel ar | er
single consonant b m

Figure 1. - Assignment of Phonic Elements to Word Lists I
and II :

Each of these elements were contained within one of
- . ' . r

two trigrams which composed each nonsense word. The sec-
ond trigram was a CVC unit also taken from the pronuncia-

bility ratings.
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Neutral Pictures

Ilach nonseﬁse word was paired with a neutral picture;
a picture without specific meaning. Appendix D incluaes
thewpictures with their corresponding nonsense words.
The pictures were constructed and used by Burke (1972).

Hobbs (1973) also used these neutral pictures in her study.

Final Word Lists

After the pretest of word recognition the number of
words in each llst was reduced to six on the basis of the
pretest for the main study when certain words were pro—
nounced by the subjectis. The word pronounced and its
corresponding word from-the other list were eliminated.
The final word lists are included in Appendix C.

Sequence Focus Approaches

Tn the Auditory-visual Sequence Focus Approach the

subject was exposed to the words auditorially before he

encountered them visually whereas in the Visual-auditory

Sequence Focus Approach the subject was exposed to the

words visually before he encountered them auditorially.
At the end of each teaching procedure, the subjects were
tested on their identification or pronunciation of the
words. The detailed directions for each approach may be
found in Appendix F .

Scoring- Procedures

There were four measures of identification for each

word. The first measure was successful pronunciation of



52

the entire word. The secdnd was the correct pronunciation
of the first syllable and the third was correct pronunci-
ation of the second'syllable. Each of these measures for
each word received a score of one giving an entire word

score of six, a first syllablec score of six and a second

phoneme count of thirty-four. The only resgricxiow” ‘ b
~the phonemic identification was that the phonemesfbé:ige;
ified in their correct sequence. Insertioﬁs'wogld not de-
tract from the final score. For example, if a subject
pronounced kitalar for kitlar he would still receive the
full score of six. If a phoneme was omitted, thé score
would be one léss. For example, if a subject pronounced
kitlar as g;gggJ he would receive a score of five. If he
instead pronounced it as kar he would receive a score of
three. If, however, he pronounced it as kiral or kilt he
would reéeive 2$éboré of two because the phonemes were not
identified in their corréct sequence.
\\\TV. THE SAMPLE

The test population for this study consisted of four

gréde one classes in two schools assigned to the investi-

gator by the Edmonton Catholic School Board. The total

.enrollment in these schools for grade one was 104. The
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sample consisting of forty-eight students was selected
according to the following criteria:

Grade Level

Grade one children were chosen as subjects since 1t
was felt that information concerning methods o§ teaching
word identification skills would Pe of particmiar rele-
vance for initial reading inbtruétion. Also the test re-
sults would, at this early time in their~edugational car-
4

. « . :
eers, be more representative of children's learning styles

and therefore less influenced by various teaching method-

ologies. Furthermc if differences were found to exist
between the A-V an . .pproaches for low and/or high
_readers such informat i would be of greater value at these

initial stages of reading.

Reading Achievement

Tt was considered/important to discover if reading
‘achievement played a role in the subjects' performance on

the Auditory-visual Sequence Focus Approach or the Visual-

auditory Sequence Focus Approach. Therefore, the sample

was restricted to those subjects wﬁovscored above or below
one-half a standard deviation on the mean standard\scbre
(the average of the Vocabulary and Comprehension standard

scores) or i & -ates MacGinitie Reading Test, Primary A4,

Form 2. Tnec vraw scores ranged from thirty-three to seventy-
four, twenty-eight being the lowest possible score and sev-

enty-four the highest possible score. The mean score was
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56.27. Of the ninety-four children who.tobk this test,
thirty-five were classified as high'feaders and thirty
were classified as ;ow readers. The middﬁ@ readers were
eliminated Pea#ing sixty-five from i hich tg\choose the
sample. / '

Chronological Age

The sample did not include children repeating gfade
one. Although age was not ﬁséd as a limiting criterion
: for selection 5f the éample, the students' ages in months
were reéorded'for ététisticai correlations. The ages of
the final sample ranged from sixty-nine to eighty—seveﬁ
months with a mean month age of -79.83.

Auditory Acuity .

Hearing efficiency was contgolled by limiting the
sample to those children whose hgaring fell within the
normal range as measuféd by an'éuditory screening test. ’
On the basis of this test three'child?en wére el;minated
from the sample agd referred for further testing.., Thirty-
four high readers and twenty—eighﬁ low readers’remained
eligible for the sample. S

Visual Acuity

=

Visual"efficiency was controlled by limiting the
sample to those children wﬂose-vision.fell within the
acceptable range for near point.acuity as measured by'the
visual screening test. On the basis of this test three.r

children were eliminated from the sample and referred’fﬁﬁ%a
. - A o

¥
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analysis which then left thirty-three high readers and

twenty~six low readers eligible for the sample.

v

vPrétgst of WordlIdentification
" Two weeks Sefore the final study a pretest of word
idehtification for the nonsense word items was individually
administered to each child, The words were written in pri-
mary fype and each child was given five seconds to pro-
nounce each word. Seven children, all high readers suc-
céssfully'ﬁronounced one or more of the nonsense word
items. Since one of ﬁhé words was correctly pronounced
by six children it was decided ﬁo eliminate this word
her than all six children. When this word was‘disﬂ
< carded, its cofresponding word in List II ‘was alsoﬁdis*
 capded. Thréé children correctly pronoﬁnced otherl;ééﬁs
and were therefore eliminated from the study along Wlth
onenhigh reader and one poor reader who were absent for
the test. T o ‘ e
- The remalnlng "group consisted of twenty- four lew
réaders, one having moved and twenty-nine hlgh readers
‘A random selection of five good readers wasieliminated
leaving equal numbers -of high and low readers in thed
sample. | ‘
Present Heading~Me£hodologx

: |
All the four classes from which the sample was sel-

ected were using the Gage Language Experience Approach.

Suppleméﬁtal materials used were: the Nelson Language



,Developmeﬁt Reading Program (1970), the Ginn Basic. Readers

(1957) and the Phonics Workbook (Book A) by Elwoll,Mufray

and Kucia. '
Table lII”CEntains descriptive data on-the study

sample. Further data on -the sample may be found ie Tap1e

XXIV in Appendix A.

. TABLE T1T
SUMMARY OF DESCRIPTIVE DATA FOR THE FINAL SAMPLE OF HIGH
ANB, LOW READERS

Y Y ..
“Sex s Mean Mean Read- Approximate
C.A. ing Score . Grade Equiv-
: alent of °
ReadingScore
High Readers  ld4-I 79.4 65,5 2.5
: ‘ . 10-F ,
Low Readers 15-M  80.2 o L46.3 C1l.h
‘ 9-F . . o o
) P ) ' 5 .f).-

e PE&OT ST&ﬁ?»

A pllOt study was conducted in’ February, 197u with

elght grade one students 1n an&eiementary school of the

hdmonton Cathollc School System The students were three‘
" \.\_ . N
hlgh and flve low readers baSed on thelr teacher s ratings.

TThe\prpdﬁes of the pllot study were to assess the dlffl—

L
* o~

L

SO T e
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the test instructions and procedures; and to assess the

amount of time needed for the f{inal study.

iy

| Information gatherad in thé pilot study led to more

T . I AN
'simplified 1nstructiomﬁl p?o&odures. The word 1Lems 1n ;

,u,

the pilot did not crauré since they were not 1denuified

.I
in the pretest of word 1de1t111nctlon. THe m*ﬁ% .requirea*

' the admlnlstlation &7 the experlmeMUAl task wasuapprox—
ot .

. imately fifteen minutes pef‘chi]i. The_resﬁ¢¢3-1ﬁdicated

“that both high and léw‘readors performeﬁ ﬁfgher on the

Visual- audltory Seqaencejiocus Approach than on the

Audltory Vlsual Sequence Focus Approach.

B YI. COLLECTION OF THE DATA

The Gates MacGinitie Reading Test, Primgry'A, I 2
‘was administered to all children preséht in the four
grade one classes. The investigatgr administered the -
tests with the aid of one .caff mémber‘within one school.
Thé .esting was conducted during regular class hours on
Two different\oCcasioné for each class.offstudenté.
A registeféd nurse administéred the visuai and'%udi—
tory screenlng tests to the thlrty four high readers and
) twenty—elght low readers de51gnated by the results from

the Gates MacGinitie Reading Test. Both screening,tests

' were individually admlnlstered to each child.  The c&mbﬁned

time requlrea for “both: tests for each child'was approx1—

s
p"?
4

mately_flfteenpto twenty minutes. “



Two weeks before the main study the Pretest of Word

" Tdentification was individually admi- ~ered to each child.

Administration time\was approximately three minutes for
gach « " 1d.

The final group 5f forty-eight subjects who possessed
satisfactory acuity and had not correctly identified words

on the Pretest of Word Identification were then divided into

the two groups of high and low readers. Since there were
two wopd lists, each subject was taught by the Auditory-

visual Séguence Focus Approach for one list and the@ﬂisual—

%

auditory Sequence Focus Approach for the other. There was

a twqg week time period between the first and second test-|

ing sessions.

The subjects were arranged for test administration

in the manner displayed in Figure 2.
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-i$%§ ‘ First Teaching  Second Teaching
TR Approach and Approach jand
WE g First Word List Second Word List
Group I- 6 high readers A-V V-A
6. %pw readers List I List II
Group IT-¥yhigp. Seaders V-A A-V
b/ldﬁ\f?qdersa List 1 List IT
Group I1I-0 hf%%freaders A-V v-A
6 low readers List I1 List I
Group IV-6 high readers V-A A-V
e . 6 low readers List II List I

1(\

Figure 2. Admlnlstratlon of tRe Teaching Approaches and
Word Lists for High and Low Readers.

VII. ANALYSIS OF THE DATA

The data were analyzed according to the following

-

statistical procedures:

Two Way Analysis of Variance- (ANOV 25)

Four two-way analyses of variance were uséd to.deA
termine if differences existéd between the reading groups
and the teachlng approaches on the four measures of 1dent—
ification; entire word fiyst syllable, second syllable
and phoneme count for List I words. Also, four two- way

_ analysis of variance were .sed for the same purposes for

'L;st II words.

T
NI
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The Scheffe Method of Multiple Comparisons

Scheffe tests were used to reveal where significant

A}

differences between means lay for both high and low read-

ing groups for word identification of':

(a) A-V Approach vs. V-A Approach, List I for the
four measures of Word_identification; entire word,. first
syllable, second syllohle and phoneme count.

-
(b) A-V Approach vs. V-A Approach, List II for the

four measures of word identification; entire word, first
syllable, second syllable and phoneme count.

Pearson Product=Moment Correlation

This procedure was used to determine if a linear

relationship existed: . 4

)

(a) between all variables for high readers who re-
2
ceived the A-V Approach, List I Words and the VfA Approach,

List II Words

(b) between all variables for high re ders who re-

coived the AaV Approach, List II Words and the V-A

'ﬁgproach, ;f ;'

(g)‘ between all variables forAlow readers who re-

ceived the A-V Approach, List I Wordé aﬁa‘the V—AﬁApproacﬁ,
. SN
'y _”;

e-"-

List II Words L
B DL

(d) between all variables for 16w readers who r

o

ceived the A-V Approach, List II Words and the V-A “L;&<L

-

Approach, List I Words.

L

L



CHAPTER IV
ANALYSTIS AND INTERPRETATION OF TEST DATA

The purpose of this chapter is to present and dis-
cuss the analysis of data under the following headings:

1. Performance on the Auditory-visual Seqguence

Focus (A-V) Approach and the Visual-auditory Sequence

Focus (V—A) Approach, List I.

II. Differences between high and low readers on the

A-V Approach and V-A Approach, List T.

IT1. Performance on the A-V and V-A Approaches,
' /

List II.

IV. Differences bétween high and low readers on the

-A-V Approach and V-A Approach, List II.

V. Correlations of subjects' performance on the

A-V Approach and the V-A Abproach.

VI. Differences between the performance of high
readers and low readers on List I and List II.

‘e VII. Summary of findings}

I. PERFORMANCE ON THE A-V AND V-A APPROACHES, LIST I

Equal'numbers of high and low readers, for a total

of one-half of the total sample, received the A-V Approach,

List I while thé remaining half received the V-A Approach;

" List I. The results of these two tests are shown in -

61
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 Tables IV and V in terms of possible score, mean total
group score, mean high reader score and mean low reader

score.

TABLE IV

MEAN SCORES OF HIGH AND LOW READERS ON THE A-V APPROACH
LIST I

Auditory-visual Total Total Group High Read- Low Read-

Approach Possible Mean Score er Mean er Mean
Score, ' __Score Score
~ Entire Word 6.00 2.92 - L.83 1.00
SFirst Syllable 6.00 3.71 5 08.~ 2.33
Second Syllable  6.00 3.21 525 1.17

Phoneme Courtt 34.00 . 22.88 31.25 14.50

Entire‘Word

The mean score for the total group indicaﬁes that
approximately three of the six words in List I were pro-
nounced correctly b® the subjects. A closer look at the
‘scores shows high readers had a mean score close to five
while t§§ low readers' mean score was bnly one.

First Syllable

The total group mean score indicates that while some
"~ subjects were not able to correctly identify the entire
word, more were able to identify the first syllable. The

scores also show that this increase in mean score was due

[
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primarily to the low readers whose score increased con-
siderably from the entire word score. High readers' mean

score, although greater, did not show such a dramatic in-

creagse.,
o

bt ¥

Second Syllable

The total group mean score showed an increase from
the entire word score but a'decreasé from the first syl-
lablevscore. The high’feaders' relatively high mean score
of 5.25 suggests'thathhigh readers correctiy identified
the second syllable more often than the first syllable or
entire word. Low readers, on the other hand, although
showing a slight increase from the entire word score,
idéntified the second syllable far less often than the
first.

Phoneme Count

The mean score of 22.88 indicates that readers as a
total group were able to identify over two-thirds of the
thirty-four phonemes. The mean score of 31.25 shows that

high readers were able to identify the majority of ﬁhon—

~emes. Low readers correctly identified one-half of the

phonemes, a higher score than for the first and second
syllable or entire wbrd scorés.

‘An examination of the total range of scores shows
that high readers performed much higher than did low

readers on the four measures of identification.

The analysis of data on the Visual-auditory Sequence

”



LA
R
,_3“‘.

Ok

Focus Approach, List I is given in Table V and is de-

scribed under the headings below.

TABLE V

MEAN SCORES OF HIGH AND LOW READERS ON THE V-A APPROACH,
LIST I .

Visual-auditory Total Total Group High Read- Low Read-

Approach Possible Mean Score er Mean er Mean
- Score Score Score
Entire Word 6.00 ©  2.92 3.50 2.33
First Syllable 6.00 4.09 L.75 3.42
Second Syllable  6.00 3.58 4.00 3.17
Phoneme Count 34 .00 25.92 28.25 123.58
En. e Word -
! The totél group mean score wga!the same as the mean

score for the V-A Approach, List I. However, a closer

look at the scores shows that high readers' score8 have
decreased by the correct;idenfification of an avefage of

1.33 words while low redders!' scores have increased by an

average of 1.33 words in the V-A Approach.
//l -.

First Syllable

The- total group mean score for first syllables was
greater than for the entire word score, as in the A-V
Approach. Both high and low readers' scores contributed

to this éain‘ The first syllable score was,lower for high

\
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readers but higher for low readers than was the first

syllable mean score for the A-V Approach.

Second Syllablgw!

The total group mean score was lower for the second
syllable than for the first. This trend also existed in

the A-V Approach. However, unlike the A-V Approach, high

readers'! mean score for the second syllable was lower than
the mean score for the first syllable. Low readers, as in

the A-V Approach exhibited lower scores, although the

decrease was not as dramatic in the V-A Approach.

Phoneme Count

The phoneme count for the total group was slightly

higher than in the A-V Approach. Following the same trend
as in the previoﬁs measures of word identification, high

reade ' mean score decreased from the A=V Approach to

the V-A Approach while low readers' mean score showed an

. A ~
increase.

“% A comparison of the total scores from the A-V Approach

and the V-A Approach sho%s that totai group mean scores

for the V-A Approach were hizgher than mean scores for the

A;V Approach and high readers always scored higher than

low readers, regardless of the approach. However, high

readers achieved consistently lower in thke V-A Approach

while low readers achieved consistently higher in the V-A

Approach.
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II. DIFFERENCES BETWEEN HIGH ‘AND LOW READERS ON THE
A-V APPROACH AND THE V-A APPROACH, LIST I

The relativnship between performance on the A-V

Approach and the V-A Approach, List I was further anal-

yzed by performing four two-way analyses of Varianpe with

reading achievement as Factor A and teaching approach as..
Facﬁor B, to detnrmine.any significant differences between
‘high and low readers on the two ueaching:approaches;
~Tables VI, VII, VIII and IX‘present summaries of these:'
analyses for entire ‘word, first syllablez second syllaEle
“and phoneme iaentification, respectively. \The first meas-
ure or ideﬁtj”icaﬁion was entire word identification pre-

X

sented in Tableé VI.

TABLE VI

SUMMARY OF ANALYSIS OF VARIANCE WHEN CONSIDERING ENTIRE
WORD IDENTIFICATION FOR HIGH AND LOW READERS AND.A-V AND

.y-p APPROACHES, LIST I

Source of Variation =~ -  SS " DF MS- F
Reading- Approaches - 0.00. 1 0.00 0.00
Reading Ability 7,.99 . 1 74.99 50.51%x
approach X Ability - 21.33 1 21.33 14, 3750
Error ‘ 65.33 Ll 1.48

%  Significant at the LU1l level
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The results of the analysis of variance revealed a

difference between high and low readers that reached

-

significance at the .01 level. Although the results.

showed no difference between/reading approaches for the
total readers, interaction was observed between teaching
L8

apprbaches and reading achievement that reached signifi-

cance at the .01 level. “The interaction effect is illus-

trated in the graph in Figure 3.

s
J.O i
A-VY
5.0 V-A
o b0
0]
5 3.0
o .
P 2.0
.
2 1.0
& .
0.0 —
Higtheaders ) Low Readers

Figure 3. Comparlson of Mean Scores for High and
Low Readers for A-V and V-A Approaches,
List I - Entire Word.

It can be observed that reading approachés did
appear to make a difference for high‘ahd low readers/ in

entire word identification, the A-V Approach being higher

for high readers and‘the V-4 Apprdach being higher for

low readers.

The second measure of word identification for the
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A-V and V-A Approaches, first syllable identification, is

presented in Table VII.

TABLE VII

SUMMARY OF ANALYSIS- OF VARIANCE WHEN CONSIDERING FIRST
SYLLABLE IDENTIFICATION FOR HIGH AND LOW READERS AND A-V
AND V-A APPROACHES, LIST I

Source of Variation 5SS DF MS - F
- Reading Approaches 1.68 1 1.68 .99
Reading Ability 50.02 1 50.02 = 29.4h%%
Approach X Ability 6.02 1 - 6.02 3.54
Error o | 74.75 Ly T 1.70

j“~ .: - F
%.

The analysis revealed a difference at the .01 level

w3 Significant at the .01 level d

of significance between high and low readers for the A-V

and V-A Approaches. The analysis showed no significant

difference between approaches for total readers. Since
the critical value of F needed fbr a .05 level of signif-
icance was 4.02, the interaction of achievement and read-
ing approach, with an F value of 3,54,.failed to reach
statistical significance. .However, a graph (Figure 4) -
~was constructe “lustrate the‘differences betﬁeen mean

scores for h: ‘W readers.
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Figure 4. Comparison of Mean Scores for High and
* Low Readers for A-V and V-A Approaches,
List I - First Syllable.

Once again it is obvious that reading approaches did

éppear.to make a difference for low readers in first syl-

lable identification, the score on the V-A Approach being

higher than the correspondingiscore on the A-V Approach.
{

High readers' qcores, on the other hand, did not suggest

/‘(

~such a~différence.

"The third me- ‘2 of identification, second syllable

identificafion,fo 2 A-V and V-A Approaches, List I, 1s

présented in Table VIII.
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A TABLE VIII

. Qh‘ SUMMARY OF ANALYSIS OF VARTANCE WHEN CONSIDERING SECOND
“¥SYLLABLE IDENTIFICATION FOR HIGH AND' LOW READERS AND A=V
" AND V-A APPROACHES, LIST I :

: V§f9> Sou?ce oﬁ‘Variamion ' ;SS DF - MS, F
., . ‘.Reading App. <hes , 1.9 1.0 169 © 1.49
|  Reading Ability = ., . © 72.52 1 72.52 6h.35%k
. . : : '. K N ¢ . N
~ kpproach ngbiligigb, 31.69 1 31.69, 28.12%k
N T TN
Error o, 49.58 4k - 1.13
a0 e,
% Significant at,the .01, level
o The analysis revealed‘a difference\%étWeen high and - *

' low readers significant ‘at thé .01 Yevel. - The extremely

‘hiéhiF value; 64,?5,isuggésts that low reédeﬁs‘fouhq'tﬁé ”4‘
)ASGCbnd 5Yllable»mub@ymore difficult” to identify* than did

high readers *As in the analysis of variance for entire .
:;; o

-

Veal 515n1f10ant 1nteractlon. ThlS 1nteractlon 1s 1llus-.
trated in the graph in Figure 5.

- . N v

- R : . . N * 6 N



~hignh readers 5

£l

.0

ean Scores
TS

and Low Readers’ for A-V and V-A°
pproaches, LlSt I - Second Syllable

[ } l» 0 )
The graph suggests that readlng approaches appeared
Lo make a dlfference for both h%yh and Yow readers in

thelr 1dent1f1catlon of the a@cond syllable of a wqrd
A &":,; "-&'2

. Thezv A Approach appbared to be much higher for 1éw read—

ers while the A=V Approach appeard&ﬂco be higher for the

-~

Lhe aourth measure of 1dent1f1cat&on phoneme cWunt,-

is presented - Taole IX

-

High Readers ) Low Readérs =~ = %

Figl 5. Comparison -of Mean Scores for High ¢;

/



TABLE IX ©

SUMMARY OF ANALYSIS OF VARIANCE WHEN CONSIDERING PHONEME

IDENTIFICATION' FOR HIGH AND LOW READERS AND A-V AND V-A

APPROACHES, LIST I / . )
Source of Variation . 85 | DF. MS o
Readiﬁg Appreaches . 111.02 1 111.02 B;BQ.

%%  Significant at the .01

o,
&& R

“ The analy51s revealed a dlfferenﬁe befween ﬁeaé;ng

achlevers 51gn1f1cant at the

‘U

- 51gn1f10ant at~the 1 Ievel

-
v

effects the:graph in Flgure 6 is preeented

SR

e

Readihg Ability 1376.03 :" 1 y137o.03( L1.80%% ,
Approach XkAblllny  '438.02 1 438.02 & 13 30 ~~~~~~
. Frror . 1448 L2 4#1 . 32.2§f é&
- ’ “5‘ ; wh
; J-rih ﬁ‘“ ‘;‘%;: ‘ -t
devel T

Ol level Interactlen'% -
R .

s
‘

To lL'ﬁdate tﬁi
N, s

-~ 30.0.
25;0,

20.0

15.0 &
0.0 °
5.0

Mean Scores .

0.0 -

High Readers

Low Readers

{

'~ tween teachlng approaches and readlng achlevement was

Figure 6. Comparison-of Mean Scores for High and
# Low Readers for A-V and V- A Approaches,

2

List I -~ Phoneme Count

2 1ntera¢$ion
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'The graph shows a dlfférénce in approach - for the

low readers, the V-A Approach beihg higher ‘here ap- o

peared to be little difference in . approac Jor high

’ . reading achievers in phoneme identificati .. : .
To determine if the interaction. effects between the
[}

V;A and A-V Approaches, Ljst\I and high’and'low readers

revealed by the,analyses.of,variance for entire word,
* first syllable, second syllable and phoneme identification .
. were statiSLic:lly significanL necessitatéd further anal-

R . :‘;jv . X
"Vsis "The mean scores of ohP A-V Approach were compared

T

o to the mean scores oi ‘the V- A Approach, on the four meas-

€ E u%es of 1dent1f1c&t10n fox reade:rs and for low read-.

S o :

ers’ by Scheife multlple comparlson tests The data for

".‘;
At

“hlvh readers is’ shown in Table X. : .

e
R Sy b’. KA

g

. TABLE X

SCHEFFA'S MULTIPL? CCMPARISON OF MAIN EFFECTS FRTWEEN A=V
AND V<A aAPPROACHES. EOR HIuH'hmADERQ LIST T ‘

ngn Reade”s ) X (A= V) %2 (V- A)} (x X2) MSe F ‘

Lno;re WOIu 4.83 . 3.5Qy~ : l,-??. »l.h,8 7.,l‘l .

. First Syllable = 5.08  4.75 fir 10 L. ST
& Second Syllable 5.25 . L.00°  1.56  1.13  g.32%x
¥, . Paoneme Count  31.25 28.25 9.00 32,92 _ 1.6L

» . »

#%  Significant at the .0lslevel -

Significant at the .05 level .
, . N

This comparigson showed that the difference between

) [
the A-V and V-A Approaches,for entins word scores was




v
significant at the .05 level. The A-V Approach was
Wk‘_ w'"statistically‘superior for high readers on this.measure
of word identifipapion.' First syllablec.compal 1S
showed no sLatlsLidal difference between the A—V and V-A
Approaches. The first syllable was 1dent1l1ec almost
equally wcll w1th both approaches owevg& the second

. ' syllable was 1dent1f1ed more frequently via the A-V

r

Approach; The relatively hlgh”F value for the second

-.Syllablg@&basure'suggests that the superlorlty of the A-V

wﬂ'Appf%ﬁch was due primarily CO’successful identificatien
i ' RS O
of the. second syllable. Both”@w “3afhes showed similar

‘, SO

L

results for the flrsL syllable but for the second syllaﬁle

“the A-V Approach revealed superior resulto. lhere was no
ot
significant'differenceubetween apprecaches for the phoneme

count suggestlng that the superlorlty of tge A—V Approach
wap not due primarily to the 1dent1f1catlon of individual

phonemes within words. Phonemic scores between the ap-
) _m, y

Jproaches were Vefy similar suggestlng that éhe dlfler%pces

oétweag'the approaches do pot exist at this low level of
) 1dent1£1catlon. The superlorlty of the A-V Approach over °

\

_ the V-4 AP proach was. best 1llustrated in entlre word
3 * ; '
1cent1¢*cahl@n

1



Bs)

readers are shown in Table X1 .and indicate a difference,

"trend of superlon results for the V- A Approach, low read-

-75

” TABLE: XTI

SCHEFPR'S MULTTPLE COMPARISON OF MAIN EFFLCTS BETWEEN ¥,
A=V AND ¥-A APPROACHES FOR LOW RFADERS, LIST T K
Low Readers Xy (A-V) T (v-a) (Yl-iz)z MSe F

Encire Word 1.0 2.33 1.77  1.48  7.18%
First Syllable .  2.33  3.42 1.17 1,70 L.1ux
Second Syllable  1.17  3.17 .00 1,13 21.30%
Phoneme Cqunt 14,50 23.58.  82.45 42,91 4g.0L

4 ol
¥ ‘ e N\ g
i

s Sicnificaht at the .01 level .
Slgnlalcant atthe .05 1eV§l ® -.-

s T

.&ﬁf ) , :
e . J : o . R
P e comparative data- between approaches for low .

‘signif;qahz at the .05 level,between the A-V Approach and
<y ) . N

the V-A Approach, List I for entire word and first syl-

Jatle identification., This preference ‘for the V-A -

‘Approach List 1. was contrary to that of the'highvreaders

who scored hlgher on the A-V Approach Continuing the

-

ers demonsgﬁated a preference for the V A Approach in

-

second syllab e and phoneme 1dent111catlon-51gn1¢1cant at

the Daﬁlevel The superlorlty of the V A Approach for
AT (9 Eale

low reaoers was” partlcular;y notlceﬁble in the huﬁal?

Value for second syllable identification. The&hlgh F

walue ‘rcr second syllable'difference was also observed ,4;



S

' 111. PERFORMANGE ON THE A=V AN 7 A APPROACHES , TIST II e

 For bxample, if subgect A recelved A-V Approacn Llst T

~J
o

for high readers only they exhibited a preference Lor the

Y

A-V Approach,

c ),1(‘ ' oy
In eu@mary, hlgh relders demonstrated a preference

AT i3

4 ‘( "b

ast’ {‘
. afor the A- V Approach If%t T w1th the measure of entlre

word JdcnclilcaLlon being izggiil\‘nt at the 505 leVei_
“ . s
and the measule of second syllable 1aen*§f1cation being N y

o

[P

51gn1f1cant at the .01 level. Ecw readers demonstrated a

pre Lerenﬁk for thé V-A Approach, qut 1 WLth the, meastres -

} gf entlr wordrand first syllable 1dent1f1cat10n belnp

easures of second o
! (w,f e S 1
\%
1gn1£1cant ati -

x.f'_,-. ) ""
9y L SN

"nlflCdnT at the - 05 iébel a

sylldble dnd phoneme 1dent1f1'

the .01 ievel. e
.
'I

3 !

Lach subject in the sample received either the

-

or V-A Approach™with List I words. Each subject aléo

a .A.,'_- e

\ 2
recelved elther the A V or V A Approach with List II words.

]

,:--

words then he would receive P-4 Approach, List II word;
. o e
two weeks later. As in List T, equal numbers of h¥ gh# and

lows readers, one- halr of the total sample recelved the _ \

’

A-V Approach,'blst II while tﬂ% remalnlng‘half recelved ;

~

‘the V-A Appr%ach, List II. The results o° these two

-

tests are shown in1Tebles XII and XIII in terms o possible
score; mean total group score, mean high reader score and

mean low reader score.

.5

& C \

¢
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TABLE - XIT

MEAN SCORES OF HIGH ﬁﬁp LOW READERS ON THE A=V APPROACH,
LIST I1 N

Auditory-visual Total \Tdtal broup High Read- Low R ead-
Approach ~* Possible Mean Score er Mean er Mean
Seore Score Score
Intire Word 6.00 3.21 CL.58 1.83
First Syllable 6.00 3.47 7 L .92 .42 o
Sec%deSyllable 6.00 3.67 . 5.08 2.25

Phoneme Cournts 31,00 23.71. 30,17 S 17.25

a&
Fntire Word o

The mean score. of 3.2lufbr the total group iﬁdicatés\'

£¢]
‘that somewhat .over three words were idehtiﬁ}ed corréctiy
ﬂpy'ali.subjects. High readers' meaﬁfécore was apéroxi—‘
mately four and Qne—half wordﬁ while low readers' mean
‘score was somewhat Iess than twb‘words.} = y

-~

Flrst oylldble

The total group me%i score of 3.67 shows phat some
S
high and low readers were ableé to 1dent1LJ thggﬁlrst syl—

' Ve

Vlable, although not the entlrp word However, the mgan
increase was less than half a word suggestlng that thls
increase may not bhe stat;stlcally different. Howevegf‘low'

v
readers' mean increase from their entire word score was -

higher than high readers' mean increase.
. } :
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. ',\‘a

"3econd Syllable

The total group nlean score was the same as for the
first syllable, indicating that the total group fognd the
second syllable equally dirficult to identify. A closer
look showed that high readers' scores increased slightly
while lowvreadfrs' scores decreased slightly from f{irst
'syllable mean scores.

Phoneme- tount

The total group mean score of 23.71 indicates .that
apperimately‘two—thirds of the phonemes were identified
by the tobal group. ~High readefé had a relatively high

Mphon“me count suggestlng thac 1HCOTF8Cu 1dent1*1catlops

-

v':in entlre word or syllable measures ‘were due to incorrect

-;dentlfﬂcatlons of apprOX1mat§fy sine phongme.per word.
Looking at the totalbrangé ofHSCOresz high readers

-consistéﬁtlj’perforﬁed highef:than low féaders. High

readers achieved higher results in the second syllnable

measure as opposed to the first whihle opposite results

» oécurred for low reéders. Tpe mean scores of first amM
/éecondtsyllable measures were the same, being'somewhat
A A
high%r,chn’entire word meayn scores s@owing thaty readers)
o . .
3do,~at times, ide%tify one syllab}e correcgay yet fail to
I ’

) Pa : ,
identifyythe other. -

SN per
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TABLE XT17F:
) o Tt
MEAN SCORES DF HIGH AND LOW READERS ON THE V-A APPROACH, f
LIST 11 - J

N
RS

e

-

At b . -
Visual-audif@sgfotal Total Groujr High Read- Low €ad-
Aporoo ek #£ossible Mean Score er Mean er Mean
' pcore - Score Score
“Entire ‘Word 6.00. - 2.21 3.33 1.08
) ' | @ \
“rirst Syllable 6.00 2.°79 , 3.83 1.75
Second Syllable 6.00 2.88 L.33 1.42
Phoneme Count  34.00 19.25 26.58  11.92

.0

The data from %@ble XIII are discussed under the
® .

following headings.

td

#
Both high and low readers' mean scores were lower in

the V-A Approach than in t'ie A-V Approach. .High readers'
mean score was lower by an average of 1.25 words correctly
identified while low readers' score was lower by an aver-

) i .
agé or .75 WQ:QB correctly identified suggesting that

voth groups of readers found théiV-A Approach more diffi-

- : ' - -

cult. > - . N ~ NV
F¥rst Syllable L ( N\ \,) e

As in the A-V Approach,'bothfhigh and low readefy

] = o ,}:

mean scores increased .from their entire word mean score
&

although low readers showed a greater average lncrease 1l

first syllable pronunciations; .67, as.compared to .50 for

o



r)“

the nigh readers. R

Second Oyllaole : .

3

The total gr&yp/mean,; *dre was somewhat higher than

the tfirst syllable score. ~Thquincfease was due to high

readers whose mean score increased by arn average ol .50

correct identifications. On the other hand,
N
L

score decreased by .33 correct ident. .cations. This

iow readers'

Lrend was also shown in the A-V Approach where high read-

low readers better on the first.

Phoneme Count

Both high and iow reiderb',mean scores were lower

"ers performed better on'tly second syllable measure and

»r: the V-A Approach than on 1he A-V Approach. . This lower

score was consistent with the three prev1ous measures

word identification.

An examination of tLe,Lotal scores from the A-V

approach and the V-A AEpTO%ph List I1 indicatgs that

A=V AppY ach appeared to be preferred by‘all'readers.

High reiders' mean gcores were especially high in ‘the
w'_'\-‘

AEOIUdCh Listr ” However, low readers' mean scores
rrot srow such a dramaticd}ncrease from the V-A to the
o PR . E L * ¢ .
Approach. S L, §

> ) : ST RS :
R . . A Y

TV. - DPFEERENCES BETWEEN HIGH AND LOW READERS ON THE A
‘ AND THE V-A APPROACH LIST I1 . -

. W

¥ of

the

\/T

As with. L1st R bhé rela¢1onsh1p between- perLormance

-

cn the A~V ipproach and the V-A Approach, List II was

-
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analyzed further ¢v performing four two-way analyses of
varifince. Factdr A was reading achievement while Factor
B was. teaching approach. 'The first measure of identifi-

cation ror the A=V and V-A Aprnroaches, List I1 was entire

word identitrication, presented in Table XIV.

X
PARLE XTIV

CﬁﬂWAHY O ANALYSIS Or VkRIANCE WHEN CONSIDERING ENTIRE
WORD IDENTIFICATION FORMIGH AND LOW READERS AND A-V AND

V-A APPROACHES, LIST 11

b"‘yi;'
Source of Variation Py SIS DF MS T
Reading Approaches 4712.00 1 12.00  8.23%x%
- fleading Ability 75.00 1 75.00  51.43%
£ * Approach X"Ability .~ .75 1 L7500 sl
Yeaw s . “Error : O .17 baa ' 1.46 o
Significant at the .01 1 el . B : .
The analysis revealed a difference at the .01 level.
of significance between high and low readers. The dif-
feregpce between reading methods ,was significant alsc ar w -
the .01 level. - No-iﬁ{graction’effect- was noted indicating
e LT ": N . ) . ‘ \ ) . . o . . *
A o . I
C that: cne method‘was preferred by both types of readers.
. ) \ ¢ . .
- The lack of iptegaction is.ifllustrated in the graph in
Figurd 7. -
ot n??: Qs.&;?’

R S
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High Readers - - Low Readers

Figurq\?. Cohparison ijweanLSQOXQSJfOr High and = .
V' Low licaders for A-Vand V=4 ApproaGhes, ;
List II - Fntire Word."*

. -

s | o o
The graph shows that the A~V,é§‘roach, List II had

. superior results for both high and low readeérs. - R

The second measure of word. identiri o

syllable scoruy is_preSéptedxin Table XV

\ - 4 ' A
| E— TS
¥ 7 - . . \v\ . O
‘ . P TABLE XV v §f"
SUMMARY OF ANALYSIS OF VARIANCE WHEN CONSIDLRING FIRST =
SYLLABLE IDEN®IFICATION FOR HIGH»AND LOW READERS AND ’
* AN AND V-A APPROACHES, LIST IT / | L
Spurce of Variatibn . MS ~F
o Heé&iﬁg Approaééfs ; 9.18 6.1k oﬁ‘
S Reading. Abilitd b e 1 63.02  L2.17%% .
B © Approach X Ability =+ .52 @ 1 520 w35
7 - Error L0 B A W
sesk ﬂSignificant at the .01 level , S
Significant at.the .05 level ! ¢ St
s : e o . L
{ 3

8

Wl
Aoy



83

The tnulysis revealed a difference at the .01 level

of" sifgniticance between high and low readers. 'The dil-

v
rerence between reading approaches, significant at the .05
level, for first syllable identification suggests that .
dirferences between tﬁ@£?~v and V-A Approaches were not
1s-protound as ingertige word ¥dentification. The graph
i -
in Figure & illustrutes this eflfect.
5,0
rth.0
4.0
0 b U
)
503.9
(W) .
P20
£ )
wl . [ . B p
© 1.0 ' ‘ o
n ;«'—4 @ o
. S
u.0 . ,
High Readenrs ' Low Readers & .
P o ‘ o
o N o L% .
Figure &, Comparison of Mean Scores for High and
Low Readers for A-V and-V-A Approqches
Lisy LI - First SylLuble- Yy §
) ! ) i
"As im entire word identification, it was observed
that the A- V Approca ch achléved sup@nior results for first
fﬁ' . \
o osylla ble 1dent1flcatlon for both' high and low~ readers.
¢ : gL é
?? Ddra on secona syllable 1d°nt1f10aplon are prcsenued
1able XVI
S
A
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TABLE XVI

SUMMARY OF ANAIYSIS OF VARTANCE WHEN CONSIDERING SECOND
SYLLABLE IDENTIFICATION FOR HIGH AND LOW READERS AND A-V \
AND V-A APPROACHILS, LIST II

Source of Variation 58 DI ‘MS CF

——— ‘ ' . 1
Reading Approaches 7.5%2 1 7.52 L.20%
Reading Ability 99,18 1 ' 99,18 4 55 1o
Approach X Ability .02 -1 .02 .01
Error . 78.75 Lk 1.79

AN

S

:Significant at the .01 level
% Significant at the .05 level
A.difference at tke .01 level of significance between

‘nigh and low readers was revealed. A difference at the
.05 level of significance between reading approaches was
observed. This relatively small F value of 4.20 suggests
that reading approaches do not ﬂake as significant a (
difference for second syllable identification as they do k\)

for entire word or first syllable identification. “This

, effect:is noted in the graph in Figure 9.

N
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Figure Y. Compuarison ot Mean Scores for High and

Low Readers ftor A-V and V-A Approaches,
List I1'- Se~ond Syllable

3

3
55

As with the two previous measures of word identifica- -

tion, the A-V Approach demonstrateq

- results than did the V-A Approach for

~identification.

gignitficantly higher

econd syllable

Kesults oi the fourth measure of identification,

phoneme count, are given in Table XVII.

SUMMARY OF ANALYSIS OF VARIANCE WHEN CONSIDERING PHONEME
IDENTIFICATION FOR HIGH AND LOW READERS -AND A-V AND V-4

APPROACHES, LIST II

TABLE XVII

5SS DF

Source of Variation MS

Reading Approaches 238.53 1 238.53 5.97:
Reading Ability 2282.5L 1 2282.5L 57.1lk
Approach X Ability 9.18 . 1 9.18 .23
Error 1757.75 L 39.94 -

"~k Significant at the .01 level

*  Significant at

the .05 level

7’



The trend existing in the preceding measures of
identification continued with phoneme identification, a
difference at the .0l level of significance between high

and low readers being observed. A difference at the .05

level or significance was revealed between the A-V

Approac’ i the V-A Approach. The difference between
approac: - or phoneme count with an F value of* 5.97 ap-

\
peared to be greater than the difference between approaches
for second syllable identification, but lower than first
syllable and entire word identification. This effect can

be observed in the graph in Figure 10.

Mean Scores
,__l
\\Sal
O

5.0
0.0

e )

High Readers o ‘ Low Readers

Figure 10. Comparison of Mean Scores for High and
Low Readers for A-V and V-A Approaches,
List II - Phoneme Count

As with the previous. three measures of identification,

the A-V Approach for phoneme identification contributed to

)

Ligher results for both high and low readers.

L
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To deteormine if the differences betwewen the A-V ard

"V-A Approaches, List 11 and high and low recaders were

statistically sipnificant necessitated further analysis.

The mean scores of the A=V Approach were compared to the

mean scores of the V-A Approach on the fo. measures of

identification for high readers and for low' readers by
Scheffé& multiple comparison te€sts. The data for high

readers are given in Table XVII1I.

%

TABLE XVITI

4 S
SCHEFFE'S MULTIPLE COMPARISON OF MAIN EFFECTS BETWEEN A-V
AND V-A APPROACHES FOR HIGH READERS, LIST II

b

High Readers Xl(é—y) ,Xégv_4)< (fl—iz)Z MSe F
‘En_tire Word L.58 3.33 1.56 1.46  6.4L3%
First Syllable 4.92  3.83 1.17 1.50  4.71%
Second Syllable 5.08 L. 33 .56 1.79  1.89
Phoneme Count 30.17 26.58 12.89 39.95 1.93

Significént at the .05 level

The comparison shows that the difference between the

A-V and V-A Approaches for entire word identification was

- sigrfificant at the .05 level. Therefore the A-V Approach

was superior for high readers in entire word identification.

The A-V Approach was also superior for high readers

in the identification of the first syllable, the difference



B8
o]
between the apgroaches being significant at the .05 level.
Although th differencetbetween reading approaches

was not odeingCdllV 51gn1f1cant for second syilgble and

r

phoneme identification, the trend towards higher identifi-
. ' : !

cation scores with the A-V Approach st11l continued.
, The small difference between approaches at _the phon-

emic level indicates that an average of only three to

four corrcct phoneme identifications separated the A-V-

from the V-A ﬁﬁproach. The résultSIof'the Scheffé com-

parisons indicate that the strength of the A-V Approach,

List II for high readers was mainly due to entire word

and second syllable identifiication scores.

‘ TABLE XIX

hLFFh'o MULTIPLE COMPARISON OF MAIN EFFECTS-BETWEEN A-V
AND V-A APPROACHES FCR LOW READERS, LIST II

Low Readers Xp(A-V)  Xo(V-&)  (%-%p)° MSe: F
Entire Word 1.83 - 1.08 1.56°  1.46  2.31°
First Syllable  2.42 1.75 ~ Saky 1.50 1.78
Second Syllable 2... 1.42 . .69 1.79 .33
Phoneme Count  17.25 11.92 28.40  39.95  4.27%

Significant at theA.OB level

*

The data on differences between épproaches for List II

are shown in TaBle XIX and indicate that thé difference

between the AiXEAQproach and V-A Approach, List II for
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entire word, first syllable and second syllable'identjfi—
cation was not sﬂahistically significant at the .05 level
fo; low readers. llowever, a differonce,significant at
the .05 level,was\reyealed in phoneme identification.
Although 6nly bhoneme identifica?gén revealed é
signiticant difference between reading apprbaches}‘ﬁhe

A-V Approach had higher actual .scores for‘entire word,

first syllable and second syllable identificatibn for low

readers. This trend also &kisted for high readers although

their preference for the A—& Appfoach~revealed more stat-

istical significances.
by

V. CORRELATIONS OF SUBJECTS! -PERFORMANCE-ON THEvA—V
APPROACH AND THE V-A APPROACH .

\

- Pearson préduct-moment correlations were used to in-

s

dicate probabilities and significance levels of the re-

lationaﬁips between the four measures of identification

for the A-V Approach and the V-A Approach.. Since the sub-

jects received the reading approaches and the word lists
in counterbalanced order two combinations of,approaches

and lists were possible:

(a) A-V Approach - List I Words and V-A Approach -

List II Words or

(b) V-A Approach - List I Words and A-V Approach -

List II Words.

The correlation matrices are presented in the pre-

ceding manner and are further subdivided for high and low

~~s



readers. -

N
—

TABLE XX
CORRELATIONS OF IDENTIFICATION SCORES FOR A~V APPROACH,
LIST I AND VA APPROACH, LIST II FOR HIGH HEADERS

}kn ' : ~Auditory-visual Approach, ﬁist']
- "Intire First Second Phoneme
= . ) . Word Syllable Syllable Count
g,EntirE/wOrq -.02°  -.03 -.20 -.29
o - -~ : : . .
’j,first Sylla¥le \ .11 L7 -.13 -.17
'§_Secoﬁd'¢yllab1e .32 Dl =31 12

0 ' '

5] Phoneme?Count .W37 .35 .29 7,12

Al

<7

Visual-audigory

The analysis of data in Table XX shows that scores
achieved on the four measures of identification for the

A-V Approach, List I did not correlate significantly with

any identification meagures for the V-A Apﬁroach, List II. |

The faillre of the A-V Approach, List I to show a signif-

~icant relationship with the V-A Approach, List II indi-

cates that.performance on the two approaches are quite
. . i
independent of each other. This fact gives support to

the earliér findings (Table X) where high readers demon-

strated a pfeferencé for the A—V'Approéch, List I.

"
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1

TABLE XX]

CORRELATIONS OF IDENTIFICATION SCORES FOR V-A APPBOAQH,‘
LIST T AND A-V APPROACH, LIST TI FOR HIGH READERS

Visual-guditory Approach, List I

Entire First Second Phoneme

= Word Syllable Syllable Count
—
S+ Entire Word .38 .23 L7 40
-
217 First Syllable .26 .26 .2 .18
1] A
> .
8 ; Second Syllable .48 .32 .57 .53
olo , '
Sl 5] Phoneme Count .52 L9 .49 48
2] ,

Significant at the .05 levql -

Data from Table XXI show that second syllable ident-

ification, A-V Approach, List II correlated significéntly

at the .05 level with second syllable identification, V-4
Aggfoach,List I. Although only sgcondlsyllable:identifi—
cation measures reached statistical correlation, there
were relationships that came close to significance at the
.05 level. >Second syllable and phoneme identification

for both for the A-V Approach, Llst IT and the V-A Approach

List I had correlatlons with each cther and entlre word

1dent1flcatlon that approached statlstlcal 51gn1f1cance

The trend exhibited in the A-V Approach, List II and

V-A Approach, List I is contrary to that exhibited in the

A-V Approach, List I and V-4 Approach, List II. The
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findings suggest that:
(a) The word lists may have lent themseclves more
favourably to one approach than another for high readers.
(b) Since different subjects were in the A-V Ap-

proach, List I and V-A Approach, List I1 than-were in the

A-V Approach, List II and V-A Agproach,.List I, the samp-

ling could account for the different results observed.
Tearson product/-moment correlétions were also used

between all measures for low readers and are illustrated

in Tables XXII and XXIIT.

. " PABLE XXIT .

CORRELATIONS OF IDENTIFICATION SCORES FOR A-V APPROACH,
LIST I AND V-A APPROACH, LIST II FOR LOW READERS

Auditory-visual Approach, List I

Entire First Second Phoneme

= Word Syllatle Syllable Count
. .
Siol Entire Word . .39 14 .49 .20
O
S First Syllable .22 .11 .26 .15
3] b \
e Second Syllable .49 .49 YA .51
a] o _
215/ Phoneme Count W23 34 .28 - .40
& '

© Significant at the .05 level

N

' The analysis revealed a correlation, significant at
the .05 level, between second syllable identification, A-V

Approach, List I and second syllable identification V-4

\

-
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Approach, List 1l. A corrclation,sipniticant at the .05

level, ror the same identification measures, A-V Approach,

L%

Lict 11 and V-A Appruoach, List I was observed ror high

readers. Although no two other measures reached statist-
ical sirnificance, there was a geueral trend, especially
for sccond gyllable identification measures in both .ap-

proaches, towards positive correlations. Since signifi-

cant correlations between second syllable identifications
on different approaches al;o existed for high readers, 1t
could be that the processes by which readers attempt préi

nunciation of the second syllable are similar, regardless

of teaching approacb employed /

TABLE XXITI

CORRELATIONS OF IDENTIFICATION SCORES FOR V-A APPROACH,
LIST 1 AND A-V APPROACH, LIST II FOR LOW READERS

Visual-auditory Approach, List I
Entire First - Second ' Phoneme

r{ﬁ Word Syllable Syllable Courit
%:E Entire Word - -.12 -.26 —.36 -.43
ij First Syllable - .09  -.07 -.07  -.26
5|9 Second Syllable -.04  -.05 -1k -1
g 8 Phoneme Count S 17 .15 .11 .08
25

The analysis of correlational data (Table XXIII) re-

vealed no 51gn1flcant correlatlons between identification

measures on the A-V Approach LlSt IT and the V- A Approach,

- List I. Most correlations were negative or of a very low

-
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posit.lve value supgprestin - that performance in one approach
was not. predictive of performance in the other approach.
VI. DIFFERBNCES BETWEEN'THE PERFORMANCE OF HIGH RIADERS
AND LOW READERS ON L1ST T AND LIST 11

Since. rhe test data obtained from Word List I out-
lined in sections 1T and ITII of this chapter were somewhat
different than data obtained from Word List II outl}ned
in sections IV and V; further compafisons between word
lists were perfofmed. These comparisons used mean scores
for entire word, first syllable and second identificatiqn
measures and are illustrated: by the way of &arious graphs.
Phoneme idéntification was not included in the comﬁarisons
since phoneme scores ranged from Zero‘to thirty-four while
the three other measures ranged only from zero ;Ezsik.

An analy81s of data for the A-V Approach List = ar

11 is shown in Figure 11.

6.0

5.0 ——

LPOO
3.0
2.0 ‘ - —_  UstT,

1.0 ) - e e - ListT

Mean Scores

*

0.0
' Entire Word Flrst Syllable Second Syllable

Figure 11. Comparlson of Mean Scores for ngh Readers
A Vv Approach Lists I and IT
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The graph shows Lhaf the mean pertormance of higzh -
feadwrs on lLists 1 and.TI were very similar;~ List I'
}showed only slightly higher results suggesting that the
lists themselvea made no 51gnlilcan1 difference for the

A-V Approdch performance

~ An analysis of data for the V-A Approach is shown in °

Figure 12.

ACA NN 02
o O

-~
(@]

/
/

AUS)
Sy

Mean Scores

S o=
o O O

Entire Word First Syllable Second Syllable |

Figure 12. Comparison of Mean Scorés for High Readers
n V-A Approzch, Lists I and II

As outlined in previous sections of this chapter, re-

sults from the V-A Approach were lower than those from the

A-V Approach for high' readers. Performance on the two word

lists in the V-A Approach was not quite as uniform as in

the A-V Approach,-the main difference being the spread be-

tween first syllable mean scores. However, entire word and

second syllable sqofes'were quite similar. As in the A-V

' Approach, higher results were observed with List I.
, g
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|
The recults o the A=V Approach for low readers ave

chownr in Figures 173 and 14,

) : Listx
5.0, e e —m—_ _LisAm
]
[o}]
o L.0
]
[#D)] ;{.O
(s
(
o 2.0
1.0
¢.0
fntire Word IlMirst Syllable vecond Syllable

Figure 13. Comparison of Mean Scores tor Luw londers
on A-V Approach, Lists 1 and IT

Higher results were observed with List II for the

A-V Approach for low readers. High rcaders, on the o ier
hand, had a better overall przsrformance on List I Tor both
approaches (see Figures 11 and 12).  The differences be-

tween Word lists I and II were quite large considering the

r‘“\ )
lower scores of low readers. However, theré\was little

difference between Lists I and II for first syllable_idert-

ification indicating that the difference between entire

.4

word mean scores for the A-V Approach, Lists I and II lies

within the second syllable.

An analysis of data for the V-A Approach for low

readers 'is shown in Figure 14.
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o o o o o o O

NOWw

lMear Scores

Entire Word First Syliable Second Syllable

Figuré 14. Comparison of Mean Scores for-Low Readers
on V-A Approach, Lists I and II-

The low readers obtained higher results on the V-A
Apgroaéh,vListVI, The difference between word . S wWas
. quite large beginning with a 1.2 mean differer.~e in -atire

" word scores and rising to a mean difference of =~ 3 i.

second syllable scores.

In summary, List I showed higher results for low and

-

high readers on both approaches with the exception of the

A-V Approach for low readers where List II showed consid-

erably higher scores. High readers' scores for Lists I

and II on the A-V Approach were'remarkably similar. This
éimilarity of scores was also observed for their perform- -

ance on Lists f and II for the V-A-Approach except for

first syllable identification. Low readers, on the other
-and, exhibited scores. that were not so consistent.

Lzrge differences ‘existed between performances on
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Word ListsyI and II for both A-V and- V-A Approaches, ex-

cept, for fl{ft syllable identifiéétionfin the A-V Approach
for low readers. , |

Word lists then, did appear to make a difference 1in
the four word identification measures, especially for low
readers.

VII. SUMMARY OF FINDINGS

.t -

The findings resulting from the interpretation of the
test data are summarized as follows:
1. High and low readers differed significantly on their

identification scores for the A-V and V-A Approaches and

Word Lists I aﬁg '"T. High readers always achieved higher

¢

'scores than dié T~w readers regardless of the approach.

2. High readers had higher scores on the A-V Approach,

List I for all measures of identification. Significant
differences existed between scores for entire word and

'second syllable identification measures.

3. Low readers scored higher on the V-A Approach, List I
with significant differences for all measures.

L. High readers scored higher on the A-V Approach, List

II for all measures with significant differences for entire

word and first syllable identification measures.

5. [Low readers obtained higher scores on the A-V Approach,

List II for all measures. However,.significant differences

occurred only for phoneme identification.
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6. In general it appears that high readers learn best

when taught by an auditory sequence focgs and low read-
ers do better with a visual sequence focus. ;TQe nature
of the words, however, may affect the learning outcomes

of either approach.

7. Mean scores on the A-V Approach did not show a signif-

icant relationship with mean scores on the V-A Approach

for high readers except for second syllable identification

scores on the A-V Approach, List II and the V-A Approach,

/
List I. Mean scores on the A-V Approach did not show a
significant relationship with mean scores on the V-A
Approach for low «readers except for second syllable ident-

~

ification scores on the A-V Approach, List I and the V-A

Approach, List II. The lack of relationships iﬁdicates

-

the independence of the A-V and V-A Approaches.
8. High readers showed very similar results in-the A-V
Approach, regardless of the word list. They also showed

highly similar results .in the V-A Approach regardless of

word list except for first syllable identification where
the score was much higher on List I.

vy. Low readers exhibited dissimilar results in the A-V

Approach;and in the V-A Approach suggesting word lists
mede a difference in their learning to identify words by
different sequence focusses.

10. As anoverall result Word List I met with higher re-

sults regardless'of teaching approcach employed.



CHAPTER V

SUMMARY, CONCLUSIONS, IMPLICATIONS AND
SUGGESTIONS FOR FURTHER RESEARCH

T, SUMMARY

The plrpose of this investigation was to determine
if high and iow readers differed in their performance on
word identification tasks when taught by an auditory-
visual or visual-auditory séquéncé focus approach. To
achieve this purpose, the main test instruments were con-

structed by the investigator to measure the students'

ability .to identify words when taught by the A-V Approach

and the,V—A_Appfoach. Attempting"to discover if subjects'

incorrect identification of word items was due to gross

or fine errors. three further measures of identification
werewdevised. These measufes‘were first syllable, second .
- syllable and phoneme identification.

Reading ability was assessed by means of The Gates

MacGinitie Reading Test, Primary A, Form 2. The subjects
were screened for visual and duditory acuity.. A pretest
of word identification was given to all subjects. Those

who correctly identified word items were eliminated from

the study. Both the A-V and V-A Approaéhes were individ-

ually administered to the forty-eight grade one subjects.

100
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Two-way analyses ol variance were used to determine

the ditfferences between high and low readers on the four

" measures of word identification for the A-V and V-A

Approaches, List I and List II. Pearson product-moment

.

correlats re used to determine the relationships be-

tween .Scou n the A-V and V-A Approaches.

II. CONCLUSIONS

-

The following null hypotheses were tested and stat-

istical data support what appeér to be valid conclusions.

Null.HXQothesis I

There is no significant difference between high and

low readers on the A-V and V-A Approaches for List I as

determined by scores on:
(a) entire word
(b) first syllable . .

(c) second sylléble . !

‘\
N \

(d) phoneme count.

Two-way analyses of variance revealed differences,

- significant at the .01 levél, between high readers' and

low readers' scores on the four measures of identification.

Therefore, Hypothests I (a), I (b), I (c) and I (d) were

rejected. High readers scored significantiy higher than

low readers on the A-V_and V-A Approaches, List.I. The

most pronounced difference between high and low readers'

L4

scores occurred at the second syllable level of identifi-
cation while the least pronounced difference (although

»
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)
significant at the .01 level) occurred at the first
Significant interaction

syllable level-of identification.
/effects were found at all levels of identifiéation, except
first syllable identification; suggesting that entire word,
second syllable and phoneme identification of high and low
readers ére dependent upon the particular approach used.
These differences between identificatioﬁ measures also

indicate that high and low readers exhibit more differences

in jdentification skills than are readily apparent at-the

entire word leveY of identification.

Null Hypothesis II
There is no significant difference between high and

low readers on the A-V and V-A Approaches for List II as

determined by scores on:

() entire word

(o)

first syllable
(c) second syllable

(d) phoneme count.
Hypotheses IT (a), IT (b), II (c) and II (d) were

/
rejected since analyses of &ariance for the measures of
identification reached significanqe at the .01 level.
The findings show that childfen who are high readers
/ learned to identify words by both the A-V and V-A Ap-
| . proaches significantly better than children who are low
As in List T results (Hypothesis I) the least

/ readers.
pronounced difference (although significant at the .01
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level) occurred at the first syllable level of identiri-
cation. llowever, differences between high and low read-

ers for the measures of entire word, second syllable and

phoneme count were quite 'similar to each other. As no

significant interaction effécts were found it was suggested

that these differences were independent of the A-V and

-
™~
\

V-A Approaches.

Null Hypothesis 111 -
High readers dc not. differ significantly between
/ _ ‘

* scores on the A-V and V-A Apprcaches, List I for:

(a)‘ entire word

(b) first syllab;c

(c) second syllable . ‘
(d) phoneme céunt;

A Scheffé multiple ‘comparison o mear- test revealed

.a difference, significant at the .05 level, betwesn the

A-V and V-4 Approaches for entire word ident- '~~~ ‘on for
high readers. Therefore, H?pothesis IIT (2, = acted,
the A-V Approach scorés b?ing sigpificantly LE. A6

the V-A Apgroaéh scores for high readers on thc. “urc-
iation of thé entire word. The difference betwe=. WO
approaches for first éyllable identificatio. dia . 0

statistical significance, thus Hypothesis III (b, co.
not be rejected. High readers appeared to identify "irs
syllables almost equally well, regardless of the approach

used. However, a diﬂﬁerence,significant at the .01 level,
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was found between the A-V and V-A Approaches for secpnd

syllable identification. Therefore, Hypothesis III (c)

was rejected, the A-V Approach being supérior. Therefore,

the superiority of the A-V Approach, List I for high
readers was most apparent in second syllable identification.
The difference between the two approdches for phoneme

identification did not reach statistical[significance

suggesting that the superiority of the A-V Approach, List

T was due to fine rather than gross phonemic errors in

the identification of words taught by the V-A Approach,

List I. Therefore, Hypothesis III_(d) was not rejected.

Null Hypothesis IV

High readers do not differ significantly between

scores on the A-V and V-A Approaches,‘List II for:

(a) entire word
(b)  first syllable
(c) second syllable
(d) phoneme count.
P N, . e
A Scheffé test revealed a difference, significant

' at the .05 level, between thé\A—V and V-A Approaches for

entire word identification. The A-V Approach scores were

significantly higher and Hypothesis IV (a)'wés therefore
rejected. Hypothesis IV (b) was. also rejected since a
difference, significant at the .05 level, was revealed.

Thus the A-V Approach, List Il was significantly better for

first syllable identification for high readers. H?pothesis

G
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IV (c) was not rejected since the difference between the
approaches for second syliable identification did not

reach statistical significance. However, A-V Approach

scores were higher than.V-A Approach scores. The differ-

ences between the approaches for phoneme identification
did not reach statistical significance. But maintaining

the superiority of the A-V Approach, List II over the V-A

Approach, List II,the A-V Approach scores were still

higher.

Null Hypothesis V

Low readers do-not differ significantly between

scores on the A-V and V-A Approaches, List 1 for:

(a) éntire word
(b) first syilable e
( .

) second syllable

(@]

(d) phoneme count.

A Scheffé test revealed a difference, significant at

the .05 level, between the A-V and V-A Approaches for

entire word identification for low readers. Thus MNypoth-
‘ \
esis V (a) was rejected, the V-A Approach scores being

significantly higher. Hypothesis V (b) was also rejédﬁgd
" since a difference, at the .05 level of significance, wgi

revealed between the épproaches for first syllable'ident—\
\

ification. The-V-A Approach scores were significantly 5
.

~higher for first syllable identification. Hypotheses V (c) \

and V (d) were also rejectéd since differences, significant
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at the .01 level, were revealed between approaches for
second syllable and phoneme identification. Thus the

superiority of the V-A Approach, List I was most apparent

in second syllable and phoneme identification. The sig-
nificant difference bgﬁween‘the approaches for phoneme

idehgification suggests that the superiority of the V-A
Approach, List I was due to gross rather than fine phon-

emic errors in the identification of words taught Ry the

A-V Approach; List 1.

Null Hypothesis VI ' .

Low readers do not differ significantly between

scores on the A-V and V-A Approaches, List IT for:
(a) entire word
(b) first syllable
(c) second syllable

(d) phoneme count.

~

Two-way analysis of variance revealed a difference,
sighificant at the .0l level, between the A-V and V-A
Approaches, List II for entire word identificatic .1ile
differences, at the .05 level of significance, were re-
vealed for firét'syllable, second syllable and phoneme
identification for high and low readers considered as one

group. No, inteéraction effects were noted suggesting that

performance‘on the A-V and V-A Approaches was independent
of reading groups. .However, Scheffé multiple comparison

of means tests were conducted on the four measures of
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identification to determine if significant dirferences

existed between the A-V and V-A Approaches, List IT.

Although the A-V Approach, List II had higher scores

for the four measures of identification, these differences
failed to réach statistical significanée for entire word,
first syllable and second syllable identification for low
readers. Therefore, Hypotheses VI (a), VI (b) and VI (c)-

were not rejected. These findings indicate no significant

difference between the A-V and V-A Approaches.for low
readers on entire word, first syllable and second syllable
identification scores. 'Héwever, Hypothesis VI (d) was °
iected since a difference, significant at the .05 level,
wa: revealed between approaches for phonéme identification.

This difference indicates that low readers identified

significantly more phonemes on the A-V Appréach than on H

the V-A Approach when they were asked to pronounce the

words in List II.

Null Hypothesis VII

There are no significant-corfelations for high read-

ers between:

(a) A-V Approach, List I and V-A Approach, List IT

(b) ~A-V Approach, List II and V-A Approach, List I.

Analysis of the data revealed no significant rela-

tionshiﬁs between the A-V Approach, List I and the V-4

Approach, List II for high readers. Therefore, Hypothesis

VII (a) was not rejected for .all four measures of
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. identification. These findings show that high readers'

scores. on the A-V Approach, List I were independent of

their scores on the V<A Approach, List II.

No significant relationships were found between the

A-V Approach, List II and the V-A Approach,.List I‘except

between secoﬁd syllable identification scores for both
approaches. féerefore, Hypothesis VII (b) was rejectea
only for second.gyliable relationship. This relationship-
was significant at ﬁhe‘.OS level and .-was the only signif—
icant relationship found in the 4 X 4 matrix of word
identification scores. However;_there was a trend towards

higher correlations indicating that high readers' scores

on the A-V Approach, List II and the V-A Approach, List I

exhibited muchistronger relationships thag;ﬂhey did on

the A-V Approach, List I and the V-A Approach, List II.

Null Hypothesis VIII

There are no significant correlations for low readers i

between:

(a) - A-V Approach, List I and V-A Approach, List II

(b) A-V Approach, List II and V-A Approach, List I. -

Analysis of the data revealed no significant rélation—v

ships between the A~V Approach, List I and the V-A Approach, ~
List II exceﬁt between second syllable identification |
scores of‘bpth approaches. This relationship was signifi-
cant at the .05 levél. Therefore, Hypothesis VIII (a) was

réjected only for second syllable relationship. Although .

r4
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no other correlations reached statistical significance,

there was a trend towards higher correlations between the

second syllable score,'V—A Approach, List II and the four

measures of identification for the A-V Approach Llst I.

No significant relationships were found between the

A-V Approach, List II and the V-A Approach, List I for

low readers. Therefore, Hypothésis VIII (b) was not re-
jected for any of the measures of word identification.
Results suggest that performance in one approach was not

1ndlcat1ve of performarce in the other approach.

Summary and Conclusions

High readérs,conéistently scored higher than low
1 ders on word identification tasks. In general it

appears that high readers learn best by an auditory se-

“quence focus while low readers may prefer a visual se-

quence focus.

This summary of results, however, must be evaluated
against several factors, spmé-of which‘pave been mentioned
in flndlngs of previous research studies. |

(a) ‘One factor which could have contributed to low

readers'’ performance ‘on the word identification tasks could

mhavé been the words being taught. King and Muehl (1965)

found that the words used in their study of the visual,
auditory and kinesthetic modalities appeared to affect the
success of the approach used.

(b) The composition\of‘the sample could also have
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been a factor in the observed results. It is possible a
sex factor was operating since the sahpie was composed of
twenty-nine boys but only nineteen girls. MacAulay (1965)
found boys learned better by the visual and auditory meth-
ods. However, Mills (1956) and Wolpert (1970) found no
significant differences in the sexes for any of the four
modality methods employéd in their studies. The variable
of I Q, a factor not considered in this study, could also
_have contributed to the observ esults. Mills (1956)
found the visual and kinesthetic methods to be most effect-
ive for children of lower intelligence. However, MacAulay
(1965) and Wolpert (1970) found little relationship be-
tween I Q and the ability to learn by aﬁy one modality
method.

(c) Possibly ancther factor contributing to the re-
sults was the subject's ability to integfate material pre-
sented via the auditory and visual modalities. H{gh

readers could have performed better on the A-V Approach

because the auditory focus was presented before the visual

focus. On the other hand, low readers coudd have per-

formed better on the V-A Approach because they are more
able to.integrate information when the visual focus is

presented before the auditory focus:
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III. IMPLICATIONS FOR EDUCATION

1. The results of this study indicate that high -
readers perform significantly higher on word identification
tasks that have an auditory-visual sequence focus approach.

Rather than suggesting that all high readers be instructed

_in a like manner for word identification skills, it would

appear to be more profitable to determine why they display

this preference fov the A-V Approach. High readers, by

,\

their higher scores on the A-V Approach, could be merely

displaying the method by which they were taught. The
reading methods the children in this sample were-exposed
to for é period of seven months were based upon an auditory-
visual approact 1 * nlication resulting .from this infor-
mation is twofc

(a) That earlier’in the school year teachers determ-
ine thfough observation gnd diagnostic‘testing the rel;
ative strengths and weaknesses of their pupils in learning
word identification skills and modify instruction to ac-
commodate their individual needs. |

(b) .If high readers do not appear to display pref-

erences iq word identification skills that affect their

‘performance, teachers should not attempt to change approach-

es in which these children have already found success. The
flndlngs from this study suggest that once hlgh readers
have developed a strategy for word identification skills

they are inclined‘to excell via that strategy. Informal



observations made by‘ﬁﬁe investigator during the study
suggest that high readers became rather confused and losty

confidence when presented with a strategy (V-A Approach)

they either were not familiar with or found difficult to

”

learn by.
) 2. The results of this study indicated that low

readers demonstrated a preference for the V-A Approach,

List I-but failed to demonstrate a definite preference for

the A-V or V-A Approach, List II. These findings suggest
that: l
(a) The word lists themselves were instrumental in

the results received via the A-V and V-A Approaches. If

the Qords themselves contrib'~d to the difference between
apprQaches a further implicat.un seems evident; teachers
should be prepared to accept the word.to be taught to be
as important as the approach itself for low readers. On
the other hand, high readers performed quite consistently

via the A-V Approach regardless of word stimulus (see

figure 11). If certain words de appear to lend themselveé
better to auditory or visual sequence focus approaches,
the teacher must be prepared ﬁo experiment with words and
approaches to discover the most effective method for small
.groups of low readers, or if necessary, individual low
readers. If a child does not led;n by oﬁe approach then
perpaps the other metﬁdd could be tried.

(b) Since the data from which the results were
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obtained came from two different groups of low readers, it
could be that these two different groups, although random- -
ly assigned, account for the discrepancy of results between
List I and List II. To clarify this, the group of low

readers that received the V-A Approach, List I was not the

group of readers that received the V-A Approach, List II.

Therefore one-half of the total sample of low readers dem-

onstrated a preference for the V-A Approach. That one

half of the low readers scored higher on the V-A Approach

holds a further implibation for classroom teachers. Al;
though information gathered from the classroom teachers
in this study suggests Chaf the methods they usea were
based upon an auditory-visual approach, one half. of the
léw readers, unlike the high readers, preferred an ap-
pfoach (V-4) with which they were not familiar. Therefore,
teachers must be prepared to accept that many low readers
may prefer an approéch which has a visual rather than an
auditory sequénce focus approach and must be prepared to
modify their present methods of instruction accordingly
to suit Fhe needs of these individual low readers.

3. The four méasures of word identification that
were used in this study provided valuable information in
discovering where children ﬁade errors in ideﬁtification
within words. A similar type of error énalysis might
ﬁrove useful to teachers when asseséing a child's word

identification skills. Furthermore, information gathered
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in this study indicates that low readers made far more
errors in second syllable than first syllable identifica-
tion. This demonstrates the need for teachers-to alert
léw readers to the second syllable and to teach them to
focus on the second syllable as well as the first. How-
ever, high readers more often correctly identified the
second syllable which suggests a need for teachers to
teach High readers to focus on the first as well as the

' 1

second syllable.

L. The visual and auditory screening tests used 1in
this study identified three children with visual acuity
deficiencies and three with auditory acuity deficiencies.
It would seem advisable that acuity tests be conducted on

all children entering grade one.

IV. SUGGESTIONS FOR FURTHER RESEARCH

) v
1. A follow-up study using a different sample of

1igh and low grade_one readers may provide further inforﬁ—
ation with regards to high and low readers' preference for
an audiﬁoryJVigggl or visual—auditory sequence focus |
approach. “Such a study would be of particular relevance
for low readers since the findings of this study suggest
fhat the two groups of low readers differed in their bere

formances on the A-V and V-A Approaches.

2. A study might be designed to determine the

emphasis, focus and sequence that present reading
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approaches gi&e to the auditory and visual modalities.

3. A study similar to this one, but conducted earl-
ier in the school year, {or grade one children could prove
quite informative‘since the children's preference for an
auditory or visual sequence focus approach would be less
influenced by teaching methods to which they were exposed.

L. The sample for this study was chosen on the basis
of their reading ability; a study which included the var-
iable of IQ could possibly provide interesting data.

5. Since only low and high réading achievers were
considered in this study, further research needs “o be
conducted with the average group of reading achievers in
grade one.

6. A study similar to this could be constructed to
study correlates of auditory-visual and visual-auditory
sequence focus approaches. Included could be variables
such as auditory and visual memory and auditory and vis-
ual discrimination.

7. Although this study took cognizance of the read-
. ing methods the subjects were exposed to, a study is
needed which more specifically deals with the reiationship

of reading methodology and visual and auditory sequence

focusses.

CONCLUDING STATEMENT

This study has found that high and low readers differ
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in their performance on the V-A and A-V Approaches, both

within and between approaches. High readers demonstrated

a preference for the A-V Approach while low readers showed
divergence in their preference. One group of low readers

QHO receiVed the V-A Approach, List I and the A-V Approach,

List II, demonstrated a strong preference for the V-A
Approach, List I. The second group of low readers who re-

ceived the A-V Approach, List I and the V-A Approach, List

11, showed no preference for either approaqh except for

phoneme identification with the A-V Approach, List 1.

Further research needs to be conducted with high,
average and low reading achievers in grade one to provide
additional information on the relationships of reading

ability, A-V and V-A Approaches and the subjects' present

reading methodology. However, in view of the findings

of this study it appears that the A-V and V-A Approaches
are viable instruments for Helping determine a child's

preferred mode of learning.
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APPENDIX A

DESCRIPTIVE DATA FOR THE FINAL SAMPLE

Ll
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TABLE XXIV !
|

DESCRIPTIVE DATA FOR THE FINAL SAMPLE

Ly

Subject Sex C.A. Average Readinyg
Number (in months) Raw Score
2 I 75 LO.5
3 M 82 43.5
I "M 81 48.5
5 M 76 48.5
6 I 87 49.0
7 - M 78 50.0
13 F 77 61.0
A I 814 61.0
15 M 76 64 .0
16 M 85 65.0
17 F 79 67.0
18 F 81 67.5
19 F 78 68.0
20 F 80 69.0
22 M 69 73.0
2L M 85 33.0 -
25 M 77 LO.5.
26 M 83 LL .0
28 B 75 46.0
29 M 77 50.0
39 M. 8L, 61.5
L1 M 77 63.5
L3 F 83 68.5
Ll M 82 72.5
45 M 83 73.0
L7 F 78 L2.5 —
48 M .87 L3 .5
L9 1) 80 L4L6.5
50 F 83 48.0
51 M 82 L9.5~
52 M 79 51.5
53 ’ Th 51.5
6L 81 61.5
66 M 85 63.0
67 F 82 6L.0
70 . M 80 37.0
72 M 73 L7.5
73 M 74 L8.
M 82 50.0
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TABLE XXIV (Continued)

Subject Sex C.A.~ Average Reading
Number (in months) . Raw Score
75 M 84, 50.0
76 i 80 50.5
86 F 87 61.0
88 M 7, 61.5
89 . M 79 62.5
91 M 79 6L.5
92 F 82 65.0
93 F 76 65.0
94 M 87 68.5

29 - M.

19 - F -

- x = 79.8
x

= 55.9
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APPENDIX B

PRETEST OF WORD IDENTIFICATION

\
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PRE - TEST OF WORD IDENTIFICATION

NAME :

AGE :

SEX .

ACHIEVER

SCHOOL :

TEACHER

DATE :

goidal : soupim
bonher _ kitlar
saynop * faibot *
whabut - chafem
fetomp relund
slorat _ | frohum
dapifo © o oimati *

melfib ‘ balsud

* Deleted from the main study

!
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APPENDIX Ce

FINAL WORD LISTS



List I

soupim
kitlar
balsud
frohum
chafem

relund

FINAL WORD LISTS

List II

goidal
bonher
melfib
slorat
whabut

fetomp
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APPENDIX D

- NEUTRAL PICTURES AND THEIR
VCORRESPONDING NONSENSE WORDS
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goidal
bonher

melfib

e
oy

ey 2

L
(X-¥
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APPENDIX E

{
PRONUNCIABILITY RATINGS ACCORDING TO UNDERWOOD AND SCHULZ
(1960) FOR THE THREE LETTER UNITS USED IN THE A-V AND V-A
 APPROACHES
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* PRONUNCIABILITY RATINGS ACCORDING TO UNDERWOOD AND éCHULZ

(1960) FOR THE THREE LETTER UNITS USED FOR THE A-V AND V-A
APPROACHES

A low value indicates "easy to pronounce," a high

value, "hard to pronounce."

List, I List II

.sou pim goisk dal
L4.15 2.62 ' 4 .60 2.62
kit lars bon hers
2.15 "2.23 2.11 2.06
bal sud mél ~ fib
2.33 1.99 1.99 . 1.92
frox* hum - .- slo*  rat
2.40 1.80 ’ 2.20 1.81
cha fem whass but
2.95 © 1.95 3.23 1.91
rel unds fetx ‘mp
2.50 3.83 2. 49 .99

* Based on ratings of 35 subjects; all others based on

ratings of 181 subjects.
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INSTRUCTIONS AND PROCEDURES FOLLOWED FOR
THE A~V AND V-A APPROACHES
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- INSTRUCTIONS AND PROCEDURES FOLLOWED FOR

" THE A-V AND V-A APPROACHES

When the subject arrived aﬁ the testing seésion, the
inyéstigator would greet him/her. "Hello ., it's
nice to see you again. How are you today? Do you remem-
ber who I am?" (A short conversation would ensue.)

"T have something very'interesting'for you to do.
But, before we begin I'1l tell you ﬁhy I asked you to
come here today. I want to find out the best way to
teach grade one children how to read. Since you;re in
grade -one and since you're learning how to read I thought
| you'd be able to help me."

"Look at these funny lboki?g pictures and these
strange looking words. I made up these brand new pictures
and words. I don't think anyone has ever seen them before
because I just made them up. They’re_brand new. Today
I'm going to let you learn these brand new words.' Are
you ready to beg?n?” 7

The investigator would then proceed according to the

Auditory-visual Seque. . Focus Approach:or the Visual-

auditory Seduence Focus Approach.

Auditory-visual Sequence Focus Approach

o

1. "I am going to say six words to you, one at a time,

and I want you to listen very carefully."

2. "The first word is , the second word is ",
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and so forth,

The investigator would then show the picture card to
the Subjeét and say, ”this-ié a ", 5
The investigator would thén shuffle the picture card

among the other five and say, "I'll say the word again

and I want you to find the picture that goes with it".

If the subject found the correct picture the investi-
gator would say, "yes, that is the right picture™,

If the subject chose an incorreqt picture the invest-
igator would say¢ "no", find the correct picture her-
self and Say, "this is the correct picture”. If the
subject did not identify the correct picture after
ten secondé\the investigator would find it and say,
"this is the correct picture". i
(Steps 3 and 4 wére repeated for the five other words.)
The investigator would point to each pictur .nd say,
"this is 4 ., this. is a ____ ", and so forth.

The investigator would place the pictgre in front of
the subject. "I am going to say the name of this pic-
ture again and i wantryou to repeat it after me. L
If the subject made the correct response the investi-
gator would say, "yes, _____ is correct". If the sub-
Jject made an ianrreét response the.investigator would

say, "no, it's _ " and have the subject repeat it.

If the subject failed to respond within five seconds

the investigator would say, "it's ", and have the



11.

139

~

are the right parts and the word is ". If the
subjéct did not put the two word parts together cor-

rectly the investigator would say, ."no", do it cor-

‘rectly herself and say "now, this is right". The
investigator would then repeat her request. "Now
you put these parts tdgether and say " If the

subject failed to do the task within fi?e sedonds the
investigator would pﬁt the correct parts together and
repeat her request. If the subject pronounced the
word incorrectly, the investigator would say, fno,,
the word iec __;__" and ask the subject to repeat it.

If the subiject failed to pronounce the word within

five seconds the investigator would pronounce the word

-and ask the subject to repeat it.

(Steps 8 - 10 were repeated for the othér five words.)
The investigator would then present all word cards in
a row. '"Now I @ant you to pronounce these yords for
me.” If the subject pronounced the first word cor-

rectly the investigator would say, "yes, it is ",

If tHe subject pronounced the first incorrectly the

investigator would say, "no, it's " and ask the

-subject to repeat it. If the subject failed to pro-

nounce the word within five seconds the investigator
would say the word for the subject and ask him to re-
peat it.- This procedure was repeated for the other

five words. The entire procedure was repeated unuvil

-, the subject correctly pronounced all six words, or for

T
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4

a maximum of three trials.

12. The identificapiqn test was then given. The investi-
-gator would shuffle the word cards and say, "this
time I want\you to say the words again. 1I'l1 mark
down each word on this piece of pa;er as you say it".
If the subject failed to pronounce a vord within five

seconds the investigator would pronounce it and then

g0 on to the next word.

Visual-auditory Sequence Focus Approach

1. "I am going to showAsix words to you, one at a time,
and I want‘you to look at each word very carefully."

2. "Let's look at the first word." The investigator
would point to each letter moving the pointer from
lefﬁ to right across the firSE{Word, andxsd forth.

3. The investigator would present the first picture be-
side the first word and say, ”thisrpicture goes with
this word",

4. The picture was left in front of the subject'While
the word card was shuffled ~meng the five other cards.
The investigator would Se, 7. y=nt you to find the

word that goes”wiphhthis'p; w o, If subjeét

”fouhd the corfect word the .uvestiy - ‘o . say,
"yes, that is the right word". If -.ie s EN chbse
an incorrect word the investigator rould sa-  "no",
find the correct word. herself, and say, "this is the

correct word". If the subject did not identify the

G S
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correct-word after ten seconds the investigator would

find it and say, "this is the correct word".

(Steps 3 and 4 were repeated for the five other words. )

The investigator would then point to each word and its
picture and say, "this word goes wiﬁh this picture",
and sd forth.

The investigator would replace the word card with the
two syllable cards. "This is the same word as we
looked at before only I've cut it into two parts.

See the two parts.”" The investigator would put the
two parts together. "Watch as I trace the shape of
the word.” |

The investigator would add an.additional crllable card
and shuffle the three cards together. "Put the right
parts together to make the word." If the subject i
chose the right parts and put them together correctly
the investigator would say, "yes, those are the right
parts". If the subject did the task incorrectiy the
investigator-would say, "no", put the'right parts to-
gether for the subject and repeat the request. If

the subject failed to do the task within five seconds

~the investigator would do it for him and repeat the

request.

(Steps 6 and 7 were repeated for the five other words.)
"Now I'm going to say each word so listen carefully
because I'm going to ask you to say these words later."

The first word card would be presented. "This word

N
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is M

"Now, you repeat it after me, ____." If the subject
said the word correctly the investigator would say,
"yes, it is ____ ", IFf the subject pronounced the
word incorrectly the investigator would say, "no,
it's " and ask the subject to repeat it. If the
subject failed to say the word within five seconds
the investigator would pronounce the word for him and

ask the subject to repeat it.

"Now I'm going to say the word in parts, and then to-

gether. I want you to repeat what I say. 4 s

,* on

(The procedure listed in step‘é'for possible subject
responses was followed here also.)

(Steps 8 - 10 were repeated for the other five words.)
The investigator would then present all word cards in
a row. "Now I want you to pronounce these words for:
me." If the subject pronounced the first word cor-

rectly the investigator would say "yes, it is ",

.If the subject pronounced the first word incorrectly

pRo .
the investigator would say, "no, it's " and ask

the subject to repeat it. If the subject failed to

pronounce the word within five seconds ths investigat-

or would say the word for the subject and ask him to
repeat it.- This procedure was repéated for the other

five words. ‘The entire procedure was repeated until

J
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the subject correctly pronounced all six words or

for a maximum gf three trials.
4 FJ

The identification test was then given. The invest-

igator would shuffle the word cards and say, "this
time I want you to say the words again. 1I'll mark
down each word on. this piece of paper as you say it."
If the subject failed‘to pronounce a word within five
seconds the investigator would pronounce it and then

go on to the next word.
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APPENDIX G

TEST OF WORD IDENTIFICATION - RECORD FORM
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TEST OF WORD IDENTIFICATION - RECORD FORM

/

CHILD:

SEX:
ACHIEVER:

SCHOOL:

TEACHER:

FOCUS:

DATE:

SCORE

INonsense |Child's pro-jEntire |[First Second Individual
Word nmunciation {Word {Syllable|Syllable |Phonemes

POSSIBLE SCORE:

OBTAINED SCORE:




