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Abstract

£requently misspelled vords A carefully ced fotmat for the . Vi
acquisition of new spelling words’ was desi ‘ed. 'I’his fomat was based
v'on principles .of effective instruction sele “ ed from .a literature

review of current spellinq education as wel r as recaumendations from

the literature on direct and self-i Ghaining of letter
»sequences and specified procedutes for -ecting e:tor:s ve‘te included
in both instructional strategies. 4 .

B\ single subject, multielement research des:Lgn was used to

assess the relative efficiency of the. direct and self-instruction

N\

methods The,ﬁ% pa:ocedures were. altemated e other day over

twenty mstructional days, s\o that ' each condition vas in effect during .

\
ten sessions. Each instructional session included a 3 minute instruction '

period’ and a cunulative test. The test involved all Vords uhich had

vg‘n

been- taught under hoth pcrocedures up to that instnxctional day.

subjei:ts had two word banks of ten words each, one for self-,ig;
. :

and one for direct instruction. The words wete selected fmcm a l -

i A’

| -frequently missed words at the appropriate grade levels gpr the subj'e'. .
Four male subjects, between eight and" ten years of age pa.rticiigated
in this study. They ‘had all e:;perienced a signi'ficant delay in spelling
» achievement, as measured by the Edmonton Spell.mg Achieve:eient 'Pest. ‘

'rhe subJects all. attended a special school for children with learm.ng '

and 1a.nguage di.fficulties. N _'é R . -

, oo S S 8 e '

- @ .
The results of this study J.ndicated that although all the’ subjects

' learned and ma.mtained wo):ds using both strategies, there was. not
: _“’é'_ o 4" .

&
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a great deel of‘differmoe betveen tbe iearning pert‘ormnco under
the t:vo cmditj.ons For one subject, self-inst.ruction was more.
 effective as indicated by the Sign Test and through grephic illustration."
vl"or the other three subjects performance on cmulative’tests,over the |
'"tvent:y days was very si:n.uar under both procedures. On a' two week
follov-up ieasure the number and percent:aqe of oorrect words retained )
malsosimilarviththet\loptocedtxes. |
A discussion of the pséible va.ria.bles influencing thesge results,
teacher d.trectiou versus student direction, pacing, and possible/
.implications for classroan use is provided. The basic mstructional
sequence is recaunended for use with spelling delayed children who *

requi.re a structured strategy to learn new spelling words

i
i
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Chapter I .
Lntroductlon, e y

Spelling, one area ‘of language arts mstructzon, lS recognlzed as’
both i.mpox“tant to academic aéhievement, and a difficult task to’ teach and
learn. ‘Tne~ability to spell can influence the acadenic and voeational
status of students. Practical needs such as fxll:.ng out appllcatlons for
employment, wr:.tmg letters of request or oclnplaint, and respondmg to
quest:.onna:.res may be serlbusly hampered by a lack of adequate spellz.ng
| a.b:.l:.ty. ) nxrthermre, one‘s vritten express:on is less acceptable to
ea%ers if it conta.ms frequently misspelled vonds Good spelling a.b.LlJ.ty,
mtheotherhand temistoleadtogreateremphasxsonldeasratherﬂnn
a focus(on the mechanics of writing (Grabam and Miller, 1979y, .

Many children who are experlencing academic dJ.ffJ.cult:Les are poor
spellers.v Purthernnre, there are more spellmg hand:.caps than‘ readmg

handlcaps (?rJ.th, 1978). .In splte of a long hlstory concernzng the

;J.nadequacy of spell.mg :Lnstruction, however, there, oont:.nues to be a \lack
of agreement rega.rd.mg the role of. spellmg.-zn acadeuc programs, . and the
prrocedures by which it can be most effectively taught (Born, 1969). Recently,
vreturn to the bas.tcs" advocates su\ggest that spellJ.ng skl.]:'Ls of students |
are notadequate-. On: the other hand, same teachers fee.k that over-emphas:.s
‘on spelling stifles creat1v1ty, and that spelllng should be taught as part
of a broad, integrated language arts program (Thomas, 1974).

The difficult challenge of learn:Lng and teac!ung spellmg can be
partly attributed tj moons:.stencles J.n English orthograplxy, the set of '
‘Tules, princ:.ples, standards or conventions by wh.‘Lch language is changed
»:Lnto wrztten form, In the mglish language, orthography is the set of
‘rules used” for transcrlb:.ng phonemes (units of sound) ‘into graphemes

(letters of the alphabet ‘'which . represent those sounds) (Hanna, Hodges

,/:
~ . . . o



S\ .

—and—amna, ;9%'}- —Sme—autbors—suggest_that_or:hography_reflects_sgnantlc,\___

\

phonologlcal and syntact:.c facets of ' language, not just phoneme-grapheme
relationships (Tmnpleton, 1979). ~There are a var:.ety of linguistic .
t:heorles whlch have attempted to explam the theoretlcal bas:Ls of l-'.‘ngllsh '
ortbography and nfs phomologlcal structure (C‘hansky and Balle, 1968). -

N In the Blgllsh‘ alphabet system 26 letters represent 44 sounds, silent

-

letters, variant and :.nvar:.,ant sounds 300 different letter comb:matlons

'represent 17 vovel sounds.’ Purthermore, the Engllsh la.riguage conta.ms the
largest vocabulary of any language, with appu:ox::.mately 490, 000 words and

300,000 technlcal terms (Graham and )uller, 1979). , 'rhe'prroblan for the

»

' novice speller is to choose the correct opt:.on from a cho:.ce of graphemes )

[ -

reptesentmg .that sound. 'rhe 'S sound for example may be represented .as .

"
"in e:Lty, scene, toss, and s:.t.

’

I.n a large study of the Engl:Lsh language, 17 000 words, \Hanna,

Bodges and ‘Hanna (1971) found that 80% of the consonants m those words
: "

-

had smgle spellmgs and that there was a more consxstent relat:.onshlp ‘ , o
. _between sopnds and letters than ha.d been belJ.eved Spellmg ”demons". |
or mcons:Lstenc:Les were found to represent only 3% of the core vocabulary |
' IAas represented in thJ.s s‘tudy. B R
| Although proposals have been made which suggest changmg the alpha.bet
:to correspond to a l to l relatlonslu.p between sounds and symbols, real
moves Lto do so have been largely msuccessful. The complex:.ty of dlscrete '
‘sounds which make up speech, and the number of words in our language th.ch |
have come fran other languages makes thls task extremely dlfflcult.; 'I‘he
B literature rev:Lewed suggested ﬂ:at although exper:.mental attempts to
‘ .change Ehgllsh orthography have been mterestmg, the prr:esent system is
actually un.te good, Engllsh somet:x.mes reflects knowledge of sound, and

somet:.mes_ is related,to meanJ.-ng or _sy_ntax. Although it ls dlfficult to

J .
[ en A

F
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\learn——the-underlyrng-structure“1s—not-as—xrregular—aS“lt'srsurface

ure may 1nd1cate. The roots of words, meanings and syntactlc forms,

AN

 are often apparent: and can contrlbute’to .our basmc knowledge of language,

although inltlal 1earn1ng of these meanlngs may be dlfflcult (Frlth, 1978).

The long term goal of spelllng achlevement is .to move from knowledge

)

» of sound-symbol correspondences to the abstract, phonologlcal, semantic

and syntactic aspects of language (Templeton, 1979).‘ To be a good'
speller, then, one must know much more than sound—letter correspondence
rules, and one must master a number of llngulstlcJPenerallzatlons. The

11ngulst1c approach 1s based on the 1dea that wrltten language follows

-

partlcular patterns whlch can be 1dent1f1ed and,presented to learners.
Spelllng is then concerned w1th relatlonshlp between the %tructure of
language and llngu15t1c knowledge (Mariho, 1980).. The beglnnlng speller,

therefore, must be concerned w1th the 1dent1f1catlon of both regular

B words whlch follow sound—symbol patterns, and w1th the ldentlflcatlon of

)
.

1rregular and functlon words whlch res1st llngulstlc analy51s (Slmpson, 1968)‘

Deflnltlons ~. | ¥ , S | _t ' .
l_ Spelllng has been deflned in a varlety of ways.» To Peters (1967)

e

1t 1s smmply a v15ual—motor act1v1ty whlch 1nvolVes the "serlal probablllty

, of letters occurrlng"a‘ The goal of spelllng 1nstructlon would be that of

learnlng to write words as ea51ly as one can say them. Another approach o

- P

con51ders the 1mportance of semantlcs, ‘the meanlngs of words,' Accordrng. /‘

to Gentry and Henderson (1978), spelllng 1nvolves the acqulsltlon of AN

knowledge related to “how the. alphabet reflects meanlngful language"f
Spelllng is deflned by Hanna, Hodges and Hanna (1971), ‘as, the- proceSS;
of encodlng, changlng spoken words 1nto wrltlng. A more comprehen51ve_:

d2flnlt10n is. "the abllity to recognlze, recall, reproduce or obtaln

n

. orally or: in. wrltten form, the correct sequence of letters 1n words"

K



6

————w_(Graham_and_Mlller,_1979), One_can_see that each deflnltio differs

¢

sllghtly 1n orientation, and therefore prlnc1p1es for spellrn 1nstructlon :

can vary accord:mgly.
Several models have been proposed whlch attempt to v:.sual:.z the v""
complexlty of the spelllng process. ‘One whlch seems partlcularly
n,comprehen51ve is. Westerman S- Task Analy51s of Spelllng (Hammlll and_
Bartel,'1975).' This model lncludes cognltlve, audltory,visual and mo

B abllltles, and their lntegratlon as a ba51s of wrltten spelllng. B \\

‘SpelllngiRequlrements

In spelllng ‘one must "move fram sound to\prlnt, dlscrlmlnate the ?
. \ L
correct sound rememher graphemes assoczated with specrflc sounds, ’

| _renember and dlscrlmlnate
K the order of the grabhemes, s}nthe51ze these to produce the written form
and check the grapheme form w1th a recalled v1sual lmage" (Lesaak, Lesxak,‘
?_,and K;rchhelmer, 1979). The speC1f1c nature and effect of . each varlablebu.
contrlbutlng to the spelllng process, houever, is not always as clear. _h
10ne-must percelve, generate, produce, test and reurlte according to a
. -__.computenzed spell:.ng model proposed by ‘Simon (1976). Analy51s and
7:j“51mulatlon of a spelllng task further relnforces the complexlty of the
| spelllng process,.and the dlfflculty of provadlng approprlate lnstructlon.
J?f£71 ” » As spelllng usually 1nvolves three klnds of knowledge, a. some amount
v,of language knouledge of deflnltlons and word structures, ‘b lnternallzed -
‘.',frules of. wo;ds, and c.‘v1sual assoclatlons, spelllng must necessarlly o
;encompass a wide variety of strategies and act1v1t1es (Nzcholson and

- Schachter, 1979). A rev1ew'of contemporary spelllng programs which will

 be presented 1ater, 1nﬂzcated a wealth of avallable approaches andL

Nl e . - E)

ograms.~



—gpelling--aesearch 3 — ; - P

Considerable research has been carried out in the area of spelling, )
however much of‘it has been inconclusive. An example can be seen with ‘
regard to teaching phonic genera.lization rules such as "the final e .

- ina one-syllable word is usually silent" (lake).' Many rules are useful '
‘for children acquiting initial skills, but they often contain exceptions.
There has been conflicting evidence regarding the usefulness of such o
generalizations (Clyme.r, 1953). | L
| ‘ Other practices which are canmon during spelling instruction

.’ incluie teaching rhyming words, rules for punctuation, rules of capitalizing,
| use pf synonyms, antonyms and word meahings.‘ Although these skills are’

AN

‘all. essential for the long-tem acquisition of necessary literacy skills
f\

they are not necessarily directly related to spelling indiVidual worﬂs
They represent camon practice, rather than haVing an empirical bas:.s for.
».mclusion in the spelling prrogram. » . ‘ _ ‘ .
Unclear eVidence regarding spelling instructicn is exemplified
further by general reviews which rely on anecdotal rather than analytical
- resul . 'I‘he suggestions for \the developnent of spellihg patterrrs '_
’presente:il hy Forester ( 1980) . for example, cons:.dered an analogy to
language developnent, but no experimental datawas presented

—

o Blair (1975) revieved several current research projects in the area
of spelling instructidn. ‘The majority found no Significant differences v' e
ibetween treatments, a\nd offered more heur:.stic ‘value than actual o 4' |
: oontributions to improving spelling instructicn Most research has R X g
’concentrated on auditory arid Visual discrimination and memory ska.lls. I
Often this research has resulted in inconSistent findings (Les:xak, Lesn.ak

) »and Kirchheimer, 1979). Purthermore, séme research has been concerned



L
_____uith_factors which_may_not_directly_relate_to_spelling.__An_example_is
seen in visual and auditory tasks vhich do not discriminate spelling»
‘ ability, althpughumany practice activities for developing these skills
continue;to be'included in spelling programs for young children,
- A primary goal in spelling research has ‘been to account for the
'variance in spelling achievement between pupils.' There has been considerable
'emphasis on- materials and strategies, but not on teacher variables.. Little
A evidence rega:ding the teacher 5 role has been obtained, although teacher E
‘interaction uith pupils may be more important than the materials or E
strategies included in the traditional spelling program (Blalr, 1975 ). k.
| _ : According to Horn' (1969), research in the area of: spelling has . ;
':suffered from inadequately described methods and materials, inadequately
- controlled’teacher behaviors, ignoring cultural factors, and inappropriatel.
:manipulation of various experimental variables. More recent studies ; L
appeared to be suffering from the same methodological problems. This ;
, difficulty may be particularly relevant when planning instruction for

] or spelling disabled students. Unsatisfactory progress may
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In-summary, insufficient.and inconsistent'research appears’' to be

common in the area of spelling and research has been particularly scarce e

for exceptional learners. Inséructional practices have often been
/r "

influenced by habits of teachers rather than based on' empirical data.

-

The major objective, teaching children to represent spoken words in

written code” as automatically as p0551ble is a complex task. Viable

alternatives to current spelling texts and sound instructional practices T

I

must be found. According to Graham and Miller (1979), "spelling instruction

should be teacher directed, should contain a variety of . relevant instructional

options, and should be based on a foundation of\res::rch'eVidencev . The o

‘, curfent state of spelling research does not appear “to meet this criteria. :

It is apparent that spelling is a complex matter. The number of -

variables which contribute to spelling difficulties is large and their :
nature is diverse (Horn, 1969- 'Graham and Miller, 1979). Obvaously,:f

o research in this area .must be selective in- terms ‘of the multifaceted'3f-‘j o

issue which can be evaluated The primary goal of this study was to ‘;'f

deSign and test two instructional procedures for the acquiSition of
unknown, frequently misspelled words., The effectiveness of these _

' procecdures in,terms of: their practical application w1thln a teachingf.] a

[}

TNy .

environment was evaluated.'

Chapter Two contains a general review of the contemporary literature . T

.i in spelling. Chapter @hree summarizes this literature and identifies i.@lilt—
the principles of effective instruction and the specific research |
questions to be conSidered. A description of the method and instructional
strategies employed for this study is foumd in Chapter Fbur. Chapter--i}. ='f

FiVe describes Ehe results, and interpretations of this refearch. e

L . ST



A S .. . Chapter II
. - Literature Review

"1968).~ WorBdS would be presented which are similar in meaning -and have

A ..

The Spelling Program : '

implications have not always ‘been considered when programming spelling

.

Templeton (1979) suggested that there is'a great mismatch between

theory and practice in spelling. : As pointed out earlier, research

instruction for the classx‘oom. 'rheoretical orientations of teachers . .
and educators are likely to influence the way spelling is- presented

to learners. ' For theorists who feel that the English language is quite

.regular, appu:opriate instruction is concerned with the presentation of
oorrespondences between sounds and letters. , E | .

On the other hand, for those individnals who believe English spelling

"1s control]:ed by syntax and meanings of: words, spelling instruction must

,,"j include both a study of phonology and linguistics (Chomsky and Halle, K ."“? ;.
B i

' similar lexical representations. These explanations hecome a part of

Al

'the spelling program. Elevation and elevator, for example, areaderived

f-from the word elevate (Templeton, 1979), and this relationship would

n 3

be pointed ont to learners. chomsky and Halle s (1968) theory l.S "

more comprehensive than phonological, morphological explanations of

= spel“ling, as lt accounts for both rational and J.rrational spellings

o -of words, and 'their underlying meanings. L

‘mv

~‘,p_. ‘

_ The task for students, then, i§ to first learn the spelling sound -

' }
system, and later to discover unfamiliar sound patterns which relate

;‘more ‘to the system of English orthqgraphy Although no perfect method

exists, there must be a systematic progress:l.on of language skills

!“

(Simpson, 1968). R

Although spelling programs differ with regard to content, .theory,

: P :
methods and materials, some caunon objectives are apparent. 'I'he following

-

-
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.v,

overview of spelling instruction is generally accepted (Greene and.

Petty, 1971). According to these writers, the spelling program should:
: 1. Develop in each dhild an attitude that . IR
LT A recognizes thatcorrect spelling is essential for ccmmunication
b. ‘creates a desire to spell correctly o . ‘
\'c. instills a desire to spéll and use words more effectively
', 2, Develop.in each child the ability to , o _
o A, recognize akl 1etters, capital and lower case . -
~b. write-all letters legibly o - :
Cs alphabetize necessary words - S .
d.'hear words accurately as they are spoken T .
__e.'pronaunce words clearly and* accurately o , T Ty
f. see printed or written words accurately. . .  , . .
g. group and-connect letters of a word properly o ST
h, use punctuation effectively . - o PR I
i, use a dictionary appropriately s ’ : .
e use phonetic aids for - pronunciation, of unknown words
K apply knowledge of sound-symbol correspondences-
I, use effectiVe spelling ‘rules and: generalizations
m, use effective procedures. in learning to spell new words

"o . 3, Develop'in each- child the habit of , | /l.‘i'

. a.; ptoofreading his writing carefully . - . ,|43f1‘

b. using reliable sources to determine correct spellings
}c. following study procedures which are effective :

ﬂgkf
‘ An example of a typical method of. classroom instruction may be
usefull Students are usually introduced to werds in lists or context'~~
to insure *word meaning and pronunciation, and,often have a pretest on N
: 3
the ‘First day\pf a weekly lesson. The student ‘theti is involved 1n a
- variety of visual'and auditory activities and 1ndiwidual ‘study” of spelling .
lists. Word knOW1edge, linguistic principles and other language arts |
activities may he introduced on different days. As mentioned earlier,i
these activities may 8& may not directly relate to the specific spelling
- of. individual wordé Thizd day-tests or, individual tests are sometire
5 included. A test usually falls on the fifth day and children are then
required to check their words and chart theirbachievement on record
forms or teacher grade books “In: spate of the importance of having :
\3 children check‘%heir own work (Graham and Miller, 1979- Yudkovitz, 1979), o
v many teachers have children trade papers or check spelling themselves. :,

4_-”§f‘ S ;tv SRR T

,
-
4
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~"Words which may. still "be missed on_ the final test are frequently recorded

10

— for future reference or practice, and” the student is Teady to begin :

‘_another lesson the following week
For many students this procedure is effective, and it has a well:
' . organized format easy for students to follow and teachers to administer. AL
E Ih scme cases, however, t,his type of instruction does not meet the .
' 'individual needs of students who are pa.rticula.rly good or poor spellers.
| Often inadequate exercises such as. creative writing experiences which .
. insure generalized use of newly acquired spelling skills are included. |
',For this reason, teachers often make use of children s,@n writing or |
. "'words currently used in their reading program to- better insure meaningful,
) :high frequency word use. 'I‘his practice ha.s the advantage of relevancy

j‘but may lack the Organization and structure of the more formalized

&
. _aspelling p:rogram. 'reachers must° have well defined procedures for selection e

;of words and spell:tng practice if this informal, incidental instruction

‘ ~is to be usefﬁl and ap\propriate for individual learners. _
' ’I’hé spelling program, then, must. develop attitudes, abilities and
‘habits which will oontribute to the long term acquisition and maintenance '
X -:”of a difficult sound-symbol system. 'l‘he £inal ob;}ectives of spelling

instruction appear to be agreed upon fer more read;.ly than the methods,

. -",materials and procedures necessary to reach these goals A number of EEEN

- K
’ ,variables influence the goal of. spelling mastery ) Some of these J.nclude

. readiness skills, materials a.nd programs, memory and attention,

relationships of- spell:mg to reading and writing, the Eype of instruction,; :

' the sequence of instruction, remedial techniques, attitudes, testing and '

error analysis and the types of words chosen for inclusion J.n the pu:ogram.' .

o 'A rev:.ew of sane of the literature :l.n each _area vill be presented. '

-

- . . . R . R
; P N . L . . . . - . . _{,
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g ._A Some individual readiness skills appear to be essential prior

to spelling instruction. Aural—auii:tory—abilities \mderstanding rhyming,—_
) discriminating beginning and ending consonant sounds, hearing differences
between vowel sounds, associating sounds and letters and recognizing the
identifying sounds and letters of words may_ be vi{,al p;rerequisites to |

'

“‘spelling success (Horn, 1969). —
- One study which attempted to discriminate between good and poox -,
| ) Spellers on. tasks requiring auditory discrimination, memory, analysis and
synthesis of words and auditory visual integration involved 107 third
graders and 160 sixth graders. nunber of tests were adm.nistered to
'.sub]ects identified:as good .or poor spellers. P\ive of the seven tests
- discriminated htheen spellers at the third grade level, however, only
, .'two discriminated betw‘een spellers at, the sixth grade level. Simple K
- auditory memory skills were not smEficient, and visual memory was. only
significant at the third gra.de level when the additional requirement of
. _‘writing was added.. 'rhese researchers suggested that more study was |
equired before the specific processes contributing to spelling success
can be identified (Les:.ak, Lesiak, and Kirchheimer, 1979). -
| Althqugh it is not yet poss:.ble to positively identify specific
'.necessary skills, some indivn.dual assessments should be at’tempted.
- During the "readiness" stage, the teacher shou.ld consider learner ' '
characteristics and answer questions such as: 1. Does the child have
' sufficient mental ability for. spelling instruction? 2. Are hearing,
speech and visual abilities adequate? 3, What is the general level of
spelling ability or preskills? 4. Has the student areas of specific :
weakness in spelling? 5 Bas the child a modality preference? 6. What

"systems, techniques or activitie@might be used to. remediate ‘his



difficultiés? (Hammill and Bartel, 1975). According to these authors,

__however,_teachers have _ sometimes become too involved in 1dentifying and

12

| attanpting to remediate underlying psycholinguistic processes. These

4 ]

processes may or may not predidt spelling success and until a proven
readiness-set of tasks is identified, the teacher should not focus

exclusively on ‘assoc:.ations which may or may not relate to spelling

~ \

s achievement.

Materials and Programs.' A variety of materials, activities and programs,, ; ’

are available to teachers of spelling. One recent review of spelling
texts and materials;, however, found that ”materials have seldom been

revieved for content, approach or"effectiveness” (Graves, 1976)., * An

examination of nine spelling books published since 1971 was a.ttempted

A large proportion of exercises in spelling lessons dealt with affixes and .

inflecticmal endings, phonics and syllabication 'I'he contribution these g

activities made to spelling was questioned, and a need for reevaluation 7

of spelling books and their coxrtent was reeou:nended

: Hamill, Larse.n and HcNutt (1977) studied ‘several spelling programs :
B

oamonly nsed in the United States for effectiveness. A total of 2, 957
_ children -in 22 states were ‘J.nvolved Students were reoeivmg mstruction
in one of ‘the following methods: a.. Spell Correct_ly, b. Word Book,

Basic Goals in Spelling, d. various other programs, or e. no specif,{ic.
spellinq Ptoqram. 'restinq was canpleted using the Test of h‘ritten f |
Spenmg.l C.hildren in grades threeandfourhadahoutequalsoores if,
theybereinstructedinWordBOok, BasicGoalsinSpellingor other"d-'
Forgradesfiveands.u, noinstrmtionwasbetterthanaaslicGoalsm
Spell:mg, and for grades seven and eight Hord Book and Spell Correctly
produced the best spellers. After grade four no spelling mstruction J.nv

a speci.fi/c program‘was almost as. effective as the designat\ed structured '

S —



- programs, These researchers suggested that more investigation should

B

————;—be“carraed—out to—ascertain why no instruction would have been as
valuable ﬁs frequently used - spelling programs, and to 1dentify developmental
or 1ndiv1dual variables that may have influenced thelr results. '

Three %pelling programs .were compared by Grottenthaler (1970) \ ‘_
'3to assess effectiveness of instruction. A word-list mastery approach,
© . a multilevel sight sound program, and a spelling principle mastery
approach were’employed, No one-program was found to be more effective
tﬂfthan another in achievement or attitudes toward spelling in the fifthL‘
graders involved ‘
One program which—vas found efficient was a Computer Assisted=
'Instruction course‘dev1sed by Dunwell (1972).- Students were able to L o
work at their own level and pace to develop new spelling patterns., ﬁeak" |
~ students found this approach particularly useful for remediation. ‘ ;-l
Several studies have attempted to 1dentify particular instructional
.strategies which may contribute to ‘spelling success.. ¥White and Treadway ‘.‘
(1973) attempted to compare traditional, word-analySis and rule ' |
. generalizations-and their subsequent effects on spelling prof1c1ency.

' None of the strategies employed were 51gnif1cantly more efficient than ‘ u',' .

/\ o ‘ T : P :
S :

7‘any others._l ;»'_ o : : S |

Reinforcement by token, social, and concrete rewards and it' .v} R — .é
v'ri»effects an spelling achzevement m“ a.lso—been considered (chk, 1972). : R
_;c’onc:eterewazd was niot found 0 have a\gzeater effect than token or | o |
social rewards on the spelling achievement .of one group of disadvantaged f".‘ 'c
j Pew studies have conszdered the importance of teacher behavior or E
vteacher-student interaction during spelling instruction Hodges (1973) -“ : }."

squested that the teacher variable is of prime importance and should he
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evaluated when attempting to develop or improve spelling programs,

LS

o ) -_._Angther_efforj:_to_identify_the_critical_\cariab.les_of_spellim

"~ instruction involved the importance of mental imagery. Caban et al.

';kl978) suggested-that spelling wdrdsfcan be learned‘and retained nore
effectively Sy teaching a mental image_pgactice metbod. ~The program
involved 150 students Qho used mental imagery foriwords with-.‘spec_:';ific
drill and practice, or had. no specific directlons. No signiflcant
dlfferences were found between the experlmental and control groups,
although.the mental 1magery metho7 had a posztlve trend, Further study
-of mental imagery approaches was suggested. ¥ _';q ﬁV_ o > - . -;m, .j

The efflcacy of teachlng spelllng rules and generallzatlons of -

‘rules has been frequently researched. Clymer (1963) completed an

-

“’ extensive analysistoﬁ commonly taught phonic rules; ﬁe found 18 out o&f
45 generaliiations actually useful, Furthernore, rules were often
mlsapplled, and when chlldren are already exper1enc1ng dlfflculty
spelllng; addltlonal ccmpllcated rule follow1ng ls often impossible or.

confu51ng‘(Peters, 1967). Only essentlal rules,of-spelllng‘and pbonlcs‘

&

.should be included in a spelling program (See Horn, 1969 and Graham™"

and Miller, 1979 for rules'of practical value),

,
.

& '

bt Bt o

Another approach to spelllng 1nstructlon emphas;zed the lmportance

- . [

. of“letter names, Letter name learning according to Durrell (1980), was

- essential for: a. underStanding~phonemic relationsbips in obvious words - : @f

. such as b in beaver, b, spelllng by letter names aloud, a better technlque ;

than soundlng out, Ce maklng learners aware of the relatlonshlp between

- - 1Y

sounds and letters, d, prov1d1ng support for words as v1sual, semantic

unlts, and e, understandlnggvarlatlons 4y Engllsh spelllng. Using this -

letter name empha51s, the author suggested a smooth tran51tlon from * b

N .
. SN : .

speaking to readlng to wrltlng._,‘ ‘ S 3

- N 2y




The traditional approach of introducing all spelling words on Monday

and testing on Priday, as described earlier, has been questioned, Rieth ' | p
et al.(1974) evaluated.the’effectiveness of distributed practice and daily .
testing‘rather than this»usualimethod.l In both individual and group
studies,'introduction of a few words each day and daily testing~resulted
in superior spelling performance. Giving'all wordslat the beginning of
the week, a. practice advocated in most spelling programs, appeared
inferior to daily practice and testing according to this study.

One rev1ew of spelling research presented seven characteristics ofeg e

-
an effective spelling program _(Pitzs:xmons and Locmer, 1977), 'l-.»Words

///

o/;mesenféd in lists are leatned Hore . effectively than words presented in_

* ‘meaningful contexts. 2, Spelling lists should comprise words that are
used freqrently by learners. 3. Selfrcorrection of spelling_is v1tal.<_" .
4, Words should be learned whole rather than in syllables; 5. Phonics
vgeneralizations are questionable. 6. The test-sLudy method is superior

the studyqtest_methodT 7. Time spent on spelling should be~60 to 75

'»fminutes'per week.' It'is interestingvthat many of~theselsame suggestions ".x
were proposed by,ﬁorn (l969)1almost ten years earlier, houever, the |
articles rev1ewed have shown that many programs continue using methods

' which are apparently inappropriate or ineffective (Johnson, Langford
and Quorn, 1981). "

- . v .

- Memory. and Attention. The relationship of memory and attentibntto succeSS"’

d‘ln spelling is somewhat ambiguous. Although memory as; a global influence , l!rﬁr
‘ is frequently mentioned in the literature, it is not clear what,types .

and aspects of memory may be essential to spelling achievement ,t ’/,j:f:::j:;:

vrelated 1iterature regarding m

“are devices which aid or proVide cues to better

v

}remember information /,?his "assoc1ation of 1deas", remembering something

»
//
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by associatlng 1t w1th somethlng else: has been frequently employed
T~

during spelllng instruction (Shaw, 1965). In splte of common use, however,

Afew studles have valldated the practlce of partlcular mnemonlcs. Often f
: suggestlons are glven to learners whlch may be of minimal value, or

confusing (QUlnn, 1980). , e
One study (Negin, 1978), examined the effectiveneSS’of mnemonic
training'on spelling performance. Forty—two chlldren were 1nvolved R

either in mnémonic- lnstructlon or in context act1v1t1es, u51ng thelr

?

words in meanlngful sentences. The group‘tralned in mnemonlcs in thlsr.:

: study not only performed more effectlvely, but reported that mnemonlcs
prov1ded enjoyable learnlng experlences. ‘ ' |
Another study compared the sequenc1ng ablllty of good and poor

.spellers. 'qur spellers,may have a gross ‘rather than a sequentlal

'bmemory problem; 1f students are unable tobrememberiinformation; it is'
unllkely they w111 remember the partlcular order or sequence of that
:Lnformatlon (McLeod and Greenough, 1980). Dur::.ng spell:Lng J.nstruct:.on,
.students should not be expected to remember a letter sequence or chaln
. beyond thelr gross memory threshhold 4',.7- D L ,b - : ’d ;—'
leferences ‘in memory abllltles have been noted when comparlng " -
. students wlth high verbal I9's to Low verbal IQ's.: Students W1th hlgher
,verbal IQ's tended to learn elaboratlon strategles ﬁor 1ncrea51ng

tmeanlngfulness of materlals more succeSSfully than subjects w1th hlgher

_;erformance IQ's (Loe, 1978). It was_fEggg§E§§_§hat_the-two-groups’of“*‘ T

e

/ .
__.e—learn1n‘”ai§abled chlldren may have dlfferent abilities to process

audltory 1nformatlon. If verbal IQ's are 1ow, perhaps the student has - /fﬁza“

-

) more dlfflculty with superfluous verballzatlons, and audltory overioadlng

/‘/
should be av01ded Approprlate assessment of lndiv}dual learnlng

L



“characteristics, as mentioned earlier,;should~include~this'consideration
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e

prlor to. Instructlon.

' Some studles have assessed the effectlveness of chlldren s verbal
and 1maglnal strategles as they attempted to remember palrs of plctures.
'1In these dlscrlmlnatlon tasks, overt imagery and wrltlng a word in the

“ - air (wrltlng 1magery) was found to be superlor to vocallzatlon.~ These

*rauthors suggested that the usefulness of rehearsal strategles depended

»

"upon the degree of relevanttcognltlve processes whlch are actlvated ln

'the learner (Lev1n, et al., 1975). Furthermore, plctorlal presentatlons
"may be favored in 1magery strategles, whereas verbal\presentatlons o
. \\ \ :

‘are favored in rote. memory learnlng (Ross and Ross, 1978).\ Same
-

plctorlal mnemonlcs have been used  for- rememberlng 51ght words in

spelllng (Cordonl, 1981), however, the practlce 1s not supported by . o

,"emplrlcal ev1dence as to 1t's effectlveness. - \-yrl - ‘; o I 5\\9 o

N

I
o

Although research has shown that retarded chlldren often do not
use good memory strategles, few studles have attempted to spec1f1cally 3
ltraln more effectlve memorles 1n thls populatlon, and none were found ,
whlch related to-. spelllng learnlng. One study concerned 1tself with - *

.ftralnlng dlglt span memory The tralnlng procedure 1ncluded-cha1nlng
1.1 T

-/‘TE//same problem may be encountered when trylng to traln memory strategles >‘

for 1etter sequences of 1nd1v1dual words wlthout tra;n;ng a generallzed

t*spelllng practlce method

Another study attempted to compare dlfferences in. nonverbal serlal

"recall on short term memory between learnlng dlsabled and normal chlldren. T

:'leferent medlatlonal patterns were not 1dent1f1ed between the two

rs
a



‘:groups. Furthermore, thls study dld not find that three d1menszonal
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new lnformatron (SwanSOn, 1978). Gagne (1977) proposed\that teachers

f.should help students. 1mprove thelr memorles more specrflcally by teachlng

v conventlons of memory, labellng, teachlng mnemonic elaboratlons, .

‘ unitlzmg series of 1te(ns, and mterpretlng p:.ctures.‘ Suggestlons for o

spelling, however, are not lncluded RS | |
Audltory memory processes have often been assoc;ated w1th spelllng,

and have been 1dent1f1ed for remedlatlon prlor to academac progress. B

'fTo ldentrfy the precise nature of thlS processlng def1c1t, Torgesen and

Houck (1980) conducted a serles of experaments. They concluded that a

E llnk between processrng deflclts measured by dlagnostlc tests and learnlng

‘problems ln school has not been establlshed. As a reéult, predlctlons

regardzng school performance are amblguous., ThlS oplnlon was further } '

',_relnforced by the work of McSpadden and Straln (1977) who dld not flnd

a clear connectlon between audltory memory processes and measures to

‘dlagnose learnlng dlsabllltles. ;_;" RSt ,‘b A

theorlsts have referred to attentlon deflclts as a poss;hle

source of d;fflculty in spellang, It is. p0551ble, however, that for

: ;many ch;ldren selectlve attentlon deflc1ts may be a. result of developmental

Ldelay rather than a long term or permanent defect 1n learnlng. Tarver

fet al.. (1977) found a lag in verbal rehearsal strategles of learnlng .-‘7
-dlsabled chlldren, however, thelr selectlve attentlon did- 1ncrease over"
' time. More research 1s needed to 1nterpret the effects of memory and

1attent10n abllltlES or dlsabllltles on spelllng achlevement wlth both

Y

'normally 1earn1ng and learnlng d;sabled students.,"f
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Relationships of,spelling to reading and writing. Con51derable agreemént

—~—~~has—been reached—concernlng the—lmportance -of - linking—spelllng acqulsitlon
b‘j‘and student's wrltlng moxre effectlvely (Graves, 1976- Hammlll and Bartel,
_n1975).‘ Current v1ews on spelllng lnstructlon reflect a more’ 1ntegrated

| approach than has been found in therpast. Readlng and spelllng tend

to be compllmentary skllls, rather -than §2parate units of 1nstructlon )

"(Blalr, 1975). -

I3

Correlations between spelllng and readlng have!geen reported as. .48,
451, ».61 and’ .63 ir varlous studles (Horn, 1969). Some chlldren, in '
'fsplte of excellent readlng ablllty, can be. very poor spellers (Frlth,
1978).' It 1s at present unclear how much spelllng is acquzred through
.read;ng, however, 1t does not seem that mere exposure to words is su£f1c1ent -

or spelllng achlevment. Peters (1967) proposed that one in twenty-flve".

Y I

.d.words was learned through read;ng. Furthermore, good spellers were
more llkely to’ learn new words 1ncidentally than were poor spellers.l‘

= Spelllng cannot be 51mply a rote memorlzatlon process..-It must f

}

"necessarlly go. beyond phonlcs. Word llStS for spelllng should develop ;

th:ngp "Ag, 'vtrl.h;(;‘; j._' ‘,3 :"; ','4 f ers—and—Beers~————?;%*

. .1981).A ertlng as what makes spelllng have meanlng. Consequently,

must be approached through a multlfaceted set of act1v1tles..;*-'

:_r_,- R

T'Spelllng should not be 1solated from the over-all language arts program, ﬁfs:'

’ L
»

but must be emphasrzed throughout readang and vrltlng as’ well as’ programmed o

Ly

f:spelllng 1nstructlon (Templeton, 1979).

: 'Dlrect or 1nd1rect 1nstructlon. Less agreement is found w1th respect to

- /

‘ia cho;ce between 1nd1rect or d;rect 1nstruction than other con51deratlons

.

:-regardlng the spelllng program.- The research ln thls area is not con51stent{

f or conclus;ve. Programs vary from tlghtly controlled computer programs
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or programmed materials, to inCidental teaching based on student writing,
: needs or’ interests.‘fMany spellingxprograms are related to an integrated__‘

‘language arts curric um, ASystematic instruction, however,vdoes not'

‘j.have +to mean 1gnoring \ther parts of the school program or indiVidual ‘

needs and differences of students (Greene and Petty, 1971).A Often an
either-or. deCiSion ‘has been made, rather than uSing ‘different types of
. } ,/)

instruction for different roblems. A more comprehensive rev1ew of

:direct instruotion and self-instruotion w1ll be presented later in o

t

this chapter.

) Sequence of spelling instruction. The issue of sequencing spelling

instruction has been approached in a variety of ways.‘ Three steps were
:v’suggested by Gentry and Henderson (1978). According to. these authors,

‘ children must first’experience words and test hypotheses regarding '
’iglanguage and 1ts rules.» Secondly, they proposed that standard spelling R

should not be. emphaSized to the pOint that children become discouraged or

1i frustrated Thirdly, they stated that children should have frequent

-

__opportunities to manipulate words and see the relationships between g H
'":ispelling, word meaning ‘and . phonology Furthermore, this ongOing development -
ydmust be supported and encouraged by a variety of individualized word o
: ~study actiVities, as well as constant exposure to words by reading and
writing (Zutell, 1978). Familiarity with words was emphasized frequently,‘d
'espeCially during initial spelling and writing actiVities. N o

,- Beers and Henderson (1977) attempted to explore how children learn
to spell by identifying spelling error types related to developmental
| ~sequences. Through analy5is of children's creative writing, they |

: discovered that students learn combinations of phonological, morphological

..and syntactical information, not Just letter-sound correspondences./ .
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Children appear to develop a hierarchy-of strategies‘as they become more
\/ )

———familiar—w1th—standard English"orthography———If“these sequences are
accurate, they reinforce the notion that children must be introduced

e to language knowledge, visual assoCiations and internalized rules as
they learn to spell, not only phonic SklllS.. The word cup, for example,
does followasound—symbol rules, howeVer, words like medicine and medical
have a language based association and words such as ancient must be
taught through,vnsual associationsvor‘mmemonrcs_(Nicholson and Schachter,’
1979). . | L e _.l. S L o Do

Forester (1980) proposed that learning to spell was simdlar to

‘ . learning speech in terms of a develrmnwmtal sequence.v The stages of ; _
development were-'a. scribbling or pretend writing,-b' cone letter 3-> )
spelling, C. two and three word sentences, d. self-programming of.

-:51mple rules - not necessarily conventional, e. overgeneralization of

acquired rules, and f more accurate conventional spelling.A Instruction L

must, therefore, relate to the stage a learner is at and 1t must provide —

h{ support for moving through stages at an 1ndiv1dual pace.‘* ‘ .
v Another method of assessing the spelling process and 1t's sequence
15 advocated by Simon (1976). Through a computerized 51mulation of the
spelling process (SPEL), 1nd1v1dual components of’the spelling task (e
» were 1dentif1ed.' The following conslderatrons must be made according
' to this approach; a. the task environment - meanings of words used 1n thep
. directions needed for the spell:mg task, b._alphabet knowledge ' names |
of letters, shapes of 1etters for use both v1sually and motorically,
c. relationships between the letter shape, 1t's name and letter sounds,

d words and their nature, e._rules and general mnemonics, and f. external

vff sources of spelling information. Through the infbrmation obtained 1n

this type of assessment, the teacher can. sequence 1nstruction at the -fi;:;‘f°

<



.-computerized programs have all been employed Unfortunately, many

P
A
G

s "_' L

' appropriate level for each qhild.

——~—~————Pramfth15—review,—spelling_instruction should,he based_on_a_variety

Wt

'of nsiderations._ Whether - ‘one is convincdd that children move thrdugh
' / N
distinct developmental ph#ses (Forester, 1980), or that a natural :

s equence of instruction exists, if basic words are not mastered the
spelling program is inadequate. At that point, educators must apply
more specific procedures or programs to better insure spelling success

or provide appropriate remediation.jﬁ:
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, Remediation. There is at present no complete theory of spelling disability.,-

The types of difficulties exhibited by poor spellers can he attrihuted
ke to a variety of causes (Prith, 1978). Consequently, there is no: one

‘3 remedial method which may be useful for children who are experiencing

.spelling problems.~ Multisensory approaches, individual word studies, and 5] '

'Isuggestions to: teachers are vague or useless. Such statements as
: i"remediation should be based upon correcting and eliminating errors most

- lfrequently made" (Tauber, 1968) ‘are common.' Some speCific lists of

T‘_principdes and suggestions for remediation are cited, however, and the }' .

“lﬂffollowing list is representative of these (Graham and Miller, 1979).

- 1. Spelling instruction must be direct and not incidental Although

same . students ‘do. learn outside instructiong incidental 1earning

-is ‘more. probable by good spellers.’ '*_ S ‘7*_ 3 _ m;p_v"

o2, Spelling instruction must be individualized due o the- unique
~4skills and needs of each student. o S

‘f3. Continuous evaluation is essential as pragress must be«monitored.

"ff4J:Successfu1 remediatiﬁn should use a variety of techniques and methods V;,

- as'no one. best methcd o, procedure has been identified so. far. -°f

’i-_: Sz‘Attitudes toward spelling must be considered. Good attitudes are t'_ o
"n'_contingent upon’ providing students with efficient learning technques, -
ﬁpresenting words . of high social utility, emphaSiZing student progress,h”

';f;using a variety of interesting activities and’ games, structuring

5 \-
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~,
.

‘tasks so that students. can succeed, -and l:uniting instruction
" to relevant and critical skills. S .

Often suggestions given to teachers are incompatible, and it is /

"difficult to decide which ptocedures would be particularly helpful for

- students. An example was illustrated in an article by Cotterell (1974).

'I‘his remedial teacher suggested that words be rided into syllables for :

o learning, that di.fficult or "tricky" parts of wordr e identified, and

that teaching knowledge of spelling rules would be benefic:.al Johnson,

. Langford and Quorn (1981) > on tﬁe other hand, stated that words should

_ ‘,or the general word stuiy t.hey experience may not directly relate to

- their spelling disabili;:y (Simon and Simon, 1973). as aconsequence, =

,"fstudents who are experiencing difficulty with methods or materials are T

be learned whole and not broken into parts, that teaching pbonic rules

R is very questicnable and that identifying "tricky" parts of words

is an ineffective procedure. ,

Remediation of spelling disabilities may ‘consist of adapting existing '

l/

o programs hy adding reinforcement, reducing nunbers of words, or offering

" \.“‘memory aids such as color coding and diacritical markings. » Often

b'smply slowed down in the program, and are not prov:Lded with options L

.f"’m"h mY increase their Proflciency. mceptional students who need L

s

Ta different approach are not always provided with relevant activities,

Hmany exceptional learners are not given appropriate opportunities for 7

= - one program which approached these issué§ is that of Stowitscher

K 'and Jobes (1977).- -'I‘hrough a specified t.ra.ining procedure and scripted

o format, the teacher in this program modeled, reinforced, corrected and -

- ~offered specific practice on each spelling word until the students

J

't'_l'involved reached mastery In an earlier study by Jobes (1975), eight .,;

| children who were experiencing severe difficulty with spelling were helped
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significantly using this direct approach.

. ¢

: Multisensory approaches to spelling instruction and remediation b

vvhspelling should be advocated.‘

have been quite popular, especlally for children with learning disabllltIES-

A visual-auditory-kinesthetic-tactile technique (VAKT) was presented

originally by Grace Fernald (1943), This-six.step program involved the_

o following procedure; a. inspect the whole word, b. pronounce the word

Ce pronounce the word while writing, d dot i's and cross t's ln a left

-to right sequence, e. pronounce each syllable and underline 1t, and
£, pronounce the whole word again. This approach has been-used by a f

-rnmtnr'of educators ‘with positive results (Taschow, 1970, Crawford

~

"1968,0Hill and Martinis, 1973).

Multisensory approaches are generally advocated by many other o

fresearchers, both instructionally and -for remedial purposes (Hanna, Hodges:
and Hanna, 1971- Graham and Hiller, 1979). . Often, however, .the

?suggestions and ev1dence are anecdotal rather than empirically based.

M

[

f'Multisensory approaches may be effective because of the multit f

.*attentional requirements. Practicing words may be facrlitated by usrng L

several modalities.‘ Arv:dson (1969) proposed that seeing, hearlng,

feeling and testing were all essential to’ learning to spell a word If o

'-I"1t is true that educational experiences which employ more senses are a

‘¢

fjbmore effective (Dieterich, 1972), then the multisensory approach to _-w: B

~Attitudes. COnfidence in spelling 1s essential according to Greene and

l,Petty (1971). In spite of the 1nstructional program or remedial techniques,

¢

.v5developing a good attitude toward correct spelling 15 a prerequisite to
:the-spelling process. POSlthE attitudes can be established by a.

varoviding a definite and efficrent method of learning, b. providing
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wbrds to‘be‘learned,that‘are most needed in writing, c, making students

aware of theirKSPelling'skidl and progress,-d, making spelling instruction

. meaningful and interesting, and e, developing an 1nterest in language
and a des:.re to spell correctly. _ 'I‘his developnent of a "spell:mg
v.consc1ousness“jis frequently referred to in the literature, but specrfic
llmethods for meeting this goal ‘are infrequently found Ideally, this

attitude ‘would be beneficral for all cademic achievement., Unfortunately,

\’ students do not always acquire a. positive attitude toward their school!

work, especmally students who are experiencing difficulty acquiring :

‘ba51c academic skills.

.‘Testing and error analygns SPelling testing can be carried out through»L’,]
diagnostic, standardized or criterion referenced measures.‘ Standardized~r
testing may be useful for teachers when gross discriminations between
i_students or grouping 1hformation‘is required Diagnostic tests and |
criterion referenced tests give more speCific information concerning
skills and strengths of 1ndiv1dual students. The most 1mportant aspect
’of spelling skill evaluation is to analyze errors made by students and
hthereby to match needs to appropriate content and materxals.(Hammill '_:
‘l_and Bartel, 1975).. Error analYSis gives the teacher an'onportunity |
| ”'to detect particular weaknesses, therefore making remediation more “';

| meaningful (Graham and Miller, 1979, Marlno, 1931’°3' | N

The Larsen-Hammill Test of Written Spelling (1976) is comprlsed ‘~f l,4~!

of regular and irregular words, offering teachers an assessment |
.procedure designed to discriminate phonic and nonphonetic skills. _—

. Categorizing spellinc errors has been further described by'Marcus (1977),7”
'7 in an attempt to offer spec1f1c suggestions for 1nd1v1dual remedlation. ‘
v.uLocally, the Edmonton 5pelling Achievement Tests prov:de 1nformation l

3

concerning error patterns."‘i o
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By analy21ng specific types of errors in chlldren's wr;ting, Marlno

(léél) pornted out. qualltatlve differences between developuental problems .

U

a;hand those whlch actually requlred remedlatlon.: Although some errors 1‘
are loglcal, others may require memory aids, changes in strategy, or>
Ibmore focussed 1nterventlon. R ,: S -v' _'”' :

Yudkov1tz (1979) attempted to\lncrease awareness of errors. by r
~‘teach1ng students to scan for errors both 1n thelr own spelllng and in .
the spelllng of others.‘ If the child was able to do so, he was also expected .

.rto correct errors, If v1sual recognltlon capabilltles were 1nadequate,
- a multlsensory program 1nvo1v1ng v1sual, oral and klnesthetlc ptOcedures -
ffwas 1mplemented( Results lndlcated an 1mprovement in audltory and v1sual
1nformatlon matchlng, ‘which may have been due to increased attentlon or.
p051t1ve re;nforcement. 'A'.i o Iy . |
Kauffman et al (1978) compared two methods of correctlng spelllng
.uerrors.' Two mentally retarded boys served as subjects._ Durlng one
phase the boy S spelllng was correoted by the teacher saylng, "Here 1s ¥.
'_the way to wrlte thls word"'_ Durlng another phase the ch;ldren’s errors
-were 1m1tated, “Here 1s the way you wrote the word" then wrltten correctly,
I"and thls 1s the.rlght way to spell 1t"77 The 1m1tatlon plus model
procedure resulted in’ faster acqu151tlon of spelllng words. Aﬁ
A s:mllar experlment by the same researchers was carrled out w1th .

.a learnlng dlsabled boy._ Imltatlng the chlld's spelllng errors before-'

show1ng hlm the correct word was found to be an effectlve procedure,

"fespec1ally for 1rregular 51ght words. Thls may have been a result of

- teachlng through presentatlon of a negatlve 1nstance (Engelmann, 1980), X
or the result of focu551ng attentlon on the crltacal aspects of a {.1"'
'p7word In any event, contlngent lmltatlon was in thls ‘case a therapeutlc ”,Q*-hff

'~1procedure.‘f
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Boder (1971) proposed that children make three different kinds of

- errors in reading and spelling. Disphonetic errors were: nonphonetic

',:approximations to whole words. Children who made these kinds of errors

tended to have inadequate basic word.attack skills. Dyseidetic errors were

. phonetically acceptable, but children who. made these errors had difficulty
“with sight- words and irregular whole words. Alexic errors were made by
- students who had both an inability ‘to use phonetic skills or to perceive

‘vwords as wholes. Boder has claimed that all children with reading

disorders exhibit reading and spelling problems in- one of these three

L groups Looking at patterns of errors is emphasized by. this approach,

as well as: multisensory remedial techniques.

Holmes and Peper (1977» attempted to further assess Boder's claims

by comparing differences in types of errors between retarded and normal

g

'readers on a standardized spelling test. Errors were scored according

>

to error categories which included- a. phonetically acceptable, b. voweb \*"*

gy

_deletion, c. vewel substitution and addition, d. consonant deletionb R

S~y

-
‘f",'

. €a consonant substitution, f. oonsonant addition, g. incomplete process:mg, ST
o Jh. reversal of letter order and letter doubling, and i. garble. Results
indicated that the patterns of errors made by retarded and normal readers

L werdlalmost identical.. Although retarded readers made more errors in

?b?spelling, the tYPes of errors ‘aid not differ from’ those of normal

. readers.'»~ i

»_program. B o | T ‘ L

s

According tc these. studies, teachers should become more SenSltl“e

to the number and types of exrors made in written work. Most spelling ;" .

‘o

‘ errors are made on phonetically ambiguous or irregular wordsi and often
.the middle of the word tends to ‘be most challenging ( Simmon and Simon,

g1973). Error analYSis should be an. intregal part of the spelling :
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Word selection. Considerable interest has been shown regarding’ what

words to teach and.their appropriate instructional sequence (Horn, 1927;

Rinsland, 1945; Thomas, 1974). The nost relevant analysis for the

. purposes of this paper was an evaluatlon of the frequency of word use

. by school children carried out in Alberta (Thomas, 1972). Collected
wrltlng samples of 1287 students resulted in a total study of ll7 878 words.
Only 7,365 different words were found thermore, lOO words accounted ~
for'58% of all the words used, These words were further analyzed to“\

_ flnd the most frequently mlsspelled words at dlfferent grade levels.

. » Nicholson. and Schachter (1979) proposed that words should be
.classlfled in order to 1dent1fy the most approprlate teaching method. '-\
If words.follow partlcular rules, for example, it would be expedlent

A to'teach‘those rules.' On the. other hand, v1sual assoc1atlons and mnemonics
(Qu1nn, 1980), may - have to be taught for 51ght words or 1rregular :
words in whlch letters do .npt represent thelr most common sounds. Hanna,‘
Hbdges and Hanna (1971), suggested that many words could be spelled by
sound due to thelr flndlngs of a hlgh degree of correlatlon between

: B , . ) .
phonemes and graphemes. - o I o

 Some "demons", in spite of their 1rregular or amblguous nature, May
‘-, have an underlylng meanlngfulness.j In this case, teachlng the spelllng
‘pattern may be: enhanced by 1ntroduc1ng students to a hlstorlcal or ?5 »;"

: Y
structural clue, prov1d;ng another set of interpretations for word

'study (Templeton, 1980). ‘ o Qﬁ S . _ d )'.»1.

o It is readily apparent that some words are more dlfflcult to spell
than other words.‘ One survey of research in this area summarlzes the ,l .
lnterpretationS‘of word difficulty (Cahen, Craun and Johnson, 1971).; This’
'drev1ew descrlbed 1nd1v1dual word dlfflculty as related to the magnltude '

‘of correspondence between the phonemes and graphemes ‘within words.
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Another perspective (Brown,'i976), however, suggested;that word frequency

rather,than*sound-symbol regularity is the critical variable when

" assessing word difficulty, o ‘ o ”: N :' o 7

/,

Apart from the difficulty of the word frequency has a 50 been
'con51dered when dec1d1ng what words to 1nclude in the/spelllng program.

Words which chlldren ask the spelllng of, words whlch are frequently

,,

, mlsspelled and words teachers know ch;ldren w1ll often need in their
-
e . v

wrltlng are commonly 1ncluded in théllnstructlonal program (Johnson,
Langford and Quorn, 981)://Thomas (1974) further relnforced the

' importance of teaching/high-frequency words; He suggested that chlldren
: e
who have trouble sﬁelllng should concentrate on a few words and. that

/
those selec ons should be ones they are most llkely to need,;n

‘

y sﬁmmary and Eractlces to.av01d ‘ In summary; snelling instruction is a

muitldlmentlonal challenge for teachers and students.‘ A variety_of »

methods, prlncxples and proposals have been reviewed . Green and Petty_

. k.,.. mv-"'! )
7(1971) 1lsted a number of practlces whlch teachers should avoid whlle

ifteachlng spelllng. »These_polnts serve to summarlze thegfore901ng_ N B

llterature.

7

‘1. Attentlon should focus ‘on the whole structure of a word ‘not
' hard or trlcky 1nd1v1dual letters or syllables. -

2, ertlng ‘words in the air is of doubtful value. This practice -
- does not give .a reallstlc plcture of a word, nor does it requlre )
the same movement as wrltrng wlth a pen or penc;l

”,: 3, COpylng words w1thout attempts at recall is 1neffect1ve. Copying'
- ..randomly" tends to encourage poor work‘and attentlon habits.-

4, Relnforcement should be prov1ded to chrldren who ask how to spell.

Se When spelllng wards for chlldren it is best to wrlte them down,. -
o 1nclud1ng both visual- as well as aud;tory impressions., ®
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6. Spelling and writing should never be'used aS'avform of,puniShment.

30

© 7. Rules are. of llttle help unless there is clear evldence as to thelr-

‘generality. = Rules can be conquLng, espec1ally to poor spellers.

'8, For a slow learnlng Chlld dlrectly teachlng spelllng may be
. essential. . . -

‘Exceptlonal Learners

" Some chlldren find spelllng partlcularly challenglng. ;Althouoh'ofy
average Lntelllgence, they experlence frustratlon and a lack of normal
developnent in Spelllhg achleVement.‘ It is. often unclear what SPGCLflCu

A.dlfflcultles these chlldren may have, and the 11terature presents
: tconfllctlng v1ewpornts regardlng ‘the causes, characterlstlcs andkrgmedial
-technlques which may ‘be most approprlate for these students.
Chlldren w1th spelllng disorders frequently have dlfflculty[wlth ‘
,v1sual lmagery, audltory and v1sual dlscrzmanatlon and/or sequencang

skllls, motor problems, lnformatlon processxng lnadequac1es, phonrcs

confusions and attentlonal dEflcltS (Yudkov1tz, 1979). Other dlfflcultles~

‘may lnclude poor attltudes toward spelllng, readlng dlsabllltles,. !t¢§

. L

'jfhandwrltlng problems, v1sual and audltory defects, poor school attendence,
-speech degects and a varlety of health or personallty characterlstlcs o |
-(Greene and Petty, 1971). Spelllng success may be further hampered

hy external factors such as social motlvatlonal and/or educat;onal

varlables.' T if T ;7 o 'v““n\ ff“»-'

[
Exceptlonal learners may GXhlblt any one or more. of thls complex

,

o

array of poss;ble'problems.l Furthermore, 1t lS p0551ble to have adequate_ -

'proce551ng abllltles and Stlll be a poor speller.' Although poor

«\-

spelllng and poor readlng are often correlated 'sune students may be B

good readers and exhlblt severe spelllng dlsabllltles (Hykls, 1981).

F,In fact, some chlldren have. dlfflcu}ty securlng remedlatlon, as thelr B

5

k



L sure. 1nstructlon is’ mean;ngful :
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teacherS'erpecﬁispellingitoimprovevdue_to~their good?reading ability '
(Frits, 1978). s e |
Among chlldren with dyslexla, severe read;ng retardatlon, it has

a been found that only 50& of thelr read;ng vocabulary could be spelled
”In contrast, normal readers were able to spell 70% of the words in .
their srght vocabularles. Furthermore, normal readers were much more ,
» 11kely to make good phonetlc equlvalents for mlsspelled words than

were dyslexrc chlldren. Dyslexlc students tend to dlsplay problems
"Ulthl a. phonetlc word” analysrs, b. def1c1ts in perceptlon of conflguratlonb
sor v1sual gestalts, and c, dlfflculty w1th both visual- and phonetlc ff
'4~skllls (Nhltlng and Jarrlco, 1980). It can be seen from these flndlngs
that some chlldren requ;re an 1nd1v1duallzed assessment of spelllng

R

ablllty wlth a con51deratlon of readlng sklll 1n order to plan a’ ]

2

o relevant lnstructlonal program., ) | f;_': ' u’ » ‘;f‘

” the case of exceptlonal learners, grouplng may not be as easy

'tias 1t ls w1th more con51stent learners. The 1mportant con51deratlons lpnv
B may 1nclude a reductlon‘of the number of words taught to better 1nsure.:

:success, teachlng a study proced'Hb whlch works for each chlld, maklng

eff1 'ent, and 1nclud1ng only words :
'whlch are frequently needed B
As a majorlty of chlldren who are labeled handlcapped tend to be

.h poor spellers (Graham and Mlller, 1979), spec;al educatlon professxonals )

‘:'must be partlcularly sensrtlve to the developmxu:of spelllng programs o

f’“vhrch cdnszder 1nd1v1dual strengkhs and weaknesses of each student..

tﬁjAs mentloned earller, error analysls lS of partlcular value when 1dent1fy1ng
' speclflc spellrng patterns and developnental stages. Remedlal'teachers‘

) must. also be v1lling to coordlngte readlng and spelllng in order to teach
'necessary Skllls to chlldren who may have lncon51stent readlng and

u-y// N
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.and spelllng behav1ors (Cotterell, 1974). vj , ' - ' ’. //
Blau and Loveless (1982) suggested that acute spelllng dlfficultles

'of the dylech child may be a speclallzed syndrome that 1ncludes other |

1nd1v1duals who have a partlcular lnablllty to spell They'adv1sed an_

alternatlve to multlsensory remedlatlon strategles, maklng use of a.

“tactlle procedure rather than a v1sual exposure to words. They further a,f‘

‘hypothesiZegzthat uslng ‘the left hand ‘was. v1able due to ‘the current |

dtheorles of hemlspherlc domlnance. One would have to subject thelr

‘results Lo repllcatlon before 1mp1ement1ng their procedures, however.‘-i

_As with earller research in the area of spelllng 1nstructlon for

’ learnJ.ng dlsabled chlldren (Academlc Therapy, 1968, 4), J.nconclus:we

ev1dence supports thelr lnstructlonal tEChnquES.' : . ' 3

'l In summary, spelllng dlsabled ch;ldren present a partlcular o

lchallenge for the teacher.i Inconcluszve ev1dence regardlng methods and
‘materJ.a.ls unJ.que J.ndJ.v:Ldual lea.rn:Lng styles,' and lnadequate theoret.lca.l
:moqelgi contrlbute to the complexlty of provadlnq spelllng rnstructlon M%i .
for exceptlonal learners. A rev1ew of two' general methods of educatlon

.may provzde sume further suggestlons. Dlrect 1nstructlon and se1f~
’1nstructlon technlques, examples of varlous programs, and’ the rmpllcatlons:i

-these procedures have for the teachlng of spelllng w1ll next be rev1ewed

Dlrect Instructlon. General ?rocedures

The 1mportance of darect lnstructlon and- systematlc presentatlon of :
spelllng lessons and skllls are frequently supported as essentlal |
to spelllng achlevement.' In splte of the recent move toward lntegratlon .
'of language arts progrannung and the need to use chlldren's own language -

‘as the basas of the spelllng program, there contlnues to ‘be a need for .



- direct :Lnstructionof specific skills.. Systematlc J.nstructlon does not /.
..necessarlly conflJ.ct with J.ndJ.v:Ldual needs and mterests.f' I.n fact, /{

d.u:ect mstruct:.on caﬁ J.nsure necessary prerequ:x.s1tes the expansxon/
‘ -_of md1v1dual language arts programm.mg.; Rather than suppressmg v iz///'
aeatlv:.ty, knowledge of- ba51c words and rules makes .it poss:l.ble for &

‘ ‘ /
young wr:.ters to concentrate on ldeas rather than the mecham.cs of //

;wrxt:.ng and spell:Lng (Hannnu.l and Bartel, 1975). Purthermore, foz/

scme learners, the :anldental, self-mltn.ated :Lnstructlonal procedures»
~have notbeenproven effect:.ve._."- Ll R //‘

D:Lrect mstruct.lon is an approach to establishn.ng and ma_mtamz.ng ;
yjnew behav:.ors.» It is J.dea.lly an alternative, preventatlve rather than
ranedlal program of mstructlon (Carn.me, 1977). Although the/ prmc:.ples
.‘_of dJ.rect mstruct:.on have been used pm:edan.mately w1th except:.onal .__:\'-';. o
) ,‘learners, the bas:.c teachmg model :Ls relevant for all students. Most: .
teachmg could benef:Lt frcxn more careful programm:.ng and n% spec:.flc
revaluatroh of teachmg-learnb.ng envzromnents._ Purthermore, the procedures :
of dJ.rect mstructlon have an empzrzcally sound bas:l.s and/ have been _- | '
pu:oven e.ffect.xve J.n a varlety of teach:.ng 51tuatlons (mslemann, 1980). B
' Bas:.cally, d_J.rect J.nstructlon is concerned wlth te/achmg all esserrt.l.al",
sk:.lls dlrectly, rather than rely::.ng on J.nc:l.dental or; chance learn:.ng. .
As the types of learners and the severlty of learna.ng/ problens have |
‘..beccme more challeng:.ng in classroans, more sophlstlcated J.nstruct:.onal
‘vmethods have been requ.u:etl. Retarded and hard to teach chJ.ldren naw o
g }danand and expect quallty edu.cat.lon and many programs to meet the::.r . o
'needs have been based upon dJ.rect J.nstructlonal techn.lques (Carm.ne j f: o
ana S:leert, 1979). S ey | |
| The d:Lrect J.nstructn.on teacher must dec1de what to teach and how o

to accompl:.sh the teachn.ng in the most eff1c1ent manner. The emphas:Ls -

. e
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f‘on teaching shifts fram the child's etiology to an assessment of. the'

most effective procedures by which new. information can be ' learned Diréct .'

v’instruction teachers are concerned with teaching, getting a response to

' ,occur reliably in the presence of appropriate stimuli (Carnine, 1977). fu'

This process involves securing attention, presenting information

appropriately, and giVing adequate feedback contingent upon the learner s

"responses.

‘:‘to change one. of these processes._

If a child is not 1earning, the teacher has a responSibility

Teaching in this model is, therefore,

’ ;evaluated by the amount and type of learning exhibited In the area of

»ispelling, if the same words are continually misspelled, the teacher is

t;not prov1ding adequate teaching or strategies to change this spelling

f‘behaVior.- i - }'

AN R

: Educational programming which involves direc+ instruction procedures

must : conSider ten specified variables (Baine, 1978).1_.p

.

?

'Attention. Direct instruction programs usually conSider the B

-essential nature. of: attention and prescribe attention’ Signals
do learners,- 'Look" . "Watch me*, .The teacher must secure and

',maintain attention throughout ‘the lesson. -

2.

a4,

//'(

Task stimulus. The task stimulus includes the materials, objects
iror actiVities involved in the lesson, These should be relevant
: to the concepts or‘illustrations presented

'Stimulus directions. The stimulus direction tells
i;generally what to do. 'Look at the page" . "Feel the

Stimulus prompt. ,Stimulus prompts are. optional, but ar often
"necessary for - hard to teach children, . They provide cues ‘as to-

: where ‘ to look, by draWing attention to’ particular features or .. .
: discriminating characteristics of a stimulus. They may include :

pictures, color coding, or other discriminating features.

Response direction.» a response direction indicates the general oo

- nature of, the response required ‘It may be a: naming (oral)
response, or a production (written) response. i‘

.A . ‘6“ .v
' ' the learner does not respond.

.

Response prompts. Response prompts are optional and are’ used when

They may be imitation cues, verbal

SN et



instructions, non—verbal motions, or physical prcmpts They
.should be faded ‘quickly as they can become too well established
by both the teacher ‘and learner._f B

7. DOr;t signals. Signals to respond might be verbal, ”Say itn,
' "Your turn'.: They may be hand signals- cuing the learner: to

35

. respond, The do-it signal is ‘preceeded by a- response, direction, S

a pause for organiZing the response., 'They give d cue as to when:

to. respond after learners have had time to organize their answers.
These Signals are particularly rmportant duxing group instruction.

8.»The task response. This ‘is the answer.~ An important conSideration

. here is pacing, -Research has shown that within reason, more.

quickly: paced lessons generate better attention and more efficient

‘L't;,practice of skills and concepts (Carnine, 1976)._

C9, Corfection procedures, ' The. importance of effective and. inmediate

",feedback is stressed in direct" instruction. -Correction ‘procedures -

. . are included as a- prescribed aspect ‘of the instructional format, -
. They may include feedback for Signal violations such as calling
“out too early or too late during group responding, for not -

iifresponding to questions as well as for actual errors -in responses. "

ﬂflo. Reinforcement.‘ Direct instruction involves the applicafion e

v of: ongoing~reinforcement’which is" contingent upon speCific o

-skills, maintaining good attention and appropriate work habits :f

”; as well as correct answering..i-b |

OrganiZing a direct instruction program includes the following' 5l
1a. setting goals and ob]ectives, b. task analyzing essential skills and 7
JpIeSklllS, c.‘sequencing those skills in an appropriate manner, d.n"' |
forganizing instruction to maximize learner and teacher time, e. selecting
1teaching procedures that actually work, f. deSigning formats that g_“tfl’
finclude what the teacher will say and do, including both instruction. |
:and correction procedures, ge selecting examples and modeling hehaViors
5which are clearly communicating to learners, and h. producing a lesscn -1

that includes rehearsal or review of past lessons, pretrains necessary .

5vocabulary for future learning, presents new ski&ls,.and prov1des

fopportunities for genera;‘éation of baSic applications to new Situations =

(Carnine, 1979). R

Unfortunately, there are few studies which apply direct instruction

R

a2
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procedures to teaching spelling. One such attempt was explained by o

; Stowitschek and Jobes (1977). vIndiv1dual students were taught spelling
by a direct imitation training procedure._ The 1nstructional format

; contained direct 1nstruction principles 1ncluding modeling, 1mmed1ate .‘:

, feedback, practice and scripted teaching formats as well as a mastery

crateria and 1ntermittent rev1ews of past learning.' The results of
P'U‘L P . L.
remediation with speiling disabled children uSing this program were
\ '.* g AP
quite pos;LtJ.ve. S . .: e '.., Dol C T v

One spelling program which 1s available for grades four thrdugh

o

v twelve is based on direct 1nstruction pr1nc1ples.f Morphographic Spelling
(Dixon and Engelmann, 1976), lS a morphographlc analyszs or set of rules _'1_1[

through which 12 000 words are tauggt., The program 1ncludes dlrébt

e

“'instruction of all necessary SklllS and rules, exercises for cumulative
__practice—and«an—antermzttent rev1ew of past learning.. An assessment
_ of. the effects of Morphographic Spelling in comparisop to the Nelson'

.'Spelling Program was carried out., The Morphographic group made
”relatively greater gains than the Nelson group (Earl, wood and Stennett,.

AR
R

ff1981). | |
‘ The Distar Spelling‘Program, part of Distar Reading I and IIJ
(Engelmann and Bruner, 1975), is a. direct 1nstruction program. It: {:;}if;-
contains scripted teaching lessons, sequenced 1nstructional formats'nif T

'.and correction procedures. Children are taught the spelling of a. |

| carefully developed sequence of ; unds, then words and finally wholevi}l ”

ﬁsentences.f Spelling is closelgzc"

S to. 1nsure children learn to spell words in their current reading
vvocabularies.,d"v | B

', Several studies are available which describe the use of direct ,[ rﬁ'
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”instruction for reading acquiSition (Carnine and Silbert, 1979). :An"
fexample was a comparison between a- cognitive and operant~model of
"reading instruction, the Distar and Palo Alto Reading Programs.
YStein and Goldman (1980) found that the Distar, direct instructionl
‘cmodel resulted in superior performance with initial reading skills.d"
‘Furthermore, the children in ‘the Distar program had a successful feeling
rfjabout their own. reading ability due to their obvious progress..dji'
Other studies have not been as positive with regard to the Distar
‘Treading program, but do emphaSize the value of direct instructional ‘“
nifstrategies for some learners (Ogletree, 1977). In an attemmmfto encourage
~teachers to use the blackboard for drill on necessary skiils, for example,
J;Chandler (1978) revaewed the value of direct instruction. He stated
“;that clear goals, constant monitoring, immediate feedback and specific
.»baSic steps of instruction make ‘the direct instruction approach superior.
‘ﬂ.to other teaching strategies. | | L

'~ect instruction procedures were implemented to- teach Sight

: 'fary words to mcderately retarded students.‘ In this study some
“;words were taught incidentally, by children obserVing others being ; '}s
:{’taught, and sone words were. taught directly.. Although'there was ' )
'conSiderable variability, all students improved their reading. ‘Thei
">percentage of directly taught items correctly read was Significantly
"”higher than items taught incidentally._ Furthermore, the higher ability
. group tended to gain more from incidental teaching than the lower abilityv
group (Hanley-Maxwell, ~WIIcox and“‘aeal, 1982). " o "
In sunmary, direct instruction procedures prov1de an opportunity

'.for teachers to present concepts and skills in an- effiCient, effective

e

,-manner.v All necessary information is included in teaching sequences to

;lmaximize student achievement. A variety of new academic programs in .



. o
' . . . . . o
-~ -

.'tEarithmetlc and language arts are avallable,‘as well as programs for
vteaching motor and self-care behaviors; The effectlveness of these
’ programs are well documented (Carnine and Sllbert, 1979), however, | .f,i
fethey have recexved some cr1t1c1sm.‘ |
Some crltlcs have suggested that students should be more 1nvolved
eppln their own learnlng, and ‘that dlrect lnstructlon stlfles creat1v1ty

_of teachers and studentsl' A more cognltive, less dlrectrve approach

N is somet:Lmes preferred. A.general .rev:Lew of self«-:.nstructl_on technl_ques -

.

- Wlll now be presented.‘

: Self-Instructlon. General Procedures

" The. llterature rev1ewed earller frequently referred to the 1mportance.

"-of young spellers acqulrlng effectlve procedures for studylng spelllng
"uords;- Poor spellers are partlcularly encouraged to learn spec1f1c

"steps for practlce of new words These steps vary from program to

' program (Graham and Mlller, 1979), however, several are. 'ltoball; -

t,The follow1ng llst is. generally representatlve of these self—study
"procedures (Greene and Petty, 1971). B

;/ _ l; Look at the word carefully and- pronounce it correctly.- £ you, do o

not know the pronunclatlon, ask someone or look 1n the dlctlonary

"~2. Cover the word or close your eyes and think how it looks._ Try to .

v1suallze the word. Spell it wzth your eyes closed

ri. Look at the word agaln and be sure you could spell 1t. 1f not; '
start over. v , , '

4, Cover ‘the uord and write'it.f Cheok_the accuracy;“‘

5. If correct, write it again without looking. - Check for dceuracy:

- It is 1nteresting that varlatlons on these steps are stated in many
'spelllng programs, hovever, the ways chzldren may be taught to use.

Athese steps effectlvely are not presented ' Recent llterature on - 5"

!
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'self-lnstructlon (Melchenbaum, 1977) may offer a551stance. Furthermore,
'although self practice of words is common, spelllng programs,do not

.

' generally include a rev1ew of- con51deratlons whlch make children s‘ »p
self learnlng more v1able._ R B ‘l" S " S . , .
‘ It is 1mportant when pract1c1ng spelllng, for example, that recall
be included Chlldren should be made aware of the lmportance of thlS
,technlque Copylng a word several tlmes without attempted recall has
" not been proven effectlve (Horn, 1969). It has also been shéwn. that o
checklng ane's own work lS superlor to hav1ng 1t checked by another ,l
chlld or the. teacher. Students should be told the 1mportance of checklng
. theJ.r own words and the value of attendmg carefully to’ details in each.
Prlnc1ples of self-lnstructlon are of current lnterest to a varlety.‘
. of profess;onals who' deal wlth changlng behav1or. Self-lnstructlon
rflnvolves teachlng subjects verbal strategles whlch prompt, dlrect or
malntaln behavzor (Melchenbaum, 977).‘ How 1nd1v1duals learn and
_remember ln order to perform new tasks‘has been v1ewed ‘as an essentlal
__step in understandlng cognltlve processes, and is especlally 1mportant rA
-1n assesszng how learners acqulre lnformatlcn in academlc settlngs. |
"Although a cognlt;Ve orlentatlon touard learnlng has been theoretlcally -
-1nfluenc1al for many years, 1t appears that a new emphasrs on cognltlve
-processes is currently prevalent ln behav1or therapy (Beck, 1976), |
in understandlng how lnapproprlate cognltzons-are responsrble for overt ‘
N .
behav1cr (Kazdln and Hersen, 1980), and in problem solvzng 1ntervent10ns
_for normal and exceptlonal 1nd1v1duals (Merchenbaum, 1977' Bryant and,‘-v
"Budd, 1982). e S R i L
| “ The 1nternal_var1able most often stressed in cogn1tive-behav1or
| modlflcatlcn llterature is verbal medlatlon, or "as Melchenbaum (1977) .

-~

refers to 1t, "internal alalogue" Becomlng aware of onefs own inner



"talk is'a major goal of cognltlve behav10r modlflcatlon and self-lnstructlon

. programs (Melchenbaum et al., 1979). The 1nfluence of one’s own personal

N

’:_speech upon behav1or is an lmportant con51deratlon when acqulrlng and

4_ . - | | L L 49._

'_‘performlng new skllls.. _' o _ u".'- : - ‘ ) o ‘l,_v'._

‘; The cogn1t1ve-behav1or modlflcatlon, self-lnstructlon model usually

1ncludes- a. a. component of self—treatment such as self—control or ‘/

-

"'self-lnstructlon, b cllent verballzatlons, both overt and/oxr covert, c.‘
T a sequenced lnstructlon or serles of lnstructlons for problem solvxng, and
"d lnstructlon, usually through modellng, to teach the cllent how to

R perform. = . ' | | ‘

. Although cognltlve behavlor modlflcatlon studles have resulted rnp‘”
_both pOSlthE and negatlve effects (Ablkoff, 979), there contlnues to
'pbe a prollferatlon of 1nterest in this- area (Mahoney and Kazd;n, 1979).‘H
: fSeveral reasons have been stated for thls rnterest. Flrst, dlfflcultles »
fw1th generallzatlon and malntenance of behav1or change follow1ng heharlor."
';analy51s programs have resulted in® inte st toward programs wrth a |
‘Aself—mstructlon canponent (Mez.chenbaum, 1980).-. Secondly, the " ;
lrmportance of speech, language and verbal medlatron on behav1or has
‘:gbeccme more obv1ous and cognltlve behav1or modlflcatlon addresses
;":these rssues (Mezchenbaum, 1977).» | s
' Another factor relates to 1nd1v1duals w1th exceptronal learnlng -
"iStyles. Many handlcapped chlldren have negatlve experlences learnrng;
and consequently develop a helpless or’ pass;ve attltude toward new tasks
:and problem solv1ng.’ Mastery orlented ch;ldren, on- the other hand often‘ s
:engage more frequently and more . successfully in . self-lnstructmon w1thout
"'external guldance or speclflc procedures. If a chlld is not task
forlented, and does not employ effectlve learnlng strategles, hlS

‘acqu151t10n and~ma1ntenance of new sklllstmay be hampered (Melchenbaum,j



v'-l980); Pa551ve learners (Lloyd, 1980), retarded chlldren who do not
use verbal mediators (Ross, 1971), and chlldren who lack cognltlve
’self-awareness and understandlng of cognltlve tasks (Loper, 1980),

:’_may all beneflt from c0gn1t1ve—behav1or modlflcatlon approaches. '

'7-It 1s both self—respectable and eff1c1ent for learners to assume
:personal responSLblllty for thelr own learnlng (o Leary and Dubey,

'1979)-

\

"‘ Melchenbaum and: Goodman (1971) developed a tralnlng format for et
teachlnq chlldren to control 1mpuls;ve behavnor whlle canpletlng tasks.vf

Thelr model has been used . or adapted by many of the follow:ng researchers

l!

,;n thlsvarea.' The experlmental group was tralned u51ng the followlng

B l;'The'experlmenter dld a task wh;le talklng aloud to hlmself and
- the;subject watched. (Cognltlve Model) ‘,<> »

”_fzfrThe‘subject performed the task whlle the experlmenter agaln gave ‘
';the”lnstructlons out. loud.f (Overt, external gu;dance)

- 3;'The'sub3ect performed the task and verbally lnstructed hlmself
- out-loud,; ~ (Overt, self—guldance) ' .
4. The‘subject performed the task while dlrectlng hlmself in a

B whlsper : (Overt faded self-guldance) L S

’25;.The subject performed the task self-lnstructlng hlmself w1thout
o ,overt signs, (Covert self-lnstructlon) e .

’ Thls procedure, therefore, anOlVES seeklng the attentlon of the

»

llearner, definlng tasks, gu1d1ng hehav1or 1n a partlcular manner,'
pmevaluatlng behav1or and sometlmes relnforc1ng (Dennls and Mueller, 1981).

"‘A varlety of stud1e§ wlth hoth exceptlonal and normally learnlng chlldr

» R ..
'»have been carrzed out to test the effects of self-lnstructlon procedures.

’\

' Impuls;ve, retarded adolescents were ahle to develop an effectlve

1anguage medlatlon system (Peters and Dav1es, 1981), task attentlon for

.

tacademlc skllls was lmproved (Burglo, Whltman and. Johnson, 1980), [4'
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errors vere reduced on the Leiter Scale following self-instruction

. tralnlng by moderately retarded subjects (Norton and Lester, 1979)ﬂ

-and addltlonal studies have dealt with. juvenile delinquency (wllllams and

,Akamatsu,11978),\hyperact1v1ty (Bornsteln and Quevillon, 19761 and
* « motor behavior (Burron and Bucher, 1978). J '
Not all of the reported investigations have resulted in positive

\

changes in behav:.or due to the use of self-lnstruc':n. Difficulties with

generallzatlon (Guralnlck, 1976), problems with research and 1nsuff1c1ent
1 .

experlmental control (Ledw1dge, 1978), and 1ncon51stent or lack of
!

-repllcatlon (Robln, Armel and o'Leary, 1975), ave also been noted.
. \

Lloyd (1980) concluded that modellng, self-verballz1ng and strategy
tralnlng may all have lnstructlonal relevancé but further research
. was requlred At the present tlme, little 1nterest.hasrbeen shown in

applylng self-lnstructlon to remedlate academlc dlfflcultles.

Several factors relate to the effectlveness of partlcular self-
1nstructlon strategles.r Flrst, chlldren must know what it.is that ~

hey are to change, in spec1f1c terms (Frledllng and o Leary, 1979).

.

, .
It is essentlal that the learner become actlve rather than pa551ve.
\

!

Secondly, self-statements must be clear, conclse and ea51ly understood

by the 1earner. Thlrdly, 1t appears essentlal to model, gulde and test

_ the self-lnstructlon strategy to 1nsure the learner's success, Practlce

must be suff1c1ent for mastery of the sklll sequence requlred. The . - B
challenge is to develop a set of 1nstructlons Wthh are spec1f1c enough

-

to be ea51ly learned -and therefore appllcable to spec1f1c 51tuatlons,

but general enough to have appllcatlon to’ other problems of the same
N L .

. ~l( N,
nature. The technlques must be practlcal, easy to monltor ang assess, a
; --...J Cotm o

B
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socially appropriate, and consistent with the teacher's goals and
ekpectations.’ ' :“ﬂﬁ v . o o )
According to Meichenbaum (1977), some self-instruction programs

~may have failed. because of«an’incorrect or insufficient task analysis ..
of the skiliArequired. If ahSelf-instruction;strategy for correct .

-~ N B ~

performance ‘or decreased errors is lmplemented the ch;ld must flrsth
have mastered the Sklll completely. If a task is very spec;flc and
does not requlre general skllls, the self-lnstructlon strategy can be
-spec;flc (O Leary, 1980).- If on': the other hand, a general Sklll such
as soc1al problem*solv1ng is requ;red, the task may lnclude problem

ldefinltlons, goal statements, lmpulse delay, ch01ces of alternatlves

'and con51derat1ons of’ consequences (Kneedler, 1980). Obv1ously,',

ﬁth;s type,of program would requlre .a more complex tralnlng sequence. R

A
Tﬁe appllcatlon of- self-lnstructlon technlques to the area of -

'spelllng lnstructlon appears promising.. Con51derable agreement hasf
‘been found regardlng the 1mportance,of 1ndependent\study~of yords,-and‘
an- md.lnduallzed spell.mg program.ﬁ The ab:.llty to beneflt from S ( -
1nd1v1dual programs is contlngent upon -the ablllty to work at one's own |

’speed and pace lnstructlon approprlately. The process descrlbed to

chlldren, however, 1s often lxmlted to a vague set’ of steps wlth no .

s

tralnlng or teachlng of the self-study procedures. 051ng a model to .

-

~teach study behavzor, monltorlng study onlan ongolng basls, and

relnforc1ng approprlate study ‘would be*ter 1nsure correct study of new -

spellmgwords. L _ f R

In summary, self-lnstructlon appear' to be a’ v1able optloanor both

!.,’

learnlng new skills and controlllng beha i

ralned to follow spec1f1ed lnstructlonal sequences, becomes actlvely

yeg/zﬁ/hls own- learnlng. ‘Bé acqu;res procedures whlch can be

v . -
hxS ' ‘ . . “ Nl : 4



generallzed through addltlonal tralnlng to new tasks or problem srtuatlons."'
By deflnlng tasks, focussrng attentlon on crltlcal features, acknowledglngv'~
‘errors and recognlzlng accompllshments, a learner is in a p051tlon to. \:"
take on personal responsrblllty for current and fnture educatlon._rv
Thls reV1ew has now lncluded a dlSCUSSlon of varlous spelllng
B methods and materlals as’ well as- con51deratlons for sequenc1ng 1nstructlong;
Dlrect lnstructlon and self-lnstructlon models have been deflned andi 3;
‘studles representlng the use of those models have been mentloned;:— I

’ The follow1ng sectlon will descrlbe srngle subject research des;gn,'

w1th an emphas;s on lnstructlonal research. s A,za[‘

r.slngle Subject Research De51gn i ‘ :.. : . o o 'heg::g
A Research in educatlon must relate to applled problems in naturallstrc r

. settlngs if 1t is to be effectlve. Research whlch lncreases the ccmmunlcatlon

‘between clln1c1ans and lnvestlgators Is partlcularly benef1c1al . "?;

-

(Guralnlck, 1978)._ Identlfylng relevant varlables, assessrng condltlons ij
and manlpulatlng events An educatronal settlngs, however, is often a-
dlfflcult process. It is essentlal that -an approprlate research de51gn
Gbe employed, especlally when one is 1nterested 1n applled problems._ |
Untll recently, most experlmental desrgns have been concerned wrthv
crc | behav1or, and the 1nd1v1dual characterlstlcs or patterns of | |
be .vicr of 51ngle 1nd1v1duals have been largely lgnored " There<1s-
currc-.ly‘ however, an lncreaSLng 1nterest in srngle subjeot research

’ de51gns whlch are attemptlng to understand the unlque behav1or

of 1nd1v1dual subjects The’ goal of 51ngle sub]ect research is to ;'y

demonstrate a.relatlonshlp between spec1f1c events and deflned target '

v”gehav1ors of part1c1pants (Balley, 1977). . d ;> e

-~

The- move toward 51ngle subject research may be a result of

R



N

several problems w1th group de51gns and the use of lnferentlal statlstlcs
whlch have been popular in the past. Several of these problems were -
descrlbed by Hersen and Barlow (1976), and ‘Ulnan and Sulzer-Azaroff (1977)._ -

o l W1thhold1ng tr atment from control groups, acxmmnn practlce,

o is-ethically questionable, . In spite of evidence as to the
usefulness of particular treatments, individuals who have been
selected as control subjects may never have an opportunlty to
benefit from therapy, drugs or treatment.

2, It has been dlfflcult to match 1nd1v1duals on all’ varlables,

' therefore making it difficult to be certain an experimental
‘group is homogeneous in nature, This has been particularly
'*challenglngiin applied settings where children in classrooms
or- patlents seeklng treatment are often quate dlSSlmllar.

3. U51ng averages, a cammxx;mocedure with the- collectlon of group
- data, tends to make individual data obscure. 'No -one individual "
may have’ the descrlbed average "scores or behaviors: and, therefore,
no useful lnformatlon about spec1f1c 1nd1v1duals 1s avallable ’
to practltloners. : ; '
4.,There may be dlfflculty general;zxng group results, partlcularly '
. if ‘the results are a mean or statlstlcal comp051te rather than :
speCLflc to anyvone individual, . = = ~

. ;v":, : R
; o

, S.vThe varlablllty of 1nd1v1dual performance rnNgroup.dataﬁgends ,
. “not to be. descrlbed suff1c1ently. -Although ‘statistical procedures o
. account. for. group. dlfferences, the 1nd1v1dual results of target o
>behav1ors are often not assessed,“\ o : C
LR - B '\_ .
For: these reasons group research des;gns offer 1nsuff1c1ent

' lnformatlon for sume problems, especzally speclflc questlons 1n applled ‘

. W e e
‘Su f‘ Lo

rlsettlngs. Generalrzzng group results to. exceptlonal learners may be
even more questlonable due to the unlque learnlng styles and behav1or

?.characterlstlcs’of these subjects (Guralnlck, 1978), L

Slngle SubJECt de51gns,'on the other hand, tend to offar an‘accountable

,alternatlve, partlcularly w1th 1nd1v1duals who cannot be grouped hcmogeneously”‘

: w1th any degree of certalnty. Several advantages of s;ngle subject

research -are descrlbed in the llterature (Hersen and Barlow, 1976’ Ulmaa

1

_and Sulzer-Azaroff 1975 Kazdln 1978 Xratochnﬂig, ngxl; | L.

— . B . Lo . = - -
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l. Slngle subject desmgns tend to 1dent1fy relevant, practlcal
problems, They are usually" employed for meeting specific needs
of clients or students rather than directed toward theoretlcally L
amblguous questlons. - .

. : ; .

2, Slngie subject de51gns are ideal for natural settlngs as’ they
_usually/do not require large intrusive procedures. frequently
'requlred by large group research- de51gns.l, - .

73.-Slngle subject de51gns often require the collectlon of data
. on an ongoxng bas:l.s,s and usually, therefore, assess individual
. behavior-with greater precision. When measurements are taken
‘_repeatedly, they must’ necessarlly set exact condltlons. This .
,c0ntrol contrlbutes to ‘more standardlzed results.»_ PR o
o o W
4..51ngle subject de51gns tend to be compatlable Wlth teachlng ‘and
. instruction -and therefore ‘enhance rather than 1nterfere wlth ‘
’.ongorng programs 1n natural settings. - - C Ly

- Because the same subject is usually exposed to all condltlons,1
'subJects 'sérve as their own .control, Variability, and 1nd1v1dual
* performance, therefore, is. evaluated ‘more geallstlcally.

lr:6;;Frequent collectlon of data tends to result in more bellevable ;f '
.. results, ' The more often interventions are manlpulated the more.. ,
o acceptable are. the experlmental flndlngs. o e : AR

7 An lncreaslng emphasrs on accountablllty, espec;ally ln spec1a1
o fedncatlon, ‘has- made methods which are. empirically based more
“.in demand : It is ‘becaming- in aslngly 1mportant ‘to show that _
- methods, materials and lnstructlonal procedures are actually» L
v'advantageous to 1nd1v1dual learners. Lo

v The most common s;ngle subject deslgns are the multlple-basellne and
‘ reversal desrgns or thelr-varlatlons (Kazdln, 1978).‘ Multlple-basellne :

1

“,procedures rntlude measurlng performance prlor to treatment untll stable

behav1or lS found then 1ntroduc1ng treatments sequentlally across subjects, ;
tenv1ronments or responses.‘ Aftir each lnterventlon, change 1n performance

,can bejattrlbuted to that lnterventlon. A relatlonshrg between behavror o
. v

“and lnterventlon is demonstrated lf behav1or changes only when' lnterventlon '
. S

'le 1ntroduced nhen thls procedure is repllcated a conv1nc1ng verlflcatlon'

- Lo e

'Als demonstrated' ;}[ ”ll' T fJ.. va'
Reversal deszgns demonstrate the effects of treatment by collectlng

_basellne, data prior to treatment, then 1ntroduc1ng the- rnterventlon.’fd

oy
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After stablllzlng performance, the 1nterventlon procedure is w1thdrawn.‘

‘Agaln after performance is stable the 1nterventlon 1s relntroduced

The systematlc changes in performance as 1nd1cated by the data show

I3 . L

..the relatlonshlps between the treatment and behav1or (Kazdln, 1978)._

Several problems are apparent wlth reversal de51gns, éspec1ally for

1nstructlonal or teachlng 1nterventlons. Behav1ors that have been

| . s

-changed due to lnstructlon are/not likely to return to basellne levels
_(Cuvo, 1979). After a child has learned to perform a partlcular academlc

task, w:.thdrawl of program varJ.ables may result :Ln scme decrease *:Ln 4' :

kD

/

',Treatment effects “in thls case tend to carry over to w}thdrawl perlods

2
Another problem 1nherent in reversal de51gns is staff re51stance.

/

e Clln1c1ans and teachers are not w1lllng to remove a set of condrtlons .

7

) 'bthat are benef1c1al “to the cllent, or have resulted in more functlonal

/

’frelatlonshlps w1th an }ndlvxdual (Cuvo, 1979).. For these.reasons

: .' reversal procedures, %lthough frequently used, ‘ ’y“ not :_be..ideal tfo_r'

:many eduoatlonal research problems.-

- W

s

| / i . , ,
The major strength of multlple basellne desxgns ls the pOSSlblllty

. ’ / '
_performance, but data 1s not llkely to reflect a return to basellne level. :

"'of observing varlabillty and consmstency of behavzors across sztuatlonsc .

,-(Straln and Shores, 1979). ’

'Thls emphaszs as well as repeated measures to predlct future behav1or E
'glves an - opportun ty to val;date 1nd1v1dual performance.‘ Furthermore,;

: multlple basellne can be used Ln varrous«xmmunatlons across behav1ors,

K

people and settzngs and replzcatzon of results leads to greater generallty

) (,’J.

/

on the other hand, same dlfflcultles have also been apparent when ‘ B

~usrng multlple/basellne procedures. There rs often a: lengthy probe or -

basellne perlod whzch 1s borzng or undeszrahle for subJects who are
. ,{) i ’

‘ waltlng for tteatﬂent,(Straln and Shores, 1979)., Mult;ple haselrne

g



_vResearchers must. be careful to evaluate dally trends and changes in

under study (Balley, 1977). . |

48

de51gns can also be compllcated by the relatlonshlp between treatment

' and behav1ors other’ than the target behav1or, causrng amblguous results. o

Sy

'(

f behav1or Wthh may be 1nfluenc1ng the smngle lndependent varlable

As can be seen, although reversal de51gns and multlple basellne 'f

‘de51gns have been valuable for evaluatlng behav1or change, they may not IV'A
'always he approprlate for 1nstruotlonal research. When the goal is:

acqu151tlon and malntenance of new behav1ors, dlfferent research methods

.

_}mayﬂbe requlred (Straln and Shores, 1979). The goals of. lnstructlonal

t\ research lnclude f1nd1ng antecedent and consequent means to teach

‘]:descrlptlon of a multlelement desmgn, Sldman (1960) explalned the mermts s

the ldeal case, stlmulus control of each baselrne element acts, so to

':speak, to splrt the 51ngle sub]ect lnto two (or more) ldentlcal organlsms, :td,;

‘strlctly comparable wzth respect to the factors whlch normally would have

_dlscrlmlnatlons, and attempts to repllcate successful procedures across B

pr

teachers and stuients. -

The multlelement deszgn (Sldman, 1960 Ulman and Sulzer-Azaroff, 1975-.

»Balley, 1977) meets the requmrements for lnstructlonal research ,’

- :concerned w1th comparmng methods and materlals.‘ In the orlglnal

- ,of uszng the same subject for more than one experamental cond1t1on. f"indf‘

‘(,:, !

each performlng approprlately to 1ts controlllng varlahles and each .

Produced 1ntrasub3ect varlation" : “"'“"ﬁ‘” d. .

'_ Multlelement deszgns may lnvolve two or more 1ndependent varlable

- <xmuarlsons, although more than three -or four would be difflcult (Bamley, ‘

)
"-

.

:_1977). ‘Each set of conditlons generally has 1t's own antecedents and

sequences. The,experrmental and/or basellne‘components,are alternated
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'1ndependent of behav1or change and treatment effects are demonstrated

' through analy51s of performance under the different condltlons (Murphy,-
.Doughty and Nunes, 1979). The multlelement design usually 1nvolves
many’ manlpulatlons of condltlons and there 1s, therefore, a conv1nc1ng

'7demonstratlon of treatment effects.: Add;tlonal advantages 1nclude a

rap1d1v1sual demonstratlon, and 1mmediate programmlng can be 1mplemented.

The procedure is ethically responsxble due to the positlve treatment

-

.model Wlth no long basellnes or wlthholdlng of treatment (Sulzer-Azaroff

oS

gand Reese, 1982¥. Purthermore, there is con51derahle control over har&

\4.

Eto manage varlables, experlments can. be termlnated more rapldly, and
;1f procedures must be stopped early, exlstlng data can serve as a pllot -

ffor future work (Ulman and Sulzer-Azaroff, 1975).

Several dlsadvantages of multlelement deszgns are also descrlbed

(ulman and Sulzer-Azaroff, 19755 BaJ.ley, 1977). | n: is sometJ.mes d:l.fflcult

oto make clear concluszons due*to 1nteractlons whlch may be establlshed, ',}‘

‘but not 1dentif1ed, between treatments. "Contrast effects" between

‘however, less problem 1s apparent than w1th scme other research models.

»alternatlng\treatments, one treatment caus;ng a change 1n behav1or in ‘.7 oL

another treatment, may occur. Because multlelement condltlons are brlef,

It ls 1mportant that stlmull for each condltlon be dlstlnctive, and that
o A

'generallzatlon and carry over treatment effects be mlnlmal

v If the conditions necessary for uslng the multlelement de51gn can

_be met, 1t appears to be a promlsing deszgn for asse551ng the value of

'1nstructlonal procedures.- Because of the 1ncreaslng empha51s on 1nd1vidual

programmlng and accountabllltx>1n educatlon,_the use of multlelement

'deslgns may be partlcularly beneflclal in spec;al educatlon applled settlngs.‘A,,'b

Although multielement-de51gns have not.been used exten51vely,.

- \
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rtreatment effects in an applled settlng.p_.:

» 50

'some studies employlng thlS procedure have been descrlbed in. the literature.

R

The effect of teacher aldes or no aldes was assessed dur;ng language

hfarts lessons (Loos, Willlams and Balley, 1977). In thls study the de51gn

\..~,m

:was chosen because - 1t allowed for repeated repllcatlon of specmfled ’

J' ".,' [y

o To evaluate the haracterlstlcs of lels e behavzor in re51dents
q

L3

of a half-way house, Johnson and Balley (1977) employed a multlelement

A : SN

”wdesign. These\\esearchers were 1nterested 1n what factors)were responSLble v

7';employed to 1nvest1gate uprlght head p051tlon1ng\1n mentally retarded

: o«alternate conditions cnncurrently, aﬁd thereby monltor the ongolng

'.effects of 1nstructlon.'”

_of .a partlcular consequence and the culng value of a speclflc stlmuluS'

'l for nonpartic1pat§cn and wanted to make a number of experlmental

.n)|

. :‘.{ :
«Al'manlpulations Wlthln a glven number of se551ons, an opportunlty whlch

AN

';‘-1s provided w1th‘thls desxgn. R ;f - E lf; l’\ﬁf:'

S

Tralninq and- basellne condltlons were,alternated usrng a multlelement

. des;gn to assess the effects of 1nterspers;ng known words w1th unknown
. words in'a readlng acqu151tlon t?sk Slx retarded adolescents were ‘

presented words u51ng an 1nterspersal procedure and a basellne condltlon

'1{‘_ B

- (Neef, Iwata and Page, 1980). Thg multlelement de51gn prov1ded a chance'

-

-5

o

\Murphy, Doughty and Nunes (1979) descrzbed a multlelement deslgn

E '\

\
\

"1nd1v1duals. By counterbalanclng two ten mlnute segments, response ‘3‘ '-3 \‘.'

,

' contlngent relnforcement and a basellne procedure, the effects of mus;c

relnforcement on uprzght head positlonlng was evaluated. These authors

;,;statEd ‘that they used a multlelement deszgn because rt "permltted‘a B

A
I
s A

. more rapzd and complete assessment of the relnforcement capabll;ty

é\'

'-:‘than d1d elther a reversal or multiple basellne de51gn”."- U

A multaelement de51gn may be most appropriate when. a., evaluatlng:_', *{ ":%

B T

e



1977).. This. des:.gn is ideal for) ccmnplei\~ behanor analysn.s and for -

N

i one or more dlfferent procedures, b 1t is necessary to observe rapld

RS .

: effects over a: llmlted tlme, Ce target behav1or is unllkely to be

," reversed, d. there is a problem achiev1ng stable basellnes,.e. sequence
and contrast effects can be mlnumized, and E. an ethlcally respons;ble

'lprocedure 1s requared for applled settlngs (Sulzer-Azaroff and Mayer,

i o .

.evaluat;ng schedules of.relnforcement_(ulman anngulzer-Azaroff, 1975). -2

In summary, thls llterature rev1ew has 1ncluded a general
.- descr;ptlon of spelllng programs and the common 1nstructlonal procedures
‘ by whlch they are taught. Exceptlonal learners and unlque learnlnq k
' characterlstlcs which may contrlbute to spelllng dlfflculty were |
F:con51dered. The general procedures of dlrect 1nstructlon and 5@&?‘
.1nstructlon methods of teachlng were descrzbed, ;ncl g examples of .
Lspeczflc programs whlch relate to 1nstruction in spéillng.‘ Research

methods, spec1f1cally concerned wlth srngle subject experlmentatlon
“ ‘1' s Lot
R were examlned, wlth”an emphasls on. the muléielement deszgn. The

o

ln.terature rev1e7 w:Lll next be stmnarlzed mto a banposlte problem th.ch
e forms the basxs of thls research progect. Jf o

A . ~
. W
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o Chapter III o
oy ' Statement of. the Problem

“A:good spelling currlculum, as descrlbed 1n the llterature
revnewed is based on selectlng approprlate words, defining procedures,

and sequences of Instruction, as well as donsxderlng the personal

] characterlstics of Ind1v1dual 1earners. A lack of agreement with regard ’

to the value of partlcular procedures or theorles of lnstructlon has
been indicated. (Templeton, 1980 Hammlll Larsen and McNutt, 1977).-

Rven when agreement“has been reached, teachers have not always used h

. this information to change or Improve thelr spelllng method$ or materlals.

U

'pronunc:LatJ.on (Johnson, Langford and Quorn, 1981).A Purthermore, spellmg )

0

SeVeral prlnclples of effectlve spelllng 1nstructlon and suggestlons d'

3.

for teachlng have. been presented. For the purpose of summarxz;ng and 3

formulatlng a research problem, these prlnclples can be grou%ed into.

_three general areas: a. what to teach in spelllng, b; how to teach

S a’

el :spelling, and c. how to evaluate spelllng research. References to .

.

‘exceptlonal learq§rs and dlrect and self-lnstructlon és they relate to
: R
the research problem w1ll also be made._; R L BUEEERS ‘gu‘t

) What to. teach

Spelllng should be based an words whlch are famillar in meanlng and
Y

?

llStS shoul& be comprlsed of words most frequently needed by the learner _

(Thomas, 1974), and lntegrated w1th the total language arts program.'

"For chlldren who are experlenclng dlfflculty learnlng, rules and

generallzations of -a. complex nature. are apt to cause confuszon rather
. - .
than helping the chlld who is exper1enc1ng spelllng delay (Peters, 1967).

_Phonlc rules are paftlcularly questlonable and Shnuld y be taught

whén they have wide appllcablllty (Horn, 1969).; When:ﬂecldlng what to-
)y .

teach, the teacber must meet the ind1v1dual needs of students, ‘and |

0



598

.

present those wordS'which will'be most‘frequently needed._,Eor children

wlth audltory, v1sual or cognltlve deflclts, spec1al care must be taken

not to. teach unnecessary concepts, expect correct spelllng of too many

| ’
le'lesson,-or use lnapproprlate lnstructlonal.technlques,

iterature,disCussed a variety of'recommendations '

.teach pelling. The varlables presented Whlch ¢an

< SRR

be lntegr_ é&&lnto a practlcal spelllng program were numerous.‘ According

. to Johnson, Langford and Quorn (1981), the s;ngle most lmportant

N

. varlable affectlng spelllng\sutcess was that chlldren correctdthelr

; w1thout frequent opportun;tles for recall (Wykls, 1981).l The descrlbed

» to thlS p01nt of v1ew;A Frequent testlng and dlstrlbuted practlce was ;&:

<

own'work. It was 1mportant to several researchers that students be
lnvolved in thelr own 1nstructlon, not just copy or wrlte wbrds

.

prlnc1p1es of‘self-lnstructlon as an- actlve learnlng process contrlbuted

supported by Rleth et al. (1974) as effectlve for spelling achlevement. =
Scannlng for errors and matchlng VLsual w1th audltory 1nformatlon has
also been recommended (Yudkov:.tz, 1979). o ' .

ertlng words. appears to be a sllghtly dlfferent task than oral

. spelling and both should*be included‘ln the spelllngvprogram (Graham

£

Y

and Mlller, 1979).: Verballzatlon, as shown from spelllng bees in the

past,(has been proven effectlve, at least as a verbal medlator (Lov1tt,

\

1975).\‘Teach1ng of letter names must be an lntegral part of the

spelllng process accordlng to Durrell (1980). The need for a comblnatlon'

of verbal,, audlto;yf‘and v1sual practlce is: therefore supported, ®

[y

-'especlally for hard to teach chlldren._ Students who are’ already

I

rexperlenclng speczflc learnlng dlfflcultles may requlre a’ program whlch

', :anluies all modallt:x.es. i
.. O . :

@
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' In terms of'teacher 1nvoivement, 1nd1v1duallzed structured eachlng
- has often beemjmore successful for hard to teach chlldren that 1nc1dental
lnstructlon (Carnlne, 1977 -.Direct teacher 1nvolvement lncludlng

: modellng, pralslng and proiZd:;;‘:;rrectrdns and feedhack contlngent d

. upon responses has been proven effectlve (Stow1tschek and Jobes, 1977).
‘”Ind1v1duallzlng lnstructlon has been.approprrate,é;artlcularly for.f“
chlldren experienc1ng dlfflculty acqulrlng ba51c spelllng skllls {
'(Graham-and Mlller,fl979).: Petty (1971) stated that teachers had
-¥ respons;blllty to teach a student some systematlc procedure for

_ pract1c1ng new spelllng words.. The pr1nc1ples of dlrect 1nstructlon

. are therehy suppoffed both for teachlng words dlrectly, and for teachlng
1 . \, -, .

4 specxflc spelllng study method

N'How to evaluate research "_ : "7‘jﬁ

»

As p01nted ‘out- earller, 51ngle subject research des;gns have been

1‘;part1cularly approprlate for evaluatlng behav1or and treatment effects

;'of 1nd1v1dual students (Kazdln, 1978). a useful de51gn is the multlelementf’

e . Q .
procedure whlch compares one or. more treatment methods or 1nterventlons

w1th 51ngle learners (Sldman, 1960 Balley, 1977). In terms of spelllng,
‘ 1t 1s p0551ble to assess the effects of 1nstructlon on the acqulsltlon
of words.by‘alternatlng 1nstructlonal procedures over time and recordlng |

correct spelllng of words under 1nd1v1dual procedures.._ o R

Research Proposal

For the purpose of thls study, these prlnc1ples of spelllng

- .
-

: blnstructlon were comblned w1th a scrlpted 1nstructlonal sequence for\'“

‘learnlng frequentéy mlsspelled, new spelllng words.v The questlons to

f[\

be answeredaln thls 1nvest1gatlon related to the relatlve effectlveness . -

of dlrect and self-xnstructlon methods on the learnlng of unknown words.'

Y
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\_o “'_I;

Specmflcally, d a strategy where'paCing andgdirection of

-Aspelllng word practlce whieh was controlled by the teacher be more

: effectlve than a sxmllar sts Yy format whlch was controlled by the
learner? Secondly, would a'dlfference be found on a: follow-up measure
to "be admlnlstered two 'veks_followlng the instructlonal»program?.'In
lother words, would dlrect or self-lnstructlon lead to better acqu151tlon
l,'and malntenance»of'frequently-mlsspelled .common words° The next -

Utchapter descrlbes the spec1f1c procedures employed to assess and '

i'answer these questlons. s
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)

Part1c1pants .

,'Test --Rev1sed (Dunn and Dunn, 1981).," AN

The students ‘involved in thls study were between 8 and lo.iears .
of age.l They were able to prlnt leglbly,.and hadfadequate visual and
audltory skills as well as experlence wlth oral and wrltten spelllng.
Furthermore, they were all behlnd grade expectatlon in sp;lllng ablllty.'
For their chronologlcal age, they all exhlblted a one to three year

delay 1n spelllng achlevement. They aiﬁ attended a spec1al school

; nr chlldren wlth learning and language dlfflcultles.

! The: Edmonteh Spelling Achievement Test, Grade 2, Form.A (1981), ' -

LV L o . : o _
_y_was.used for an initial achievement screen. As a result.of this test,

Pl

‘ four students were selected for further testing. These children
,misspelled at least 75% of the words, on this" test, placing ‘them at .

‘,;the 25 percentlle or below for Grade 2..

a‘the alphabet when the letter names were glven orally, b. wrlte the letters

77——"\

: of-the alphabetvwhen the letter~soumds were presented‘orally, c. write .-

. the two spelllng pre-tests of words to be used,ln the 1nstructlonal :

\

: program, and flnally, d to«xmmﬂete the Peabody Plcture Vocabulary

The four subjects chosen yere able tq wrlte the sounds and letters

¢

of the alphabet with more- tafanS% accuracy, were below thelr expected

’chronologlcal grade levels in spelllng, were male, and of Engllsh

'speaklng background They had no phys;cal, ﬂudltory, v1sual or

Each of these students was then requlred to: a. wrlte the letters of



’ *
1Y .
\ j , S S
2 ‘, was aged 9 years ‘and’ 3 months ¥, He was abie to write all - S
letter names presegted orally, and knéw all letter spunds %1th the Y

I , '} ,6
. exceptlon of.u.. This subject recelved a standard score of 89 on the R

B . fe

_ Peabody %&Fture Vocabulary Test—Rev1sed (1981). He correctly spelled

) 8. words on the Edmonton Spelllng Achlevement Test for Grade 2 Thls ‘ o
T . oy N . R "
‘ placed h;m at the 17 percentlle on thls measure., Chronoaig 311Ypﬁhe “v’;f.d,;b
| should'have been in Grade a. ': - "A ..p 'n. S ﬁ..-f
; laal” Thrs student was’ desc*1bed by h;s teacher as lnconSLStent, “...;?; ]

\
durlng;seat wmrk act1v1t1es.

A

had dlfflculty acqurrlng basic skllls in ﬁhe lan!%age arts area.

dlstractable, and often off task

N
'irelnforcement for maxlmum sucéess in school. L hd ¢ £
. o - < D e
J ’Subject’Z was aged 8 years 1 month He was able to wrlte all TN
letter names and sounds correctly with the exceptlon of a COnfuslonJ v

o

o 4'-'- . e

: between q.and i, Thls boy recelved a standyrd score of 96 on the Peabody,a

Plcture Vocabulary Test-Rev1sed (1981).. On~the Edmonton Spelllng

v

% R

; Achlevement Test, Grade 2,,he correcngﬁ'spelled 7 words placmng him- s

}” at the 12 percentlle Thls studeqﬂ-should have been in Grade 3. E

Yoo - B .

. P .
This subject had very lrmxted readlng Sklll when he entered school T,

iﬁf;f ~in the fall-of 1982 He&has learned sounds, sqpnd blendlng skllls A: o

u{.«

5 and many basic 51ght words ln ane school term This sub}ect vas

: descrlbed as very éu;et and- attentave durlng lnstructron and seatwork

Q@

. Iz “'!'~ A\:- Tel ce o
,A_:Accordang to hls teasher, he bas beep well’ motlvated and can work far e
~ up to twenky mlnutes lndependenﬁly. ‘Be has shown lnitlatrve to contlnue E
. . L] "? L2 , " Y . t v L e, e K
'_‘smudylng when concepts and dlrectlons are clear -
IR . _ s O
v . ‘;.-‘: . . ':"'.T~ C ] »”‘ . - to o “ ‘- Ll L. I e ! ' ' : . o T
. B 4 STy i, R “?5'

S v, L L e \Q?’ . ) . 3 C ey e



{' Eect 3 turned 10 years of age durlng -his study. 'He could

1d%ntnfy allﬂlettertsounds and names and write them when they were

’Egeseﬁted(gﬁally" On the Peabodﬂ?plcture Vocabulary Test-Revis: 1 .-
Jdl‘\ . . R

pLa

%Speéllng*Achlevement Test, he correctly spelled 5 words, plac1ng hlm
{8 . .

' ThJ.s subject should have been m'

\
FAN

b C 1ndependent work ) He was also qulte lnconsistent wlth regard to
- -“w .
effort and correct.responding.‘ Hls teachers relatedfthat he worked ‘-.
2
' V A LY EENENN
best under constant superv151on and in a well strUctured env;ronment.

i x..)’m -

. —t

' ~ Subject 4 was Y years 3 months of age. On ‘the Peabody Plcture ]

Vocabulary Test—Rev1sed (1981), he obtalned a standard sCore of 85

o
o

This subject could correctly 1dent1fy and wrmée;all letter sounds and L

x 5\:‘ . . tfc} .
\"h;t.namegs On theLEdmonton §pé&lrng Achlevement Test for Grade 2, he

.o -;'measure!k Chronologlcally, he ; should have been at the Grade 4 level

.. -

. Lo “ta
Ll classroom asslgnments._ He worked best when structure and external

guldance was avallable, accordlng to hlS teachers. In the classroom,

-3 . ,
he has“requlred constant superv1slon to malntaln motlvatL&n gnd“task

-
-

Tesﬁ’lnstruments

Y

' The Peabody ‘Picture v°cabulary Test - Rev1sed (PPVT-R,l@Bl),
. : Cl N e

» was chosen to assess receptlve, hearlng vocabulary fcr Standard
oo Y R A , :

” - o P

N i:iﬂss" 4

(lQ&l) thls subject recelved a standard score of 104 On the Edmonton

dlstractlble.i He was reported to be frequently off task durlng hls>"

He has hac partlcular dlfflculty followlng dlrectlons con51stently. X

3 spefied 9 words correctly, plac1ng hlm at the 23 percentllé“on thls &

This subjectSHas descrlbed as ln26n5lstent with regard to hls .;.V

58.



R . '.L . e fb‘f“ ’
: s . : “ .,,,n

-Amerlcan Englzsh BEEES § | requ1red for spelllng. This" t
‘one aspect of 1ntelllgence, yocabulary, whlch is thougﬁgg relate ‘to - L
','school success (PPVT-R Manual, 1981).f Subjects ln thlS study were

.admlnlstered Form M prlor to and two weeks followlng the 1nstruct10nalge€> ev

program.f The test requ;red selectlon of a’ plcturé whlch beSt Lllustragéd
a stlmulus word presented orally. o I Jh;; “:zﬁ:_‘ : :i.ffl

The PPVT-R was standa.rdlzed on 5, 028’ mdlnduals.. Raw, scores can
i Rt B '\,_, ‘.h" N

. be converted to age—referenced norms, age equlvalents and‘pr standard
"score g&@dvalents, derlved 'scores whlch allow camparlson of 1nd1v1dual
. performance w1th the standardlzed group. Standard scores~gere calcgdated~

' for the purposes of thls study. Spllt half rellabllltles on the I&NT- '

lfR, Form M’ range from 61 to- .86 (Medlan 81). Retest rellablllty

l'ranges from 73 to .91 (Medlan QQl% Accordlng ‘to the test manual,

the IEllablllty ls therefore satlsfactory, w1th sdores stable for up

o X ) ‘ .,"\"‘ v‘w/v /’A' ) ; ‘ .

P

In terms of valldlty, theJRPVT-R measures receptlon and comprehen51on

f:of the spoken vord Construct valldlty was establ;shed accordlng to

084 e
' ‘a hearlng curve for each stlmulus word VOcabulary is thought to correlate

v

.more hlghly than any other subtest scores w1th wechsler Intelllgence

lscales and school success. Thé”content valldlty was establlshed by

:an evaluatlon of each word and it's deflnltlons as deflned by Webster s T

1

f'D-ctlonary “No- crlterlon Valldlty was establlshed. The test manual
‘istates that the PPVT-R ls ‘a "reasonably good measure of scholastlc j‘»"
1'-‘-‘«‘ ’

~'apt1tade" 4 The PPV* (1959) correlated 60 Wlth the spelllng subtest

;df .he Hlde Range Achlevement test, but qordata has yet been collected

hCH

R

:
&
o

e R R sEuflf ‘gLﬁ}j
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- The. Edmonton Spellrng Acmevement Test, Grade 2 E‘orm A, was

administered as an’ lnltlal screenlnq measure o£ spell;l.ng achlevement and

two weeks ﬁollowlng ‘the mst.ruct:.onal program.' ’I‘h:Ls test was developed
» RN . ¥ . .
and normed :Ln Edmonton between 1976 and 1980r on: Edmonton publlc school

<‘.'J y),

c!uldren. Words for ‘the test were chosen from Canad.l.an wOrd L:Lsts _ »

v

(Thomas, 1374), Bas.1c Goals in Spell:mg (Kotuneyer &% aJ;‘“ |

'*a} ' .

word - l.lStS and subject content words. wOrds ‘were Q&‘eﬂd' t .sted :Lnf
grades one to seven wlth the’ f.mal selectlon of 240 wotqs‘and four'
L 7 o R ';f:q;‘
N ‘parallel forms Each word selected had a 5% or greater gfo

.‘for each grade. Percentlle norms and means for grades 2 through 6

A d

were.. calculated for January, May and oao@r test dates. Pleld testing :
-

was completed between 1976 and 1980, ’I‘he test is intended to prov1de

>

' general rank.mg J.nformatlon in spell:mg ach:x.evement. Error pattern » "o

- tests were also J.ncluded on this measure, but ‘were not used in thls study.
o0 o
'The test.was admm.lstered as descrlbed in- the test manual A word

was pronounced sentence glven uslng the word, then the word was\glven .

. ' 5‘3; ’ .\‘ 4‘-:'..«'
”aga:Ln. ’I‘he chlldren were tested as, a; Toup, Th:Ls measure mcludes a('_“)L &
-:total of 35 words.' See Append:x 1. ST B . % P

® .
¢!

Instructlonal word llStS for this study were selected from the Y k '«_‘ -

llSt cmstructed by Thanas (1974). ' r\In an extens:Lve research prOJect

' 9 i

'undertaken m Alberta in 1972, a.n evaluatlon of 25 OOO canpos:.t:.ons wds
R

carrled out. Appmxlmately 200 ccmpos:.tlons"per grade were analyzed

.by caﬁyuter. E‘rom thls data, 2000 words based on a ccmp051te of grades

BEREN

1 to '6 were: selected as the most frequently wrltten by A.lberta school *",w

A

ch.z.ldren. Furthermore, the canposxtlons were " éha],yzec for spell:.ng
& .
o s to determ:.ne which words caused the greates probl,em for students.

%

L ’I‘he ‘most’ frequently mJ.spelled 25 words were selected at each grade level

[

- ' /j }))' ‘,_,' .‘. v,;}?ﬁ'\;' »\"“ @ . ..:.f’.

Y
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oo

b for lnstructlonal procedure across subjects.

_u .‘,

Con51derable overlap was 1ndrcated as some words were frequently
mlsspelled at all six grade levels. L S

v . .

he subjects in thls study were pretested Wlth a total of 40 )
words from the GradeSrl 2 3 and 4 word llStS as complled by Thomas.‘

Homonyms, words of%" sswzian four letters, hyphenated words and any
.

‘words correctly spelled by any one of the four subjects on elther pre-

- et

test ‘were ellmanated. ' The pretest was admlnlstered twlce, one week

prlor to 1nstructlon and the day before 1nstructlon began. -In thls

(

way 20 words were selected Whlch were mlsspelled by all four students
on both pretests. These words were then randomly asszgned to Word
| Bank l or Word Bank 2, prov1d1ng two sets of ten words each, unknown"
' to all four subjects.l See’ Appendlx 2 for a list of the pretest, and
, Appendlx 3 for the two. Word Banks. _” '_i - ,; %;#

» -The random selectlon of. the two groups of words 1nto word banks

. ”
.

o was an effort to establlsh two groups of words of generally equal

dlfflculty. It was not poss;ble to emplrlcally establlsh the spec1f1c

-

2 difflculty of each word for each Chlld, and the complexlty of" analy21ng

each ‘word for features such as syllables, blends or dgpraphs was also

bexond'the scope of thls study. Random selectlon, therefore, was

e

t%ﬁ‘éhly feaszble optlon. _ u' o S 4f'; _ ;”' .

]

Kl

'_ attempts to ellmlnate word d;fflculty as a varlable for ‘

.,..5 \.ﬂ -t

thls study werenaccompllshed by use of a counterbalance de51gn. The
& .

;ﬁ word'Bankﬁiﬂﬁords were used for dlrect.lnstructlon by two students and

self-lnstructlon by two studests. The other two. students used Word

= .
Bank 2 for dlrect 1nstructlon and Word Bank 1 for self-rnstructlon.v,

This prov1ded two groups of wcrds of generally equal dafflculty )

randomly asszgn&d»iﬂto two lnstructlonal word banks, and’ counterbalanced
. & .

A.’ o
.&'I
o,

)

T
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_to reihforce the chaln, ln the end a correctly spelled word Repeatedﬂ o

o behav:Lor in a- cham, the’nf? has a dual-stlmulus func'tlon- 5 EaCh remf°r°es ;

(Balne,m1982). Accordin ;

A_chainlis a set‘of.verbal~and or motor respcnse links'which~are

.vperformed ln a fired order. Spelllng is a cumulatlve, forward chaln L

'

'As a word is spelled one letter can become a dlscrlmlnatlve stxmulusf

4 for;the next letter, and so on, In’ teachlng spelllng, therefore, it

is essential that letters be taught 1n order and practlced succe551vely

K]

practlce addlng letters success1vely focuses attentlon on each llnk

o

and prov1des repeated practlce w1th each letter llnk Durlng 1nstructlon
*1t 1s lmportant to practlce the letters in the order in’ whlch they must

>'be spelled and to sequence thls practlce of adjacent llnks closely

2

Sulzer-Azaroff and Mayer (1977), "Each

v

DS t.‘k'_,l

j‘the behav1or that 1t follows and each serves as an sP to occa51on the

n,_,

:’beha"ldf that lt precedeS" S '...

\_»h* .

. The 1nstructlonal sequence employed 1n thls study used the chalnlng

'technlque for wrltten spelllng.» The subject was requared to wrlte one '

o

W

62+

letter, then compare 1t with a stlmulus model If the letter ‘was: corfect, B

the subject then turned to a clean page and wrote the flrst two%%ttters

iof the word ~I1f that comparlson was " correct, the first three letters

were attempted and SO on.u In each case the stlmulus word was said

EYy Y

,.'orally befére urltlng. If errors were made in the chaln, they were

. ’l

corrected zﬁ%edaately. Pronounclng the whole word and spelllng the
whole word orally folloued each letter chaln attempt. Pronounclng the o

whole word and urltlng the whole word another tlme uas requ1red ‘*dg‘

vfollowmg a canplete chain, Thz.s further remforced the total lmks

and 1nsured sequencral practlce and feedback for the completed task

Each subject uas lnstructed 1nd1v1dually by the experlmenter

|
g?. . f' o f__ : ',_z- y .w \

-
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The subjects went to a small bffice for 23 consecutive school days

i

follow1ng the pretest seSSions.' Each session conSisted of an-instruction,

YZ'J/period of 13 minutes followed by a cumulatlve test. For g%ch subject
.the instructional procedure alternated day by day, so that the self-

| 'instruction procedure was in effect one day and the direct instructionp‘

procedure was ‘in operation the followmng day. A sign served to inform”'

1the subjects which procedure~he was 1nvolved in for, each seSSion.,'

The instructional period conSisted of rev1ew1ng words missed frcm._

N . u

glthat day 's instrgsﬁionflx'rst for the tw%iprev1ous cumulative tests
'iand/or learniééﬁhew wordS'if %aperrors requiring rev1ew had been made.'
The cumulative test at the end. of the seSSion included all the words .
‘;;. ';which had been ccmpletely instructed and written once correctly in a
:f; : }record book. The.subjects were 1nstructed to watch carefully and

spell words out loud ‘as they ccmpleted their cumulative tests._ If they

x

found errors they were required to .Cross: out . the whole word and write -
_,1t again properly. The cumulative test 1ncluded all words learned up ~‘_d

. ,'tto that seSSion in both self-instruction and direct instruction.' This e

e,

'was the performance measure used to assess the effectiveness of the
. e .
o

.procedures, and to evaluate differences between the number of words

learned in’ self-instruction in comparison to the number* learned in-

_the direct instructicn procedure.

. e
o 1

- In botE procedures the vord to be learned was written in red
marker on a laminated card which fit into a cover, The vord could
'slide out to be fu.lly exposed, or it ,could slide out ‘one letter at"

. time for checking and comparison. The card could be wiped otf with'

‘o

'Ja damp cloth for the next instructional word All words Here printed

" on the . card by the experimenter and the subJects were instructed to’

. . . . . .
" . ' . . . . e .~
. . . e




print-rather‘than'write to avoid'any»confusion between cursive and .
' J_manuscrlprt writmg.-
For;each word, the subjects used a'practlce booklet of a number of .

"1

per strips stapled toqether., The flrst letter was wrltten on the

flISt page, the first two letters on the second page and so. forth."
 After wrltlnq the ccmplete word correctly and matchlng and comparlng
" e;ch suqcesszve 1etter sequence, ‘the uoréi;gs given orally to be- .' P.
written in the record book - All new words and correctlon-rev1ew N
‘words ‘were completed in this manner. |

The experimenter pronounced the word orally when it was given to
i *the student for both the self-;nstructlon and direct lnstructlon
‘dprocedures to 1nsure the child pronounced the word correct]y.- Al
’ uords completed were gzven orally for the recard book by the experlmenter.

'No eraszng was allowed If an error was real; ed by ‘the sub]ect, or

_found durlng letter comparlsons 1t had a. lzne

- ’

‘and a new attempt from the begznnlng of the vord was made,

Fig I

. .2 N N R
‘ﬁﬁf&kﬂlcﬂlng the cumulat;ve test, the experzmenter spelled the words»‘

" out loud, touching the letters, as the student watched. A check (v’)
was plaoed bes;de ‘correct. words In thls way each subject was" dally
: made aware of the nunber/of uords spelled correctly. ' :’ '_ 1f 7

An oven timer was set. vhen each subJect beqan worklng.v At the'

end of the 13 mlnute Lnstructlonal perlod, the cumulative test was
: \ L.
‘administered -1f the subject vas Ln the m;ddle of learnzng a word, o ol

<that word ﬁux dated and, put auay for the: next sess;on of that procedure

.'r(every other day). On that day, the student would. beqxn at the poxntagg

'vbere he left oft practican that uord If only two steps, wrxting '

';'_he vord a: fznal time or dral dictation faor the record hook remalned i

“
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Teachers in the two classrooms from whlch the subjects came were

. when the bell rang, the subject was permltted to complete the word

‘ lnformed generally ‘as to the procedures used in the study and were told
they could have copies of the procedures followlng the- end of the program..
The words taught were not words Whlch were in the weekly spelllng lessons
of the subjects, however, they were common words whlch were likely to '

have been used in readlng and other language arts a551gnments. -No '_'
. \ . \ ’
_speclal 1nstructions were.qiven to ‘the classsroom teachers as part of

- this study. The teachers contacted the parents of each student 1nvolved

"+ and explalned the program.' Oral perm1551on for .1 student partlcipatlon |
-t L ? \
. was readily granted by these parents. o

’l

: Self-lnstructlon Procedure.. Each subject was tralned\for three days

to follow a serles of- steps for pract1c1ng an unknown spelllng ‘word,
‘These sessions were 15 mlnutes in length. The’ flrst word was studled

o~ by the examiner, u51nq the whole 1nstructlonal format by . modellng each
y ’ ’
1.,,_\

e step out loud while the student observed ' One errorﬁggs ‘made by the

] .6 .
experlmenter on the last letter to demonstrate correctlon procedures.

4

In thls way both the same and dlfferent optlons for matchlng letters

)

- written wlth the stlmulus word.were taught._ This model took the-
entlre first session. | |
ﬂwt o On the second day,‘the subjects partlclpated w1th the experlmenter
who modeled and relnforced the steps while the subjects actlvely followed

the procedure. Two demonstratlon words were completed durlng the second
“ . ‘ ) : . 4 - . ) v ":.’ .
session.- i 7 '
Durlng the thlrd sesszon, the direct lnstructlon format was
LoE e 0 o )

employed with cne word and the self-lnstructlon format w1tb a second

word Tbe direct lnstructlon procedure, as it was so 51m11ar, served ‘ e

l

as a further model and practzce before’ beglnnlng the actual program :

Y (/

- : ; .
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N

- _ , . -
on-the foggth\day. The subsects eaoh indicated on the self—ihstructioh : (:j/
word that theyvcould: 3y follow the 1nstructlonal steps sequentlally, »
b complete the study of a word w1th1n 7 minutes, and c. read the steps
. when they forgot what to do next.' Although the subjects d1d not always -
4 read or follow the procedures verbatim, they 1nd1cated that they‘could

. use them. 1n a manner thought not to dev1ate in any 51gn1f1cant way.

; ! ‘ Self-Instructlon Pormat ,
, ; o - i .
‘1. Pull the word out,of the cover.
i.jLook at the red ﬁordfnfﬂ .
3. Say the whole word out<loud, o -oh o W v
4. Touch and,say‘eaoh letter outploud, = - I R
5. Say the whole word out loud, Ce v Ah o , 1 e CEe
6. Touch and say'each*letter-outrloud;_' ‘ ' .
7. say the whole word out lowd, " T STy
8. \ L] v. o V""o‘ '
Put the eﬁﬁg'back into ‘the coverv . o
.;'%,;Say the word out loud. %
R 10. erte the fLr:t letter.
'll. Slide the: flrst red letter out of the cover,
12.'Lookvat the first red letter, o ' . | - ?ﬁ ‘ :
13, say the first yed letter, I \ ,
' 14, say_the first létter you wrote.
' 15.A6re_they»the_same? o o . . :
Same- . e ' Different -
the whole word out, ;%; : Pull the.bhoie.wora'out.
Coted gl :
'Touch and say each’ letter out loud‘gé o Touch and say each letter
‘.'_' e Out lotﬂo ' B
Put the word back into the cover ) e
: . R . say the vord S &
Turn to a clean page. .- . o e
SR .7 e+ o Touch and say each letter
— ) : . | ., | ' . »- "1;;; ‘:‘. ollt lo‘ﬂ o
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" Same (Continued) : : o Different (Continued)
Say the word. o ' ~ say the word,
Start with the f:lrst letter, . " . Touch and say each letter out
loud.
Print all the letters you got rlqht _ o . ,
before and, add one letter; ™ Say the word. -
Slide the letters out of the cover cne Put the word into the ooirer.
‘at a time, . . e : \,, !
_ Turn. to.a clean page..
: Say the red letter. S o : - - T
' o ‘ .. Print all the letters you got
‘Say the let_ter you wrote, : S - right and add the correct’
g PN ,p’ . . letter. . ‘
. Are they ‘the same? " | - . L B ‘
_ S S SR o Slj.;de‘ v-letters out one
L S i
I - Say the red letter.
. . : - . -Say the- letter you wrote. ' I
’; . : , . . - ’“”Arethey the same?
o ) J T!{ ‘ m . ! o i
16'- write- the whole word one more tme i
) 17 Check the word you wrote wlt.h the red word, o
18. ‘Are they the same? _ o ""',;, :
19. If so, ask for a test on thJ.s wozﬂ :@ -
During the self-mstructlon, the expermenter rema.med at ‘the desk ~
_with the subject, but d:.d not J.nvolve the subject in any conversat.lon,
’glve feedback. .or correctlons. After tbe stmulus woa:d was prresented
and pronounced for the subJect, the exper.unenter remamed qu.xet untll
- ~ ey e T
‘;@;:be snbject asked for a test an that word, md:.cated that he had ( ‘ R
canpleted the mstructional proceéures as requ.:.red After ‘the word ’ ' \
; * , - e »"’ G ‘v .- . 5y

was recorded tlﬁ :’p’o&aﬂ;b&ok if t.une rema.:.ned in tbe J.nstructlon

.sessn.on, the ne.xt uord was’ presented to the learner who began the

S 3 .
' study staps for’ that word ' o,
5‘3’1’ : : - A
- : : [P
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Direct.Instructioh Procedure;. The self-lnstructlon and dlrect 1nstructlon

\

procedures were essentlally,the same,, The respons;blllty for guldance,_.
) paclng and correctlng were. the major;varlablesuwhlch dlffered between

the two procedures. Self—lnstructlon, as descrlbed allowed the Chlld

to move at his own pace, control hls own task attentlon and.control

i tad "
!

E the speed by wh;ch he completed the study of a word, The experimenter R
1 controlled the: rate and dlrectipn of the spelllng practlce durlng the

‘dlrect lnstructlon se551ons, as well as provzded feedback and correction
‘for spec1flc‘responses. In the dlrect‘instructlon fornat whlch follows,

)what the_experlmenter'sald is in quotes and what was done is in brackets. . .

ﬂ" R o Dlrect Instruction Format
(Emll word from cover)...--
2.>"Look at_th;s-word (Point to. base of fnrst letter).

3."Tnis word is o (Sllde flnger along base of word and say it).

'4. *Say it with me when my ‘finger moves along.' Ready."l e (Sllde g
flnger along base of word). - R o

5, "What'word°" ) (Sllde flnger'along'base of woni).'

6. "I can look at ‘the letters and spell this" ‘word out loud. My turn."‘
) (Succe551ve1y touch the base of each letter .and spell letter names).

7 "Spell ‘it w1th me when 1 touch each 1etter"‘ (Success;vely touch .
L base of each letter and spell out loud with Chlld)..‘ .

>8..'what word?"‘% - .' o Q.
. 9; “When I touch the letters you spell o' -(Touch base of each . .-
- while child spells). ' ' : :

1-5,

' '1‘0., "What word?" . o
11, "Now you're golng t& write ‘the word ' ", (Put word‘intobcober.) R
:lz; "Write ghe flrst letter in - ., o SN _!\” T
413;'(Sllde the flISt letter. fram the cover). ‘wLook at the first . _'J,
©  red letter". .(Touch the flrst ‘red letter). "What is the flrst
.red letter?" _ what is ‘the first letter you wrote?"

T, e : . ".‘.
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v

14, "Are they the same?"

Coy

"Prlnt the flISt

same

(Pull the whole word out). \

"When I touch the letters you

;"." .

spell (Touch base of letters).

(Put word back lnto cover).

P .
~"Turn'to a clean page"."

..
P

"What word are you spelllng?"

(slide letters out one at a time),

|15,

an
l&.(Sllde the;letters out'one at a time).y
" 17,

185

19

. v

c20. “Now get ready to write the word i"
word orally and Chlld wrltes i

-

letters in

3 "Say'the red letter";

i

. "Say the letter you wrote",
v . L T

"."Are they the same?"

\

“y

Different

{Pull thefwhole-wOrd out),

v

"What word?"

spell
each succe551ve letter).

_ "Look at this word., What word?"

‘“When I touch-the letters you

(Touch base of.

v

"When I.touch the letters:you
spell-
of each letter).

”

(Touch base

"What word?"“

"When I touch the letters'you
spell”
of each letter).

'“What;wordg"

( Touch base

*Turn to_a clean’page."

~ "Print the letters “you got
right beford and add the
correct letter."

(Slide‘letterszout_one at a time),

"Say the’redhletter".

34"5ay the letter you'wrote".

"Are they the same"’

a

<"Now write the whole .word one more tlme.

'ﬁSay the red letter®,
"Say the letter you wrote",

"Are they the same?"

L

.What word?"
,ﬂ_
iy .%9

U record boo L

-

. (Pronounce
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~

. During the direct instruction procedure, if the -i.:1d did not
answer correctly, the answer was modeled, led; then ‘tested, For
. example, if the Chlld said the wrong word when asked ‘"What wordv"

«

tg? examiner would say, "No, ‘this word is ___ " "Say 1t w1th me'’,

"Now what word’" U o b L o
Correctlon procedures were also employedtlf the subject did not Q.
replyzat all. The mcdel, lead, test format was further used if a’ '
chiid;made an error rnsoral,spelllng, pronounced a letter 1ncorrectly.
..if the subject was not attending or attempted‘to dlscuss_anqther topic,
specrtlc orlentatlon dlrectrons were emplcyed '"You weren't Iooking

at the word, try it egaln, | "You have to look at the red Jletter, do

it aqain" The verbal prampts, d model, 1ead, and test. format'was

art

-

used consrstently throughout the dlrect lnstrhctlon procedure. It SR

- .
was sufflcrent to{correct orlentrng errors” 1n thls study.
R . ‘1 . N N -
Thls completes 3, descrrptlon cf the Glréct and self-lnstructlon »

procedures used for the 1nstructsondl program.. The formats'hnd spec1f1c

Wq.,,"

‘ experrmental tralnlng sequences,ha”;'been ﬁeflned. ,The ﬁour'subjects N

LA -

have been characterlzed, in terms cf*sge;%ing ablllty and general - . N

- A\VA

-
s
®

ARy

behaV1°I during academic tasks. “The desrgn used for the study w111 R
IR R S - 4 R
now be deseribed, w0 LRy
Research Des;gg . ' ‘ ~#, I -
: L _ 4

The multl—elgnent, 51ngle subject design (Ulman and Sulzer-Azaroff
" 1975 Ba;Lley, 1977) was employed for €his study. As descr:.bed eﬁir,

thls de51gn has been used effect;ﬁely when camparlng methods of "uction

with behav1ors that are unlrkely to be reversed It 1s an approprlate
procedure for the evaluatlon of academac research and compaééﬁon of

» two lnstructlonal condltlons. Intersubject d;fferenées do° not 1nterfere
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U
v _—
' [dd .,'1 . ‘ ,
dés.lgn ’ls attract:.ve when evaluat:.ng the fectsiof ,.nstructlon on -
) . S vy 4 »
4 q ’ K w =
R J.QdJ.Vld.ual chlldren. Inleldua.l and' s:.“" :“
¥ .-' e ' NI - v : e
R may account for outccxnes, and oenerallzat-on can only be accompllshed
¥ o ,;}:““““ "”ff'n* . T ot
through repl:.catlop. SNt e : O
.. S u(u - Pl
The mult:.el«emeiht dQSLgn mvolves ccmpa::mc condrtlons or treatments
w,‘. ¢ _»v '\ ' . . .

ce

o

by alterna‘t:.ng them over t.une and meas .ring the. effects of tlus ,

Y w. N

e mamlpulatlon s upori the targetabehav--& .l _Hls st:udy, self-rr?‘stru

Y . .

procedures were ine effect ﬁone day, N‘Sd .urec; N,mstrur:‘t:z.on groced

. -

WE{\S in effect the followlng day. Bya.l,tern

C

57‘ ,7- ? over twenty mgtructlonal days, the subjects : :
. - . Wt 5, ". LT e b . ’, ) ;
i days of mst.ructlon .r.n eag:h procedure._ ‘& word bank of “zen: words was T
¥ LT 0 A
' * - .u . R . ’z " e . T v i . »A ‘. ) .
A t&:e two strategles. The subjects, f:herefore, had“-: o
. N . PR ol ]

fassu_med to ea'
8

o

an opport\mlt@to master 20“ wordsg’ ten J.n each condltion. _-’I’hls wa.s
Wy .

N

.
»

~ ol :n'd ] T
felt to. be adequate td’ assess vthe possrb:.llty of dlfference between e
the self ms*‘t.ructlon and dlrect J.nst.ructlon strategles in terms of the

e % . * . . - 5 .-

performance measure, correc%ly spelled words. SRR -

Cu

Y

Clmulatlve tests on. each J.nstructlonal day mea.sured the effectlveness

. L
B S .\

of the two J.ndlv1dual strategles._ As words were ra.ndomly appo" ted an

. word banks were c@.lru:erbalanced acr%ss subjects, any con51stent dlfferjzces
~ ‘Q. 'y . R v : BN

+in results would hav mdlcated the control or. lack oﬂ control -the -

~two proaedures had over behav:Lor, J_.n thls case, 1earm_ng to Spell LT
" ~”"'O~“ . v ] ) . .. . ;
irequently m.;Lsspelled words.7 Results are descrlbed in’ the follow:.ng '
- L — - -
o CEapter’ fonowed bt mterpretatl"?‘s and dlscussmn. SRR L
- - (’, R ": SV S R Lo 8T



. . # o :
L . : . ‘
’ P LI - L - B
o o Lo .
« -y, ’ .
37 e . ‘ 4 - .
B Cbapter 4 " . o e - i
. AL . - N > g
- Results and D;’scuss..o.. : R A ST b
) v * .:J 1, v ‘ ‘ -" - ’ . ’ » <":. fi&
Resea.c ‘Question 1 : s T N
. % o T . - ) Wt .
. .. L . o ~"v'~‘"f».“- t ‘. » B . . 4' . o . . : ‘ o 3 .
" The fi.rst ques‘clon 1;0 b%cons;de.zed concer:;ed ,:.he reiative Pt
o~ ) N : S
o EAE I h s A
effectlveness of dxecg Lﬂstt‘act.l’a” .as c:anparef‘ self- .‘ﬁs truction A
: : . u;i Sty .‘_ ‘m Bt e W
. i g LT - . 3 ' e . R
: : .issiielqled words. rhese f--
i X s
ETRE l\ ov.l@c hem 'g,,

mstrucuonal\““sESsion. ”“1& wo::ds 'epx%sm% I "he dlrec"' a.nda ‘_ o R o

T, Awme

';1..‘»- y .
been- eeugp.r_ .1;: *o _hat po.'un'. 1z ,._he

5‘-'*'7 H

T L SEIf—mstrglct‘!On words

S . : o ALk Gk ! : ) ﬂg!'- B
dae program,. Flgures la e.nd fbullustréte tﬁb 4% :pof words Cm-‘re‘-'tl}’

2 - -

ot . -

spelled ‘on cumulat:.ve ggests for? each of ohe &&nty J.hst:ructlona.l days.

'ﬁ’ .
B r _51 e ) S PN !
B > T
Self—l.nsr_ructlon words -and 2Ct, - mstruct:.on ‘vlqrds afe presented S
" .,.."' o ) R .". ' -.4 . —\.h ‘-%? S .'.7 o CEE T B
soparatély. : - . R RS \" S
2 = {.‘ '\ C o B B

- :‘ Sub:e f As can be se_ 74 lgure la, Subject l laearned words und'f‘-r ‘? s
. ,. »5 it . \L).. . % 4:' o
AL both procedur(es equa.Lly wel.’f untll day 12 &)’ t'}:e p‘;ram.- Fram day 12 R’

5
.1 to day 20 he wass sllghtly more successful w:Lth his self—:Ln ucthn RO "
B -.“'- R o -

',l worvds,v Word Bank zdm his caie.- The su:);]ect eorrectly s“: led: L .

, .1 of 92 v;ords from the self-u{\structlon wo%d bank on cumulatn,ve tests, : '
é;nd 7’2 fromﬂ the dlreot :Lnstructlo: __word bank He cbnpleted total ‘ ‘l ' ";"\:f, s
.mstructlon for 7 d.u:ect mst.ructle;n-wogds from Word Bank l a.nd for“. , 1_. |

l' lO of - the self-lnstrtmtlon words frotlaWord Bank 2 ' Pl E

T éuhzect 2.,‘ Subject '2.‘;2?ompleted‘9hid£z;ec1.:_fns_trﬁctlon words and 8 '~.. q o

B ’self—lixsftructloh words durlng the program. ‘wOrd Ba.nk'l prov:.ded the | ’;‘,’,

word pool for dlrect :Lnstructlon Wl‘l;h thls subject a.nd Word Ban.k é | |

\w;s Aused for self-;.hs uctnan., Th:.s subject correctly spelled 75 £
d:n.re.lct, :Lnstructlo‘h words and 69 self-lnstructlon words on the ’d:u.ly ..-




[y ~ ‘Y 3 ﬂ'o v ‘.‘;; o y
‘ ’ q‘d ! M ' * . - 4 * l ’ . i?"’%""' .: “‘—w
4 ‘} '. BRI ‘. ! ‘. . .":’4" » ‘. "I : . s a : 3 , ) ‘ : | e " L . : J Lo .' 173
' A L . R . o ST ‘ o -
. K RPN DY TR - £ T Y
Su.b;ect 3, s.xbwec* 3 campleteo a... 20 ...'XStI.JCtJ@u words oy day J,/
L] 7;' \
o of the prm:ai: ﬁord« aanx 2 was .xsed for d;rec’ .nsr.r.x::lon -and dord E
i N ﬁ\‘ ‘a : 4..-,.."*_ - ‘ . .

N . . N . 9

. T .
‘Bank 1 for selﬁz.nst. .‘it;:;on. n :ot’a.: ..hls sa.bject correctly spelled N
uv-f ‘ : S --»

s . “‘ /1,/,; ' ‘e Do
o497 ’%».,nst. .zc:., é@ ‘and 93 Lrec;* .nst:uctlo'x words on the da ly O M
. :Wt.gve zests. 5% .2, Figure: f.,: .nd cates awfa...-l, S
o f*an ten* ?erfo nA RN condlt.zons, w-tn l ttle obv*«ous dlfferencb
TN i . n! - h’m"irﬁf“\ - '1':;" . --1
oez:veen ﬂ%he ..umbers of Dord§ learned a.nd cox;reqm spel% on cxm;.:.lat"ve *
i . I D,‘ " . ; &Bv Q-
Y ¥ "-"5’=.‘~' e TN : I P . . S
'." éST.s- L e ';-,-:4'1%‘ Wy A 472 e o '.':"'f’ o
Su.bzect a¥ Sub,ect 4 completall @D vo}ds m the spellmg program oa' ,
't : - éz-;-‘ s S Sy .'.,' 1, . ;7'1;‘;;?;th'3,
o Becau.se hls rforma.nce orr ulat:.ve tests 'was penfect o .
P .4& & % 'o m &CN . : ‘ 3 & A \: '.
4 .-daﬁs l@gand 15' »he wa,s a.llowqd tg sklp‘days 16 an l7,§1vef‘1 a,test cg m'_:‘\j u
o . Y . *".67
i ,‘.' O) . . . .
xthe 20 w%rds on day 18 skz_pped day 19 ané‘*‘ was tested @hlly ,Qn 'day 20, o F
Co . ’ : o . : ml ‘““"‘ M
f_," Of the four subjects, "leo%hed, the words most rapldly and had rthe " .. =
b
the dally cvumulatlve tests. . wOrd Bank l@tas used for self-mstructlo(' j
T e . . . ; ) “‘x p - . . .‘h '>./‘_
. and Word Bank 2 for dlrect msti&\ctlon by thls subject. T _'_ D
: .. e Q R - <
F:Lgures la and lb therefore, v1sually mdlcate a s.unllar performanca
‘ for all four subjects. Although all ‘the subjects learned new words ] ' /
. . . A\
r us:.ng the procedural cha:LnJ.ng steps of the spelllng prOgran'l there o :
s¥/ L el K SN : SRR .
.. was, llttle szgnlf:ﬁca.nt dJ.fference between the two. condltlons under o
KR T-* ¥ study.t. ’I‘he teacher : dlrectlon or Ch.l.ld dz.rectlon varla.ble d:Ld not
' greatly a.ffect the speed or conslstenoy by whlch the subjeots acqulred S
new words‘.’ Furthermore, ‘the' number of total words learned dld not ﬂ
. _vary notably. Only Sub,ject l exh:.blted a dlfference m the number N
f_and accuracy of words learned. _ i ‘ 3 e SR
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uraphi&lly, to furtber coupare the two- procedﬁ:es, the a'lleﬁ‘aqq of
: - e
the . cunulatlve test scares for every two. :Lnst.ructzonal days vas caiculated.

¥ Y .
’.’me subjects wou.ld have been lnvolved self-l@structlon o'w@dfy ‘and

v M'w . s

I-‘J.gurt ;.Lllutrates thls data%' R

a

‘
Rt

_'dlrect mstrucﬁlon the-other day

Cmmauve words correct co;ﬁbmmg tvo days at each data poﬁft w
#’ "
’mdlcated As in ?1%&1 only Subject 1 has. an obv:.dus dif.‘ference- -
' R m""- S NS
the tvo types of procedures as lndlcated» by the data paths T
gc L& g . R ‘

\

_The c;osene&s «o% the *qrapbes .for Subjects 2 ,3’ and 4, mdlcate L‘i‘ttle‘ K

&.\ v
T~

R dlfﬁeren : bet;veen the two metb?ps c'lf learm.ng new spellmg vords.
R ”Q .

L w,‘gg. represents the perceubhge of cctnpleted words wh:.ch were oA

spelIed %rrectly on’ t)@hﬂu’.tatxve tests ‘As descrlbed earller,

n‘ w I

when the subjects had completed the mstructlonal formats and J.ndJ.cated_' .

>

M by wrztmg the word  in a separate booK that they had mastered 1t, L

- the word wa.s added to the:Lr cmnulat:.ve test. The - percentage of the v 4_" A

- ‘«\h__

4

@

words correctly spelled follow:mg ﬁiastery was calculated for each %%. ..
o .

The number of succe551ve words learned under- each procedure is also :
C o ]

. . 3!4" oo - ,‘ _‘ Lo ,
a md:l.cated J.n Flgures 3a and 3b.., :'._:"-'- ‘ AR \ E ;,

&

Subject 1 reached 100% cdrrect on 6 oocas:.ons for hls dlrect

2

self-lnstructq.on words.. Subject

DR

‘ mstr;uctlon words and 6 t.uﬁes wJ.th h19

-A'a i 2 correctly spelled all completed dlrect J.nstructlon words on 8 tests,
R o S v e L
- -‘wfandcorrec‘tly:\.-'spéil,_ : hls self-mstructlon words on 3 tests. : Subject

e B s

3 reached the 100% criterla on 9 occa51ons for dlrect :Lnstructa.on words . .

and 3. t’:mes w:.th» self-lnstructlon words\.A Subject 4 was somewhat more

‘ \ gons:.sﬁem, correctly spell‘:Lng all completed d:Lrect J:hstructlon words
. . -2 v‘ Lot : v . .,'., - o ' : ’
.9 tJ.mes and self-:.nstructlon words 8 tJ.mes.-, R Lo .' SR

- » SR ' S Y

L S‘iﬂ test. The 51gn test is a w:Lth:Ln-subject test used to mdlcate R

: d.lfferences between treatment condltlons. Although there J.s no strength—

- ) R
o Ty
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of-association measure available! a form of ranking can be obtained
/ (Lrnton and Ga}lo, 1975). For this'study, days ll through 20 were

L \ randomly palred wlth daxs l—lO, using a table of random numbers, for

each subject. - This procedure was used because of the correiéb}on~'

'
1

'd

between data p01nts for each day and the need to separate the data lnto‘

&

“ylndependent unlts. For both selfnlnstructlon and dlrect 1nstructlon,

8 the number of wogds correctly spelled on- the palxed day sessxons ll~20
mlnus the correlated ‘day from Sessrons 1 to 10 was calculated For

J. - i ' ' . R 3 “
“example, the number of dlrect instructlon words spelled bn the flISt

- .
¢

‘ted frcm thefnumber of dlrect ;nstructldn

Y
Sam

"7 From day ll and SQ fqm:.h

"~ the ten palred days. By transformlng the ten comparlsons between the
LN - ’

. .
: f
“

0.

. two sets of scores, the orlglnal data was changed into. smgnedﬂdata. ;/;ar; .

m-hu'% -
- The number of "g" (nuﬂxﬂ!@fﬁlnz§§§pes dlrect 1n§tructlon scores v

' were larQEI) to'"-s" (number of tlmes self-lnstructlon scores were
;,a 3. .

larger)-across days wat evaluated._ Tab%g l lllustrates the total of :
these comphrisons for each subjects, as. well as the total for all
- « . ” - &h - \‘a >~

: - “W“ foug%ﬁubjects comb S f. ";. - ”..~.f"1c : |

“%t the\“os 1evel of s:LgnJ.f-;Lcancea accordlng to this smgn test, e

K} \. - ' . o

a dlfference of 1 between these two spores is the crltlcal value. A~;

' I
“ " . ‘..

'}fdlfference of'; was found for Subjects 2, 3 and 4 1nd1cat1ng a small

- g
dlfferenoe 1n thelr performance between procedures, two 1n favor of '

) self—lnstructlon, and one supportlng dlrect 1nstruct10n. ¢Subject l

'rhowever, exhlblted szgnlflcant support for self~1nstructibn hav1ng 9

-

;,day palrs 1n favor of the self-lnstructlon strategy.‘ That 1s,

. L e T o T

i

iy
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- Table 1

i - ' . 3 .
Sign Test Values -
13 A .

'y D
+° (DI Greater)

3

[

4

_,,Subje'c:t’:‘i‘
4 ‘Su.bje’ct 2
’.'sﬁl;ject'li :
. Sslbj;e';'t: 4.y

- w
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[y

w‘—s—in—al1ucoﬁparisons~£or—the-ten_data~pointsuthe-self-instruction“cumulative

test score was %arger than the direct 1nstructlon score. .This suhféct 1ioff;,4
learned.the ten selffinstruction words more‘quickly and‘consiste 4 ‘:Tf* £
sPelled them on cumulative.tests more;accuragely than‘the‘d{;ect :x; '
ﬁinstructlon'yords. j ‘ _ d B | ‘; Coe ‘u a” ’ )
'ReSearch Questioh 2 \'5r;ﬁv'_ o o ; o (" SN N
’ ’ s : v A
Flgure 3 exhlblts percentages of words spelled correctly on pre ' .
"and posttest measures. lAs nonegff the 1ﬂ§tructronal words w;re&spefled}‘”'
' .correctly on - two- attempti @mlor to rnstructlon,pthe prete;t lewel is OJ':”“_-?;ah

"for all subjects. On/the posé%kst meashre, twp weeks fbllowlng the T et

Program, SubJeCt 1 correctly(spelled 100% of 7 dlIECt lnstructlon words.,mf; JA
s .land 80% of 10 self—lnstructlon words,ﬁihose cd;pleted in the Prégram_ - ,{. -
;subject 2 correctIy spelled 87% of 8 selt-lnstruction w?rds and 77% Of R

5 A

) a

‘the 9 dlrect instruction words Jhe’ mas’ered. Subject 3 spelled 90% isk';
- ! IS
of lO self-lnstructlon words an& 80% of the direct lnstructlon words. SUETIC

B N

.Subject ‘4, whp had mas$ered the ten word 1n“each proceduref Sorﬁectly tr a}:ﬁ
J .spelled 100% Qf the self-lnftructlon words'and 80% of thé difect‘ E';a?“jééb b
. ilnstructlontwords:) ;galn; one can see there 18 llttle 51gn1f1cant - ¥ s
- -~ e S . L e ot h DL
?’- dlfference.between the t;o-procedures ;n“terms of the second res;archb ';: ,;f
éuestlon. .All subjects renenbered the.wordslachared after'the two -:j?? ;}if%f

'week permod, wlth slightly better malntenance for threevsubjects of

-words learned through selfqlnstructlon.ﬂ "’- : . ", .

- Edmonton APelllng Achlevement Test e .'»' ‘ m'-; L
S ' o ~ R o R

The Edmonton Spelllng Achlevement Test, Grade 2 .Form A, ‘was o o
’ RTINS TR DK STt el ol
glven before the 1nstructlonar'program and 2 weeks after completlon ot

-,

as an 1ndependent measure of spelllng progress.- For Subject l, there o

~'was no dlfference between the two measures.‘ He correctly spelled 8 MR Tyiﬁi'

A . . ;
< B Lo Vo e T . _ R . R
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of the 35 words correctly on both occasions, plac1ng ’him at the-17th

3@‘ Subject 3 correctly spelled 5 words the flrst tlme and’ 13 words the second

percentile on both tests, Subject 2. correctly spelled 7 words on the

first test which placed him at -the 12th percentile, and 6 words were

: ' .
{
cqrrect on the second test, whxch lS the 8th percentlle. '

“ .

Subjects S ,d 4, however, dld mprove on thlS measure of spell:Lng.
. -] &

L

™ . n' -‘. ‘b ‘ .
tlme., He consequently moved from the 4th to the 45th percentlle on’
5 . . '4 °;‘ i -

P
3

thls measur.‘e.q, It@should be noteq, that he*was more ca_reful, .verbally R .‘}% ’
: ! .

L stated that he was 901ng’to try harder\\ihd\attended more approprlately»

. [

Yy

\ |

$5

, to the stlmulus words than he d1d on the flrst efﬁprt pr;or to lnstructlon.

K4

¢ R

. Subject 4 correctly spelled 9 words on the flrst q§st and 13 on ‘the

sec0nd.; He was also observed taklng more tlme ‘and llstenlng more ~;
Eﬁcarefully on the second test.. He went from the 23rd'percentlle to f”
qg 2" 5 ", .
the 40th percen_;le “on thls measure of spelllng achlevement. .

s Varlablllty of performancé was a behav1or attrlbuted to. thesg

'f~subgects,‘and as there 15 no standard‘error of measurement c1ted for

L 4 R boa < [ I
' the Edmapton Spellang Achievement st, thevghangegan behav1or is

v ©h n R *

;_dlff;cult to: assess. As these are common words in the- classroom work
B K -_ 'z.,:k‘»‘ » PRI 4 - “ .
of these,Students, they may have used them recently in. their language

B
.

- RY: .- ',\ L3
.

jfts'act1v1t1es. Furthermore, they may have spelled more correctly

.'T‘" . . ) 9.'~‘ et
. ’ )

*thr ugh chance, use of phonlcs, wantlng to please the experlmenter, or

[
generallzaégon of skllls from the 1nstr%ctlonal programo '
'Z Mg

Achievement Test and the 1nstructlonal program (Word Bank l) by
_ 07 LY
mlstake. Intenestlngly, although thlS word caught) was correctly

pelled on the post test by all four subjects, it was not spelled

.

'correctly on, the Spelllng Achlevement Test hw\any subject. Only a’

e S e Coes e

~

It should be noted here that one - word was ‘on the Edmonton Spelllng -

2w
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w1th regard to speed and conslstency

?

one letter error, substitution-o£ o for a, 'was noted 'in two cases,
. TEE
and all four attempts were closer approxlmatlons than were exhlbated

'

on the ffgst admlnlstratlon of, this test. &he mlsspelLlng of. the word

)

caught by all subjects, only a short time after correctly spelllng it

.= 3 P *

-~ . ‘[ K
oﬁbihe posttest of’ thexaistructlonal program, however, was quite e
.p&.,_,‘ U9 o L . @ : X SO .
s pnsmg- : oL R

;y Plcture Vocabulary Test - Rev15ed ‘

' The Peabody glctuge Vocabulary Test-a Rev15ed CDunn and Dunn, 1981),
' l" . ) ({ § - X

v

was admlnlstered two weeks prlor to and two weeks followlng the spelllné

o

A
k1

‘;

'1nstructlonal programg As a s%ven polnt standard error of measurement '

& .- S s 4‘\&'».
- Dy A
is glven for thls test, there were no 51gn1flpant é;fferences*in'

pefformance between the two admlnlstratlons for gny subject._ Table 2 4V

f\ ¢ W .
represents the standard $cores obtalned fon—the flrst and second

N i L e "

e 0

B test se551\ns. All the standard scores for these subjects were wmthln

.-‘ . *‘- n"» - s

the normal ange, w1th1n one standard deV1atlon from the‘mean. ITable

v

Sl

-

N [ R 1 . . Q‘,

'/” -9 v‘ o
2 represents thg standard scores obtalned On thls measure° o
T hoL i , BETRE A

In conclp51on, the results qbtalned do“hot support a’ substantlal
D - ’ q L aa,., \\ i
dlfference between theatwo procedures tested 1g thls study. Both

¢ . o F o ;
grapﬁlcallx and through the 51gn test, ;t is apparent that mlnlmal
SN
dlfferences gvere found J.n both the acqul51tlon of the spelllng words
\~ B [ . g . N ..
%f speillng, and ma.mtenance of ©

mastered WOrds after a two week perlod. For all subjects the general «;f

‘v

i technlques of chalnlng letter seqUences, frequent practlce and v1sual

¥ .
p@feedback:were effectiye for-learnlnginew spelllng»words.r'

;' * ‘." . Q

{-'..r ) e X o .‘_\ .‘ \
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' Table 2 o | .

+

Peabody Picture Vocabulary Test - Revised

“First and Second Administrations

Subject 1

Subject 2

Subject 3

Subject 4

PPVICR “h_ ~ PPVT-R 2 \

89 o el
e ~ 101 '
104 R 101
i 85 87
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;As indica;ed eailier,'these subjects were characterized by
inconsistent perépgmance on academic tasks. This behavio; was frequénti}f‘
noééd during this study. Attention;kwillingness‘to follaw ptocedures,
and motivation were variabl; frém day to day. 'fﬁe eitent tS wﬁich
inaividual behavié; contributéd to the results of this study, in terms
of attentioa and motivation are difficult to ascertain, Only Subject
1 manifested a'significant difference in performanée qnder the\tg?
procedures, He learned more efficiently under the self-iﬁstruction
_ procedure, in Sp§te of inconsistent following of the study proéednrgs
;n somé days. Subject 2, on thé other hand, followed the self-instruction
procedures yer§ éarefully and appeared the most attentive of the four
subjects, althogéh his spelling performance in the self-instruction

‘cOnQition was not more- effective,



Discussion

The results of this study indicated little difference between the
self-instruction and direct! instruction strategies aescribed“fot learhing
new spelling wcrds. As there was not a distinctive training methcd.
for each procedure, the variables under cchsideration related to the
control of pacing and correctﬁon procedures. Although the instrectional
procedures of chaining, matchifg and pract1c1ng words, as defined in-
this study,,are apparently val;d, it was not c¢lear that teacher lirection
or student direction~€as more or less effectdive, For one subject,
however, self-instruction seemed more appropriate,

It is necessary, then to examlne the procedures more closely to
consider wpy these results may have been obtained., One crltlcal problem.
may have been the structure over whlch the self-lnstrqction\procedure
was controlled., Although the examiher~did not direct the practice steps:

on self-instruction days, giving the\completion tests, providing the -
\

//gprd and actual presence were llkely to have influenced the subjects‘

significantly, It was noted that when the subjects began studylng ‘a
word independently, they would often Sklp steps or make errors, then
look at the experimenter and correctly reeiew the word, 1If the
experimenter had not been sitting at the same table throughout‘the
seif—instruction practice, it is possibie that the procedures wculd not
have been followed as rigidly, Fhrthermcre, if the subjects would have
been in a classroom settihg with more distrdctions and less feedback
from an observing adult their performance may have been quite‘d‘ifferent. |
As the experzmenter gave the campletlon\test on each word, even

in the self-lnstructlon format, each subject received attention .

fairly often. That amount of structqre and suppcrt is not usual in

A
A
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self-instruction programs, as reviewed earlier, 'Following initialx
training, it is more common that students work more independently, using
more covert verbalization. Using taped mastery tests, or having the .
student ask another child for tests may have led to less specific.
direction'following,"and therefore a greatex difference in\performance
under the two'conditions. In comparison to. other self-instruction
programs mentioned in the literature reviev, this program had the
advantage of a tightly scripted, task analyzed. strategy for studying -

a spelling word, The procedure appeared both efficient and effective

for the individual learners involved ’ The effect of an experimenter

~sitting at the same table with the student, however, could not be .

3

assessed. J) ' e . o .

-

. . / . i , "
Research Design. The multielement design employed for this study was

very useful, This design provided the opportunity to begin instruotion
immediately after pretests,. No lengthy baselines were required. This

is a real advantage for teachers-and educational consultants‘who wish

88

H

to begin teaching new skills without wasting student time This procedure )

did not require expensive materials or- ihtru51ve techniques which would
interfere with ongoing classroom‘organization. It was possible to

manipulate the two conditions on alternating days and'measure,correct

‘spelling as a'performance‘indicator A multiple baseline of reversal

_design would not have provided the same possibilities,

In terms of single subject designs in general, the variability’
of performance exhibited by these four subjects supports the use of
individual designs for exceptional learners, Although similar in

age and spelling ability, these four individuals were quite different

" in terms of‘speed and attention during the spelling sessions. They would

-y
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not be ccmparable in terms of attention, paCing of instruction,

or learning style. Group results of their performance would not be

representative;of,their unique learning patterns. \ |
Foxr the'teacher;or educator, therefore, who is‘responsible for

curriculum planning, this.type of research'affords an accountabi;ity

which is likely to benefit erceptional children.‘ Long teru@honitoring

of target behaviors and learning performa‘ce can be carrigd out. w1th
Y ® g

‘rélative ease, - ' " o L

4 Ki

One problem of this design, however, may have been the\lack of

sufficient difference between the two conditions measured. As mentioned

1 ‘ o,.

. earlier, the amount of support offered during the self-instruction

condition may have been too great., The feedback,_correction_and

orientation procedures controlled by the experimenter'during the
direct instruction sesszons were likely to have carried over into

the self-instruction conditions by the subjects. This lack of contrast

~ betweén -the two-procedures has been mentioned as a possible problem

‘with the multielement design. ~

Pacing, All of the subjects acquired words more rapidly when they were

instructing themselves. They moved through the instructional format

‘more quickly because they were not corrected for attention or orientation

8
erxrors. It was’ noted that they occasionally skipped steps and did

‘not follow the self-instruction routine as carefully as required in-

W

the direct instruction method, Consequently, they were«able‘to progress y.
- . _ . . { . .' . ‘

more rapidly. In the direct instruction method, on the other hand,
when errors of‘attention were made they were corrected and the step

was repeated, For highly distractible students or those unwilling to

cooperate fully, the direct instruction procedure'would_be much slower,

/

B
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Two questions should be'asked.,'First,.would'going”more'quicklyv
havé® made a difference in acquisition and maintenance of words in the
dlrect instruction procedure? ,Secondly,‘did“as many attention
corrections_have 10 be madeé; Suhject l,,for.example; did not like
attention corrections, and often looked away; or closed his.eyes when

asked to.look at a word, .For this reason,-considerable time was

' ‘,spent correcting behav1or,'xo the detrlment of 1nstructional time for

teaching new words on his direct 1nstructlon llSt. As noted, although

this subject completed all ten self-instructlon words, he completed
only 7 direct instruction words. As hls performance was better,under
the self-lnstrﬁﬁglon condltlon, it is questlonable that the negative
feedback and correctlons actually 1nfluenced spelling performance. on
the other hand, it should be noted that although th;s subject only

learned seven dlrect 1nstructlon words, he did. spell all of these:-
27

wordSvcorrectly on the posttest, ‘and he mnsspelled two of ten self-m>

instruction words. - L, }H1j4_ . 4@

Faster paclng of lessons and not making unnecessary correctlonsd

ua_,

for the sake of perfect attentlon may have- made a dlﬁference 1n this'

. study. The t;me saved would have possxbly allowed for faSter teachlng

of the dlrect 1nstructlon words. Fast pac1ng has also,been 1nstrumental

.-'.

--in malntalnlng attention more effectlvely than slower,paced 1essons
have been in other studles (Carnlne, 1976);_ In the selfﬁlnstructlon

. method the students were much less con51stent 1n terms of pac1ng,_

sametlmes mov1ng very qulckly through words, and other times moving

Sy

very slowly. In. direct 1nstruction a con51stent paclng @as ma&ntalnedg

. w

»There appeared to be’ con51derable varlablllty in both, the speed and

"accuracy of practiclng words in the self-lnstructlon conditlon.

v
i 55 ‘
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Correction procedures can be interpreted as punishing to some
vstudents. Statements such as "You weren't watching my finger" "No,
"try it‘ag _ ", and "Look at the word carefully" can cause some students
to react,negatively and reduce motivation. In the brief time of this
study it uas‘difficulty to ascertain individual: characteristics which
may have interfered with willingness to canply. " The e’ffects of correction
 procedures, and individual compliance would be important, to assess .
prior to inplementing a progran of this nature in the classroun;

Furthermore, the relationship of attention to the actual spelling

T

task is- critical Peedback should be given only if it is directly
related to the spelling of a word. The correction of attention responses
‘appeared to interfere with the appropriate pacing of the lessons,
emay have influenced motivation, and perhaps did not matter to the
spelling of a word. If the student was involved and working with the
 word, writing, and locking at the critical visual stimulus, he was
appropriately participating. This type of behavior appeared more
- consistent during the self-instruction format, He was not required to
' attend aurally to instruction which may not have been paced appropriately
for his specific learning style or attention level.

..

‘ . .
Reinforcement. No speéific reinforcement system.was in effect during

this study; Oon se occasions'the experimenter gave the subjects.

a piece of candy following the instructional seSSion, they were thanked )
daily for their good work and participation and they were’ praised in
‘front of their teachersgfor "vorking hard" or "really trying". No
',contingent reinforcenent, however, wasvprovided for correctly.spelling
words or following.instructional procedures. The verbal/social

reinforcement was for effort and participation and was not task specific, °*.
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. -For these four subjects it was not thought necessary to employ
an extrinsic reinfdrcement system as they were-cooperative and appeared
to_enjoyithe experience, If the study Were to be repeated, however, a

. S : , R o

reinforcement plan contingent upon correctly spelled words would be;
'“inplemented. This system would‘focus on following the practice steps
more consistently and correctly spelling and checking over words on .
~cumnlative tests,  All of the- subjects were careless about maklng sure

s were spelled correctly. They frequently began words qu1ck1y,

y crossed them out, made the same error agaln, crossed it

L]

out and finally would say they didn't remember the word They often

forgot to spell the word ont loud,agaln or loock carefully after their
attempts on cumulative tests.‘ This type_of'behavior’resulted%in ‘
inconSistency frcn‘day.to day, spelling wordsacorrectly one day,
_incorrectly the next, then being annoyed:about having to review words
‘they felt they knew, Variability and J'v.inpnlsivityuwere frequently
ex&ibited and a reinforcement system may'naye eliminated scme ofcthis'
type of behavior. | , C

Charting correct words on a visual,display, and some extrinsic
relnforcement for cumulatlve growth and. change would also have been -
approprlate. These-students were not 1ntr1ns;cally motivated to correctly
spell words, espec1ally words which were challenging for them. -At that |
point 1n thelr school’ careers, it may have been beneficial to 1n1t1ate
a feedback system whzch would have focussed on’ learnlng style and .coxrrect
.ccnmﬂetion of speczflc tasks, in this case spelllng words,

Another reason why a relnforcement system ‘may have been useful -
was the progresszve deterloratlon of speczfic attentlon and dlrectlon

T

following in the self-instruction conditiqn over time, ,For the first



Few days following training, the students were very careful to follow

the procedures exactly, Over time, however, the steps were less

ey

rigidly followed, ,Contingent intermittant reinforcement for follQWing

\
\

‘ {
the. procedure as well as spelling words correctly on. cunulative tests

may have increased the care and attention given to-the instructionai

formats, A decrease in performance due to progressively deteriorating

A

learning style would likely be seen,

Other considerations. As the first two:days were devoted to training

i

the self-instruction procedure,vit was possible that the suhjects had
more familiarity and interest in this procedure., They were given"verbal
reinforcement for'working properly, learning‘steps and attendino to the
trainino procedures, 'No direct training‘wasfnecessarybfor the direct
inStruction-procedure,'and therefore the subjects had two inore'days~

of familiarity with the self-instruction steps., Although-thevFVere
essentially the same, some interest or personal motivation may have
influenced their ability to use'the self-instruction formats. Taking
an active interest in their ‘own learning, as taught during the pre-l
instruction sessions, may have had an effect on the results of this
_study. v | >

When interviewed regarding their interpretations of this research,

all the subjects stated they enjoyed the self—instruction procedure
best because they could go faster and,didn't have to wait for the . ;:
experimenter to say what to do because they already knev what to do,. |
They also felt that this was a good way to practice spelling words and
'indicated they would find this method helpful for hard words in their
‘ classrooms. As mentioned earlier, however, without same reinforcement

szstem, it is likely that the complex steps and 1engthy procedure would

not be followed conSistently over: time. -

93
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Because
3
not call for covert selﬁyrqggruotidn E :any large degree. Many self-

1nstructlon programs have E§§gcted st; $s" to’ study procedures or

SR
~\

attend to learnlng taské sxlengly, by lnternal dlalogue. ‘In this way,\
.thls program dlffers from the usual self-instruction program. As

. the subjects were requlred to speak out loud ‘and spell words orally,
‘the experlmenter was in a better pos;tion to evaluate how well they
were follow1ng the desmgnated formats. As mentioned earlier, a
problem Wlth some self-lnstructlon programs has been assessment of

‘the student's actual behavror durlng~the program. In terms of spelling
-'_principles,'the child in a program such as this is getting'the oral
practice and audjtory feedhack.as well as visual stimulation required .
for a multisensory approach. In terms ofdself-instruction,'the.teacher ‘
or‘experimenter always knows howathe student is performing the task
band llttle is left to chance or wonderlng if the student 1s)act1vely

,.studylng the a551gned word

”Classroom-Use. The effectlveness of this chalnlng and practlce procedure

' for umfamlllar spelllng words was apparent, As with any study carried
out"in a small offlce on a one-to-one ba51s, however, a dlfflculty
wlth generallzatlon of results to the classrt:nlmmst ‘be’ addressed.
The procedures themselves'were'found to.be quite‘suitable for classroom
':use and would not requlre much time or effort to 1mplement.)

The self-lnstructlon strategy has the advantage of allowrng
_students to work at thelr own speed and level.‘ Students enjoyed the
g fexperlenCE, and it is efficient in terms of teacher tlme.' W1th a

mlnlmum amount of organlzatlon, students could work for 10 to 15

minutes 1ndependently on new or review spelllng words and the teacher

F



wouid need~only serve‘as;a‘monitor and reinforcer, Each 'student would
,rEquirebtraining‘and procedural information, but could work witnout
direction following.the initial instruction. The problems to be
addressed would include type and mount of externpl relnforcement,'
n01se 1eve1 of the classrocm, and a, way to glve mastery and cumulatlve
tests_whlch‘would be dlfferent for each student, The expense in terms

. : 4
_of cost or time to set up, however, would be minimal,

The direct;instruction procedure wou;d be efficient for group
‘instruotion. ‘If a“homogeneous group of students requiring the same
word teachlng and practice were 1dent1£1ed, these procedures could -
easily,be used for a ten or fifteen minut%*session daily. The teacher's
time in'terms of monitoring, mastery tests and cumulative tests would
be reduced .as the group could complete all tasks together, Attention,
correctlon procedures and pacing would be controlled by use of the .
general prlnciples of élrect 1nstructlon described earller. .

—
. Generallzatlon. As. with generalzzatlon or transfer in any educatlonal

situation, it is not to be expected, but-must be taught, As indicated.

.

witn the word caught in this'study, the>student may nottnecessariiy

L . - o :
generalize a learned word or skill to another situation., Just as they
did not spell this word outside the instructional setting, they were
Lnot likely to use‘this type of a study method witﬁout additional
;training and encouragement, "If‘a student was‘expected to use a chaining
practice sequence for studying‘a speiling Qord ‘that-procedure’would ha;e
to be taught, practlced and reinforced in the settlng in which it

was to occur; Furthermore, after words in a spelllng program are

learned, they must be- practlced in creatlve writlng, workbooks, and

other language arts games and act1v1t1es.
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In this particuler study, the students.were'expected to use a
very distinctive and' unusuval méthod of studying~words;- They then wrote
their mastered words on cumulatlve tests and were 1nstructed to orally

say the letters and check the words as they wrote. They had been
accustdémed, therefore, to spe;king out loud as necessary. Little
distraction had been ongoing during the inStructional sessions.

Under those conditions they had learned, and correctly spelled the
word caught on cumulatlve tests.. ‘ ‘ _ i .
Furthermore, althouéh this word had been a difficultone for
the. students, and required more trials than some other 1nstructlonal

words, all of :the students had eventually mastered it during the |

| program. On the two week posttest, again it presented difficulty ror

two students who mede more than one attempt during-the test, butydid

spell 1t correctly. | | |
On the Edmonton Spelllng Ach;evement Test, the 1ndependent

‘measure glven prlor to and also tvo weeks following thls proqram,

" none of the students spelled caught carrectly on the first attempt,

and none spelled it correctly on the second attempt, glven the same

day as the program posttest, . .

v During the Edmonton Spelllng Achlevement Test, the students .
were all together., They did not spell out loud, they d1d not have
the same behavioral set ofvcondltions which had been reinforced during
‘the mstructional sessions, and they did not rectieck the wards in the
| same manner they had begun doing in the program, saying the letters
as they wrote.‘;Although two of.the students spelled the word with
;only a one letter error, which was an improvement over the Lnltlal

.attempt, they dld not appear to generallze the” strategy used during the fl

1nstrqpt;onal program, 5pec1fic direction to do so would be necessary.ﬂ
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This program attempted to teach 20 frequently misspelled common = T -
L it - hd # 1

words. It did not attempt to teach meanlngs, syntax, synonyms or generallzed e

word famllles contalnlng these words. The program was deslgned only S

,,,,,,

. to address a partlcular type of word 1earn1ng.‘ There 1s no 'doubt

that all necessary skills for 1nd1v1dual words are” necessary for .”Z,A'éu;;"

v -

students attemptlng to become llterate adults. It may be, however, that; _

teachlng individual skills 1n a more spec1fﬁc manner, than most spelllng‘ ‘»;f‘ .
M . .

' programs have is a necessary prerequlslte.“ The next task woﬁldabe *o ﬁ;.,y

1ntegrate 1nd1v1dual skalls lnto a.sequenced comp051te of word L a; !

N -

knowledge. In thlS way, the teacher. could bé sure, students have acqulred '
ot

all the necessary subskills to better meet the challenge of sﬁelllng .

‘ . ';'L: B Y
o
procedure used 1n thlS study

was benef1c1al for learnlng and malntalnlng new‘spelllng words. ~lt

for academlc and vocational success. w.ﬁf
0&

Future Research, The self-instructi

~

'was, however, influenced by the presence of ‘the researcher durlng the

lf—lnstructlon strategy, at 1east to same extent.

1nterest1ng to repeat this research, but on self-instructlon days the

-~ “'\

»experlmenter would be absent.i Furthermore, to’ make a ‘more ecologlcally -

1.

© valid point, carrying thls study out in a. classroom would be of 1nterest. f'.f;_

Malntenance of the rlgor requlred to follow these;ff

‘may be 1nf1uenced by the complex array of dlstractlons 1nythe'average l;f?‘ﬁ

\ ‘vd° ¥

classroom. The use of dlrect 1nstructlon formats emp&oyed 1n thls studye

could also be attempted w1th small groups to assess thelr'usefulness. .~“_A”q.w4
The use of a relnforcement system and faster pac1ng should _;?”ﬁjf

be dssesse, Equal opportunlty for learnlng ‘words per unltrof tlme may PRI

-
s M

also be con51dered. If the amount ‘of. t;me one 1s exposed to 1nd1v1dual

it A--.

words is 1nf1uenc1al, the teacher could better ‘Plan an 1@\__}dual

t
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spelling program according to time required for specific students,
Subject 4, for ekémple, learned the twenty words rapidly and could

have learned more, however, Subject 2 learned words much more slowly.-

. These StudehtéAshduld not be expected to follow the same weekly spelling

sequence;‘as they obviously learn at different rates., In many schools

these students, being in the same classroom and at approximately the

~same level in spelling achievement at £hap time would be expected to

complete the same assignments, Thisipoint further supports the
ad?antages'of single subject research and the evaluation of individual

learning stjles for exceptionai learners. Development of sequenced,.

. - Y

effec‘ive instructional strategies for children who are experienéing

academic difficulties will hopefully;,over time, eliminate the high

number of students who are currently not benefitting from ﬁréditiqnal

N

. ‘educational experiences.,
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Appendix 1

Edmonton Spellihg Achievement Test Grade 2, Form A

play - N music

will : export
you L : digging _

‘he . o uncle - S

ran R . -dairy '

snake o ...shadow

yellow R " their

very o * -interesting

lots . ' plastic

.wanted ' mountain

kind . B . else

‘pretty : "electric ‘
" doors. . . traffic - S .

when - @ o " rough o '

called A : " caught

blue - . - " division .

swimming juicy

beginning ' R -

N . .
- - \

‘109



Appendix 2 ‘
Pre-Instruction Words

Tested on Two Occasions

-

because ain’
“would didn't
‘straw holiday .
goes scared
friend ’ .ghost
‘when' . morning
went . nobody
they . . summer
little . through
nice, where
~wants another
"said finally
like know
after beautiful
there heard
then - caught
teacher evetyone
sometime cHief
wheels . grabbed ,
about outside
7

f},

N
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Instructional Word Banks
Word Bank 1

'eQeryo@b

whe@ds
clothes
many
listened

* caught

beautiful
nobody
straw
ghost

* Appehdix 3

<7

Word Bank 2 -

because
chief

finally

didn't
course
would

- heard

through

" holiday

scared

Y

~
e
Fe
e
L3N
%
N\
b
¢
:.'«;)&'



