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one ch11dren S concepts of word: spoken word'consc1ousness, - /

~The purpose of th1§ study was to exp]ore four aspects of grade/

/

- ¥ -
- . awareness of the speechfpr nt relat1onsh1p, awareness of v1sua1 word

boundaries, dand written word consciousness. ‘This study also

investigated a possible correlation for each of three of these

aspects (spoken word cdnsciousness; awareness of the speech-print

_relationship, awareness ﬁ»visua] word_bodndaries) with reading

ach1evement sex and age. A four- part 1nstrument the Concept of a .

- Word Test, was used to co]]ect student responses. re]ated “to each of

- the four aspects of conceo of a word t “e“\v

-

The student samp]e cons1sted of GOVOh?Xd:‘FLS ,  ninetc1assrooms

hye dedgliv girts ana

10 boys in each of three reading ach1ev ent Qrou?

in a 1arge urban A]berta school systqgi;,

(1OW- average,

h1gh), random]y selected on the bas1s of the Gates-MacGinitie Read1ng

Tests (Level A, Form 1), Nine of the 60 ch11dren rece1ved a11 parts

of the Concept of ‘a Word Test wh11e the rema1n1ng 51 comp]etedron1y,

. were used for statistical analyses.

the'parts'for which scafes could be determined. This test was
individually administered'to‘each child near the end of. the e{ghth_'
month of the grade one year. . Jhe responses of the nine cni1dreanere

reborted.descrjptivé]y and the scores obtajned for the 60 children

.
»

Although the responses of the nine children varied, most of the

chi]dren-tended to equate a- word with—an object and/or an action or
1 3

with saying something and did not see the word as an abstract ent1ty

Contrary to previous research f1nd1ngs, the function words were more

[

ABSTRACT o f f -



ofteh recognized‘as words than wer the‘verbs A. few of the children

conventional manner,

A Pearson prdduct4mom nt correlation indicatedfa positive

relationship between each’of three aspects (spoken word consc1oqsness,,

awareness of the spéech print re]ationship, awareness of visual word
boundhr1es) of the g*ade one ch}1dren S concepts of a word and the1rﬂ
feading'achievement;\ A two-way analysis of variance indicated : |
sfgnificant differencLs-among the read{ng achievement éroups on

" awareness of t e speech- pr1nt re1at1onsh1p and on éw’?eness of

: v1sua1 word b undaries|. The Scheffé Mu]t1p1e Compar1sons of Means
indicated a ignificant dlference between the low ach1ev1ng readers
‘and the average and h1gh ach1ev1ng readers on awareness of
print re]ationsh1p. There were s1gn1f1cant d1fferences among;ﬂ;, T%
.the ihkée gfouds»on awareness of visual word bodndarjes.
$mplication$ for beginning reéding‘jnsfruc%ion and fof.fprther
reseekeh were euggeéted} o v

.
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_Chapter 1

INTRODUCTION
\ {
. Six year o]ds'brinﬁ'a SOphfsticated spoken-language system
7 to the first grade classroom. In learning to read, however,
‘ children must first discover how elements of this 1nterna11zed
':‘fﬁ - linguistic system are represented «in writing. They must

effect a match between components of their spoken 1anguage
" and the forms on the page. ' (Morris, 1980, p. 97)

‘ Trad1t1ona11y, read1ng 1nstruct1on has cons1sted of an accumu]a-
© tion of- teach1ng pract1ces based upon the nature df the read1ng

process as seen from an adult perspect1ve with Tittle regard to the . -

.'f‘ perceptions children have‘toward readmng and 1earn1ng to read. In

) he]ping to effect a matchvbetween the spoken and written 1angoage of -

chfldren, it WOu]d seem most efficient to oase pegiﬁning reading and

'wr1t1ng 1nstruct1on on ch1Wdren s ab111ty to use spoken 1anguage as

’welllas on thejr\concepts of.]1hgu1st1c terms,and know]edge_of the
conventions.of prinf. One such condept'woﬁﬁd be the-chi]d's under— n

" standing of'é word. - - | | -

Henderson (1980) confends that ™an understending of what chderen
know aboUt words is croqiafifor efféctive ins£EGCtion in reading and
;wnitﬁng“'(p 2)' 'A1chough he admitS‘that children 1earn 1etters and
. words d1rect1y from exposure to written ]anguage Henderson c1a1ms
vthat what they can 1earn "depends upon the conceptua] framework they
bring to the task" and that ”a]most any methodo]ogy is likely to
succeed“ if “1nstruct1on\1s-paced to the child's underlying -

conceptual grasp" (p. 2).. T
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That the beginning reader first needs to learn'that there is a

—.'correspondence betWeen speech and print'and“then more specifically |
. what the correspondence ‘between a spoken;word and 1ts pr1nted

'corre1ate is, has been suggested by many researchers

In 1937, Ruth Strang stated that "one of the first steps 1n
acqu1r1ng read1ng ab111ty is to 1earn that printed words have mean1ng

and s1gn1f1cance" (p 285) Magda]en Vernon (1960) concurred w1th -
J»{ -

’~Strang by spec1fy1ng that the beg1nn1ng reader shou]d "learn that

printed symbo]s do represent the words wh1ch he uses in speech" and
that\"1t seems essent1a1 that he shou]d reach this stage before
tryﬂng to proceed further" (p. 188). . | \

i '
In addition, the reader must be able to'1 arn to integrate’ under--

. stand1ng of print 1nto h1s* knowledge of,langu ge so that_re]at1onsh1ps -

™,

_betw!en'speech and print are identified. 'In's réSsing(these under- :

standings more recent]y, Ehri (1978) has made statements beyond those’

,of Strang and Vernon.

, The begfhnqng reader appears to. possess the phonp]og1ca1
' ‘syntact1c, and semantic equipment needed to process the
meanings of printed sentences whose structure and content -
are familiar to -him in speech. What remains for him to
Tearn is how to integrate printed language into his.
~1inguistic system so that he can use his know]edge to
'1nterpret graph1c ﬁags.

.. . if printed language receives prior analysis into’
sequences of abstract word units whose linguistic
identities are recogn1zed then its spoken form becomes
evident and sound .values can be related to letters where .
there exists correspondence;& ‘This suggests that what
the beginner needs to learn is. how to convert graphic cues
to recqgn1zab]e words (p 10) .

g

i~

*For the sake of readab1l1ty, he 1s being used in p]ace of the
awkward he/she ‘ , - ’



In particular, Weintraub (1971) proposes that the visual
percebtﬁon of a word as a unit in the text is essential to beginning

- reading. .

P0551b1y children do not learn to recogn1ze words because
they -do not understand that words are printed as units.
‘Often they fail to match written with spoken words because
they are unaware that words are bounded by white spaces.
Bes1des ‘they may confuse letters with words. (p. 192)

‘.Clay (1969) when address1ng herself to readrng errors and the

'fdevelopment of se]f correct1on4behav1our in beg1nn1ng readers

- 7,e2pressed a s1m11ar view.

4 dSomehow the word unit must be 1so]ated from the flow of
ﬂ eech and matched to a word pattern located in the text,
’ s\Rsu]tmg in a-sequential cosordinating of v1sua1 Tocating
and speech 1mpulse (p. 53) _ .
It would seem then that a]though children have a soph1st1cated
‘oral 1anguage children 1earn1ng to read must understand that there
is a ‘correspondence between ora] language and wr1tten language and
must understand the nature of th1s correspondence ' The1r concepts of
a word both 1n speech and wr1tten 1anguage are based on their under- _

standing of the speech-pr1nt re]at1onsh1p which 1s»a prerequ1slte to

being able to convert graphic cues to recdgnizable words. .
/ /; o .. ' ‘ » ". o

Prob]em

' Current research (Down1ng, 1970a, 1970b, 1976; Down1ng and
;011ver, 1973- 1974 “Johns, 1977 1980 M1ck1sh 1974- Horr1s 19805
'Rapandropoulou and. S1nc1a1r, 1974; Reid, 1976 Temp1eton and Sp1vey,
1980) makes it c1ear that a]though grade one ch11dren come to school
'-w1th a soph1st1cated 1eve1 of. 1anguage fluency, they are ‘not prepared

- to deal with the 11ngu1st1c terms andrconcepts associated with



beginniné reading andiwriting instruction. Children pass through an

initial stage of "cognitive confusion" before they are ‘able te”

understand the technical jargon of the "reading instruetion’register"'

.(Down1ng, 1976) One 1mportant concept ch11dren must acquire is that
of a word. Goodman (]977) notes this when he says, "it 1s no great
breve1at1on to f1rst grade teachers that ch11dren frequent]y do not
have any 1dea what words are" (p. 32). Due to the 1mportance of ,
deve]op1ng ch11dren S .awareness of the one-to-one correspondencea’
’ between written and spoken words, 1twmu1d be benef1c1a1 to investigate
further grade one children's concepts of -a word. B} investigate is
_'meant to descrlbe grade. one children's concepts of a word and ‘to
explore the relationship of the1r concepts of a word to read1ng
‘ach1evement age, and sex. , N ' |
Because children advance in their know]edge of words through
conceptual stages (Henderson, 1980) and the. concept of "the word"
_hundergoes faklong~and slow e]aborat1on" (Papandropou]ou and Sinclair,
1974, p..249), it is clear that the first grade teacher cannot assume
that all the children will understand'himJWhen he ta]ks about words

and their printed representation. Also, it cannot.be assumed that

these concepts can be,taugh~ quickly and easi]y{/especia11y since .
fprintedeord units do‘not‘ orrespond to the way the chi]d thinks
‘the utterance‘shou1d-be‘div’ded“ (Holden and Machnitie,‘1972,

p. 556). For these‘reason y an understanding of the,concepts
children have of‘a word j crucial -for p1ann1ng effect1ve curriculum

and 1nstruct1on in read1 g and wr1t1ng

As a result, the problem addressed by this'study was to describe



grade one ch11dren s concepts of a ward and to explore further. the
relat1onsh1ps of the1r concepts of a word to reading achievement, .

age, and sex.
Purpose
The purpose of this study. was to‘descrfbe grade one children's
concepts of what“a.word is and to explore the relationships of their
concepts to réading.achievement (as determined by the Gates- '

r——

MacGinitie'keadinngests), sex, and age. .

The f0110w1ng quest1ons were posed
1. What concepts of a word do grade one ch11dren have’ -

2. How do these concepts d1ffer?

3. Do these concepts differ on the fo]]ow1ng foun aspects:
| a. Spoken word-consc1ousness . ,“
.i‘« b. Awareness of the speech pr1nt re]at1onsh1p
I.c;v Awareness of visual word boundar1es
-d. ‘Written word consciousness?
4. . Is there a significant relationship between the first three
aspects of—grade‘one children's conceptS»Of.a'Wond'and:\‘
A a. -Reading achievement
b. Sex | . o | S
A .
c. Age?-
5. Do pdpi]sllearning‘to read in grade one and grouped by
- reading achievement,.differ‘signifiCant1y'in the first three'aspects

of concept of a word?

P
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Définit1ons

Ward ' - a speech utterance which cénsiéts of a base form,
and which may or may not E”Qcéombaniedfb& one
or'more affixes. SuchAagbeech:utterance

symbo]izgs é.particu1ar meaning_and may not be
subdivided without Tosing meaning (Hilson, 1973,

‘: p. 3). In print, a word may be distinguished by'/

the space precedfng and fb]]bwing-it. |

QggSng. A - a mental impression generé1%zed'froh_particu]ar.

eXperjences_whfch can be.modified or refined as

a result 6fvfurther experiences (McLaughlin,

1978, p. 4).

Low achieving - a student who scores more than one standard
reader e ‘ : ‘

R N L .
deviation below the mean on the Gates-MacGinitie,

Reading Tests.

Average achieving - a student who' scores within and including one
reader . : ' o

_standard deviation of the mean on the Gates-

MacGinitie Reading Tests.

High achieving - a student who scores more.than‘oné standard
reader ’ '

deviation above the mean on the Gatés-MacGihitie

 Reading Tests. @

; .. Research Question and Hyootheseé

‘ The following research question was formulated from questions
one, two, and thrée posed under the Purpose.

' gwilT there be differences in four aspects (spoken word

S



’ | *
~for which scores for spoken word consciousness, awareness of -

consciousness, awareness of the speech-print relationship, awareness
of visual word boundaries, written word consciousness) of grade one

children's concepts of a word which can be observed, and‘reported

¢

descriptively? The analyses will not be formal statistical analyses.

.

-~ The following two research hypotheses were formulated from

ouestions four and five respectively, posed under the Purpose,

the speech—print‘re]ationship, andiawareness.of visual word,
boundaries could be obtained for statistical analyses.
1. There will be a positive sfgnificant re]ationship between

grade one ch11dren S concepts of a wqrd, measured by their scores

. for spoken word consciousness, awareness of the speech- pr1nt

re]ationship, and awareness of visyal word boundaries, and:

a. Reading achievement -
b.- Sex -
\ C. Age.

2. There will be significant differences in the scores of

.grade one chiToren,'grouped by reading achievement,Aon each of

three aspects (spoken word consciousness., awareness of the speech-

'pr1nt re]at1onsh1p, awareness of visual word boundar1es) of concept

of a word. That is, the higher the ch11dren s reading achievement
the greater will be their spoken word consc1ousness the1r awareness
of the speech pr1nt re]at1onsh1p, and their awarenessof v1sua1 word

[

boundaries.
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Experimental Design

Level A, Form‘l of the Gates-MacGihitie Reading Tests was group

administered to each of nine grade one classes from a large urban

Alberta school system. After calculating the mean and standard

deviation, the children were gﬁbuped as low, average, and high

achieving readers on the basis of sex and the results of the Gates-

MacGinitie Reading Tests. Ten girls and 10 boys were randomly f

selected from each of the three reading achieVement groups to give \Q

‘a total sample of 30 girTs and 30 boys. The chi]dren's ages were

recorded from a computer print-out provided by the school system.
The 1nvest1gat1on of grade one ch1]dren s concepts of.a word

i
was carried out through the Concegt of a word Test a modified four-

part composite of 1nstruments (Tests A, B, C, and‘D).used in four

feséarch_studiés (Mickish, 1974; Morris, 1980; Papandropoulou and

-Sinclair, 1974; Templeton and Spivey, 1980)v(seeprpendix A).

There wasn't a one=to-one correspondence between Tests A, B, C,

and D and each of thbseAuéed in the four studies. Test D was

.‘deve1opedAby the researcher.

‘Test A assessed awakeneSs'of.Spoken words'in isolation, asked
for a definition of a word, and asked for an example of’a long, a
short, an easy, a hard,'and an invented word. Test B assessed
awareness bf the speech-print, refétionship based on fouf measures:
ability to point tq Words‘as one reads aloud, abi]ity‘to reéognize
individual words wfthin a single line, ability éo recognize |

individual words within a four-Tine poem, and ability to learn sight :

words from a short reading experience.- Test C assessed awareness of

Ly



visual word boundaries. Test D assessed consciousness of single words
‘and their features when written in sentence context.
A pilot study was conducted to refine the wording of the

'quest1ops on the Concept of a word Test to test adm1nlstrat1ve

procedures, and to determine approx1mate times needed to complete
the various tasks.

A1l the children in the sample of 60 were individually
administered Test B'end parts of Tests A and C fop which scores on
spoken ,word consciousness (Test A), awareness of the speech-print
re]ationship (Test B), and awareness of "visual word boundaries
(Test C) could be obta1ned‘(see Appendix C). The scores from these
tests were tabulated for each'child and wene'analyzed Statistica]]y.’w
For‘research hypothesié one, the scores for:each test were correlated
- . with reading achievement,lsek, andfage.‘ For research hypothesié two,
a two-way ané]ysis of variance (reading achievement by sex5 was carried
outito Qetermine if there were significant differences enong the
three readiné achievement gfoups‘or between the girls and the boys
‘on the three‘aspects'(spoken word consciousness, awareness of the
speech pr1nt re]at1onsh1p, awareness of visual word boundar1es) of
concept of a word. Whéﬁb significant differences were found, the
Scheffé Multiple Comparisons of Means was used to determine the |
spec1f1c source of the d1fferences | . _

Nine children in the samp]e of 60 were 1nd1v1dua11y adm1n1sté§§d

the complete Concept of a Word Test (that 1s,.a11 parts of Tests A, . ‘;//*

B, C, and D). In addition to scores from Test B and parts of Tests

A and C being obtained, additional information was_e]icited about each

S . s R OSSR S K A e K M
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child's concept of a word by having him give an exp]anatjon of his
answers from the scored parts of Tests A and C as well as resppnd to,
further questioning about spoken words (Test A), visual word boundaries
(Test C), and written words in a sentence context (Test D) (see

Appendix B). These responses were reported descriptively to answef the

research question.

The session with each of the 60 children was tape-recorded.

Assumptions

'Certaiﬁ assumptions underlaid this study. It was asSumed that

all tasks in the Concept of a Word Test were investigating aspects of
the children's concepts~of a word. It was also assumed that each of
the nine children selected to perform additional tasks and provide
.exp]anations‘wgre ab]é%to verba]izeAtbeir concepts of a word

adequately enough to supply the examiner with the data needed.

<5

Limitations and_De]imitations

Not all aspecté of concept of a word have been;exp1ored. Othef
 aspects not identif{ed or systematically measured,'ﬁay be e]emenfs
confounding present results. A1§o, this study did not control for
variations in reading programs USed by the teachers in their class-
rooms; Some prbgrams may have helped to develop the chjad's concept
of a word more than others. Ana1yses\of the data not statiStiéa11y
treated involved more ;ubjéctive judgements than the data for which
vgcoreslcou1d be determinéd{ Last1y; each child's level of cognitive

functioning (preoperational, transitional, concrete operational),

/‘ . ' - e RN BT B,



which some researchers (e.g., Papandropoulou and Sinclair, ]934;
Templetoa and Spivey, 1980) have found to be related to children's

concepts of a word, has not been investigated as a separate factor.

Significance

The findings of the preéént study may have some generé]izabi]1ty
to beginning reéding instruction of grade one children in similar
populations in that information has been provided which can assist
teachers in planning more effective curriculum and instruction in
reading and writing. Teachers may be encouraged to examine assumptions
made about beginning readers' knowledge Of‘linguistic terms in
published reading ﬁrograms and in their own classroom work. More
specifically,‘h91ping children to develop a concept of a word may
assist them in benefitting from formal reading instruction and -

in particular, in the analysis of words into their phoneme-grapheme

parts.
Overview

The remainder of this thesis is divided into four cHapters.
Chapter th is organized into two sections. Secti&n one offers a
discussion of the development of linguistic awareness which includes
comments about word perception. Section twd reviews the Titerature
related to various-aSpects of children's cbncepts of a word. Chapter
three presénts the design, sémp]e, instruments, procedure, and ‘
analyses used in the study. Chapper four reports and diséusses the

findings relevant to the rgsearch question and the two research

e BRSO A e T T e e S,
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hypotheses. Chapter five provides a summary of the study and its
findings, coné]usions. implications for beginning reading instruction,

and suggestions for further research.

12



3Chapter.2
o o ‘} B .REVIEW'OF THE LITERATURE
B AR S L
Th1s chapter w1TT rev1ew the T1terature relevant to th1s
invest1gat1on of’grade one'cthdren s concepts of a word IncTuded
| are wr1t1ngs d1scuss1ng thgpret1caﬁ backgrounds 1mportant to th1s . |
‘study and research pert1nent to the soTut1on of the probTem under

o \u . . o . !
cons1derat1on Ei R ' B »

The f1rst sect1on of this. chapter will deal w1th the deveTopment

“of T1ngu1st1c awareness and will’ 1nc1ude comments dbout word percep—

tion. The second sectlon w1TT rev1ew research which has” 1nvest1gated '

‘-,3 various aspects‘of ch1Tdren s concepts of a word,_ word consc1ousness,

f’the,speech-printTreTationship,'and?segméntation{of'speech and print.

]

fDeveTOpment-of'Ljnguistic Awareness

'Chderen'who'are beoinning.forma];readinobinstructfon are'faced )
,wichWhat bowning-(TQ?é)Ihasitermed’the““readfng instruction‘register”
s;or “the spec1aT Tanguage used to taTk about reading and 1ts reTat1on—’
ship. to speech" (p 763) The ch1Td s ab1T1ty to understand th1s
.J"read1ng 1nstruct1on reg1ster" has been termed meta11n9u15t1c
’Tawareness“ (Cazden 1972) Invest1gat1ons by Reid and others, to be

‘.reported Tater have 1nd1cated that ch1Tdren have not had - to

.A.consc1ousTy anaTyze speech pr1or to formaT read1ng 1nstruct1on and.
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register." 'AlthOUQh'metalinguistic awareness usua]ly develops as~

ch11dren try to make sense of read1ng 1nstruct1on, some ch11dren ‘are

D unab]e to understand the "read1ng instruction reg1ster“ and rema1n in

“a state of 9cogn1t1ve confus1on (Vernon, 1960) , 1agging behind others

1n the1r read1ng ach1evement. ‘
This sect1on is d1v1ded into three parts. Theffirst part'dea1s

w1th word percept1on as 1t relates to children's concepts of a word.,

§ The second descr1bes the growth of cogn1t1ve c]ar1ty from a state of

cogn1t1ve confus1on while the th1rd d1scusses meta11ngu1st1c awareness

of beg1nn1ng readers<and presents some relevant research.

5

WOrd Percept1on
The fo]]ow1ng tomments are 1mportant to the present study in

that several factors 1nvo]ved 1n word perceptxon may contr1bute to

o

the prgslems young ch11dren exper1ence when they beg1n forma] read1ng

. _1nstruct1on and are requ1red to consc1ous1y 1dent1fy individual word

un1ts.“

’

Johnson (1965) v1ews the percept1on of a pr1nted word as

1nvo]v1ng three stages The v1sua1 sensat1ons rece1ved are first

‘ 1dent1f1ed as being representat1Ve of a word and then representat1ve

of certa1n speech sounds. F1na1]y, ‘the word 1s perce1ved as a- symbo]
of the 1ntended mean1ng Accord1ng to Johnson,’"to reach th1s final

stage, the reader 15 obv1ous]y man1pu]at1ng the present sensory data

~and images or memories from his past exper1ences in the context of the
' sett1ng of the word unt11 he has arr1ved at a mean1ng wh1ch is
sat1sfy1ng to h1m" (p 70) Recogn1t1on can be a1most 1nmed1at$, as

: w1th fam111ar words, or may requ1re cons1derab1e effort Because the

14



hvfocus of the\present'study was re]ated to the first stageiof word
Aperpeption as deséribed_pytdohnsdn,‘ednmon, familiar words were used
in the'testing'1nstnuments‘t6 fact]itate eomp1etion of the pehceptual
~act. It was expected that the present study would show that ch11dren
are at d1fferent stages with different words and that they use a11
- these stages. For example, a ch11d is probab]y at a h1gher stage of
word percéption with a word that he knows well than w1th an unfamiliar
word. 1 |
» The preschoo] child demonstrates an 1ncreas1ng understanding of
~his 1anguage by the soph1st1cated manner in wh1ch he speaks Such
| studies as by Clark (1980) and Slob1n (1980) provide evidence that
° ehi1drenfbegin to reflect on Certain'aspects of ]anguage as earWy'
as age two. A]though the preschoo] ch11d is aware of language at an
'unconscidus 1eve1 "1t is no way apparent [to h1m] that 1anguage
: eonsists dfiwprds, that words vary in lengthﬁ.or,“that words are
» bui}tvup fromapantS“'(ﬁundberg,'1980,-p;>84).. The.ihmature‘word o
’ coneept'of‘thé preseh601 child has been notedlby’many tesearchens\
(e. g. ,'Honen»and MacGinftie 1972- Huttenlocher, 1964; Papandropou1ou
‘. and 5161a1r, 1974 Temp]eton and Spwey, 1980) prov1d1ng ev1dence

that children will have d1ff1cu1ty consc1ously segment1ng sentences

1nt0ccomponent‘words, Pecause ch11dren are at various stages in the1r'

understanding‘of a word, it was assumed by'the'researthen that some-
of the;gkadgione,children in theapresent study.wou1d‘he Tooking at

' words'11ke preséhoo]ers Whiledothers‘would'have a more.sophisticated'
view‘of wonds. Innaddftion,'thehe are ahnumber:of'factors'which

contribute to the difficulty of learning o segment 1anguage7into'

15



' ° N :
" words and to becoming aware of words as units.

A discussion of the factors which may contribute tobchildren'S»

difficu]ty in conventional word segmentation has beeh apt]y'

: e&pressed’byVWiTSOn (1973). The fo]]ow1ng review of these factors
- 1is based on her perceptlons

‘ One such factor may be the residual effect of early ch11dhood
percept1ons. During the early stages of 1anguage ]earn1ng, qh11dren
respond to speech syncretica11y.‘-"1n penceotion,;in'thinhing; and in-
activity, the child tends to merge the most diverse elements into:one ”
unarticu]ated.image on the strength of some chancevimpression" e
- (Vygotsky, 1934/1962,_p. 60). Just as‘there is 11tt1e‘differentiation
: of objects, people, actfons;vand feelings, speech utterances reflect

" a Tlack of consistency in.thought and an Unstab1e,juncomprehensfve
view of re1ationships:’ ﬂiIson (1973) notes two principal consequences
“which may resu]t at5this stage. One is ‘that speech utterancesmare

not perceiueu}as\consisting'of separab]e word units'because=it is-

the sound contours and 1ntonat1ona1 patterns of sentences that carry
" meaning at th1s ]eve] rather than individual words If this is so, _
‘there w111 be young ch11dren in th1s ‘study who are 1dent1fy1ng parts
of sentences and even who]e sentences as words Secondly, the'ch11d~’
‘constructs.h1s own primitive perceptua] schemata based on his own
varied experiences and one or two features trom a number of relevant
i or‘n0n:re1evant‘features. w1th‘an increasing ability and desire to -
adapt his:pr%mftive schemata to conventfonal,-adu1t schemata, the
chi1d:s:perceptions will bejreorganized and refined. ' Although the.

cbi]d Wii] begin to distinguish words as Separate units, such analysis



- beg1nn1ng of forma] read1ng 1nstruct1on S

s

”

may not be complete upon grade one:entrance to school and the
Y7

" In add1t1on different word ‘classes W111 emerge as a perceptua]

"'word" category at d1fferent times. A]though the child may be beyond

' the syncret1c level of thirking, the process by which he forms

genera11zat1ons only resemb]es the conceptua] th1nk1ng of the adult.

~ R

Vygotsky (1934/1962) has descr1bed the transition from th1nk1ng in
comp]exes to true concept format1on as pseudo- concepts

Pseudo-concepts predom1nate over a]] other complexes in the
preschool child's thinking for the simple reason that in . .
.real 1ife complexes corresponding. to word meanings are not
spontaneously developed by the child. The lines along which
a complex develops are predetermined by the meaning a given
word already has in the language of adults. (p. 67)

In an experimental setting, the chi]d'produces~a pseudo-concept when ..

he "surrounds a sample with ‘objects that could just as well have been

'assembled_on'the\basis of an abstract concept" (p. 66F. A Child may

form a complex on the.basis'of wotd meanings supplied by an‘adu1t, s

but because he is not-ao1e to 1mitate the thinking process invo]ved

in understand1ng the concept, the child may m1s1nterpret ‘the semant1c

‘components of a word, or, may m1s1dent1fy its syntactlc functﬂon For -

v examp]e a ch11d who correctly says, "the glass broke may also use

'broke' in an 1nappropr1ate manner (e.g. ,‘"H1s phnts broke") The

‘chi]d{s overgeneca]ized categohy'for 'broke' does not yet match4the

adult concept. and w111 not unt11 the child has added further semantic
features spec1f1c to th1s category (L1ndfors, 1980) At the same

‘t1me a ch1]d whose category for. teeth' semant1ca11y matches that

of an adu]t may. m1s1dent1fy its syntact1c funct1on and say, "B d1dn t

 mean to teeth her arm" 1nstead\of "I didn't mean: to bite per arm,

17
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- that just because the child uses words arid grammatical constructions

perception of words. The fact that young children may view language

18

Lowvcontent words -such as auxi]fary Verbs, articles, prepositions,
and qonjuhct'bns are learned less rapidly and perceived less readily
than high content words such as n0uns.and verbs. "Also, "to assume'
acceptdb]& herhas_a commensorate understanding'of them: is dangerous”
(Robertson, 1968, p. 97). As a result of their varied)ibve]s of.
understanding,“chf1dren‘beginningf;ormal reading instruction may not ~
perceiVe<a1T.words as be]onging to the.category'"word.:

- The conscious separation of utterances into words may also be

obscured by the»phonologica] rules whigh operate across word boundaries.

"We are so accustomed to the rather,rudjmentary ana]ysis.of our speech,

which is involved in our writing system, that we are likely to think

~of it as an immediately_obvious feature of the nature of things"b .

(A]ston, 1964, p. 60). The_spaces between.words in traditional
orthography are baseduupon'main1y semantic, syntactic, and conventibna]

units. rather than identifiab]e pronunciatfon\units (Hockett, 1958;

';LefeVre;‘19é4) Consequent1y, -the preschoo] child's percept1on of

/
:word boundaries, based upon pronunc1at1on un1ts of speech may not

correspond to convent1ona1 segmentat1on of 1anguage ‘nor to an adu]t S
8
as be1ng only part1a11y differentiated into single words may be al

factor in beg1nn1ng reading d1ff1cu1tq§$, since the divisions of n'
|

'words on a page may not correspond to the sound groupings the ch11d

hears and uses" (Stone and Church, ]968 p. 406).

Th1s d1scuss1on of word perception 1s re]ated to the present

study in that there is a close re]at1onsh1p between word percept1on
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~and concept of d word. Such factors as a syncret1c view of speech,
format1on of pseudo- concepts, d1fferent1a1 salience of words and word
classes, and phono1og1ca] rules which operate across word boundar1es

may obscure the 1dent1f1cat1on of word segments in speech and may lead

- to 1naccurate percept1ons about- words in this study A1so beginning @ .
readers w111 be at d1fferent stages of word perception with different
words. The 1nf1uence of these- factors plus the beg1nn1ng reader's
ilack of experience with printed words may be reflected in an 1mmature
concept of a word. | »

From Cognitive Cdnfusion to Growth
of Cognitive Clarity

In her extensive review of all the related research on the causes

. of reading disability,«Backwardness,in Reading, Vernon (1960) concluded
that "the fundamental and basic characteristic of‘reading appears’to

be cognitive confusion and lack of system" (p. 71). In defining
"cognitive confusion" Vernon explains that _ "‘

* The child with real reading disability . . . 'may indeed

have learnt that printed words have some relation to spoken-
words; and, with - a few simple words, he has memorized the

spoken word that corresponds to a particular shape. But he

does not seem to understand why; it might be quite an.
" arbitrary associatioh. He appears hope]ess]y uncertain and
confused as to why certain successions of printed letters
~should correspond to certain sounds in words. (pp. 47-48)
Vernon hypothes1zes that “to make this association: demanéj;a partitu-
lar type of reason1ng process" and ‘that "the fundamenta] prob]em
appears to be a failure in development of this reasoning process"

(p. 48). This "failure in development of this reasoning process"‘
does not only refer to the chi]d's inability to understand letter

- and sound correspondences, as referred‘to in Vernon's definition of
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cognitive confusion, but characterizes éhf reader who "remains in a
state of confusion over the whole [reading] process" (p. 63). Vernon
adds that : : N

It is extraord1nar11y d1ff1cu1t for the teacher or the
psychological investigator to afalyse or to understand the.
nature of the failure. Most children seem to find no great

difficulty in developing the necessary reasoning processes,
provided that they go slowly and are given plenty of help

and practice. These children alone seem to have become
'stuck', and to be incapable of further progress. Thoygh

we shall endeavour to discover something about the nature and

cause of the failure, it cannot be said that anyone fully

understands it.. (1960, P 48)

-

On the other hand Vygo;sky (1934/1962) said, "it is the abstract'r
quaTity of written language tﬁet'is the main stumbling block"
(p. 99). Perhaps it\is the abstract nature of written language
which lTeads to cogn1t1ve confus1on “

Researcb by Re1d (1966) and several. others (e.q., Down1ng, ]970a,
- 1976b, 1971 1972; Franc1s, 1973 Johns, 1980) prov1des ev1dence
thaf cogn1t1ve confus1on in 1earn1ng totread is a typ1ca1,~un1versa1
phenomenoh, bet'it is also evidenf that chi]dren who remain in a
state of cognitive confusion w111 not progress satisfactorily 1n
reading. Accord1ng to Down1ng (1976) ,.

Cogn1t1ve confusion .is a natural outcgme of normal

environmental conditions which cannot be avoided. Speech
is not Segmented into the units which have to be percesived
in learning to read. The act of reading cannot be observed
because it goes on in the head. Therefore children cannot
observe the task of reading and imitate it (although they try
to do so). Nevertheless, cognitive confusjon is hazardous
because our society has_created a critical period for learning
to read. A successful fpeginning must be made at the first
grade level otherwise #he consequences are serious for the
child. Cognitive confgsion, if it persists too long, may

" prevent the -child from understanding the task of learning
to.read sufficiently well to beat the dead11ne of the end
of grade one. (p 764)

A}
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Based on Vernon's description of cognitive confusion in the A
disabled reader, Downing (]971) hypothesized’"that the normal reader
woulq exhtbit; in contrast, cognitive clarity in this 'particular -
type of reasoning process' involved in learning to read" (p. 1]5).

He should understand the cprrespondence between a spoken word and a
written word as we]i-as understand why certain letter sequences:
correspond to certain soUnds in Words it shou1d be noted that
although "there is a phonemic foundat1on for the wr1t1ng system of
English,” the beginning reader has a much more comp11cateq system to
contend with than at f1rst appears (Francis, 1958, p. 449). That
.“the English writing system is highly complex and frequently. |
,inconsisteht" (p. 478) becomes appafeht upon e*amination of the
devices used in Eng]1sh writing, some systemat1c and others arb1trary,
_wh1ch add "to 1ts perceptible but much . distorted phonemic foundat1on
(p. 443). For example, grapheme cqmb1nat1ons used as morphograms
("as unchanging representat1ons of the same morphemes regardless

of morphophonemic variat1ons in the spoken 1anguage } represent a
systematic device used in Ené]%sh which aids in spelling but hinders
'proanF1at1on e.g., mar1ne mariner (p 444) Another examp]e is
the "representation. of phoneme combinations by arb1trary grapheme
combim%ﬁions".such‘as in fair, gagge, and shoe {p. 445)7 .Thus, the
‘nature of'the.EnglishAwhiting system itself may contributelto the
1nttia1 state of cognitime confuston experiegced by the beginning
reader. Downing hypothesized further that the seduence'from an early
state of»cqgnitive‘confusion~to a later stage ef cognitive clarity

in ‘beginning reading should be an obserVab]e deve1opmentaT process.
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Downing (1979) has ‘summarized his cognitive clarity theory in

1.

Cognitive_c}arityfis demonstrated by increased understanding in

eight postulates:

t

Writing or print in any language is a visible code for
those aspects of speech that were accessible to the
linguistic awareness of the creators of that code of
writing system;

this linguistic awareness of the creators of a writing
system included simultaneous awareness of the communicative
function of language and certain features of spoken language
that are accessible to the speaker hearer for logical
ana]ys1s, '

the learning-to-read process consists in the rediscoVery
of (a) the functions and (b) the coding rules of the
writing system; _

their rediscovery depends on the learner's linguistic
awareness of the same features of communication and
Tanguage as were accessible to the creators of the writing
systems; )
ch11dren approach the tasks of read1ng instruction in a
normal state of cognitive confusion about the purposes and
techn1ca1.features of ]angu ge; :

under reasonab]y good condifiions, children work themselves
out of the initial state of cognitive confusion into
1ncreas1ng cognitive clarity about the funct1ons and
features of ]anguage,

although the initial stage of literacy acquisitidn is
the most vita] one, cognitive confusion continues to arise
gad then, in turn, give[s] way to cognitive clarity

throughout the later stages of education as new sub- sk1115

are added to the student s repertory;

the cognitive clarity theory applies to all 1anguages and
writing systems. The communication aspect is univeral,
but the technical coding rules differ from one 1anguage
to another. For instance, in languages [like English]

- that have an alphabetic wr1t1ng system linguistic

awareness ‘of the phoneme is more important than awareness

- of the syllable, whereas in Tanguages with a syllabary

(such as Japanese) awareness of the sy]]ab]e is more
important. (p. 37) .

five areas:. the communication purpose of written language, concept .



of visual symbols, concepts‘oflabstraCt parts of spoken langUage,

the technical vocabulary of language learning, and the decoding

process {Downing, 1971); These five components of cognitive clarity.
are metalinguistic tasks whereby “a child mgst be ab]g»to consciously .
ané]yze language and ;he reading task to demonstrate uhderstanding

“in the five componenfs" (All1an, 1979, p. 26). Two of these

\cbmponents, understanding the concepfs df abstfacﬁ barts of a spoken
language and understanding‘the technical vocabulary of language
learning, are specifica]]y‘re1atéd to the present study which
investigated grade one chderen'slﬁoncepts.of a word., Before a review
of the research directly related to chi]d§en's concepts 6f a word is-
presented, a review of the,research-re]ated‘tb young children's e
metalinguistié awareness of the special terminolagy to ;each.reading
Qi]l be discussed. | |

Metalinguistic Awareness of
Beginning Readers

Cazden (1972) definés metalinguistic awareness és‘"the ;bi]ity
'to.reflect upon lénguage as well as comprehend and produce it"
(p. 303). According to‘Cazden, "metalinguistic*awareness is one
aspéct 6f general éognitivé development” (p. 90) and "as a child's .
1anguagé_deve1ops, s0 does hjs conﬁtfous metalinguistic awarepess of
that language" (p. 86). As stated earlier in-this chapter, meta-
‘linguistic a;arenéss may be used t0 describe a chf]d'S‘ability to
understand the reading instruction‘regis£er, the terminb]ogy used, in
reading instruction. Vernon (1960) has~§ugges£ed that a lack of

metalinguistic awareness may contribute to the cognitive confusion v
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/ .
to make sense of reading

that all children experienée in their attempt
instruction. Cdnverse]y, it seems logical that children who are '
méta]inguistica]ly aware are‘no longer cognitively cpnfused, but have
'brogreésed to a state of cognitive clarity. The following stud{es
confirm the universality of cognitive confusion and thé eventual
progression to cdgnitive clarity in reading and writing and suggest
that a Qroup of begihning readers,?;s %n the present study, will
demonstrate individual differences and wf]] be at various stages of
their metalinguistic aWaYeness of a word. .

-Reid (1966). was one of thetfirsx to explore chi]dren's_thoughts‘
_ about reading anderiting. She conducted three loosely-structured
intérviews with each of twelve, Scottiéh five-year-olds over the
course of their first year of forma1/insfruction in readiné and _'
writing. Reid set out fo-l.

Explore the QeneraT levei of concept formation with

regard to reading and writing as embodied in the 'technical

vocabulary' [the lTanguage available foi talking and thinking

about the activity of reading itself], to follow the growth of

.these concepts and form some idea of the role they may play

in the actual. learning of “the skills. (p. 56)
Inftia]]y, these children had véry vague notions about the nature of
readihg, Reid defected'developmenta] sequences, but poted that "these
' $teps were not easily or swiftly taken, but that children groped towards
the necessary ordering'[of] qTements at’varying"Speeds and with varying
degreeé of success" (p. 61). For example, even after th% third
Jinterview, near the end of the.schbol fear; chi]dren\expréssed
~inexact notions about wr?tten words as.combosed of 1é%ters, word’

boundaries,. or the correspondence between written words and speech.

- The pfesent study explqred further only one term in the technical



vocabulary of reading and writing investigated by Reid (1966).
Sixty Qrade one children weré interviewed after eight months of
reading instruction on their concepts Qf a worq; Aspects investigat®d®
were spoken (Test A) and written (Test D) word consciousness,
awareness of the speech-print rejationship (Test B), and awareness
of visual word bcuﬂé&?&i&”}ﬂlﬁ;wzj.h

Downing (1970a, 1970b, 197];1972) replicated Reid's first’
intervieﬁs, but extended heg stwdy by adding contrete stimuli
(photographs, book, toy buses) and an experimental procedure (25
tape-recorded auditory*stimuli). DoWning's results of the interviews
were very similar to Reid's (1966) findings, confirming that beginning
readers have only vague notions.as tobthe purpose of written language
and are confused as to what activities constitute Peading. In
qddition, they haye difficulty Qnderstanding Tinguistic germino1ogy.
The additional research methods (concrete stimuli and experimental
procedure) produced comp]eﬁéntary ev%dence. v

In the present invéstiéation of gradé one.chi]dreﬁ“g concé&ts
of'a word an expérimental procedure‘was followed in a session with
each child. No concrete stimuli were used. Only words, phrases, or
sentences were presented as éuditory and/or visua] stimuli. '

A study by Francis (1973) confirmed the findings of Reid (1966)

~and Downing (1970a, 1970b, 197];1972) thét‘chi]drén's concepts ogH |
letter and word are confdsed.' Results of the 1ﬁpestigation by
Francis (1973)ﬂéndicated that éhi]dren learned thé concept letter

before word and word before sentence and that these terms were alfiost

'



always related to spelling, reading, and writing and were almost
never related to spoken language. This hierarchica{ order of terms
was also reported by Turnbull (1971) and‘hés recently been confirmed
in a study by A]]an'(1979). Frahcisv(1973) contended that while
children learned the concept "letter" in the process of learning to
read, thelconcepts "worﬁm and "sentence" were derived from the
mastery of reading and writing. Also, it was found that an analytical
approach to.spoken language wasvdeve]oped while children were eﬁgaged
in learning to read. It 1s.this unfami]iarify with an analytical
approach to language as well as the inconsistent and varied use of
terms, rather than the children's limited cognitive abilities and

the abstract nature of the concepts, wh%ch Francis attributed to
causing difficu]ties'in learning to read at the early stages.

A11 of the 60 children in. the péesent’study had received eight
éﬁnths of reading instruction and thus had some experienge with printmt_
and ré;ding. Test A investigated  further children's no:?Lns of a N
spoken word, as did Francis, but Tests B, C, and D were/glso ~
included to assess”the children's concepts of a writt{én word tg
determine if the same confusion existed as with t‘eir no£ipnsmof a
spoken word. | v
| Hardy, Stennet, and Smythe (1974f compiled a list of:57 audito;y
and visual language. concepts used in prereading and beginning readiﬁg.
programs-as well as fnstﬁuctiona] terms used by kindergarten and
prjmary teacﬁers; A test or test item was developed for each congept

and was adminiStered ihdividua11y to 60 kindergarten children (equal

boys and girls) three times during the year-—chober, February, and
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May. A]though a]] of the ch1]dren had been exposed to the concept

' ‘=of word through 1nstruct1on, only 14% were ab]e to 1dent1fy a word

'(, at the end of the schoo] year

Because a11 of the ch11dren in’ the present study had exper1enced

fpr1nt for a year more than the k1ndergarten ch11dren 1n the study by

Hardy et al. (1974), 1t was dec1ded to note whether”the ch11dren in

¥

- the present study wou]d be better ab]e to 1dent1fy a spoken word

(Test A) and to see how successfu] they were at 1dent1fy1ng a wr1tten

o word (Test D)

In a more recent study, Johns (1980) %xam1ned 60 gsgée one :

' fch11dren S (above average, average, and below average readers) .'

‘ A\know1edge of pr1nt re]ated concepts us1ng C]ay s Concepts AbOut

Pr1nt Test (Sand) ; Above average and below average readers appeared _3 l

'to d1ffer most s1gn1f1cant1y 1n "1etter word" and "advanced pr1nt e

concepts," but Johns suggested that some of the d1fferences between '

Lthe two groups may be attr1butab]e to the manner 1n wh1ch the tasks ;
were presented Genera]]y, there were s1gn1f1cant d1fferences in
'each group s concepts about pr1nt wh1ch 1nd1cated a re]at1onsh1p

-between’ cogn1t1ve c1ar1ty and read1ng achlevement The f1nd1ngs'

1nd1cated that factors other than age may be 1nvo]ved in the

;acqu151t1on of pr1nt related concepts

The ch11dren in the present study were grouped accord1ng to

1eve1 of read1ng ach1evement (1ow, average, h1gh) Each group was

,_presented w1th the same tasks A poss1b1e corre]at1on between each

oncept of - a word and read1ng ach1evement was 1nvest1qated

Based on(these stud1es,\1t was assumed by the present researcher‘

(‘
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that the grade'one children in the present study would be at various
levels in the progression from cognitive confusion“to cognitive

clarity in thejr’concepts'of a word,

Children's Concepts.of a Word

The fo110w1ng stud1es are re]ated d1rect1y to ch11dren S concepts

‘?L

A‘of a word "Each study w111 be rev1ewed under the appropr1ate aspect(s)'

" of concept of a word as fo]]ows word consc1ousness, the speech«" ¥

pr1nt»ré1atnonsh1p, segmentat1on of speech, segmentat1on of prxnt

and segmentat1on of speech and pr1nt Fo]]OW1ng-these stud1es w111

be a d1scuss1on of three factors (read1ng ach1evement sex, and age)

.re1ated to ch11dren S concepts of a word

"WOrd Consc1ousness

| Although beg1nn1ng readers do not appear to pOSSESS a- well- »

vdeve]oped concept of “word " there is research ev1dence that ch11dren

progress through a deve]opmenta] sequence in atta1n1ng this concept}

‘ Support for a developmenta] sequence in acquiring the concept of a

\J’

. word has been reported by researchers 1nvest1gat1ng var1ous aspects

‘ of the concept ‘such as. word consc1ousness the speech pr1nt

re]at1onsh1p, and segmentat1on of speech and pr1nt

 The fo]]ow1ng stud1es 1nvest1gated the ab111ty of young ch11dren

.to 1dent1fy a spoken word:. They revealed that young ch11dren var1ed'

in the1r ability to 1dent1fy a spoken word and that the1r responses

ref]ected d1fferent ]eve]s of meta11ngu1st1c awareness Test A, in

‘the present study, 1nvest1gated further grade one chi]dren s concepts

of a spoken\word."In add1t1on, Test D was administered to nine

«
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ch11dren to prov1de 1nformat1on about ch11dren s consc1ousness of
t wr1tten words -and wr1tten word features. ~ All of the present 11terature
on wr1tten word awareness appegrs to dea] w1th ma1n]y word boundar1es .
and. segmentat1on of print. Perhaps 1t is eas1er to conduct and
deve]op tasks for €h1s type of research wh1ch assesses performance-
}based know]edge than 1t is to conduct research and develop tasks to
, assess verba11zab1e or ref]ect1ve know]edge wh1ch requ1res children
'to talk. about words and/or prov1de exp]anat1ons of the1r responses.
It may a1so be that research of the latter type w1th wr1tten words
may .be confounded by word recogn1t1on ab111t1es as wel] as’ the var1at1on
in ab111t1es to recogn1ze words

In- conduct1ng the exper1menta1 part of h1s study, Down1ng
(1970a 1970b 1971- 1972) spec1f1ca11y 1nvest1gated young ch11dren*s
c0ncepts of a‘word and a sound -F1ve examples of each of five types
of aud1tory st1mu11 were presented non—human noise (e g., beT1
r1ng1ng) human utterance of a s1ng]e short vowe] phoneme human
"utterance of a single word humah utterance of a phrase, and human
"utterance of a sentence.’ The subJects were asked to respond ' yes}
\if'they heard“a word.and,"no" if the st1mu1us was not a word. In a
second‘taské‘they'were askedfto respond“"yes"ﬂit‘they«heard a sound
and‘" " if the stimulus was hot a sound.  None of the subjects had
va concept of a word which corresponded to an adult' 3 concept of a |
~ word" and f1ve of the 12 subJects cou]d make no d1scr1m1nat1on on the
basis of "a word“ as a category S1m11ar1y, none of the subjects
‘,used "a sound“ as a phoneme nor cou]d they d1scr1m1nate between the

A

_ st1mu11~on.the bas1s of "a sound" as a category;»



In 1973 1974 Down1ng and Oliver conducted a new exper1ment to
: 1mpr0ve Downing's (1970a 1970b, 1971- 1972) previous rep11cat1on and
expans1on of;Re]d s (]966) or1g1na1'study | Improvements 1nc1uded a
T rger number of chi1dhen (42 Canadian ch11dren) at three age ]eve]s
- A(? .5 to 5.5 years, 5.6 to 6.5 years, 6.6 to 8.0 years), a wider range

0 aud1tory st1mu11, and a mod1f1cat1on of the pretra1n1ng task to
ejsure ‘that each child understood the rules of the ' yes-no game.
There were now eight classes of auditory stimuli which inc]uded:
ab tract non-verbal sounds (e g , dice ratt11ng in a cup).,.
c1d nt1f1ab1e rea] 1ife non- verba] sounds (e.g., cat meow1ng),
isdlated phonemes, 1so]ated syl]ab]es, short words, 1ong words,
ph ases, and sentences | - .

The Down1ng and 011ver (1973 1974) study conf1rmed Down1ng s

(1970a, 1970b, ]97] 1972) prev1ous f1nd1ngs that "j§6ﬂg children do
not have an adequate concept of what constitutes the spoken word" .

\,-w..~

although this concept was shown to improve with age (p. 580) A1 of

the thildren in this study confused%iso1ated phonemes and sy1]ab1e5~«
.with|words, even atiage eight.'~Downingpand‘011ver found, as‘did

he]t er and Herse (1969), that "there appeared to bega tendency for -
the ¢ T]dren between the ages of 5.6 to~6.5 &ears to~exc1ude long
words fron;their conceptuof the'Spoken word" (p. 581). vAgaipiit was
suggested'(Downing’and“Oliver,v1573-1974) that this was a‘hef1ection
of the reading materia1 to Which~they were exposed as we1ifas the

Amanner in wh1ch the teacher used the 1abe] “word n’

the Dow 1ng and 011ver (1973 1974) study A vjsd&l/and\an uditory

e

Jo ns (]977) conducted a study to part1a]1y rep11ca d expand"
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pretraining task aided in the‘selection of subjects For the mainA
vstudy, the same five. examp]es in*each of e1ght d1fferent c1asses of :
auditory stimuti as in the Down1ng and Oliver study were used. Both
studies used three age groUps; but'onﬁy two age groups were the same
(5.6 to 6.5 years and 6.6 to 8.0 years). Johnsf study involved a

" .group of older'children from 8.1 to 9)5.years.. There were 20 girls
and 20 boys in each of the‘three groups’with a tota] of 120 children.
For the.most part, JohnS'_resuTts supported the findings‘of Downing
and Oliver (1973-19?4) confirming that "young chi]drenrdo not appear
‘to'possess an adequate concept of what constitutes a spoken word
‘especially in the ear]y stages of reading 1nstruct1on," but that this
concept improves w1th age (p. 255) A1l the children in the Johns'
.'study tended tofexcfude ]ong words from their.conCept_of a spoken
word while this confUSion was significant only with the internediate
children (5.6 to 65 yEars) in the'quning and Oliver study. It was
found that ‘the presentat1on of phonemes and sy]]ab]es produced the
most confus1on in both: stud1es Johns proposed that phonemes and.
sy11ab1es may have presented an unfalr cha]]enge as many children
’may have assumed that some of the phonemes and sy]]ab]es‘were words
’not yet 1earned - | -

These three studles demonstrated that young ch11dren may have

' immature concepts of a spoken word'even after some formal reading '
instruction dnd some experience with print. The present study
attempted to investigate further young children's concepts %#’a

spoken word (Test A), but presented only s1ng]e words and phrases

.?and for each asked "Is _ _a word?" The ch11dren were. not asked |
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' to.distinguish a word or phrase from other auditory stimuli.
In 1972, Kingston, Weaver, and Figa conducted a series of five
~experiments "to test the genera1 hypothesis that first grade children
do not understand the nature of a 'word'" (p. 93).

" In exper1ment three, 15 ch1ldren were presented w1th an aud1toryq
tape of words and common human utterances and were asked'to identify
. the sound as a 'word or not a word In experiment four, the same -
procedure was followed with 10 compound words and 10 word pa1rs
Both tasks presented the subJects with some d1ff1cu]ty

s

As mentioned prev1ous1y, in the present study, only single words

€

" and phrases were presented_ora]]y to be identified as being or not

’

'ybe1ng a spoken word Compound words and word pairs were not inC]uded_

in the present study as these words were cons1dered by the author to
present a difficult and an unfair cha11enge '

Holden and MacGinitie. (1973) des1gned a Word Awareness Test based

on the assumpt1on that "word awareness proceeds accord1ng to pred1ctab1e

principles" (p. 2), Fifty k1ndergarten and 50 f1rst grade children
were presented with three subtests of 10 items each. Test I required
the‘children to identify'the word added tog1ists of words-(e.g;,,
read boy, b]ue, read, boy, many blue). Test II requ1red the
children to.identify the word(s) added to sentences (e.qg., Jack/went
sw1mm1ng;'Jack and.B111 went swlmm1ng). Test III requlred 1dent1frca-
“tion of.an additional word in sentences constructéd/around homophone

pairs thus changing the grammatical structﬁre'of~the second sentence
. 7

-

" (e.g., John leaves after‘dinnerj/dohn raked leaves after dinner). All

the -children were more successful on Test I (lists items) than.on’

-



| . - _ ,
- Test III (homophoneS'items). The findings showed "a rapid increase
in word awareness at about age sixT.Qith.grade one children performing

~

‘significant1y'better’than the kindergarten children (p. 7). Al

/[ three tests had 2 high reliability and Corre1ated moderately well

/-

with age and other variables (inte]]igenbe, Piaget's intercalation
task and® A]my S ser1at1%n tests, parental educat1on, Riddle Interview,
two easier seriation tasks). " Holden and MacG1n1t1e cautioned that
. "the: 1nference that age is a maJor variab]e in determ1n1ng word
awareness_snould be made with . 0. reservat1on" be:;use "in this
sample age is related to exposure to reading instruction” (p. 5).
A]though the Down1ng and Oliver (1973 ]974) study and a number
of stud1es rev1ewed later 1n this chapter indicated that children' S

concepts of a word improve with age, age may not be d1rect1y\re1ated

tg word awareness,as suggested by Holden and MacG1n1t1e (1973), but

may in fact be related to exposure to reading instruction and print.

o

Age as a factor d1rect]y re]ated to ch11dren S concepts of a word

was cons1dered in the present study even though age- re]ated factors

\
may be more significant. , . ‘

Hb]dend(1977) conducted a study “to clarify the question of
whether word awareness is a developmental task or a 1earned'behavior"

(p. 203). Her'study extended the previous findings of Holden and’

MacGinitie (1973) by readministering. the Homophones Test to 26

-k1ndergarten (16 girls and 10 boyS)\and 24 first grade (11 girls and
13 boys) chj]dren in order to analyze their reSponses qda]itative]y.>
The responses were assigned to seven categories: correct responses, -

1

homophonous word, phrase conta1n1ng the homophonous word repet1t1on
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of the entire sentence, other words in the utterance, and conversa-
tional responses The grade one children performed significant]y
better g1v1ng more: discrete responses while the k1ndergarten ch1]dren '
gave more g]oba] responses Ho]den did not attr1bute this to short-w
term memory, but hypothes1zed "that ana]ys1s of the. utterance proceeds
from ‘the global to the discrete and that the d1fferent1at1on of words
from the semant1c matrix 1s a ]ater acqu1s1t1on" (p. 206). Thus,
Holden S (1977) f1nd1ngs suggested that word awareness is a deve]op-
mental task. The present researcher also decided to note any
cdeve]opmenta] trends evident in the grade one children's responses
4 An experimental study by Papandropou]ou and S1nc]a1r (1973) '
investigated children's verbalizabTe or.ref]ect1ve know]edge about
words. . One hundred two French children between the aoes of 4 years,

5 nonths and 1@ years, 10 months were fnterviewéd. Fo]]owing "a
period of'introduction~and‘familiarization,"'an experimenter pronounced,
‘one by one, a list of words. After each word, he . asked, "Is’

a word?" Upon compjetion of the 1ist, each child was-asked to
| expla1n his Judgements Eachﬁchi1d was-also asked, “What is a word
really?" After th1s, the ch11dren were asked to give a Tong word, a
'short.wOrd, a d1ff1cu1t word, and a word that they had invented
themselves as well as t0-exp1ain'these choices. Fnrther questioning
took pTlace, but‘this was not reported in the study. '

Four different levels. in what Papandropoulou and Sinclair call
meta11ngu1st1c or epilinguistic ref]ect1on" ‘were identified (p. 244).

The concept ‘of "the word" was shown to undergo "a long and slow

elaboration" from all objects and actions being identified as words

i
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to. words being 1dent1f1ed as units of meaning and funct1on (p. 249)
The. Papandropou]ou and S1nc1a1r (1974) study was recently
rep11cated by Templeton and Spivey (1980 to 1nvest1gate "the deve]op-
mental nature of the ref1ect1ve concept of word'" in 24 Eng11sh—
speak1ng ch1]dren from 4 years to 7 years, 8 months (p. 267). In '
~addition to rep11cat1ng Papandropou]ou and Sinclair's (1974) Word

Awareness Interview, two Piagetian assessment tasks (c]ass1f1cat1on

‘and ser1at10n) were adm1n1stered in order_to compare deve]opmental

aspects.of»meta1inguistic awareness and .level of”cognitive functioning.

A rating scaie to aid in the determinationdof 1evei of word awareness

was deve]oped on the bans of children's responses in a pilot study: |
1. The word is equﬁva]ent_to an object and/or action; |

The word is equiualent to saying something; |

The word is equivalent to print as well.as to sound;

H W™

. The word is fully understood in terms of its s1gn1f1catory
aspects as well as its structural aspects (i.e., rule-
. governed sequences of letters and sounds) (Temp]eton
and Sp1vey, 1980, p. 268)° ‘

Of the 24 ch1]dren tested, eTght_were identified as preoperafiona],
12‘as‘transitiona1, and four -as concrete operational. Templcton and
Spivey noted‘that "the word awareness of the chi]dren increased with
age and cognitive development according to.;he hypothesized Sequence}
but there was some degree of overlap in terms of responses" (p. 270).
They (Templeton and Sp1vey, ]980 pp. 274- 275) summar1zed the children's

responses with reference to the three 1evels of cognitive funct1on1ng

Preoperat1ona1 Subgects

1. Inab111ty to ta]k about 1anguage abstract]y, resu]t1ng 1n

+

many "no response" and- "don't know" answers.



2. Metalinguistic responses -most qften equated words with
speech (e.g., "A word Yis Tike you say §omething"). '
3. Explicit analysis of the speech stream was virtually

impossible although at least some preoperational children were able

to think‘ébbnt some'aspects of speech.

Trans1t1ona1 SubJects

1. Much more 11ke1y to g1ve responses to quest1ons than the
_preoperational children. ' '

2. Mentioned letters and spelling in some explanations.

Concrete Operational Subjects -

" 1. Had more sophlst1cated notions of what a word is, 1nvo1v1ng
their percept1ons of prjnt

-

~.

Based on Piagetian thebry, and on the findings in their own
'to find some younger children, as 1n"the present study, evidencing
more soph1st1cated word awareness than severa1 o]der ch1]dren
"~ (p.. 275). Although only conJecture, they (Templeton and Sp1vey)
‘ sneculated that “what accounts fpr this increased development may |
be, quite simply, intreased‘expOSure and.conscﬁous attention to the
pr1nted 1anguage" (p. 275) o

Test A was essent1a11y e replication of the Papandropoulou and
Sinc}a1r (1974) and the Temp]eton and Spivey (1980) stud1es
The 60 grade one children in the. present study were presented w1th

/

13 word “and three phrases and for each were asked, "Is a

“worgZ?" A samp]e of nine children were asked to explain the1r

oices ("why is [not] a word?") and then were asked to’

- Y . : o
study, Templeton and Spivey stated that "it should not be surprising
. o - .
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define a word. These nine chi]dren were also asked to give an easy,

a hardy a long, a short, and an invented word as well as to provide

&

an explanation for each choice. The present study\did not assess

each child's level of cognitive functioning and this has been recog-

nized as a limitation of.the study.

'It was'aTso_degided to nole grade one children's conscjousness
of a written word by administering Test D to phe sample of nine
children. For each of two sentences, repeated four times, fhe
chi]dren were, in turn, asked to circle a long, a short, an easy, -
~and a hard word, and to provide .an eaplanation for'each choice. .
jTest D was developed by the present researcher from Test A. |

Based on these stud1es, it was assumed that anl qf the grade
one children would not 1dent1fy each Qf the words presented orally
as a spoken word unit\and/or wQuld’jdentify one or more of the
phrases as a spoken word unit. It was further assumed that the |
children WOuld prov1de varied exp]anat1ons when asked to def1ne a
~ word and wou]d also prov1de a wide range of exp]anatlons for- the1r

: choxces of a long, a short, an,easy,.a hard, and an invented word.

The Speech-Print Relationship

A few studies have investigated }oung chi]dren's concepts'abogt
the speech;print relationship. It was.found that'beginning readers °
do not understand the speech-print relationship, and- that an under-
standing of the relationship befween a spoken word and a printed word
is essential to progress in iearning toread. | _
o Rozin, Bressman, and Taft (1974) tested kindergarten, ffrst

grade}‘and second grade children who had not attained_moderate

e
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explain his choice..

reading f]uency‘to see how well they understoqd the relationship
between a spoken !9rd'and‘its written counterpart. A word test was
individually administered to six groups and a box test was
individua]ly‘admihistered to two other groupé. ~In the word’teétw
the examiner spoke’ two wordé. The-tho words were then pfesegied
individually on two cards and the(éhi1d‘was asked to point to the

card containing the word which the examiner repeated. After

. completing the eight word-pairs, each child was asked to explain

his final choice.

The box test was administered to exclude the possibility that -
,Y:E’ ’ .

some children may'have been distrabteahby the let{ers themselves

in an attempt to decode the words, letter by letter, . A short and a

~long target word, each printed in ]érge plastic letters, were placed

in a corresponding short and long box. As each child was shown and

had fepéated the target words, they were replaced in the_appropriafe’
boxes and each box wasléovered. Fpllowing a practice triai,'each
child was askéd toiindica;e which bo{ would contain a particular
word. Upon completing the eighth word ﬁair,»the child was ésked to
It was found that 43% of the suburban kindergarteners scored at
least seven out of eight with.adéquate reasons while only }%%‘of the

urban kindergarteners met this criterion. It was noted that although

";his score improved from kindergaﬁten through second grade in the

urban children, many urban second g;adérs étilfyfai1ed to meet the

strict criteribn. There was po explanation given for the suburban-

~.urban score differences thained'by the kindergarteners and it was

38



| R 39

noted (Rozin et al., 1974) that these differences could not be easily
_ exp]ained.in terms‘bf;different kindergarten c&rricula although
program implications/were given.

Two researcher , Lundberg and Tornéus (1978) investigated the
development of the word concept with 100 preschool children (ageqb
three to seven) in Fwedgn. They based theif study on the mow-
motorcycle test dewelope‘ by'Roziﬁ, Bressman, and Taft (i974), but
>refined it by varyi%g the stimulus conditions (e.g., varied semantic
éongruence between hhe number of graphemes and the size of the |

" denoted subject; sy%tematitaliy varied coﬁgruence of vowel duration:

with word length). EA screening test was administered to ensure that

none of th ~chi1dreﬁ could read. The children were presented witH
72 pairs”of words, éach containing a short and a 16ng word; and'were
requ sted to indicaté a target word and explain their choices. The .
propo tipn of cornecﬁ‘responses increased With age for all conditions;
"The odng children (three-year;o]ds) gave @ain]y‘irré]evant and non-
linguistic so]uiions.‘fThe older qhi]dFen re]iéd more on semanticz

~ contémt. Some of the d]dest~chi1drén (seven-year-o]ds) were awarekdf
the'relatiqnship betweeh‘spokeh and w;fifen wordgua1though "a
substantial number of children. in the olggst preschool group seéme&
to have poor concepté Oﬁ‘the basic princible of our ownrﬁriting

system" (p. 412).

The results of these two studies provided evidence that pre-
|

schoolers, even upon entrance to school, did not understand the

match between a spoken word and a written word. That this confusion

|
[

continued to exist even after formal reading instruction was
. / R i
. [ PRI - . ) o

o
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demonstrated by the first study (Rozin, Bressman, and Taf®, 1974),
The findings in both studies suggested that there is a positive
correlation between understanding the speech-print re]ationéhip and
readiness to read. In the prsent study, theychi]dreﬁ's awareness of
the relationship betweed a spoken word and a written word was
investigated (Test B) and a possible correlation was investigated
between th; understanding of this speech-print te]atiohship and
reading achievement. .

A étudy by Morris (1980)vintrodueed a clinical strategy for
assessing beginning readers' awareness of the cprre§pondence between’
written and spoken words. Twenty—one first graders were tested early
in October. A five-step procedure wes followed where each child
learned fitst to recite a four-line poem and then completed four
tasks which demonstrated his kdow]edge of the re]ationship between
speeeh and‘print. It was assumed that?this five-step,sequence
provided four measuyes of a child's concept of a wdrd:

_ 1. Abi]ity to point to words as one reads aloud,

2. Ab1]1ty to recognize 1nd1v1dua1 words w1th1n a single ) ‘ E;Q
- line, . ) ’ -

3. Ability to recognize 1nd1v1dua1 words w1th1n the who]e
four 1ine poem, and "

n\4. Ability to 1ear§ sight words ;,. the short‘reéding
experience. (p{ 100) :

Morris ﬁbund considerab]e’difference“ he grade one children's
levels of. concept. of word attainment. Also, a high correlation

was found between the COncept of a Word Test g1ven in earty October
&

- and ‘a word recognition test given in December.
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¢ Ina discussion of methodological issues, Morris cited three.
adyantages of the aSSessmentvprocedure introdutedfin his study:

1) Concept of»word tasks are presented with1n the context h
of a purposefu], rea11st1c read1ng exper1ence, : ,41‘

2)-,The var1ab1e, concept of word, is v1ewed as a mu1t1faceted

g ?4-‘\\ ability dependent on the child's skill 1n coord1nat1ng

aural and v1sua1 ]anguage cues; and ‘

3) vConcept of word is assessed 1nd1rect1y by re1y1ng on
- " behavioral .indicators of the ability. .This ¥ndirect
assessment c1rcumvents the problem of metalinguistic |
‘awareness and hopefully will result in a better pred1ct%
'measure of ear]y read1ng ach1evement (p. 106) \
. ¥

" Test B. 1n the present study repl1cated the f1ve -step seduence
|

_dev1sed by Morris (1980). e ST -

Based on the aforement1oned stud1es, 1t was expected that some of :

the ch11dren in the present stydy wou]d not have a c]ear‘understand1ng

--” .of: the spoken word/pr1nted word re]at1onsh1p, -even after e1ght months

) study permltted an 1nvest1gat1on of these areas.

of read1ng 1nstruct1on It was. a]so fe]t by the researcher that

there may.. be a corre1at1on between read1ng ach1evement and unde -e,

stand1ng of the speech-pr1nt relat1onsh1p. The des1gn of the pnesent

[
|

' Segmentat1on of Speech

41

Severa] researchers, whose stud1es will be rev1ewed have attempted :

/

to assess young ch11dren s ab111ty in aud1tory segmentat1on A]th0ugh
an aud1tory segmentat1on task was not included in the present study,

the fo]]ow1ng stud1es revea]ed that young ch11dren are not prepared

, for the consc1ous d1v1d1ng of speech into separate words even though

<O

. they may be f]uent speakers who have unconsc1ous1y se?mented their -

'1ora1 language . f~ o f '._;,, : ‘ / o

RN
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As early as 1955, Karpova (1955/1966) identified three stages in
the.deveIopment of the ehiId's abiIity tO'Segment utterénces into
words. Russian chiIdren between the ages of three and seven, Were»
hpresented with sentences and were asked to count the words and
-e1dent1fy their ord1na] pos1t1ons 1n each sentence. AIthough these‘,
children had all- successfuIIy compIeted a pre11m1nary tra1n1ng w1th
'count1ng p1ctures and orally presented words, three levels o'?responses
to the segmentat1on taskvwere identified.. The youngest children
» (Level I) considered the sentence to,befa untfged message and
segmented it—on the basds of semantic untts. 'd]der chi]dren'(LeveI II)A

: tended to 1so]ate the nouns wh1ch Karpova v1ewed as "the first step

jﬁﬁtoward formaI anaIysws of sentences into words" (p 370) Upon

' further quest1on1ng, children at this IeveI began to break sentence's

". into subJect‘and pred1cate. A few of the oldest ch1ﬁdren (Levei III)

. ~were able to segment the sentences 1nton1nd1v1dua1 words, generaIIy
with the exception of preposittons and conjunctions. "SimiIar
S

results were reported by Chappel (c1ted in HoIden and MacG1n1?ie,

1972) | "Karpova.ggnc]uded that the presence of ‘these Tevels o

'indicated a deveIop1ng ability to separate the message of a sentence

‘ from 1ts format and to th1nk obJect1ver about Ianguage Evans,

1975 P. 177) AIthough 1t is d1ff1cu1t to genera11ze Karpova s f

Vstudy ‘to children speak1ng a Ianguage other than Russ1an, it is “%, '

1nterest1ng to note the deveIopmentaI trend 1dent1f1ed by her.
Huttenlocher (1964) presented each of two groups o? ch1Idren,

aged 4> to 5 years, w1th 15 pairs (grammat1ca1 and nongrammat1ca1)

of words, ]egters,‘and numbers; The 33 children in group one were
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Iasked"to say‘the>15,items'in reverse order’whtTe'the'3BTChderen‘in

‘group'twokWEre asked to respond by sayjng the,first.item,;tapping,.

| andfthen saying the second iteﬁ The’results'indicated.thatvthese

*'preschooT children had the most d1ff1cu1ty in dividing common word

, sequences (e. g , it is, “red app]e) into separate words. The resuTts

’,vof HuttenTocher S exper1ment conf1rmed the results of a Russ1an st:dy

4by Erv1n and M111er (c1ted in HuttenTocher 1964), wh1ch reported |

that children who were presented w1th common sentences 1nd1cated
n1ts Tonger than s1ng]e ‘words as words. | ﬁ

The present study d1d not d1rectTy assess young ch11dren S

ab1T1ty to segment spoken sentences 1nto words, but focused on

' ‘segmentatwon of pr1nt (Test c). (Two sentences were read oraTTy

by the exam1ner pr1or to hav1ng the ch1Tdren mark. the word boundar1es
in the pr1%ted sentences ) The. resuTts of Hutten]ocher s study . f“ -,
’suggested that segmentat1on of d1fferent seguences may vary in-
difficulty! vFor,exampTe, norma] sentence sequences(may be more
- difficuTt to segment than letters and%numbers7or_nongrammaticaT
psequences _ » ‘ . o g
In 1972 Honen and MacG1n1t1e 1nvest1gated 84 k1ndergarten
:,_ch11dren s ab111ty to segment words in speech us1ng a greater
| var1ety of utterance t than had been used in prev1ous stud1es -T
| Each’ ch1]d was presentz:E::t) tape-recorded phrases and short . “
f;sentences which he was asked to repeat. After the child had |
repeated the utterance correct]y, "he repeated it aga1n wh1Te tappxng
'p»a ch1p for each=word' S1m11ar tovprev1ous.1nvestigators, Holden and

‘ 'MacG1n1t1e found that children had'much'more difficulty isolating )



'functlon words than they d1d words w1th more Texical mean1ng (content

- words). ‘Gene a]]y, the percentage of correct segmentatwons was

greater in phr ses and sentences w1th a h1gh proport1on of content
words. It was noted that a ch11d S sens1t1v1ty to the rhythm1c
*pattern of an utterance may have 1nf]uenced the way in whlch it was
segmented F1nd1ngs in a study by Ehri (1975) confirmed the results
jof Ho]den and Macé1n1t1e (1972). "Despite-a modification:ot their
"LHo1den and MacG1n1t1e1 procedure to mtnihize‘the inf]uence‘of |
sentenCehintonation patterns onrword-marking responses, prereaders

, were st11] observed to om1f many more marks for funct1on ‘than for
content words (Ehr1, 1975, p. 209). That content words ‘were more
easily 1so]atedbthan“tunCtion words (Ho]den and MacGinitie, 1972),
also supported the f1nd1ngs of Hutten]ocher (]964) and Karpova~(1955/
1966) - These f1nd1ngs were cons1dered by - the present researcher whenh !
;report1ng the children's performance on. the spoken word consc1ou5nessn
‘task (Test A) wh1ch 1nc1uded words ffbm d1fferent word c]asses and on

" .the wrltten segmentat1on task: (Test;C) ' A]so, because the visual.

_segmentat1on task in the préségif gpay 1nc1uded an 1n1t1a1 ora]

i

»read1ng by the examiner of two of the sentences, a compar1son of

| scores was made to determ1ne if the ch11dren were in fact a1ded by

. the rhythm1c aspects of the ora1 read1ng as suggested by Holden and :~ ’

.MacG1n1t1e _ »
~>,In ]972 K1ngston Neaver, and Fiéa conducted a series of five °
-er1ments "to test the genera1 hypothesis that first grade children

36ﬁnot understand the nature of a 'word"" (p ‘93) ' In the final
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‘contatning words and'sounds (human and inanimate).. They were
1nstructed to tell how many words they heard in each sentence.
This task was found to be very confusing and too d1ff1cu1t for the

subjects. The ‘present study used only human 1anguage, words,'phrases,

.. and sentences, as auditory or visual stimuli in order to keep the

experimenta] condition as close to‘the_c]assroom reading situation as
'possib1e. - | : |
‘. An auditory segmentation test was administered by Hardy, Stennett,
“and Smythe (1973) to 126 grade one:and two subjectsﬁ This test "
~_cons1sted of 15 sentences vary1ng in 1ength from three to seven

words with three_sentences of each length. 1In order to reduce memory

demands of the'task; familiar, frequently dccurring words vere used in

~ the sentences.- Although it was found that segmentation varfed some-

s

what according to the type of unit (word sy]]ab1e, phoneme) involved,
few errors occurred in segmentat1on of sentences into words and no
ana]ys1s w;; attempted As noted by Ho]den and MacG1n1t1e (1972),
it was found that the rhythm of the 1anguage ass1sted in the segmenta—
t1oh‘task as well as intonation and fam111ar1ty w1th»the spoken
1an§uage. ’Syntactic compiextty of the‘sentences'Was not a variab1e
investigated'(Haﬁ1- 19?6) Common frequent]y occurr1ng words. were
a]so used in the v1sua1 segmentat1on task (Test C) in the present GK7”“—/
study . _ L y - o

A study by McNinch (1974) sought to determtne if awareness of

aural and v1sua] ‘word boundar1es 15 related to read1ng readiness test

~ performance and if awareness, of aural and v1sua] word boundar1es is a

prerequisite to 1earn1ng'to=read.7 Sixty f1rst grade pupils, 20 in
) B . :?g:y .

N

pe
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‘veach of three groups labelled good, average, and poor (based on the

Metropolitan Readiness Test, Form A) were 'adninistered two informeT

language perception tésts. The Aural Word Presentetion Test, developed

‘by McNinch in 1971, was used to assess each subject's ebility to-
segnent words from shehen speech ~This task involved ]istenind to
spoken utterances and represent1ng the words heard with small wooden ﬂ
blocks. Awareness of aural word b0undar1es as measured by speech-
stream word segmentation;did not indicate a significantadifference
Between Qroups, but correct aural wohd segmentation'was found to be a
: significant predictor-of reading eehievement. McNinch (]974)
4hypethesized-that "the ability te dfscriminate correct boundaries of
aural-words is a pherequisite to learning to'read".(pp. 1]32—1133) and
‘concluded that "pup1ls who made correct discrimination of aura]
boundaries become better readers" (p. 1134). Although the present
study did.not_assess children's abt]ity to-segment,speech into words,
a possibie corré]ation_of student abiiity to segment printed sentences
into words and reading achievement was investigated (Test C).
| A study by Evans)(1975) reported somewhat mi*ed_resu]ts. An
aural word identification (AWI) test of 10 iteﬁs was developed.A Each"
sentence contained from three to eight words, dUp]icating the structures
used by Karpova (1955/1966) At the first test1ng in September,
.45 k1ndergarten and 45 first grade ch1]dren were adm1n1stered the AWI

test ' Ch11dren who could a]ready read or who had d1ff1cu1ty \

'enumerat1ng a serles of p1ctures or a string of two to four isol ted

“words were eliminated. The AWI test was aga1n adm1n1stered to the

remaining‘children in December. The f1rst graders had been g1ven the
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. Metropolitan Readiness’Test in Séptember and were given the Gates

Primary Reading Tests in December.

The American children did nbt eup{icate the same distribution
~across the three levels as-identified by Karpova'(1955/1966) in her
study of Russian children. Evans stated that "far fewer Amer1cans
than Russians exh1b1ted Leve1 I performance," but she did not appear
. to consider that there were younger children (three to seQEh years)
in Karpova's sample.  In both studies, the‘resu1ts indicated that
chi]dren yho could identify‘the-indjvidual'wdrds in'a string were not
a11.a51e to segment_sentences into component»words. Evans made‘a
very.interesting statement when she repokted tnat |

Although the k1ndergarteners showed some 1mprovement over a

three month period, it was not as dramatic as the increased

performance of the first grade children who appear to have

acquired an understand1ng of how to deal with words apart

from their meanings as they are 1ntroduced to reading.

(p. 179)
'Evans suggested that as a resu]t gf 1eann{nglto read, children were
beginning to focus bn the structune of the sentence rather than
‘process it in meaning mnits. wh11e the ab111ty to segment sentences
1nto convent1ona1 word un1ts seemed to fac111tate 1earn1ng to read
Evans also found that the-ch1]dren s early ability to aura]jy segment
sentencesfdid not appear to predict differentia]-success in begtnning
reading. -In the‘preSent study; it was eercted that the children
'wod1d‘&emenstrate an jncreased abi]ity'to’segment written sentences
'Ninto wofds as all tnevchderen’had received some.formal'readtng
instruction and had had some experience conscious1y.ana1yzi:§ words.

Fox‘and Routh (1975) conducted acdeve]opmentaT study‘to investi-

gate 50 children's, aged three te seven years, ability to repeat



‘tsentehceswheakd and to analyze these sentences into words, sy]lab]es,
and phonemes. After repeating eight sentences heard, each child was
“asked to segment each of the eight sentences 1nto words. The
directions given . |
Now, I am going to say someth1ng to you and I want you to say"
JUSt a little bit of it. If you say just a little bit of 1t,
you'll get a raisin. For examp]e, if I say "Peter jumps,"
you would say "Peter." Now, let's try it. I'l1 say "Petet
jumps." (p. 335) . o
reflected the intention of Fox and Routh to use "a novel procédure
'1ntended to have even fewer extraneous cognitive requ1rements than any
of the stud1es rev1ewed“ (p. 333). Unlike in the tasks ment1oned
in previous studies, each i;;Td\gas given . cons1derab1e gu1dance o
For each séntence, if the child responded with a mu1t1p1e—
word phrase, the experimenter then.repeated this phrase back
to him, saying, "tell me a little bit of [phrasel." In this
way, the child was led to segment each multiple-word phrase
comp]ete]y into words, if he was capable of doing so, before
-progress1ng to the remainder of the sentence. (p. 335)
A h1gh corre1at1on was found between the sentence segmentat1on and
‘ word segmentation tasks with age being.aisignifieant‘factbr.' In
contrast to the findings of Holden and MacGinitie (1972),.Fox and
l_Routh’(1975) found that even three- and four-year-olds could segment -
spoken ‘sentences intO'WOrds. They attributed this to their_use of
"a Tittle bit" of a sentence rather. than "word." .
Fox and Routh (1975) appeared to almost guide the children to
- ST o ‘
-successfu] segmentation. Because the present study investigated
grade one children's concepts of a word and because the children had

been exposed to eight months of reading'instruction, it was felt by

. the present researcher that reta1n1ng the term "word" in the directions

- T

for the wr1tten segmentat1on task and for the other tasks would permit

48



a more reaf%stic assessment of the concept. ‘

These studies thep indicated that young chi]dren do not
necessarily segmeﬁt speech into conventional word units. Further
evidence was provided that tﬁe grade one children would vary in
their.consciOUSness of a spoken word as assessed by Test A as well

as in their ability to segment written sentences into words (Test C).

Segmentation of Print

The folfowing studtes ihvestigated children's concepts of visual
word segmemtation These studies suggested that'ehildren"do not
'acqu1re meta11ngu1st1c awareness of pr1nted word boundaries until some -
‘read1ng prof1c1ency has been achieved. It is 3150 suggested that,

o~
a1n1t1a1]y, beg1nn1ng readers use’ criteria other than pr1nter s space
to segment words in pr1nt. The present study attempted to 1nvest1gate
) grade'dne chi]dfen's awareness of visual word boundaries“as one”asgect
of theiEVCOneepts of a WOrd.-‘ _v : , B v
Before Downing's (1970a, 1970b, 1971-1972) research was completed,

MeTtzer and Herse (1969) pubished the findings of their study which
~investigated grade one chi}dreh’s ability to define-a.written\word

and corfsider its boundaries, to discriminate betWeenAnumbers,‘letters,
and/or words, and sodght to determine if children possess the concept
‘that a whole may be made'up df parts...Each child performed nine short
tasks which included being presented with avsentence and cireiingmeach X
) word or using scissors to cut off one word at a time It was discovered
that the ch11dren were confused regard1ng the mean1ng of the term

"word" just as they had been in the Re1d (1966) and Down1ngf/a970a,
1970b, ]971—1972) studies. Based on the performance of the»ch11dren-’

{



in their study, Me]tzer,and Herse (1969) inferred a sequence in the
development of a written wond‘before space is the mein determinént;
They suggested that children initially equate letters and words and_
then consider a word to be more than one letter. Next, they use space
as a boundary except for short orv1ong words. The"number'of,]etters
is the dominant cue with short wonds beingscohbined and 1ong words

I -
wholes, but long words continue to be divided. Finally, words-are

being divided. In\;he:fourth stage, short:words are recognized as
indicated by spaces exceptvthat»ascending or"descending Tetters may
take precedence over space‘as-the cue to a word'boundary It was
noted that "the 1ncorrect cues to word boundar1es used by these
nch11dren can be considered a 1og1ca1 resu]t of the read1ng mater1als
to which they wene‘exposed and to their progres§$1n these mater1als
-(p,'13). Me]tzer and Herse noted E.re]at1onsh1p between read1ng group
‘placement and the type of errors made. In the present study, a

possible correlation was invest}gated between the-chi]d's abi]ity to‘

segment pninted sentences into words and'grade level (as indicated by

| the Gates MacG1n1t1e Read1ng Achlevement Tests)

Exper1ment one in the study conducted by K1ngston Weaver, .and
Figa (1972) was a rep11cat1on of the study by Me]tzer and Herse (1969)
.:except that there were three exper1menta] conditions: thebbasa]~

reader cond1t1on, the secon--order approx1mat1on to English cond}tlon

(nonsense words), and the ad 1t nove] cond1t1on For each exper1menta1.
cond1t1on,'15 subJects,were asked to,cut sentence strips into word

un_its.f The results were”? alyzed according to the scoring criteria
 developed by Meltze d Herse (1969) with a category for “other
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* combinations" being added.‘ For all three conditions, the most common

' error was that of combining two or more words. It was noted that

there was no difference in the responses to the basal reader materials

and that the second order approximation to English (nonsense words)ﬁ
equated to the word Tength of the basal'reader naterials The
developmental trend observed by Me]tzer and Herse was not duplicated
and it was concluded (K1ngs§?n et a1 1972) from the" resu]ts of
experiment one |
. That recogn1z1ng the pr1nter S space as tne seperator [s1c]lof
words is secondary to perceiving that a particular linguistic
unit represents a meaningful unit. The reason for the
‘performance in the case of long words is obscured because
- length of the words and the ability to perceive words as
meaningful units are correlated—the longer the word the“more

d1ff1cu1t is the comprehens1on (p. 95)

In the present study, three of the four sentenceS‘in‘the‘visual
s%gmentation task were printed Witheut the conventional printer's‘
spaee. It was fe]t by the present researcher that this would allow
~an assessment ef spaces as indicators of word poUndaries to beginning
readers. » “

In the McNinch (1974) study, eaeh child's ability to segment
wvisual word boundaries was assesséd based on the Meltzer and Herse
(1969)'stpdy. ‘A s1gn1f1cant difference between each_of three groups
(good average, and poor) was fdhnd with the group 1abe11ed good
hav1ng obta1ned more - correct.v1sua1 segmentat1pns,» These f1ndgngs
bappeared to support the hypothesis of Meltzer ane Herse (]969)‘that
perception of visual word boundaries is related to initial readiness.
The present study also eompared~the visual Segmentation ability of

low, average,'and‘high achieving readers and investidated a possible
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correlation of this ability with reading achievement.

In 1974,vMickish undertook to exémine 117 grade one ehildrenfs
perceptions of written word bounderies in Ma&. The children wereA
first 1nvo}ved in two practice items where they were instructed to-
draw e‘vertiCal line beside one-a]ready drawn and then to. draw a
similar line between four circles.M'For the test item, the children
were presented with a six-word sentehce without the spaces between the'
words (Thecatandthedogp]éybal1) and were instructed to m;rk.a |
vertical line between each of the words‘while the sentence nas played.
.continupusly'on a7tape'recerder; Even after a'year‘of reading
- instruction, half of-the chiIdren-were-not ab]e to aceurate1y mark | t
the word boundaries. It was noted that the better readers were better =

3
at mark1ng the word boundar1es, thus support1ng the Me]tzer and Herse

(1969) study. ’

Test C was essentia]ﬂy a rep]icetion and an expansion of the
M1ck1sh (1974) study The children were reqpired‘to segment three
‘sentences pr1nted w1thout the convent1ona1 printer's space between
: words and a]so a fourth sentence pr1nted in the convent1ona1 manner.
Sentences one and two were the same as were sentences ‘three and four.
'S%ntences one and- four were tota]]y visual tasks. Sentences tw0‘and' -
three were read once orally by the researcher before ‘the visual
boundar1es were marked by each ch1]d In the M1ck1sh study, an o T
aud1tory tape wh1ch accompanied the written sentence was play=d
| continuously during the task. The present researcher felt that this“
i won1d be distracting and cause undue confusion in marking visual -

boundaries.

’
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Based on these studies which fnvestigateq children's ability to
segment print, it was expected that some of the'grade one children in
the present study would have difficulty segmenting printed sentences

into single words, even after eight months of reading instruction.
“ . ' :

It ws ected that the children's concepts of visua® word
boundaries, 4s ihQicated on Test C, would reflect a dese]opmental
sequence. -

Segmentation of Speech and Rrint | _ |
. A few researchers, cited below, have Gh;e;;;iated the relationship

between segmentation of speech and segmentation of print. . Although

~ the present study did not investigate this relationship shecifica]]y;
it was felt that these stud1es provide additional information about
word boundary concepts and young children' s word concepts genera]l;
that may have 1mp11cat1ons-for reading 1nstruct1on and future research.
In a second experiment by Holden and MacG1n1t1e (1972) 57 of
the 84 children who had taken part in the."ta]k1ng and tapp1ng game"
(experiment one) were tra1ned for ‘a second task which would test their
ability to match a spoken utterance wjth a written representation of”
~ the utterancef After‘tapping a chip for each word that had been
~heard in an utterance, ;ech child was instructed tg count the numberb
\of éhips he had tapped, éhd was then asked to indicate the.approoriote
utterance on a printed card whith cohtained‘four Sentences eachb
varyfng,in their number of letter clusters. Because the chi]dren . .
seemed to be quite unaware of the printing convention, they were taught
,that words are composed of letters, and that words are printed with a

: S 0
visible space between them. Even after this instruction, the children . %
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- under three gxperfmenta] conditions (aural [words read by the oo

o,

prereaders - made little gain éven after specific instruction: These

tended to divide utterances into units that did not correspond to <

conventione] printed words. It”yES'interesfing to note'that these

£

-findings provided further evidence that prereaders‘ perceptions of

4

word units in speech do not match conventional word segments in
speech or print. This suggested that the ab111ty to segment speech -
correctly may be a prerequ1s1te for visual segmentat1on and the
present study prov1ded an opportunity tonlnvest1gate ch11dren_s visual g"-
segmentétion epilities when aided by the auditory stimulus (Test C).

"In a second experiment, based on the aural repfesentatiaq task
origina]]y'presented by MCNi?;& in 1970 (c1ted in Kingston, Weaver, . .

A

and Figa, 1972), Kingston et al. presented the1r subjects with

*sentences or phrases (from two to six words per sentence or phrase)

3examiner], visual, taped). They were asked to place the number of

words in fhe~sentence before the examiner was heard 6n tape or read
the phrases or sentences. The number of words was cpns1stent]y—uﬁder-

est1mated fﬁzthe reading a]oud and taped conditions, but was over-

estimated when the st1mu]us was v151b1e., A]though the stgdents

tended to amalgamate units in all siéuations, their greater.succees
in the reading situation.leq K{ngston et al. to copEIude that more ¢
cues to the wprd Lnitvare provided by a‘gieua1 representation.' 'y
comparison of auditory segmeptation end visual segmentation was not
poséib]e in the presenf study,’butffhe researchep attempted to

determine if the children produced more correct v1sua1 word segmenta-

" tions after the wr1tten ‘sentence was read ora]]y,by the- exam1ner

. cf\ Hr
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e The rat1ona1e for a. study by HaTT (1976) "was -an attempt to |
demonstrate a 5%9"1f103nt d1fference between a ch11d s ab111ty to

ana]yze consc1ous]y speech and pr1nt" (p. 13) In add1t1on, Ha]]

N f; w1shed "to demonstrate how the ab111ty to segment speech 1nto words ,

. lags beh1nd the’ ab111ty to segment pr1nt;1nto words, and to offer -

o

ev1dgnce that exper1ence with pr1nt 1s a s1gn1f1cant factor in th1s

devefbpment" (p. 13) Twenty-four boys and 16 g1r15, between the

ages of 4. 8 and 6 years were adm1n1stered a test for the segmentatlon\

.of speech 1nto words (SSN) and a test for the segmen at1pn of pr1nt

".‘ 1nto words (SPN) The SSW test cons1sted of ]0 tape recorded

- \\wgyé/memorized and'cou1d»be repeated easily. For'eac‘ sentence, the '

‘sentences wh1ch,the,ch11d could T1sten to free]y unti

‘ child was asked to g1ve the first word the - next word, etc unt11

. the sentence waR\f1n1shed' “The SPW test conS1sted of ;hree subtests

.4’,

N

. . ‘1’- "

In Test A the ch11dren were asked to 1dent1fy numbers, etters. and

\words.from a ser1es~of symbo]s. Ih Test B the ch11dren ad to pick
[
out a word and 1dent1fy its beginn1ng and end as well as pick out a’

non-word from a. passage of cont1nuous prose Test C requ1red the

ch1]dren to cut*sentences into thelr constltuent words as had been
done in: the Me]tzer and Herse (1969) task The corre]at1o s,between |
SSN and SPW were found to. be pos1t1ve, but not)s1gn1f1cant;_ HaTT"

hypothes1zed that the ch11dren in his- sampTe "were apply1 g d1fferent

cr1ter1a changed as their exper1ence w1th pr1nt 9”&2} (p 18).

¢ hI

: These three stud1es demonstrated the d1fficu1ty in 1nvest1gat1ng'

the relat1onsh1p between speech and print segmentat1on dthe the

~.
[

the sentences 4

cr1ter1a of "word";to the two test s1tuat1ons" and that "the ch11dren s

-



‘ . , . 56

3

N L. . "
o .

= | , f1rst study (Ho]den and MacG1n1t1e, 1972) appeared to suggest that gﬁﬁgr“u,
,‘ ri“gwk/,correct aud1tory word segmentat1on may be a prerequ151te to correct k
| L v1sua1 word segmentat1on the ]ast study (Ha]] 1976) appeared»to
| suggest that exper1ence w1th pr1nt may be: the cruc1a1 factor '
A]though aud1tory word segmentat1on and visual ‘word segmentat1on were
not d1rect1y 1nvest1gated in the present study, two of the sentences o
- in the v1sua1 word boundary test (Test C) were first read ora]ly by
i the exam1ner in order to determ1ne 1f the aud1tory stimulus waﬁ an
: a1d to v1sua1 word segmentgtJQoifxfs\\\ . ;
» . v . :

Factors Related to Chi]dren's
Concepts of a WOrd' ”

o

e The present study’ 1nvest1gated grade one childr

a word and the poss1b1e corre]at1on of concept o: jspecifiCaily'

w1th each of three 1ndependent var1ableca, read1ng”\ ievemént’ sex -
' -and age. Fo]]ow1ng are stud1es which support the’ cho1ce of these -

&
three varlables,

Read1ng ach1evement A number of studies, 'Which udllvbe brief]&

rev1ewed have demonstrated a re]at1onsh1p between ch11dren s under-'
;tandzng of techn1ca1 11ngu1st1c concepts and read1ng ach1evement . K
| Franc1s {1973), in her study of 50 Eng]1sh boys and g1r1s -
foUnd that her h1ghest corre]at1on was between techn1ca1 vocabu]ary :
and- read1ng ach1evement even’ w1th genera] vocabu]ary sk1]1 be1ng
stat1st1ca]1y contro]]ed us1ng a part1a1 correlation techn1que ' She
conc]uded that "factors 1ndependent of a general ab111ty to deal w1th"
abstract concepts were -involved in learning technical yocabu]ary,}and

that these uerechose1y ra%ated'to,the:reading“process" (p. 72).

! . o .o e
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B ~In an investigation of the reading readiness»doma§ﬁ§§y,Evanechko,
e 0l1ila, Downing, and Braun(1973), -three pencil and pa‘p‘up_tests

" were developed One of the significant re]ationships showlas between

.ch11dren S techn1ca1 11ngu1st1c concepts and reading ach1evement

: Recent]y, these three tests were revised and exfl 'fd by Ayers and

&

Down1ng (1979) Test C, Techn1ca1‘Language~n

._eracy, was found to

have s1gn1f1cant pred1ct1ve va11d1ty for a]] (be]ow average average,
and above average) readlng groups. C - ; .égnl n
~ The- pred1ct1ve va11d1ty coefficients for large groups were
as.high as .60 and for single classes as figh as .80 providing
_emp1r1ca1 evidence of the significance of k@pgu1st1c awareness -
in pred1ct1ng read1ng ach1evemsnt at the and of Grade 1.0 (p. 1)
In a study which exp]ored 40 ch11dren s awarenﬂ%s of segmentat1on
*'1n speech and print, Hall (1976) found a 51gn1f1cantwcorre1at1on
| '(al ha = .01) between the ab111ty of these ch1ldren to segment
, pr1nted sentences 1nto words and the1r read1ng ach1evement Tevel
\(1nd1cated by read1ng book pos1t1on) The corre]at1on of ability o
to segment speech 1nto words and-read1ng achieiement was found to bem
JUSt be]ow the .05 level 6? s1gn1f1cance ‘b | S | |
A poss1b1e re]at1onshnp between ch11dren~s concepts of a spoken_
Lh_word and rgadmng ach1evement was 1nd1cated in a study by Johns 1n
bj1977 When suggest1ng/d1rect1ons for future research Johns stated
\that "1f the resu1ts are to a1d teach1ng and 1earn1ng, it may be
wprof1tab1e to determine the relat10nsh1p of ch11dren s concepts of

D

'metalingu1sttc phenomena to thelr reading ach1evement" (p. 256)

~ In a latey

K

’Johns (19 0). found that there were s1gn1f1cant d1fferences among

1nvest1gat10n of f1rst graders concepts about pr1nt

three readlng achlevement groups in the exggcted d1rect1on 1n\

|



pr1nt -direction concepts, letter-word concepts, and advanced- pr1nt
-concepts |
Another 1nvest1gat1on that shows a re]at1onsh1p between ch1]dren S,

1anguage awareness and. reag1ng ach1evement was conducted by Evans,

Tay]or, a 4

Lo
454

B um (]979) ‘A battery of seven tests was developed to
assess various aspects of. 53 f1rst graders understand1ng about the
~ written 1anguage code ard 1ts're]ation to ora1 1anguage; Evans
et al. found that_the scores on thése tests were predicttve of
reading achievement;4.Thevtasks;which stressed the interrelattonship
_ between the oral and the written code were the most.highly‘correlated
‘with and predictive of reading‘achieyement with the metajinguistic
1nterv1ew being the best pred1ctor of read1ng ach1evement

In- another recent study, Morris - (1980) spec1f1ca1]y 1nvest1gated‘
'grade one ch1]dren s concepts of a word by dev1s1ng a clinical |
strategy (reported ear11er) for -assessing young ch11dren S know1e?g
of the speech- pr1ht re]at1onsh1p ‘A significant re]ationsh1p was
- reported between the grade one ch11dren 's concepts of a ward in

= 0ctober and the{? read1ng ach1evement 1n December (r = .89, p = 01)-

Most recently, Day, Day, and Gr1ffen (1981) reported a high

- . Positive corre]at1on between scores on the Concepts about Print TeSt,

radm1n1stered to 56 chlldren early in k1ndergarten and the1r read1ng

- ach1evement measured at the end of grade one.

| Most of’ the stud1es Just rev1ewed have demonstrated a s1gn1f1cant,
',pzs1t1ve corre]at1on between genera] ]1ngu1st1c awareness’ and read1ng
"ach1evement Therefore %he present study 1nvest1gated further a

i poss1b1e re]at1onsh1p spec1f1calhy between ch11dren S concepts of a.

-]
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‘sexgdf?ferenées, the majority indicate that girls generally excel

word and ‘reading achievement as reported by Hall (1976), Johns

(1977), and Morris (1980).

§g§, ‘Although there apoears to be much research to snpport';
sexual factor in 1angua§e devefopment and»reading, the evidence
appears to be inconclusive. E o

Based on a, rev1ew of research "ded1cated to 1nvest1gat1ng the
d1spar1ty in reading achievement between boys ahd girls," Stanchf1e1d
(1971)5stg¢ed-that, "wh11ersome studies fail to reveal significant .

, i , Ve

boys, partiCU]ar]y in the ffrstﬁohree gradesf (p. 155). In a more )

genera] statement, he conc]uded that

S

"While such factors as 1ntrea51ng matur1ty, 1nstruct1ona1
methods, or high-interest materials can modify the -initial

3 1nequa11ty, most of thewesearch in language development
and- reading indicates that the "sex gap" exists at all -
1eve]s, from kindergarten to co]]ege. (p. 155)

cher researchers, suoh as'we1ntraub (1966), have not been;

convinéed of the significance of the sexual factor in reading achieve-

ment: Neintrauchomments that "various studies at readiness or

beginning,ieyels show differences or no differences between.hoys’and

rgir]s,'depending‘upon the ski]]for abi]ity being'measnred“ (p.']55);w

In amore reoéﬁﬁ review of "sex ro]e stereotypes and standards”

’ Donn1ng‘(1979) c1tes stud1es (e.qg., Dykstra and T1nney, 1969;
'Johnson,v1973-1974) wh1chusupport the North Amer1can be]1ef that

L1

gxr]s are super1or to boys in the ear]y stages of 1earn1ng to read.

" He a]so c1tes research wh1ch reports the super1or ach1evement of boys

“in Nrgen1a (Ap1r1, ]969), Ind1a,(Oommen, 1973), and Germany (Preston,
‘1962).V Cittngva'stndy by'Johnson (1973-1974), Downing reveals that

59

e e s e et e e



-~

"only in Canada and the United States was there a clear superiority
for the female samples" (p. 127). An English study by'Morris (cited in
Downing, 1979) found no significant differences between girls and
boys in reading achievement.' DoWning\(1979) concludes that
It is. rather’surpr1s1ng that educational” researchers have
~ given such scant attention to the medical research literature
regarding sex differences. This provides considerable
evidence that many of our ideas about the differential
abilities of boys versus g1rls may be noth1ng more than
myths. (p 129) .

In the research rev1ewed spec1f1ca11y for the present study,

sex was"found to be significantly related to 11ngu1st1c ab111ty in

‘very few studies. ' Chappel (cited in McNinch, 1974) concluded that

"word identity or awareness is.seemingly a_]éarned‘or developmental

"task\affected-by sex, age, and cultural status” (p. ‘456)’ A'study

by Day and Day (1979) revea]ed s1gn1f1cant d1fferences between the -
nean scores for fema]es (10.4) and males (8.0), F( 50) = 4. 25

p < .05 on the Concepts about Print (CAP) Test. These sex differences

were not found on the Record of Oral Language (ROL) Test but the

researchers suggested "that males and females may differ in reading

readiness, although they are similar in oral language deve]opment"

(p. 22). -Another sex difference was aTso’found when age was

,corre]ated with- the CAP score. It”wasbdetermfned that sex differences

. were not due to sex d1fferences in the d1str1but1on of any var1ab1e

nor to any:skewness d1fferences A]so, mean ages of the sexes d1d

not differv In an attempt to exp1a1n the pos1t1ve corre]at1on’between

"the performance on the CAP and age for the fema]es only, Day and Day

suggested that the d1fferences 1n performance between the sexes may

"ref]ect the ex1stence ‘of different cr1t1ca1 per1ods for the acqu1s1t1on

.“‘
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of these priht-re]ated concepts or point'to differentAsex—specific
intrinsic or extrinsit,dotivationa] influences on the déve]opment of
prereading ski]]s)occurring at this age" (p. 22).

Because of the inconclusive evidence regarding sex as a factor

- in language development -and reading, sex has been constdered'in the

present study as a factor possibly related to children’s cOncepts‘
of a word. {}

v

Age.* The acquistion of concept of a word with age, as

children progress from a state of‘cognitive confusion to a state

~of cognitive clarity, has been reported in.a number of studies

(e.g., Down1ng and Oliver, 1973-1974; Holden, 1977 Johns, 1977;

Papandropoulou arid S1nc1a1r, 1974 Temp]eton and. Sp1vey, 1980) As

" suggested by Ho]deﬁgﬁpﬁ MacG1n1t1e (1973), age may be a factor in the

acquisition of a word only in that age is directly related to
. L X ot

A
tad

exposure to reading instruction and experience with print and cognitive

development.'

Only & few studies, some of which are discussed below, have
r?POrted significant effectskspecifica1Tyidue to age.
;@ In the 1973- 1974 study by Down1ng and 011ver (descrtbed
previously), where ch11dren were presented w1th e1ght classes of -

aud1tory st1mu11, s1gn1f1cant main effects due Yo both age and °

'_aud1tory st1mu1us class as we]] as a s1gn1f1cant 1nteract1on between

the two factors were revealed S1mp1e main effects ana]yses showed.
"s1gn1f1cant d1fferences in the number of correct responses given to.
each glass of audltory st1mu]t for all age groups-plus significant

1

djfferences among the age»oroups in the number of correct responses




‘given to long words, phrases, and sentences" (p. 574). The age range
was from 4.5 to 8.0 years wtth the following age range groupings:
4.5 t0 5.5 years, 5.6 to 6.5 years 6.6 to 8.0 years Similar
f1nd1ngs were reported by Johns (]977) _

In a study by Fox and Routh (1975) the age effect was found to

be significant for sentence‘segmentatTOn as well as word segmentat1on,

use of the conventiona1 syllable boundary,ﬁand segmentation of
sy11ab1es'into‘individua] sounds. The chi]dren's aoes ranged from
three to seven years. Lundberg and Tornéps (1978) working with at
sample of ch11dren rang1ng from four to ven years, found s1gn1f1cant

main effects for age, with the proport1on of correct responses

-

increasing w1th age on all tasks. .
- Other researchers (e.g., Ehri, 1975; Hall, 1976; Holden and
MacGinitie, 1975) have sugoested/that’age_may\or may not’have been
signfticant beCause of confounding variab]es (e.g.,’differentjal
erperience nith’print deyelopnent of‘cognttive—1ingdistic skills)”
~In the Holden and MacG1n1t1e (1973) study with k1ndergarten and
. grade one ch1]dren word awareness appeared to be moderate]y
corre]ated w1th chrono]og1ca1 age. Ho]den.and’MacG1n1t1e did note
that, for their sample, age was related to exposure to ‘reading
instruction-and that “"the inference that age is a major variable in
'ftdeterminfng word awareness should be made with this reservation“
p. 5). | |
- Although none of the studies thch se1ected‘a’samp1e with a

11m1ted age range reported any s1gn1f1cant d1fferences in performance

on tasks of 11ngu1st1c awareness due to age, it was fe]t by the

62




63 .

present researcher, based on the studies reviewed here, that age Yshould
" be ﬁnc]hded,as-a posst le factor_in grade oné'children's concepts of a
word. ” Q\\’ o
That the average child's netalinguistic awareness ot a word -
improves with age has'been supported by a number of studiés cited |
previonsly but only a few resedrchers have reported age as a signifi—-.
.cant fator directly related to children's concepts»of a word. In
addition, some of these and other researchers have suggested that’
~ age may be only indiréct]y related to chj]dren;s concepts of a word."
Thenefore, the poSéib]e_significance of age as a factor has been

considered further in the présent study..

Summar

In thié»chapter, two main topics were discussed: the deve]opment
of ]inguisticlowareness and children's concepts of é.wofd; The
fo]]oﬁing genera]izatiOnS,\re]ated to- the pré;ent'study;_were dréwn'\
.from the review of 1iteraturo | .
| 1. Factors involved in word percept1on may obscure the

‘~\.F1dent1f1cat1on of word segments in speech and may lead to 1naccurate'
" perceptions about words. L : .

2. Beg1nn1ng readers will be in différentvstégeswin the gronth
of cogn1t1ve c]ar1ty as they are confronted with and attempt to make
,sense of reading 1nstruct1on _ . ‘ C , 3

3. Young ‘children dlffer in thelr concepts of a spoken word and

in the1r ab111t1es to 1dent1fy spoken word un#ts

4. Some beginning readers will have d1ff1cu1ty unde%standing'

e e TR o e 1 T it e R . e . CEa AR At
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the'speech-print relationship, bdf this concept is basic to progress
in ]earn1ng to read |
| 5. Beg1nn1ng readers are not necessarily ab]e to segment speech .
and print 1nﬁo conventional word units. |

6. E*perience'yith print may be -an fmportant factor in the .
deve1opment of spoken and written word_conéepts. |

7. Children's concepts of a word improve with.age in that their
concepts of a word become more ]ike the adults' concepts'as they-get
oider. - | |

8. A positive sfgnjfidant correlation has been demonstrated
between aspects of concept of a word and reading achievement. For
ekﬁmp]e, some researchers have found ajsighificant re1ationship

between awarehess of the"speech-print relationship and reading
achievement. L | | .

-9,' Some‘studies have demonstrated signﬁficant'differences in.
‘aspecfs of_conceptcof a,word among read{hg'achievement groups. For -
nexamp]e, sighificant differences have been reported among Tow, -

average, and h1gh ach1ev1ng readers in their ab111ty to identify |

a spoken word from other audwtory st1mu11.




Chapter 3

DESIGN OF THE STUDY

‘A four-part Concept of a Word Test (Tests A, B, C, and D) was

developed to describe further four éspects~of grade one children's

. concepts of a word: Spbken word consciousness, éwareness_of the -
speech-print re]ationship,'awareness of visual wora boundaries, and
written word consgiodsness. The test pfovidea information for
descriptive analyses and performénce scores suitab]ékfor statistical
analyses. ;This chapter'describes the .sample, the research instrumenfﬁ
used, the pilot study, the procedure for the main study, énd the data;

analyses employed.

Sample

Levei A,:Form 1 of ‘the Gates-MacGinitie Readinngegtslwés group
administgred.to each of niné’hétéfpgeneous]&?grouped, grade one class-
rooms {n twb elementary schools in a large urban A]berta‘schOOI system.‘
THe two e]emeﬁtafy’schools‘wére chosen by scﬁéq] board officials and
designated by them as being jﬁ middle-class communities. -Afteri
exbluding the test fesu]ts of‘six children who had pafticipaied in
the pilot study and of chi]dreqlhho were not fluent spéakers of
English and/or chi1dren who had fepeated_grade one, “a group of 152
thi]drénb(75&girls, 77 boy;),remained. }fger calculating theltest
mean (51.13)\and the standard deviation (17.73) fof this group, a -
) éample_of 20 low, 20 average, and 20 'high athieving readefs’with.,

4
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10 girls and 10 boys from each reading achievement group (see
Table 3.1) was selected using a tab}e'of random digits (Hopkins and -
Glass, 1978, pp. 406-407). Fifty -one of the sample»of 60 children

were administered only the parts of the Concept of a Word Test for

which scores could be tabulated (Test B parts of Tests A and C) and

used for statistical analyses. Nine of the sample of 60 children were

selected to complete the entire Concept of a Word Test on the following
basis. Prior to beginning the main study, each of the teachere of S
children in the sample of pupils nas asked to identify chi]dren whom/ ‘
‘ she%considered to. be ;e;oa] in that they wil]ingly expressed th\m—
selves durfng.class diecussions. These children, as well as any
other‘chﬁ1dren thought by the examiner to be "talkative" early in

the test interviey, were asked to exp]ain'some_of their firstu"yes"'

or "no" responses on Test A. If a child was wiT]ing to proVide

explanations, he'was given the complete Concept of.a Word Test. This

procedure was continued unt11 three Concept of a Word Tests had been

comp]eted (with both sexes being represented) 1ﬂﬁgach of the three -

" reading achievement groups.

Instruments

Gafes;MacGinftie Reading Tests (Mchinftie,'1979)

Level A, Form 1 of the Gates-MacGinitie Reading Tests was
admfnistered to obtainva standardized achievement ratingufor each
’ch11d in read1ng (vocabu]ary and comprehension). The content and
format (mu1t1p]e cho1ce) were found to be su1tab1e for use W1th

grade one children (e.g., dnrectjons easily understood, sufficient

-
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‘ e~‘ part1a11y rep11cated by TempTeton and Sp1vey (1980) (see Append1x A)
"‘;1n 1soTat1on For each of the words and phrases the chi]d was asked

‘ ”i‘response. An affirmat1ve response was scored as one and a negat1ve

pf ,pract1ce questions provided consistent format allowIng chi]dren to

work independently) Also. the test cou]d be group admin1stered

e wh1ch made 1t pos51b1e to test n1ne c1asses of grade one chi]dren@

.from wh1ch a sampTe of 60 chi]dren coufa be drawn. LeveT T Form A

” 1;A'of the Gates-MacGin1t1e Reading,Tests isa standard12ed ach1evement o

= ;test based on Canadian norms of Engl1sh-5peak1ng students. PrOCedures :

were fo]lowed by the test developers to assure vaTidity and

‘re11ab111ty (Kuder-R1chardson Formu]a 20 re11ab111ty coeff1c1ents-—

jvocabulary 91, comprehens1on 92) as out11ned in the Teacher S ManuaT"'

‘of the GateSLMacG1nit1e Read1ng Tests (MacG1n1t1e, Kamons, Kowa]ski

?TMac61n1tie, and MacKay,.1980, pp ey, 23 27, 48)

| -Concept of a WOrd Test

b o e

Th1s research instrument was a mod1f1ed four part comp051te of

"e{1nstruments used 1n four research stud1es (M1ck1sh, 1974 Morr1s, N

'f1980 Papandropou]ou and Sinc1a1r, 1974 TempTeton and Sp1vey, 1980)

and w111 be cal]ed’1n th1s study the Concept of a Word Test Th

four subtésts w111 be referred to as Tests A B C and D (see o

B Appendlx A).

;~, Test A Test A was based on the Nord Awareness Interv1ew o

'wh1ch was. deve]oped by Papandropou]ou and Slnclair (1974) and Tater

'fIt ‘Was comp]etely ora] present1ng th1rteen words and three phrases

"Is'ﬁf” Ca word7” to wh1ch.he 1nd1cated an affirmat1ve or negat1vef

o

L -
>

i

ey




. of these four TeveTs and a f1fth "no response category._""

2 v . ¥

response as zero. except 1n the case of the three phrases where the

[scor1ng'was reversed For examp]e, 1f a q@ﬁ]d reSponded "no" to
"Is 'hlde-and seek' a word’“, a score of one" po1nt was g1ven In aTT

T cases, responses were reduced to a “yes" or "no" answer ATT 60

¢

ch11dren took th1s part. of’ Test A and the answers were scored out of

a totaT poss1bTe 'score of 16 on a response sheet used by the exam1ner

" The 1nformat1on ga1ned was used to prov1de an assessment of each f A

ch11d 5. awareness of spoken words to be used for stat1st1ca1 ana]yses

i

%1ne of . the 60 ch1]dren were quest1oned further after each yes or no

yf@#response and were asked "Nhy 1s - (not) a word’"' Next they

were exp]1c1t1y asked "What is a word reaTTy7" and "How do you - know |

when . somethwng 1s a word7", JFoTTow1ng thas, they were asked to. g1ve
j a Tong, a short an easy, a hard, and an invented word as weTT as to.j
,_prov1de an expTanat1on as to why that particu]ar word was chosen.
o The responses of the n1ne ch11dren were recorded by the exam1ner in

.add1t1on to’ be1ng tape-recorded (see Append1x B) They were reportea“‘

descr1pt1ve]y us1ng the rat1ng scaTe deveToped by Temp]eton and Sp1vey '

5,
es
7

(1980) as a gu1de They 1dent1f1ed four Tevels of word awaren SS': o s,if]

‘xf

e
v
ﬂﬁ

vf"?., -

, 1. The word 1s equ1vaTent to an obJect and/or an/aftnon
"%%l' The. wprd is equ1va1ent to say1ng somethxng
’ 3g» The word is equ1va1ent to pr1nt as weTT as to sound

[y
L)

4 & The word 1s fu]]y understood 1n terms of 1ts s1gn1factory

. aspects as welT as 1ts structuraT aspects

» e

The responses of the nine ch11dren were reported on the bas1s

@
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:words 1n 11nes two, three, and four Th1s was Test B,.

L \ . . ., . .

Testh' Test B was a rep11cat1on of the Concept of Hord

Assessment 1ntroduced by. Horr1s (1980) as a cT1n1ca1 strategy for

assess1ng beg1nn1ng readers concepts of a word (see Apoend1x A)

1 The first verse of the poem “A]Tlgator P1e" was used for th1s test.

A f1ve -step sequence was- fo]]owed to explore ea?h ch11d s know]edge

A I.|..

nOf how spoken words are represented in pr1nted text

v-’T. Each ch11d learned to rec1te the’ four lines of the flrst L

x’verse with the ass1stance of - the ‘examiner. . N o o /
- 'i'-ATT1 ator pie,- a111gator pie,’ “.”
' ;Ei T.don't get some I think I'm gonna die." . - o

 Give away. ‘the green grass, give away the s __)L
But don t g1ve away _y_a111gator plg_ '

':f 2. After each ch11d had memor1zed the Spoken poem, a pr1nted

: copy of the poem was shown to the ch11d and he was 1nformed that th1s-

-Hwas a pr1nted copy of the poem he had- Just Tearned The exam1ner '

mode?ed the f1rst T1ne of the poem by%po1nt1ng to each word as he

*_read it aloud Thevch11d was 1nstructed to do the same w1th each of :

_ the rema1n1ng 11nes After each 11ne was read, the ch11d was asked R

t0 TOcate two or three target words w1th1n that 11ne as pronounced

;by the exam1nen§ﬁsee under11ned words) The exam1ner recorded each
’ \

-; ch11d s responses on a copy of the poem A tota] score of 26 was -
‘e_“poss1b1e for point1ng to each word\and say1ng 1t aToud (one po1nt for

'each word) This was referred to as Test B] One add1t1ona1 po1nt :

was glven for Tocat1ng each of the e1ght prev1ously§chosen target

A

: 3. The ent1re poem was then read oraTTy by the exam1ner and N
f;the ch1]d together w1th the exam1ner po1nt1ng to each word as it was

_-proB nced Severa1 ch11dren chose to po1nt to each of the words aTong,

,\'

-7

A
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' for each of the n1ne words correctTy 1dent1f1ed Th1s was Test B

: ”Tine (Test Bz——8 po1nts)

o coTtalned no spaces between words

wnth the examiner. “No po1nts were’ g1ven of course @ .
4. Next; the examiner po1nted to the n1ne 1nd1v1dua1 target
words wh1ch each ch1Td was asked to pronounce (see under11ned words)

for a total p0551b1e score’ of nine. Th1s was Test 83

5.' Last]y, each ch1]d was asked to pronounce each of the nine t7\‘.“

target words as they were presented in 1so]at13n One po1nt was’ g1ven

4
In fo]]ow1ng this procedure, four measures of the speech pr1nt

- relationship were assessed for each ch11d These were | e '. 1’

“T. Ab1]1ty to po1nt to words as one reads aToud (Test B]——

26 po1nts) V _' T e ‘f CETe

"‘.2. Ab1T1ty to recogn1ze 1nd1v1dua] words w1th1n a s1ng]e :

'-,3, Ab111ty to recognize 1nd1v1dua1 WOrds w1th1n a four T1ne
poem “(Test B3—f9 po1nts) |

4 Ab111ty to learn s1ght words from a short read1ng

- exper1ence (Test B4-—9 po1nts)

The tota] number of po1nts poss1b1e for Test B was 52 The-

< 1nformat1on ga1ned was used to' rovwde .an assessment of each Chl]d s

awareness of the spéech pr1nt ?e]at1onsh1p The scores were used for
v _ Cl SR> et

stat1$t1ca1 ana]yses

"jggg_g,' TestTC inuestﬁg ‘the child's conceptkof written K
word’boUndaries‘as‘inveStiQatec b Mickish (1974) (see Appendi x A)
Each ch11d was preséited w1th fOur sentences and was asked to draw a
vert1caT T1ne bétween each of the ords’. The first three sentences

-1]e the fourth was wr1tten w1th

v J Te
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the conventionai‘spaces. Sentences one and two were the same. Each
~child completed sentence one independently; but sentence,two was first
- read ora11yvby the'examiner before the chde:began‘the‘task hej

{Wch1]d was not told that sentence ‘two was a repeat of sentence one
’

;aTthough some ch11dren observed that it was - Sentence ‘three, a:

sentence d1fferent to that of sentences one and two, was aTso read
oraTTy and was 1nc]uded to account for any pract1ce effect wh1ch may
have occurred from sentence one to two Common® words were used in
both of the sentences 1n “Test.C and both had the same syntact1c
structure One po1nt was -given for each word 1dent1$1ed in each of

S~ .
the first three sentenceS‘w1th>a total poss1b1e score of 21. For

‘,examp]e, ifa ch1]d made a vert1ca1 T1ne after 'the 1n the f1rst

 sentence (Thecatandthedogp]ayba]]), one" “point Was ngen and if a

b}vert1ca1 11ne was Hade preced1ng and foT]ow1ng cat, another po1nt
_was~g1ven The fourth sentence a repeat of sentence three but wrltten

~..

in the convent1ona1 manner, was 1nc1uded to provide descr1pt1ve _

- 13

'1nformat1on on]y. A]T of the ch11dren 1nd1cated the word boundarnes :

f1n sentenée four. and each ch11d in the sampTe of n1ne was asked to
expTam the wh1te spaces between each of the worow The resp‘onses

ed aqg reported descr1pt1ve1y by the exam1ner (see

. _5 v

ﬂw
Test D Test D was adm1n1s§e¥ed to nine: of the 60 ch11dren
and cons1sted of two wr1tten sentences, repeated ﬂﬁﬁr t1mes each (see f

Append1x A) For each of the e1ght typed senténces, ﬁhe ch11d§en

‘ 4@
were asked to c1rc1e, in one of two random1zed orders and by turp, the,

| Tongest eas1est shortest, and hardest word and to prov1de an .

-~

a



_exam1ner on ‘each ch11d s answer sheet - to be angﬁyzed dy

No. maJor changes were made fo]]ow1ng the p11ot study, butsnt wgsih

74

explanation for each cho1ce.\ The responsagrwere record‘_;‘;.

v
~ !:'{- .

a\h\j

The Pilot Studx,” .

A pilot study was conducted prior to the main study to refine ’ y'l“ -

the word1ng of the Concept of a Word- Test, to test adm1n1strat1ve

-procedures, and to determ1ne approx1mate t1mes ‘needed to comp]ete the

various tasks. . Three girls and‘three boys from the ass1gned popu]at1on :
took’part in the pilot study They were se1ected by three teachers v
who were collectively 1nstructed by the pr1nc1pa1 to prov1de the |

P
examiner with ' 51x ch1]dnen, two in each of three reading ach1evement

‘categories (1ow, average h1gh) Se]ect1on-then was_based.on teacher

_ ob§ervat1on and ch01ce

The procedure for each test out]1ned prev1ous]y for the ma1n

vstudy was fo1lowed for the p110t siudy A]] s1x ch11dren were ab]e‘to

g <

'~_ comp]ete the tasks w1th a w1de range of responses be1ng ev1denced

" 1»\.‘

ﬂc.femed 1mportant that the

r to the main study and that

;,mnterv1ew sess1on shou]d be as reTax1ng as poss1b]e with the R

ch11d be1ng a110wed adequate t1me to g1ve responses. Durxng the




‘:w1th each of the n1ne ch11dren lasted from 30 to 45 m1nutes No.‘

read one or two stor1es, taught a c8bpte of poems,fand sang w1th each

class. Beforggeach 1nterv1ew, the examiner spent the f1rst”?ew _ﬂd;‘ “?j
m1nutes talking genera]]y hﬁ*h each chi]d‘ None of the ch11 n seemed.

o d1sturbed by the presence of the tape recorder.f The sess1on w1th eachf

L -

of the 51 ch11dren 1asted from 10 to 25 minutes. " The 1nterv1ew

,ev1dence of stress or stra1n was apparent as the tasks were varied

and the exam1ner continually provxded pos1t1v¢¢comments

Procedure'of the Main Study

. The same procedure fpr the adm1n1strat1on of each part of

3

Athe Concept of a Word Test was fo]]owed in the main study as in the

;p11ot study (Tab]e 3. 2) Each of the 60 chlldren was adm1n1stered‘

'Test B and parts of Tests A and c for wh1ch scores cou]d be tabulated

. Concept of a Word Tést..

4

’for,stat1st1ca1.treatment. Nine ch11dren completed a1] tasks 1n the

SRR )

Table 3.2 d

Concept of a Word Test Administration

Y
5

[

ok

Tota] Samp]e ‘ o ) R ET0 W o
 of 60 B | 8 | |
Chifren | TestA | TestB J_Te§§?c | Test D
51 chitdren’ | parts only all parts |[parts only | no.parts

9 children aLLﬁrts | a1 parts _'aa.ﬁ parts | aﬂ’%s‘
| . N & e f ;

e
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The nine were se]ected on ‘an ongo1ng basis as the data were

being co]]ected, as.described,prev1ous]y. ATl ch11dren were given

the tests in an order randomized ‘at the will of the examiner for each

[4

child to avoid any bias wh1ch may have been 1ntroduced by adm1n1ster1ng

, 'fthem ]n a apl"eSCY"led order‘

R

Lo

§§F0110w1ng the co]]ect1on of data, each teacher of the nine

grade one c]asses was provided with a copy of the Concept of a word :

Test. The examiner's observations were discussed very.br1ef1y and

g]oba]]y In add1tnon the class sets of the comp]eted Gates- MacG1n1t1e

Read1ng Tests which had been prov1ded by the schoo] board ﬁbre returned

‘to the’ appropr1ate teachers. A record of all the marks was retained
by the exam1ner and a copy ‘of this was sent to the 'school board
| ~

,»..,;",'3 '
¥

Data Ana1yses e

The computer—fac1]1t1es in: the Division of Educatwona]

;.Research Serv1ces, University. of A]hgrta ‘were used. to ana]yze ‘the

"fdata su1tab]e for statlst1ca1 ana]yses

Fqs$the@£gsearch.quest1on, the responses of the nine

chx]drén who were- selected to.complete all parts of the Concept of a

WOrd Test were reported descr1pt1ve1y 1n order to prov1de add1tnona1
2 )c

1nformat1on (e g.» s1m11ar1t1es an¢ d1fferences) about grade one.
‘children's concepts of a word - .
.'” For research hypothes1s one, a computat1on of corre]at1on

program (DEST 02) was:usedoto determ1ne‘corre1at1on coeff1c1ents, f

‘between all-the variab1es (reading'achieyement~[Vocabulary, compre-

' hension; tota1],-Tests A;'B [B1, Bz’.B3’ B4,‘tota1], and C, sex,

-
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: | o wo
.and aQe). Correlations were considered ‘to be s{ghiticant at%the .05
level of confidence which is the most commonly chosen :value for;aloha o
(Hopkins and Glass, 1978, p. 219),; ‘ o \Y
For research;hypothesié two, a two-way'ana1ysisfot Variance ‘
program (ANCV 25) was used to determihe‘whether‘théré wehevsighificant
. differencee among thelthree'reading achievement‘grouos or between.
the sexes on the dependent‘yariab1e§ (Tests A, B tBl,‘Bé,lB;; By»
totall,tC) in the study. Differences were considered to be:sighift-‘
cant at the probabi1ity»]evet of,.05‘which,ts the most commoniy |
chooen value for alpha (Hopkins and Glass, 1978, p; 219); Where
: significant differences'Were-found,'the Scheffé Mu1tip]e Compahtsons
of Means was used to}determine‘the specifio‘soorce-of the differences.
Co o sumary
Sixty grade one. children, with 10 gtr]s ehd 10 boys in each‘

- of'three”readingiadhievement groups (1ow;-aVeragé;'high), were.

' random]y selected after adm1n1strat1on of the Gates—MacG1n1t1e
‘ R T

'Read1ng Tests to n1ne c]asses in a large urban A]berta school system. ‘Sfﬂ_

; A Concept of a wordf*es% wgs 1nd1v1dua11y adm1n1stered to the sample . E

g

"vof 60 ch11dren to prov1de 1nformat1on ‘about var1ous aspects of the1r

Mfy
concepts of a wonﬁ ,hﬂﬂne of the ch11dren comp]eted al] parts of the
Concept of a NOrd Test and 51 of the ch1]dren comp1eted only the |

wparts for wh1ch sc0res cou]d be determ1ned The Concept of a jord
”'Test was f1rst tested in a p11ot study Responses-reievant‘to the
f'research quest1on were reported descr1pt1ve1y and data re]evant to

‘ hypotheseséone and’two Sere aha1yzed;stat1stt§a11y. For~ research

e



o

hypothe51s one, poss1b1e relationships were invest1gated by using the

Pearson product-moment corre]ation and for research hypothes1s two,
. . 1
a two-wdy ana]ysis of var1ance was used to- deterane whether there

78

were s1gnif1cant d1fferences among the three reading achwevement groups."

&

The Scheffé Mu1t1p1e Compar1sons of Means was used. td determ1ne the

{source'of the s1gn1f1cant d1fferences.

"l



Chapter 4

: FINDINGS.OF THE STUDY

’The,purpose of'thts study was ‘to describe four aSpects (spoken
word conscjousness,kawarenessfof the speech-print ré]ationship;
awareness of visual word‘boundaries; and Qritten word conSCiodsness)
of grade ane ch11dren S concepts of a word and to exp]ore the
re]at1onsh1ps of the four aspects of the1r word concepts to read1ng
achievement, sex, and age. Th1s chapter presents the- f1nd1ngs of the
study inrre]atfon;to‘the research question and hypotheses-generated idf
Chapter 1 as-wejt as a diSCpssion.of these,findings. The findings'for
vthe{research qdestion;are reported_descriptively‘without~statistica1v
,ana}ysis in contrast to the findtngs for research hypotheses'one and
two wh1ch follow stat1st1ca1 analyses A discussion is- included w1th a
report of the f1nd1ngs for each of Tests A, B, C, and D and for the

: research quest1on and hypotheses in preparation for the final chapter
. where conc]usions,will.be drawn. -t

R
’ ' ‘Research Questionl

T Wil there be d1fferences in four aspects (spoken word
consc1ousness awareness of the speech-print relationshi
awareness of v1sua1 word boundaries, and written wor

; consc1ousness) of grade one children's concepts of

- which can be observed and reported descr1pt1ve1y7 _

'Qual1tat1ve information was prov1ded for" the research quest1on by |

adm1n1ster1ng the four-part Concept of a Word Test. “The f1nd1ngs are

reported and a d1scuss1on 1s 1nc1uded for each of Tests # B, C, and D.

79
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Spoken Nord‘COnsciousness\(Test A)

"Is - a Word?" . ; ' 'y

- In the first part'of.Test A, thirteen words and‘three phrases
were presented ind1vtdua11y.to the~samp1e;of 60 children. After each
word or phrase, ‘the examiner asked l'Is ;) word?“ upon‘which

each chi]d responded with a "yes" or "no" answer. A few children
expressed uncertajnty'(e.gg,."l think so"), but were encouraged to
give an\atfirmatdve or negative response. A sommary‘of_the responses
s presented tn Table 4.1. _ ' .

Based on an average nomber of correct responses for each'c1ass ;
?f‘words, the nouns were most consistently recognized as being words,
?o110wed by the adjective; the function words, the adverb‘ and'fina11y
,theﬁyerbs A]most all (58) of the ch11dren in the sample of 60 v
1‘be1ieved that ch11dren was a word. F1fty -nine of them thought that
'thed'was a word of the 13 Single words presented, 'because and
S were. 1east often recogn1zed as words.- A1though mos.t of the ‘children
.correct]y 1dent1f1ed each of the 13 words as be1ng a word ' far |
. fewer of them correctly recogn1zed each of the phrases as not be1ng
a word. That the ch1]dren performed noticeably lTower on the phrases
- than on the~word c]asses,~suggests that_some children may have_been
.mis}edloy the nording of the.ooestion. Perhaps, if the’questionwhad
been, "Is = __, One word?", the.chjidren's overall perfOrmance hay' ‘
have been more cons1stent _ |

' That the’ nouns were most con51stent1y recogn1zed as be1ng words.,
'further supports the findings of many researchers (e g., Papandropou]ou

-

and Sinclair, 1974; Robertson, 1968; Temp]eton and Spivey, 1980;
0 * - y‘ X : -

.
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~ Table 4.1 ) . v
Summary of Children s (N = 60) Answers to . ‘
"Is ¢ a Word?" '
"Is a Nd?d%" : : o | Yes No
Nouns ' . - ‘ *
» children - o T -
R ) K : S Sy
o table o N A
~ pight B . 58 .6
s . .
SRR . | .
%'Verbs ' B o B
give . 53 7
took - - 52 8
talking  x§l\ | 9
is a9~ . N
NS
Function Words | : s ’ v .
the - | T 59
and A _ - 55 5
with .55 5
because . | 50 10 o
. . ' . . w*a
Adjective - w o | \ :
" happy R | : S 1 5
Adverb . | . ,
slow]y ; | ' C 53 . 7 :
_Phrases : ’ "t ‘ A . ‘
from the house | I | 37 23 -
~ hide and- seek  _ o I 44 16 ’
“up and down - 486 14
‘ T ~ ‘ 4
\ / ,
\
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wllson, 1973) 'Children’ was the noun most often recognized

possibly because it was the noun moSt relevant to tha chlldren

themselves * what was surprislng. and was~not supported by the

related research was that the children 1n the present study

v

1dent1f1ed the function words as words’ more consistently than they

- did the verbs. Perhaps the chlldren in the present study were falrly

' cons1stent in 1dentify1ng such functloni)words as 'the,'.'wlth ! and

‘and' because of their high-frequency'of,appearance in the grade one .

*readlng materlal" Also, they'may have been emphasizedrand reinforoed'

" as common slght words and analxzed dur1ng the éight months of read1ng

1nstruct1on whxch these children had receited pr1or to the adm1nistra-"

tion'of the’ Concept of a Word Test It shoul% 6e noted that the n

present study d1d notl1nvolve any prereaders as did the Papandropou‘pu‘ :

L and Sinctair (1974) or the Templeton and Sp1vey (l980) studies on

| worgs learned which would account for it belng recogntied by most of

' the ch1ldren 'Is' was least.recognized as a word probably because

it is usually used as an a xil1ary verb As for 'because,' the fact

recogn1z1ng it as a word

which Test A was based. "The may have been ore of the first sight

o

‘that "it is used spontaneously by the ch1ld from the age of 3 to 4

onwards" without understandlng its function (Piaget l928/l976 p. 9)
may part1ally account for the difficulty the chlldren had in

The phrases presented the children with more difflculty than
the s1ngle words A maJor1ty of the chlldren ‘said that-each phrase
was a word./ Perhaps most of the chlldren responded to e ch phrase
assbelng a single unlt of meaning..{'Fron the house' Awas th% phrase r‘ ‘

OA' s
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most often\EBrrectly recogn1zed as not be1ng a word Th1s suggests

that the ch11dren may have been 1nf1uenced by the1r fam1l1ar1ty w1th .

’ each of the phrases,‘ ‘That" cp11dren tend to use and hear up and down

3and h1de and seek more frequent]y than . 'from the’ house,' ‘may - accouht

~

for %he more fam111ar phrases be1ng 1dent1f1ed as words more often.

-"Nhy'is | (not) a'WOrd7“

N1ne of the 60gph11dren were asked to exp1a1n each of the1r

v . L

i%responses as to.why the, aud1tory st1mu1us presented was or was not a

N word The findings have been reported and d1scussed by c]ass of word

. A summary 6f the children's responses 1s presented 1n Tab]e 4 2

A11 of the n1ne ch11dren equated each of the nouns e1ther with

_an ObJECt and/or an act1on or w1th say1ng someth1ng Each of the

. to exp1a1n the1r aff1rmat1ve hnswers Th1s suggestsrthat the

nou%s -was treated as someth1ng concrete, even. 1n.the case of nlght '
o
"Ch11dren was thi on]y ndLn recogn1zed by a11 of the ch11dren

Perhaps, as suggested prev1ous1x, ch11dren -was the noun mest re]evant

to each child himself. The same child who said (tab]e was not a

word sa1d that n1ght was not a word In'éxp1aining'both negative

responses, this ch11d prov1d§§ exp1anat1ons which other children used

N

\ .
ch11dren based\the1r decis1ons Qon very subjectﬁ&g criteria related

to their own experiences

The exp]anat1ons as to why each of the verbs was or was not a

-

word were much more varied than ‘those g1ven for the nouns even though

.bsome of the children .could not provide exp]anatn%ps and even though

most of the chi]dren_equated ‘give;‘_‘topk,' and ‘talking' with an

action. Table 4.3 summarizes the children's answers. Sgqme ;hj]drenv
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Tab1e42ﬂ S R

Summary of Ch11dren s (N=9) Exp]anat1ons of Responses tp
~Nouns when Asked "Why is _ . - (not) a WOrd7“ /
| . {Test A) , v / '
_’ - Response - - _ \ /t'
Word - Yes No Type of Explanations (2 ‘Examplesf( '
: - g T T
- children.. 9 0 1 gave no explanation "because/ﬁt's a word! .
1 equated‘it:with ”'cause/your mothe}
saying something could. Say come he

children'" -

6 equated 'children' cause you have -

~ i
*Table 4.2 and other simiJar tables, to be presented in this chapter,
include only examples of the children's explanations. A complete
reference of the nine children's explanations of responses on the
~Concept of a Word Test is .presented in Appendix B. j

Ce . with an\%bf'ect ' little children"
A "because we're some
child rem%
‘ 1 expressed objeE;/aﬁaJ "icause children like
. action to play" .
~ :
table 8 f&“l 9 referred to 'table' ©  "no . . . because it's @
: : Y, as-an object involved something you eat on"
in  an-action e
, L ;o "because you have to
s eat off it"
k\»k". . ‘\ -
“because you eat at a
etable"
B SO L, . “because if,table
T B v _ : -~ wasn't a word you'd
\\\\ - ' o have nothing to put
/J Tn : your food on" -
. . PR . \
- gid%t 8. 1. 5 equated n1ght' with Yo L. . . because it's:
an obJect C . 1ght"
N o R _ ‘ "sometimes ‘it s
R : ’ n1ght”



T " Table 4.2 (iontinued-)

Response ~ = .. ! .
word R Yes‘ No - Type of Explanations - ' Examples*
. JAi' . | "if ‘there wasn't any
: night,; it would always
be night or afternoop“
: g .- 2 equated it with an , "if it's nine o'clock
LERE ©action N and you want ‘to get
o : ’ . some fresh—air“ a
"because you have to
sleep in your own - «
: _ p bedroom" \ -
) 2 equated 'night' with ”because you' tan say ,

saying something - - . 'it is night . . ,
N t1me o go to bed'"

~."'cause my mom says
S 'it's night'” _
- M . Ag . » i . .

“*Table 4.2 and other s1m11ar tables, to be presented in this chapter,
in¢lude only examples of the children's explanations. A, complete

reference of the nine children's exp]anat1ons of responses on“the = <
.Concept of a Word Test is presented in Appendix B. '

0

o ™
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S i Table 4.3 | B ' \
"Summary of Children's (N.= 9) Exp1anat10ns of Responses to -
Verbs when Asked "Why is . (not) a Word?"-
(Test A ’ ]
Lo Response PO ; L
Word - * Yes\\fo Type of Explanation Examples
give” 8 -\}\ " 1 responded subjectively "no . . . people don't
: : . Tike that word very
\ . - . much" »

7 gave examples of cause you can give
‘give’ as an action - people things"

"Tike you give some-
thing to your friend" .

- .1 could not provide‘ "because you can say
‘ “an explanation I-. . . can't answer
. it's hard"
.’ .
took 8 1 2 equated 'took' with "no . . . because
v ’ - an action but used you're tak1ng some-
alternate forms.of body"
‘the verb ' e
T ‘ -"some pe0p1e take
- ‘ ; someth1nq and grab it
.. . ' away - :
1 "presumably referred "because it's three
 to the number of words [sounds]"
. sounds e
6 used "took' ina - . "you took a banana"
sentence A ’ : :
: "I took a dish"
talking 8 1 6 referred to ‘the "like you're talking
- ~action of talking to your friend on the
te]ephone"
"'cause you say some-
thing"
1 referred to the “you an talk ;-. . it
- action and to the hasv'gng' in jt"

suffix



. : 87

Table 4.3 (continued)

)

‘ Responsé : _ » i
Word -~ Yes No  Type of Explanation  Examples. .
1 presumably referred -  "because it has five
to the number of words [letters] in it,’
~ letters Lo maybe, I don't know"
1 equated 'talking' ) ”’caﬁse you can say, >
specifically with . "I'm talking. Be y
saying something ‘ quiet!"'"
is ’ 9 0 2 could not provide
, ’ explanations
1 supposedly referred "'cause it has two
to the number of . words [letters] in it"
letters . . . .
v J \
) 2 ézﬁated 'is' with . "'cause you say 'is
. . ‘ saying something the bird gone?""
7 "like it’ is a giant"
2. 3 expressed that 'is' . "because it's in like
" was part of something - a sentence"
larger ! '

,cause it goes with
: gome other words"

B cooe————————— "berause you can make
' ‘ . up 'is' in a sentence ‘
. o . . . Yyou couldn't
' make up a question
because 'is' is always
in a question"

1used 'is' inan . "is going to the store"
example ‘




-

]

used_aTtérnate forms of the Verb.'tbok' when giving their explanations

’ which suggests that they were most concerned with the meaning of the

word. Some of theiqhi1dren-referred to sounds, number of letters,
and the word as part of.Q larger unit (e.g., a sentence) in tbei?

explanations which showed more sophistication in responses than was

demonstrated previously with the nouns. Although is' was the word

1ea§; recoghized as a word by the sample of 60 childrep, all of the

children in the sample of ﬁine said 'is' was a word.

Thé explanations provided by the chi]drén_fdr the functioﬁ
words were even more varied than those divéh for phe verbs ‘and are
5ummarized in Table 4.4. Because the‘children cou]d'not equate pbg
functibn words with objecfs or actiqns mayghave caUséd them to dofmore
reflecting Which resulted in more varfed answers. Cbntréry~to the
findings of other resea}chers (e.g.,APapandropou]ouland'Sinc1éir, 1974
Robertson,:1968; Templeton and Spivey,'1980f, the function words .

. Fl
were more readily recognized as words than were the verbs. This may

._be accounted for by the practice of many grade one teachers to. teach ’

+

Some of the more common function words as sight words and to.reinforce

'them in weekly spelling tests. This may also acCount-for "the' being

the word most often identiffed as a word in the present study. Of

the fer function words presehted,_'énd' and 'because’ éédsed the most
confusiﬁn to the samb]e of nine chi1dren.' It may be that 'and' was -
the 1eastAfam111ar and/or least meaningful out of a senténce or phfase'
contéxt.‘ Oné child equated 'and' with 'Ann’ whiéh, accdrding to

Messer (cited in Teripleton and Spivey, 1980); "i1lustrates the markedf

tendency of youhg children to relate an auditofy stimulus to a known,

d
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» | ‘
Table 4.4
Summary. of Children's (N = 9) Exp1anations of Responses to
Eynction WOrds when Asked "Why is (not) a Word?"
(Test A) .
Response A )
Word Yes No - Type of Explanations Examp]es
. the 9 0 1 could prbvide no
./ _ explanation
1 gave a subjective "some people like
answer saying the word 'the'"
1 used the ina . "the people”
phrase . : | ' .
1 gave. an example bf \ "The giant is here."
'the' in a seﬂ pRce \
2 equated’’ ‘th " "because you can - ‘say ‘
saymg_s w‘;" ‘the monsteg" or the
a\vkn bear'"
’”W‘l‘"" ru’ ‘
. - "becduse you can say -
' ' . 'the names are on the
chairs'"
- 1 tried to explain in "because it can havé
terms of. sounds _ 1ong/,e or short 'e'
R 1t can say two
words ‘the' or ‘thee'"
1 pfesumab]y referred - "“because it has three
to the number of - words [letters] in it"
letters . '
1 reférred to 'the’ "because that's in a
as part of a sentence . séhtence”
and 7 2 . 1 did not know why ‘and* : _ . '
was not a word
1 gave a subjective . ‘cause 1t
answenr o . doesn make sense’
1Y
1 confused 'and' with "because you are .
"Ann' . begging to go to:
school . . . Ann .

your friend's name"
_ &



y Table 4.4 L(C/O/\tinue‘d) N

' Response ! - . )
Word Yes No Type of Explanations - Examples
2 equated 'and' with "because you'can say
saying Something ‘ 'mommy and daddy'"
) "some people say 'and'-_
) with their words in"
1 used 'and' as an "me and my friends" ~
_ example:in a phrasg X il
1 gave amr examnle in "because . . I have
a sentence some books and some
: toys"
1 indicated that 'and' "you can put a
was part of something sentence with it"
larger ' '
1 referred to letters” . ‘"because it has three .
_or sounds, but based words [letters]"
on other responses
probably meant letters -
with 8 1 6 expressed 'with' in "n@.}., . ,“that's when

L

Sy

an action

.
&

1 e§uated it with
saying something

1 provided no
explanation

1 presumably referred
to the number of
letters

you'tofwigh someone"
ey

“"you're with a friend"

"because if you're.
with someone” '
“'cause‘I Ggan say 'l
ride with my bike'"

. "because it has five

words [letters] in it".



“ Table 4.4 (continued)
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. & . - - -
Response
Word Yes No Type of Explanations Examples
because 7 2 1 who reéponded "no"
could not provide an
expianation
1 gave a subjective “no . . because

response

1 equated ‘'because’
with saying something
and as part of a
sentence .

2 equated 'because’
with saying something

3 gave examples using
'because’

AP

1 response could not
be interpreted by the
examiner even after
further questioning

people don't say those
words very much"

"because you can say
'because' . . . if

"there wasn't any

because there wouldn't
be any sentence if you
wanted 'because'"
"because you can say
'because I like you'"

"because you can . . .
Tike you say 'because'"

"because you wear a
moustache"”

"like because your
friend's away"

“to get something
because it has two
words"

FON
N
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® familiar term" (p. 272). That 'because' was one of the words which
presented much difficulty to the sample of nine and to the entife

¢

sample of 60, may be attributed to its complexitv as a conjunction

3

(Piaget, 1928/1976).
The children's responses to both the adjective and the
adverb, summarized jn‘Table 4.5, were similar in that the majority
of children related each of the two words to some type‘of action.
Of the remaining responses, one was especially interesting as the
chi]d equated the word 'happy' with the emotion, mak{ng the existence
of thelword a necessary part of the condition. One ch?ld used 'slow’
instead .of 'slowly' iﬁdicating a possible\emphas;; on meaning.  There
was a tendency for the éhi]dren to contrast the word wifh its opposite,
especially with the adverb. | %
Most of the children believed that each of the phrases was a

. word énd,respdnded as %hgy had to the single words (see Table 4.6).
Only a few chi]drén requred to the number of words with one child
cons%stent]y poirting oét the number of words iﬁ each of the phrases.
What was most,surprising'wa§ tﬁ t 'hide and seek' waé the phrase most
‘oftgn reeognized as not beihg~5 w?rd by the sample of nine even
though'it is probab1y'more fémi]iar than 'from the house.' A number
of children may have made arhifrary decisions as is indicated by some
o? the explanations. That the méjority of children be]ieved each of
the phrases to be a word, supports the findings of many researchers
;(e.g., Downing'and Oliver, 1973-1974; Holden and MacGinitie, 1972;
Templeton and Spivey, 1980) which ihdicated thgt young children do

not have an adequate concept of what constitutes a spoken word or that

-
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Table 4.5
Summary of Children's (N s 9) Explanations of Responses to
an Adjective and Adverb when Asked .
"Why is _ (not) a Word?"
(Test A)
Response v
Word Yes No Type of Explanations Examples
happy 8 1 7 equdted ‘happy with “no . . . because
(adjective) - an action (or a you're happy sometimes"
condition) "
"you can get happy"
"'tause some people
are happy"
"because like your
friends are -happy or
you're happy"
1 equated the word "because then every-
"happy' with the body would be sad or
emotion mad if there wasn't
pany "happy'®
. - -1 equated 'happy' with "because you can say
saying something ‘I'm happy'"
slowly 8 1 1 could give no reason

(adverb) for the "no" response
6 used"s1ow1y' to
describe some type of
action

1 used an alternate
form of the word to
describe an action

1 used it to describe
an action and as part
of a sentence '

cause you -either go
slowly or fast"

"some people go slowly"

“it means you're
slowly walking"

"if you walk very
slow you won't get
there very fast"

"because some people
can do something
slowly and make it up
in a sentence"




¢
Supmary of Children™s (N =

<

Phrase

from the
house

hide and
seek

Table 4.6

Phrases when Asked "Why is

Response

Yes No
] 2

6

(Test A) &

Typae of Explanations

1 could not explain why

it was not a word but

after further questioning

said it was two words

1 referred to the
number of words

6 relafjed 'from the
house ' /to some type
of tion

1 was difficult to’
interpret but
appeared to refer to
the object

1 child referred to
an action

1 child referred to
the number of words

3 equated 'hide and
seek' with playing
the game

1 referred to action
and object sub-
jectively

9) .txplanations of Responses to
(not) a Word?"

Examples

1"

more than oneword"
Q] "three"

"you can go from the
house and come from
the house"

“if you qgo very far
from your own house
you'll get grounded
very soon"

"because there's a
bunch of houses"

"no . . . because
that's when you're

playing with somebody"

"no . . . because it's
‘three words just like

up and down" .

"it's a game .
you play it"

"'cause you play a
game.called that"

"'no . . . because
some people don't
like playing that"

no . . . because it's

94



Response
Phrase Yes No
!
up and 8 ]

down

Table 4.6 (continued)

[

Type of Fxplanations

1 equated the phrase
with the object and
the action and qave a
subjective view

I equated it with
saying something

1 referred to the
first letter

1 referred to the
number of words (for
all three phrases)

1 said it was part of
something larger

7 equated 'up and
down' with some type
of action

Examples

"if there wasn't any
word of 'hide and seek'
you could(n't] play

the game and have any
fun"

"you're saying some-
thing"

. "because it's a word

that starts with 'h'
for 'hide'"

“no . . . because it's
three words"

"because that's in a
book"

"'cause you're going
on an elevator and
you're going up and
down" :
"'cause some people go
up and down

jumping up and down"




o, | o | , v .
children's notions of a spoken word may not correspond to the con-
. . . \ . L . " . .. ‘.‘ ) ) N —

< ventional spcdken word unit. . i
: D1scuss1on

The responses of the ch11dren in the present study as _to why

o - a part1cu1ar aud1tory stimulus was or ‘was not a word were similar to

the responses in the Papandropou]ou and’ S1nc1aJr (1974) and Temp]eton

\,'t )

and Sp1vey (1980) studies with one except1on “In the present study,
there were’ very few ch11dren who d1d not respond or who produced
responses ‘which would be c1ass1f1ed in a "no response" category.
Un11ke the two prev1ous1y ment1oned stud1es, the present study did
3 not 1nc1ude any prereaders which may account for the d1fferences in
’the number of ch1]dren€who did not_respond. Both Papandropou1ou and
... ‘Sinclair, and’Temp]eton and Spivey noted that the prereaders in thexr
stud1es were the most’ reluctant to respond
A]though the exp1anat1ons by the ch11dren in the present study
thereuyar1ed, most of the children equated a word w1th an object
and/or an'actionvas in Papandropou1ou?and anc1air's"1ewe1 one of
word awareness or. equated the word with say1ng someth1ng (1eve1 two)
Papandropou]ou and S1nc1a1r (1974) cons1dered Tevel two to be "a
w first beg1nn1ng of meta11ngu1st1c thought“ as "words have SOme .
autonomous reality" and children "no longer th1nk-on1y of what is
” being ta]ked'about but of what 1s-being said" (p. 246) | Other ‘

, responses by ch11dren who referred to such aspects as number of

e

¢
S8 letters, sounds, spelling, and sentence structure demonstrated a more

”soph1st1cated 1eve1‘of word’awareness, accord1ng to the researchers
in the two previously mentioned studies, than is evidenced at levels

N
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one or two. It was not,'hoWever, possible to. categorize many.of the
responses to a spec1f1c level of word awareness beyond level two as
'the cr1ter1a for levels three and four were not exp11c1t1y Taid out

by Temp]etom and Sp1vey or by Papandropou1on and Slnc1a1r Fdr
examp1e Temp]eton and Sp1vey determined level three awareness as

"the word is equ1va1ent to print aswwe11 as to. sound" and Tevel. four
awareness as Pthe word is‘fu11y understood in terns of 4ts sianifactory
aspects as well as its structural aspects (i;ef, ru]e*governed
Asequences of letters and sounds)" (p. 268). The need for more erplicit
cr1ter1a to a1d 1n the c1a551f1cat1on of responses beyond levels one
and two was expressed in a study of Key Vocabulary responses conducted
by Blakey (1980). It 1s jnterest1ng to note that even though some
of the chi]dren in the Temp1eton‘and Spivey study were beginninq

grade two, "no level 4' responses were’ given by any of the ch11dren
(p. 270). In other words, the ch11dren in the Temp]eton and Sp1vey
study produged no -level four resp0nses and the researchers d1d not
provide any examp1es. A]though they referred to the four 1eve1s of
word awareness, they did not ana1yze the1r‘responses in terms of .
thosellevelsf Such an ana1ysis was attempted by Papandropoulou and
Sﬁnc]air, but again the-criteria for each Tevel were not clear and.
"there appeared to beXsome degree of over]ap of responses among
“categor1es. For +hese reasons, the explanations of the ch11dren in

the present study were reportqd descr1pt1ve1y and categorized by level:
of wordpawareness on]y'when possib1e.~'It was‘noted that each child
varied in his 1ere1 of word awareness depending on the'particuiar.WOrd.

Such factors as experience with print,vtamiliarity with individual

BCR . ‘ -
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words, and cognitive Tevel of fundtioning (preoperational, tran-
sitionai, concrete operational) ma}\affect'levei of word"aWareness.

“As in the Papandropoulou and Sihc]air_(1974) and Tempieton'and
“Spivey (1980) studies,.a variety of responses was evidenced in the
present study when the nine children were asked, "What is a word;
really?" and "How do you know when.somethingris a word?" These~
~1;responses are presented in Tab1e 4.7. Although most of the children .
‘ieguated'a‘word with saying something (Tevel two of word awareness),

» other chiidren mentioned words as consisting of Tetters and reading
words which probably indicated a more sophisticated Tevel of, word
awareness than level two in that the words have "become detached from -
- the rea]ity-they,represent" (Papandropoulou and Sinclair, 1974, p. 246).
For example, the child who.said something 1§ a word. "if you read it"
'was‘perabiy“giving‘a level three response,according to Papandropoulou
“and Sinclair, and Temp]eton and Siney‘s criteria, bqt‘the chi{deho
'mentioned that something is a word "*tause it's just letters put
together" could have given a 1eve1 two or three response. As
mentioned previously, the criteria for each of the levels were not
a]ways made clear in these research'studies and there appeared to be

a definite overlap of criteria between each of the Tevels of word
~awareness. | | .

‘fwhen asked to give'an»exahple of a long, a short, a hard, an easy,
and an invented“word as well as provide an expianation for each of
their choices,'theﬂchiidren in the present study produced varied
responses (see-Tab]e‘4.8). The types of responses were similar to

those received by Papandropoulou and Sinclair (1974) and Templeton



Table 4.7

. Summqronf Children's (N = 9) Responses to
"What is a Word?" (Spoken)

\

Type of Explanations | S = Examples
4 equated a word with saying "because there's a lot of words around
something and included a the places . . . some people like
subjective comment saying lots of words to people"
"well, if there's a human . . . if
there's really a human . . . something
that -you say" ﬁ’ ‘
\ ‘ -
2 referred to a word as "because if there's a whole bunch of
consisting of letters o 1Ettiis . . . and you put them ‘
R ) together. it's a word" - | ‘
"'cause it's just letters put toqe%ﬁér '
. I can tell when it's three words
. . it can be three words put
together"
1 referred to the type of “things 1ike words . . . begin wifh
initial letter ' upper case and lower case"
1 gave a more vague ’ "it's in your mind""
response . ’ .
1 equated a word with print’ "if you ré&ﬂ\it“
R P\
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‘Table 4.8 - .
Summary of Responses to "Give Me a - Word"
Type of e
Word: Type of Explanations ‘Examples
Long : 1 made a subjective "sohe”beop]e likes to play with
statement v your mom and likes your mom .
because children love their mom
very much"
1 could provide no - "grandfather . . because it's a
explanation word" ‘ ’
1 mentioned the "the, that, two . . . because it '
initial Tetter ' starts w1th a 't'" -
1 mentioned spelling "something . . because you spell .
‘ N it that way . . ."™ [Q] < "they
, spell it long and we spell it long"
5 referred to the . "see Pat run . ‘cause it has.
number of letters Tots of Tetters all together:
‘ "alligator . ‘cause it has
- Tots of letters and it's just one
word put together"
- "explain . . . I don't know how
. many letters it has, but it has
eight letters or so"
- "tape recorder . . . because fhere's
lots of letters in it" ‘
Short . 8 referred to number "one'. . . 'cause it just has.
- of letters three letters"” :
"me . . . because there's only
two letters in 'me' and it's ’
. really short"
N “one ball 'cause it only has
* a few letters"
1 appeared to equate. "that was a scary night .

a 'long word' with
a ‘'story’

because it was a scary n1ght I was

dreaming a

bout a scary night"



~ Table 4.8 (continued)

Typé_of' :
Word Type of Explanations : Examples
1 made no .attempt

Easy

- Hard .

«

2 related their choices '"can . .
to spelling . spell 1t good"

1. related it to . "Kathy . . . because.there aren't
spelling and to that many words [letters] in it and
sounding it out I know how to spell it and I can
’ sound it out . . . I only had to
sound it out at the beg1nn1ng of

grade one"
1 mentioned a compound "farmhouse . 'cause it's only
P

‘word T . a two words"

. - because it's an.
easy word to figure out"

1 referred to the ease "beanstock .
of figuring it out

1" mentioned the \”Kathy . . . because it only has
initial letter ‘ 'k' for Kathy"
\\ » //
1 referred to number "egg . . it only has three
of 1etters letters” ' B

1 ment1ongd sounding "farm .
it out and reading

_..'cause it's easy to
sound out and very easy to read".

1 appeared to equate ~ "twdrand three make . . . once
‘word' with 'story' I saw a scary movie . . . because
' they was talking about the hard

words
1 mentioned " "people blink their eyes . . .
rqpetition and , 'cause if ‘they say it over and

getting mixed up over you'll/get mixed up"
2 referred to spelling "“[friend's name] . . . because
B it's hard to spell and my dad
. doesn't knjow how to spell it"

1 mentioned writing "teachers/ . . . some people don't
specifically "~ know how /to write 'teachers'"

because you know how to ”
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Table 4.8 (continued)

Type of . ‘ :
Word Type of Explanations Examples .
4 mentioned the "fantastic . . 'cause it's not
difficulty of figuring all that easy to sound out and it
out the words : has lots of letters”
"witch . . . because you can't look
at it . . you'd get it wrong"
Invented 3 gave responses “strawslurp .

which indicated the
words were invented

1 gave no explanation

2 referred to an

.action

1 recalled a known
word as an invented
word

1 gave objects
related to the _
invented word produced

lbappeared to equate' 
an invented word with
making up a story

‘ slurp"

‘cause they do

"faig . . . because you just make
it up" : -

“play .

"train . . becéuse.you ride on
a train" S

"potatoes . . . because I just
wanted to make it up so that was
the only word I was thinking of"

"Halloween . . 'cause it has
pumpkins"
dI~had a book. It was called

One Two Three Four Five Six . .
by my own self" .




and Spivey (1980) with the exception of one categoky.' The Temb]eton
and Sbivey study did not ask the chi1drén to produce an invKted
word. A]fhough most children produced/sing%e word responsés, some

- children“gave responses which ihvo1ved\;ho or three isolatel words ,
phrases;“or sentences when asked for a single word. A few children
could not éxp]adn their choices while explanations feferring to -the

number of letters were most common. Some children feferfed to

spelling and to sounds. Only one child referred to reading specifiJ

cally. A few children appeared to equate ‘word' and7ﬂstory' while a .

few réferred to '1ét£ers;:as"word§.' It should be noted that all
diréctions were give§%0ra1]ybby the examiner and that the examiner
expressed no eipectation as to the type of éxp]anation that should be
given. The children were free toare1ate theif eXp]anatiohs to speech
of to printed language. ' | | | | | N
Only two children prbduced‘a short word that was more than
three 1etter§.\ One child who mentioned 'love' as an easy word
“(ﬁbecausesit has an easy,spe]]ing") was unable to.spell it when
questioned furthef. It was fnteresting to note that the fwo children
who each gave a compound word as an easy wordIWeFe»from the same
c1assfdom.Where compound words had been discussed. The children
appeared to have the most»difficy]ty thinking of én invented-wo;d.
A]though the researcher felt thayséme chi]dren.did not c1e;}1& under-
stand the.meaning of, "invented" or "made'up,ﬁ no further exp}ahation
was giyen‘to the children in order'that the task remain a.re51ication

of the.task as presented in the Papanqropou1ou_and-Sinc]air study.
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Awareness of the Speech-Print _
Relationship (Test B) !

Te§tlB provided four measures of the child's concept of é word
V;pecifica11y related to his understanding of how spoken language, is
represented in print. These four measures were:

1. Ability to pbi;t to words as one reads a1dud,

2. Ability to identify targgz'words Qithin a'single line,

3. Ability to iaentifyitarget wordé within the confexf of
a four-line poem, and | )

4. Ability to learn sight words from a short reading experience.

ObserQations of Test B will be reported generally f%?st then
under each of the four measures of the Speeéh-print match” Tﬁé
children's total scorés on Test B and scores‘onkeéch subte;t are
presented in Table 4.9.

The range of scores on Test B was from 1 to 52 out of a total
possible score of 52. A positively skewed distribution resulted.
Two-thirds of the chi]drek achieved perfect or near perfect scores
on fest B whjch demonstrated that a majority of the grade one _
cHderen in the samp]é had a good»understanding of the speech-print -
relationship. Ten children achievgd 1bwer scores (less than 40) which
indicated difficulty in understanding the relationship between a
spoken word and a written word. One ;hi]d was unable to demonsfrate'

the aufa1—visua] match.



105

Table 4.9
Pupil Scores on Test B, Awareness of the Speech-Print
Relationship |
, Subtests* . Subtests*
Pupil Total © Pupil Total
Number BTx,Bz B3 B4 Score Number B, B, By By Score
e R B
01 10 4 5 5 24 31 12 5 6 6 29
02 11T 6 6 6 29 32 26 8 6 6 46
03 0 1 0 O 1 33 25 8 9 9 51
04 - 2 4 3 2 11 - 34 7 2 4 3 16
05 26 8 9 9 50 35 19 7 7 8 41
06 26 8 8 8 48 36 4 4 5 4 17
07 14 7 9 7 37 37 13 8 5 6 . 32
08 25. 8 7 7 47 38 24 8 9 9 50
09 248 9 9 50 39 26 8 9 9 52
10 18~ 6 8 7 39 40 13 7 5 .8 33
11 26 7 8 9 50 41 26 8 9 9 52
12 26 8 9 9 52 42 25 8 9 9 51
13 21 8 9 9 47 43 24 8 9 9 50
14 25 8 9 9 51 44 26 8, 7 7 48
15 25 8 9 9 51 45 26 8 9 9 52
16 25 8 9 9 51 | 46 25 8 9 9 51
17 21 7 7 6 41 47 26 8 9 9 2
18 25. 8 9 9 51 48 25 8 9 9 51
19 26 8 9 9 51 49 20 8 9 9 46
20 25 8 9 9 51 50 25 8 9 9 51
21 26 8 9 9 52 . 51 26 8 9 9 52
22 26 8 9 9 52 52 25 8 9 9 51
23 24 8 9 9 50 53 25 8 9 9 51
24 26 8 9 9 52 54 26 8 9 9 - 52
25 - 26 8 9 9 52 55 28 8 9. 9 50 -
26 25 8 9 9 51 v 56 25 8 9 9 51
27 26 8 "9 9 52 57 26 8 9 9 52
28 26 8 9 9 52 58 25 8 9 9 51
29 26 8 9 9 52 59 25 8 9 9 51
30 24 8 9 9 50 60 26 8 9. 9 52
*B] - Pointing to Words as One Reads Aloud (total possible score = 26)
B, - Locating Individual Target Words in Context:(total possible
2 score = 8) .

B, - Pronouncing Individual Target Words in Context (total possible ”
3 score = 9) . - ’
B4 - Pronouncing Individual Target Words in_ Isolation (total possible

score = 9) '

Total Score - Total possible is 52
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» Ability to Point to Words as One
Reads Aloud (Test By)

Range of Scores (Total pdssib]e = 26)

i

Score Number of Chi]dren

26 20
25 17
24 )
21
20
19
18
14
13
12
11
10
7

el o el d o e i PN\ — o — N OO

4
2
0

|

N'= 60

Seventy—five percent of £he children fn the sample of 60 obtained
a score of 24 or bette}'out of a total possible of 26 which indicated
that ihey were able to make/thé §pokén—wr1tten word match with Tittle
or no difficufty. ”Of the 17 children who achieved a score of 25, 13 of
them said "going to" or just "going" while pointing to 'éonha.‘ In all
17 cases, the word 'die’ fd]]owing_'gonna' Q%% correctly identified.
Eight of the nine children who achieved a score of 24.had difficulty
with 'gonna die' or ‘I'm.gonna.' 'Gonna die' was usua]]y'read as.
"goina to die" with 'die' being pointed to as"to' was pronouncéd.
The four chi]d;en who achieved scores of 21, 20,.and 18 had difficulty
with“gonna' as. did the Ehi{aren previously mentioned, but also had
dfffjcu]ty wifh 'away.' Ong child could not read 'away' and 'the other

thfee said "a" for 'awayi and "way" for .'the’ which was the next word

Il
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in the text. The child who obtained a score of 19 was not able to
read line three although it had been previously committed to auditory
memory. Only the words 'the' and 'sky' were recognized, probably as
sight words previously learned. This child was able to accurately
point to individual words and read them aloud in the other lines.

The rest of the children whose scores ranged érom zero tq 14 demon-

strated a decreasing ability, reflected in the scores, to m}tcb the

\-ﬂ-\l

written poem with the memorized version. Some of them repeated parté\\\\,
of the boem accurately, but were unéb]e to point to the corresponding
words individually and/or repeated a part of the poem or an entire |
line of the poem while pointing to an entirely different line.

Children with lower scores tended to look at the written poem word

by word and attempted to identify sight words rather than relate it

to the memorized poeﬁ. One child (score 11) said "give away the sky"
while pointing .to 'aygy,' "don't give away my pie" while pointing to
‘sky,' and "alligator pie, alligator pie" while pointing to 'But.’

Many of the children who obtained low scores on this £ésk had had
difficulty cbmmitting the poem to auditory meﬁory,

Ability to Identify Target Words
Within a Single Line (Test 857

Range of Scores (Total possible = 8)

Score Number of Children
8 47
7 - 5
6 2
5 1
4 o3
2 1
1 1



/

Most of the children were able to locate the target words in each
of lines two, three, and four, All children with scores of 24, 25, or
26 on the previous task, except one (score 26) achieved a perfect
score on locating the target words. Ten of the 13 children who made
errors could not locate the word 'if' or pointed to another word'
when asked to locate ’if.' About half of these children pointed to
other words when asked to locate 'give' and 'sky.' One child could
not locate 'give' and one could not locate 'sky.' Neither attempted
a'guess. Another child who obtained a score of four attempted no
guesses. A1l the children, except one, located 'pie' and all except
twoA1ocated ‘my.! ;Some‘ and ‘away' were also located by most of the
children. Genera]jy, children who had difficulty reading aloud and
pointing to each word (previous task) tended to have difficulty
locating the target words.

Ability to Identify Target Words Within
the Context of a Four-Line Poem (Test B

3)

Range of Scores (Total possible = 9)

Score Number of Children
g 43
8 3
7 4
6 3
5 4
4 1 .
3 1
0 1
N =60

Most of the children were able to pronounce the nine target

words pointed out by the examiner although more children (17) had
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errors than in the previous task (13). As in the last task, most

(12, 11) of the 17 children were unable to identify 'if' and 'give.'

In this task, 12 children were unable to identify ‘away.' All of the
children, except one, identified 'pie' and 'green.' Most of the

children also identified 'my' and 'alligator.' Only one child

obviously attempted to use context to aid in the identification of

a word ('sky'). One child who was unable to identify any words

(scores on previous tasks were 0 and 1 respectively), gave a multi-

word responsé for six of the nine words (e.g., for 'my' said "don't .

~ give away the grass,” for ‘'give' said "give away ‘the sky").

Ability to Learn Sight Words from a
Short Reading Experience (Test 847

Range of Scores (Total possible = 9)

Score Number of Children
9 43
8 3
7 4
6 5
5 1 L
4 1
3 1
2 1
0 1
N =60

. Most of the grade one children were able to identify the nine
target words presented in isolation. Only one child commented about
the fami!iarity of the words ("Those are a[l the words that were in
the story."). Sixteen of the'17 chi]dﬁgn who made errors on'this task
had made errgrs on the previous task (pronouncing individual target-

/ <
\r,/’
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words in context). Fourteen of the 17 children did not identify

'away. _Twe]ve'of-them did not 1dent1fy ﬁgive' and nine did not

; recognize ‘if.' Five children did not recogn1ze a1]1gator

Almost a11 the ‘children recogn1zed pie, my,"and green.' The

same child who had prev1ously given multi-word responses to 1nd1v1dua1

y

words 1n context aga1n produced most]y mul ti- -word"’ responses (e.g., for

'‘pie’ sa1d "don t give away," for ‘my' sajd "I Tike my radio.").

Discussion _
A maJor1ty of the sample of 60 children, after e1ght months of -

read1ng instruction, appeared to understand the speech- pr1nt relation-

'sh1p as measured by the four aspects in Test B. Genera]]y, a ch11d S
~performance score on ‘one aspect of the speech- pr1nt re]at1onsh1p was

S1m11ar to h1s performance score. on each of the other aspects

Genera1 observat1ons 1nd1cated‘that ch11dren who had the most

d1ff1cu1ty memor1z1ng the four- 11ne poem aué1tor11y a]so had the S

most d1ff1cu1ty understand1ng the relationship of the spoken word to

the wr1tten word. A]though the maJor1ty of ch11dren appeared to have

an understand1ng of the speech-print re1at1onsh1p, ach1evement scores

var1ed wh1ch 1nd1cated that the children were at°various stages in

understand1ng the concept measured

50
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. Awareness of Visual Word Boundaries (Test C)

Range of Scores (Total possible = 21)

7 Score Number of. Children
21 17
19 1
18 7
17 3
16 4
15 3
‘14 2
13 1
12 1
1 3
10 1

9 A
7 2
) ]
3 1

1 3
0 9
N = 60

Seventeen children in the sample of 60 were able to indicate

all the-word‘boundaries'in the three sentences written without the

‘conventional printer's space .between words. Only three children in

the sample commentedlabout'the;absence of the conventional white

spaces between words'(“There,aren't finger spaces," "small spaces,"

"no spaces"). ‘Seven of the children made all, or almost all of their /

divisidns between 1etters, equatingiletters and words. One. child
considered each of the three sentences to be a word.” Contrary to thé”
findings of Kingston, Weaver, and Figa (1972), only a small number of

errors resulted from omitting the division between two words (e.g.,

' /andthe/). Most of tﬁése appeared to be careless omissions.” Most of

the children who made errors, except those who equated letters and

11
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“words, appeared'te meke some of the boundery divisions randomly; how-
eter, the najority of the divisions tended to be after an'eecending‘or
descending letter and/or before an ascending letter. While marking -
the divisions 1in sentencé one,ifive children proceeded to work from
right to 1eft; {One of these children worked'fnom right to.ieft‘on
the third sentence.

To provide additional information ebout grade one children's

. concepts about printed word boundaries, all of the children were °

asked to mark the word boundar1es in a sentence wr1tten in the @

conventional manner. Two ch11dren commented about the form of the
sentence ("Thts is easy because it's all apart.” ”Th1s 1s_easy
 because theytre far awa&.“), One child merked the .word .boundaries

from right to Teft as wfthntwo prevﬁgus sentences. Four of the 60

i} chi]dren'did'not mark the boundafies accurately. One of these foun}n

lneg1ected U)mark Just one‘divigton between two of the words in the
sentence, Of the three remaining, two children, as with the three

~ previous sentences, equated 1etter5/énd words One ch11d marked

only one word boundary, Just_before the last word in tnejsentence.

Each of the three preVious sentences'had also been marked with only

one division which appeared‘tg}be randomly chosen.

Explanation of Spaces between: Words - -

Each child in the sample ofynine was-asked to explain the spaces
between tne words in the 1a;t sentence of Test C. Pointing to each of
~ the spaces,nthe'examinef aﬁked, "Why are these spaces here?" The |
examiner did not refer to the terms 'word' or 'sentence' when requesting

the information. The children's responses are summarized in Table

4.10.



Tab]e 4.10‘

Summary of Explanations of White Spaces between Words

Type of Explanations

3 referred to 'words'

\

2 mentioned 'words' and
‘regding' .

2 mentioned.a 'sentence’
and understanding

1 referred to ‘writing'
-a word

1 referred to 'words' but
related it to the
previous word boundary
task

"to be between these [pointing] words"

“so they'll be easier" [Q] -"so the
words will be easier" ’ :
"so the words don't gef mixed up"

"s0 you can reéd them" [Q] “the words"

"so you can read it . .

. . so you don't
think it's all one word" :

"sp it makes sense . . that's why you

have a sentence"

- "those are finger spaces .
can understand the sentence .
because if you didn't have finger
spaces you couldn't understand it .
it would say nothing"

. SO you

"for a finger space” [0] "so you can’

understand the word that you are writing"

- "so you can put lines between the words"

[Q] . "'cause they are after the words
before you go on more" =~

113
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More than two?thirds of the children in the présenf study were
unable ‘to accurately mark the boundaries between common wofds in
senfence context when\prfntéd without the convehtiona1 printer's

’s

'space between words, ‘even after eight months of reading instruction. -

This supports the f?ndings‘previously reported by Mickish (1974).
Genera]]&, fﬁproved-scoresion the ‘second and/or third sentences
indicated fhat'some students may have benefitted f;om the adﬁitibna1‘
auditory che (having thelsentenCe read). Pérformante on the fourth‘
sentence appearedbto déhonstrate that the grade one children greatly “
benefitted from the:spaces between the,wbrds in a sentence wr%tten

in the conventional mahﬁér. Although host of the ﬁine:children
referred to'words when exp]a?niné the conventiona] spaces between

words in a sentence, some of the children expressed only vague

notions about the function of the printer's space.
Written Word Consciousness in
Sentence Context (Test D)

Test D was administered to the sample of nine children.

Sentence One (When is fhe birthday party?)

A gﬁmmary of each‘child's’choice of shortést, easiest, longest,
and hardesf\words for sentence one is preéented in Table 4.11. /

A summary of each child's exhlanation for his choice of words

is presented in Table 4.12. | .

o
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Table 4. 11

Summary of Responses for Cho1ces of WOrds for Sentence One
(when is the b1rthday party? )

JEQEEL Shortest Easiest Longest - Hardest
34 is the party ‘parfy
36 is is 'bfrthday - _birthday
10 is is birthday . birthday

. 44 when is . b%rthday. party

- 42 is is birthday Abirthday
12 is is. birthday party
24 is is | bifthday | 'party
21 is ‘birthday birthday birthday
54 is is - birthday birthday

=3
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Table 4.12

Summary of Explanations for Choices of Words for Sentence One
(When is the birthday party?)

-’

N

" of letters

4 referred to the number

of letters indirectly

eight words,

~Type of ,
- Word Type of Explanations Examp]es
Shortest 8 used the number of - "is . . because it only has
O letters as their two letters"
\{ criterion . -
- "is . . . because it's spelled
\\ with two letters" -
- "is . . . because that one has
the least letters in it"
1 referred to the » "when . . . because it starts
initial and final . ~with a 'w' and ends with an
1etteYs 'n'" :
Easiest 6 based the1r decision "is . . . because that one has
on the number\of _ the least letters in it"
Tetters \ e
- N "is . . . because it only has
N two 1etters in it"
"i% . . because you can -
figure it out with two
. letters”
1 mentioned that it had "is . . because I taked it
been learned previously .  in grade one“‘
1 referred to the two "birthday . . . becduse it has'
parts of the word 'birth' and 'day'”
1 equated it with sayﬁng "the . . E;people say that"
~ something ' - A
Longest 4 referred to the number "birthday . . . because it has

I mean letters, -

“birthday .
the most 1etters"

cause it has

"birthday . . . because they -

- spell it long"
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Table 4.12 (continued)

Type of ;
‘Word Type of Explanations Examples
"birthday . . :_because it's
bigger than this one [party]"
1 had difficulty ‘"party . . . because it has
explaining the choice . more longest"
Hardest 1 referred to number of "birthday . . . because it has

letters and reading

?

2 referred specifically
to sound

1 mentioned spelling

4 referred to their
general unfamiliarity
with the word

1 referred to general
unfamiliarity and the
pbsition of the word in
the sentence '

“eight words i]etters].and I

couldn't read it . . . some-
people" ‘
"party . . . because it has

an 'e' on the end"
"party .
sound it out"

"birthday . : because you
don't know how to spell it
good"

- "birthday . 'cause some
people don't .know it and

- some do" .
"birthday . . because.jt

has . . . it's more harder
and we don't take ‘that"

"party . . . because it's,at
the end of the words and it's
hard to think about"
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Sentence Two (Jack‘s puppy is alvetyvfriend1y pet.)

A summary of each child's chofce oféghprtest, easiest, 1ongest,
and hardest words for sentence two is pfégented in Table 4.13. -
‘A summary of each child's explanations for his choice of words
is presented in Table 4.14. .

Discussion .

When responding ‘to Test D,.two children said "words" when

referring to 'letters.' One child responded this way consistently

while the other one used the'apbropriate term. 'letter' in one fesponse.

The sample of nine children had a tendency to equate shortest and

'easiest and to equate longest and hardest. Most children correctly

identified the shortest and Tongest words in each of the two sentences.

“,

Most dfithése ch{}dren tended'to objectively base this decision on the
number of 1etters in a wo}a. Manygthildr;n also 5ased the subjective
decision of easiest word on the number of 1etters while a wider range
of explanations was given for choice of hardér word. Some children

were not able to explain the reasons for their choices of words

clearly.

Research Hypothesis One

There will be a significant, relationship. between grade one
children's concepts of a word, measured by their scores for
spoken word consciousness, awareness of visual word boundaries,
and awareness of the speech-print relationship, and: -

a. Reading Achievement
b. Sex '
‘c.. Age.
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Table 4.13
Summary of Responses for Choices of Words for Sentence Two
ik , (Jack's puppy is a very friendly pet.)
Pupil
Number Shortest } Easiest » Longest Hardest
34 :‘\ a petf - friendly ' very
36 . is | a ~friendly " puppy
0 a ' a friendly friendly
44 ‘ pet vJackfs . very friendly .
42 a | | a ’ friendly . friendly
12 ' a | pet friendly. ' friendiy
24 ‘, a : Jack's - friendly friend1y»
21 . a A Friefdly friendly

54 " a a friendly * friendly




Table 4.14
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Summary ofvfib1anatiohs for Choices of Words fbr Sentence Two
(Jack's puppy is a very friendly pet.)

number of tetters
ang the sound

1 mentioned familiarity
with the word

1 fe]ated the word to
an object as well as
saying something

2 selected names

pet .

Type of
Word Type of Explanations . ‘Examples
Shortest 8 based their selections "a . . . 'cause it's only one
on the number of letters letter"
directly or indirectly : )
_ "a . . . because it only has
“ one word [Tetter]"
"a . . . because it oﬁ]y has
an /ae/" :
"a . . . because it js just
an lalll
“is . . . because it has two
letters" -
1 referred to the "pet .. . . because it's
spelling . 'pet' . . . 'pt L L L te!
{pet‘“
'iéasiest 5 referred to the "a-. . . it only has one
number of letters letter" °
1 referred to the "a . . .[because it's only

one word [letter] and it's
an /ae/ sound"

. because I already
know it and it's got the
word that we practised

already" .

"pet . . . because people have
dogs and some people say

‘get out'"

"Jack's . ‘cause it's a

name and I can figure it
out!



Table 4.14 (continued)

Type of v ‘ _
Word Type of Explanations Examples
Longest 7 made. choices on the “friendly . . . ‘'cause it's a
basis of number of letters 1long word and it has eight
letters"
“friendly . . . because it has
lots of letters in it"
1 compared the “friendly . . it has more
difficulty of the word hard . . . it's more hardest
to the other words than. the other ones"
‘ 1 referred to a letter "very *. 'cause it has an
name in the middle of ‘r' in the middle of it"
the word
Hardest 5 based their choices "friendly . . because it

on the number of
letters

2 referred to the
difficulty in
recognizing or saying

. the word

1 mentioned spelling

1 used saying the word
as the criterion

A“friendly .

has the most words [Tetters)
in it"

. because it has
eight letters"

"puppy . . because it has
more-tetters in there"

“friendly . . . because I
don't know what it says"

"friendly . 'Cause it's
very hard to say"

"friendly . . because you
don't know how to spell it
goodn_ , .

"very . . . because people
don't say that word"
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Research hypothesis one was analyzed by using the.Pearson
product-moment correlation coefficient. All correlation coefficients
were cbtained by using DEST 02, a‘computerized statistical program
maintained by:thn'qigx$fbn o# Educational Research Services at the
Universily 0F3A1berta.

The Peﬁr%on”prndubt-moment correlation coefficients between each
xgspect of the grade one children's concepts of a wora scores and

 reading achievement, sex, and age are presented in Table 4.15.

| This analysis revealed no significant relationship between grade
one children's concepts of a word and age Or sex. It was, however,
revealed that all correlations between each aspect of concept of a
word and reading achievement were positive and that the majority of
these correlations reached signifjcance beyond fhe .0001 level.
‘Because all of these correlations met the .05 1eVe1 of sianificance,
there is a statistically significant felationship between grade . one
children's concepts of a word (measured by their scores for spoken word
consciousness, awareness of the speech-print relationship, awareness

~of visual word boundaries) and reading achievement.

Discussion

The finding that there is a positive, significant relationship
between each of,three'aspects of grade-one children's concepts of a
word and reading achievement éppears to support a similar finding by
many other researchers (e.g., Ayres/gnd Downing, 1979; Evanechko,
. 011ila, Downfné, and Braun, 1973; éVans, Tay]pr, and Blum, 1979;
Francis, 1973; Hall, 1976; Morris, 1980). That age was not found to

be significantly correlated may, in fact, support Holden and

1
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MacGinitie‘s (1973) contentfon-that age‘as re]ated.to exposure'to '
reading 1nstruct1on may be an indirect factor 1n determining word
awareness wh1ch in turn may be s1gn1f1cant1y corre]ated with read1ng
a€h1evement That sex was not- found to be s1gn1f1cant1y correlated
with: ch11dren s concepts of a word appears. to support the research of
Down1ng (1979) and his. statement that “many of our ideas about the
'd1fferent ab1]1t1es of boys versus girls may be noth1ng more than
myths“ (p. 129). The fact that‘the correlat1on-between spoken word <
'vconsciousness and'reading achievement was‘notkas high as the correla—
tions betweenkawareness”of the,speech-print relationship and between
awareness of visna] word boundaries may,support a statement made by
Ehri (1979).. She hypothesized "that whether or not a child notices
word- boundary markers and whether. or not he can coord1nate wr1tten

and spoken 1anguage is Very 11ke1y regulated by'h1s ab111ty to
rEEbgn1ze the pr1nted words. compr1s1ng the sentences" (p. 88) As
subgested by Ehr1, Tests B and C may have tested word recogn1t1on

abilities 1nd1rect1y

R

o 'ResearchrHypothesis'Two‘ ‘ R -

There Wi11 be significant differences in the scores of

grade oOne children, grouped by read1ng achievement, on each
. of three aspects (spoken word conscigusness, awareness of
 the speech-print relationship, awareness of visual word
' boundar1es) of concept qf a word.,

Research hypothesls‘two,was tested through a: two-way analysis
of variance. The results for each of Tests A,,B,,and C are reported '
“in Tables 4.16,4.17, and 4.18.respectively.

.
A3
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Table 4.16

T Two-Way Analysis of Varianée of Spoken Word Consciousness (Test A)
by Sex and Reading Achievement Groups

~ Source sS df,  MS ' F-ratio Probability -

“ A (reading .  20,933319 2  10.466660 2.907195 - .06322
T ach%evement) o " I ' -
B (sex) - 1.066666 1  1.066666  .296275 .58847 . 4

AB ‘ 194414063 2 1.266665  .351826 .70501

&>
&
N Y
hY
\
N !
) -f o Q\
, . o T -
'
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Table 4.18

Two-way Analysis of Variance of Awareness of Visual Word
Boundaries (Test C) by Sex and Reading

Achievement Groups N
Source - SS df  MS  F-ratio Probability
—. N » . ) v ' ‘ N ‘
A (reading. 1464.632080 2 732.315918 18.652359  <.000001
" achievement) . _ I
B (sex) 22.816650 1 | 22.816650 .581149 . .44918
AB . 12.633333 2 6.316667 .160888 ..85180
-
) Rt
e .
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There was no significant difference among reading“achievement
groups or by sex on spoken word.consciousness:a1though main effect
Aﬂ(reading achfevement, p = .06322) on spoken word consciousness
approached the acceptable .05 level of significance. |

A significant'differenee was revea1eJ among reading achievement
'groﬁps on.each of the four measures (B], BZ’ B3, 84) of the speech-
print re]atiohship. , : A

A éignificant difference~was revealed among reading achievement

groupsﬂon awareness of visual word boundaries.

Scﬁeffé Multiple ‘Compariso'ns : &

‘The two-way ana1ysis;ofhrariance revealed significant differences
(beyond the .05 acceptab]é_]evé] of conf%dence) among reading
“achievement groUps 6n all aspects of concept of a word except spoken
.‘word'conscfousness (Test"A). This %1ndingverompted further analysis
~ to determine where the differences lay. The three reading achievemeef
* groups were compared by tHe Scheffé precedure The results for
Test B are presented in Table 4.19 and the results for Test: C are
"presented in Table 4.20. n

The. Scheffe test 1nd1cated that mear comparisons on each of the
four measures (81, 82, B3, B4) of the ;peech-prjnt re]at1onsh1p
reached significant Ievelskeetween the 1ew and average achieving
redders and betWeen the 10w and Hioh achieving readers. There were no
Significan e1fferences of mean compar1sons between -the average ‘and
high achieving readers Th1s may 1nd1cate that Test B was not

. powerful enough to d1st1ngu1sh the performance of the average from

the high achieving readers or, on the other hand,‘Perh%ps both of

.
Q’)

Pave:

3 S s

[N



Table 4.19

Scheffé Multiple Comparisons of Means between Reading

[selesNosRve)

=

e

N
Ty
1
i
/

Achievement Groups on Four Measures (B, B,, Bs, B4) :
- of the Speech-Print Re]ations%ip
S (Test B)
Test. Reading Achievement Groups " F-Ratio Probabi]ity
B{l Low - Average 13.47174 <.00001
Low - High 16.11069 <.00001
. Average - High 11794 .8890
8, Low - Average .7.98117 .0009.
Low - High ’ 8.97788 . .0004
Average - High .02932 971t
B3 : Low - Average 11.68809 .0001
Low - High 114.36708 <.00001
Average - High - .13809 .8713
By - Low - Average 11.35613 .0001
Low - High 13.90083 <.00001
" Average - High . 12852 .8797,
Brotal Low - Average 12.30591 <.00001
Low - High 14.94740 <.00001
~ Average - High .12831 .8798
1 Pointing to Words as One Reads Aloud
5 = Locating Individual Target Words in Context
3° Pronouncing Individual Target Words in Context
4 = Pronouncing Individual Target Words in Isolation

129
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) Table 4.20
Scheffé Mu]tip]é Compérisons of Means between Reading
Achievement Groups on Awareness of Visual

Word Boundaries™ (Test C)

7 Reading Achievement Groups ‘ F-Ratio  Probabi1i%yx’ .
Low - Average * 4.35830 .0176
Low - High | _ 18.64588 > <.00001
Average - High | o  4.97468 | .0104

i/
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these reading achievement groups had acquired adequate concepts of
the speech-print relationship, but differed on some other aspect of

concept of a word nof measured and/or;pn other aspects of reading.

The Scheffé test indicated that mean comparisons on awarenessﬁ

al word boundaries reached a level of §ignifican¢e beyond tHé
.05 acceptable level of significance'between each of the three reading

o

achievement groups.
l

Discussion
*-The three reading achievement groups did not differ significantly

on spoken.wordvconéciousness although there was a.Significant differ- =
‘ence between_the Tow and aQerage achieving‘groups and between the Tow '
.and high achieving groups on a11rfour measdfes of the ;;eech—prfnt
relationship. Each of the éhree reading achievement groups differed
significént]y on awareness of visual word bodﬁdaries. The facf thatl .
the three reading achievement groups did nbt‘differ on spoken word
consciouénegs-mayihave resulted because cbmmon,‘fami1iar words were.

" used as the auditory stimuli. Significant differences may have been

found if tﬁe same tgst had begen administered ih the early months of

grade one before reading instruction had progréséedvbeyoﬁd the initial
stages. The fact that there Were no significant differences between
.v the average and high achieving Féaders may indicate that the tests
udﬁd not.accommodéte the full capabilities of the high‘échieving

readers.

s B

g
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.- " Summary

This chapter has presented the findings relevant to ;he research

/

question and the two research hypotheses S o

Relevant to the Research Question - | ’ | : %
| Tﬁe children demonstratéd differences in their concept§'of_a | “
spoken and Writﬁen-word,’the ;peech-print relationship, and visual
word boundaries. Thére was a tendency“fok the chi]dren to eéuate a
quken word with an object and/or an action or with saying soméfhing.»
_ Most of them respohded on a concrete Tevel, providing subjective
. explanations ré]ated to persona1'experienées. A few were unab1é~to
match a spoken word with its written counterpart even after eight
.months of reading instruction. Aboutvbng-third of the children were
able to. correctly segment written-sentences, printed without spaces
between the words, but 56 of the‘60‘chi1dfen could correctly segment a
sentence printed in thé conventional manner. Most of the children
Weré able to identify the’]ongest and sho}tést words in printed
sentences and in selecting the easiest and hardest words, ‘t&nded to

equate shortest with easiest and Tongest with hardest.

Re1e6§:;—;;f;lséarch Hypothesis One _ " B ;

A signiJicant re1atjonship.was found between three aspects of

B

-t

e e

children's conéepts of.a word and' their reading achievement. The
: [ 4

highest correlation was between awareness of visual word boundaries

it

e B

and reading achievement (r = .680, p <.0001) followed by the -

- . . .

correlation between awareness of the speech-pkint‘re]ationship and

o
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reading achievement (r = .607, p<.0001). The lowest correlation
was between spoken word awareness.and reading achievement (r = .296,

p = .022). .

>

Relevant to Research Hypothesis Two .

The thrée reading achievement grdups.did not d%ffer-significant]y
(p‘¥F§06322) on spoken Word consciousness although the dﬁfferences on
this vgfjab]e approached the .05 level of significance. The Tow
achieving readers differed éignifiCantly frém the average and high .
aChievjng readers\(p~:.00001) on awarenéss of thé speech-print
re]atjonship. The}e was no signfficqnt difference (p = .8798) between
the average and high achieving readers. There were siénificgnt
differences between each of the three readiqg achievement groups
(Tow - averagé,‘p = .0176; 10W - high, p<.00001; average - high,

p = .0104) on awareness of vigua].wo#d boundariegcm'Thé greatest

~difference was between phe low and high achieving readers.

—
[}




Chapter 5

SUMMARY FINDINGS CONCLUSIONS, IMPLICATIONS, AND
SUGGESTIONS FOR FURTHER RESEARCH

Summary

Ihe purpose of this study was to describe four aspects (spokeén
word consciousness, awareness of fhe speeeh—pfint reIationship,
" awareness of visual word’boundariee, wrieten word conseiousness) ofl
graaé one children's concepte of a word. This study also investigated
a possIbIe correIationIfor each ef three of these aspects (spoken word
conscIousness,‘awarenesS of the speech-print reIaeionship, awareness
of visual word'boundaries) with reading achievement, sex, and age.

A samp]e of 60 grade one ch1Idren, with 10 g1r15 and 10 boys in
each of three predefined read1no achievement groups (low, average,
high) was randomly selected aften. the adm1n1strat1on of Level A, |

oForm 1 of the Gates-MacGinitie Reading Tests (1979.) to each of nine

classes in a large urban Alberta school system. The Concept of a Word

Test, a modified four-part. composite of instruments used in four
research studies, was individually adm1n1stered to each of the 60
»;_cthdren Fifty-one ch1Idren completed only the parts of the test fof
which scores could be obfained, while the other nine children completed
all parts .of the. test in\order to provideAadditionaI information about
the four aspects of grade ene chiIdren‘s‘concepts of a word7 ~Al1T

. tests were administered-by the researcher.

The information provided by the sample of.hine children ahd

134
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related to the research question was analyzed descriptivé]y. For
résearch.hypothesis one, the Pearson product-moment correlation was
used'to {nQestigate a possible corre]é%ion between each_of three
aspects of Eoncept of a wd?d ahd reading aﬁhievement, sex, and age.
‘For research hypothesis»twb, a two-way analysi§ of variance was used
to‘determine whether there were'ény significant differences among the
three reading achievement groups or between the sexeéxon the

B

dependent variables (Tests A, B [B], B By> total], C) in the

29 39
study. Where significant differences were found, the Scheffé

'Mu]t{sle Comparisons of Means was used to determine the speéific

" source of the .differences. A probability level of .05 wa§“3dopted f

for research hypotheses one and two. The results of these analyses-

are reported in the following sections.
Fiﬁdings

Research Question

. . - '
The research question asked: Will there be differenqes in four

aspects (spoken word consciousness, awareness of the speeéhlprint
relationship, awareness of visual word boundaries, written word
consciousness) of grade one children's concepts of a word which can

‘be observed and reported descriptively? The fdl]owing main obéervé&

tions were noted from the responses collected which related to this:

question and are accompanied by a Timited number of exampleé.

Spoken Word Consciousness (Test A)

1. Based on the average number of correct responses for each

class of words, the nouns were most consistently recognized as being

135
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words (an average of about 59 out of 60), followed by the adjective,
the function words, the adverb, and finally the verbs (an average of
about 51 out of 60). What was most surpﬁisinq was that the function
words were more consistently reéognized\%s words than were the verbs.
The children performed noticeably Towerfon the phrases than on the
word classes. | “ |

+ 2. From about 60% to 77% of the samn]e of 60 children thouqht
that each of thg phrases was a word. Of the three phrases presented,
'up and down' was least often recogn1zed as ng+)be1ng a word and
"from the house was most often recogn1;ed As not being a word.

3. A]though a majority of the ch11dren usua]]y equated each
of the spoken words with an obJect and/or an action or equated a word
with saying something, the responses for each word variéd in content
and level of word awareness,lindicating differences between children
and within any one child in spoken word cohsciousness.

4. When questioned aBoutlwords, the chi]dren’u$ua11y baséd
their responses on subjective crite}ia related to thejr own
exberigpces.

5. Most of the children respondéd on a concrete level. Some
of the children equated the word itself with the object, action,
emotion, or:condition making it 2 necessary part of the partiéu]ar »
object, action, emotioh, or cohdition.

6. The chj]drén proviaed varied_responses when asked to define
a word. For é;ample, while some children gaVe rore subjective
reSpohses (e.q. ; ”becaﬁse there's a Tot of words- around the place . .
some people Tike say1ng lots of words to peoo];"), others related

their answers to print (e. g , "if you read it”)



7. The children provided a variety of responses and explanations
when tﬁey were asked tq provide a long, a short, an easy, a hard, and
an invented word. The children found it most difficult to provide an
invented word and thus had to ref]ecf more on their explanations
(é.g., "strawslurp . . . 'cause they do slurp"). Other responses
referred to such things as the number of letters, sounds, spelling,
and ease in recognizing the word. ‘

8. Generally, it appeared that the low achiéving readers
required the most time and had the most difficulty in providing
explanations of their responses. .

Awareness of the Speech-Print
ReTationship (Test B)

————e e

1. A majority of the grade one children demonstrated a good
understanding of the speech-print relationship; however, the range of
: séores indicated that the children were at various stages in their

understanding of this concept.

Awareness of Visua1FWOrd
Boundaries (Test C)

. - o
1. A wide range of scores iz ®om 0 -to 21 (total possible = 21),
‘ 1 Y

was evidenced on tﬁe visual wof!mﬁgﬁmentation task for sentences

LSS

written without the convention ter's space.

2. ‘C1qse‘to one-third of thé children were able to correctly
identify thé:visua1 word boundaries when sentencés'Were printed
without fhe convehtiona] spaces between words. About one-third of
the children obtained a Store.éf 11 or less with nine children
receiving a score of 0.- The number of children receiving scofes
ranging froﬁ 1 to 17 appeared to be fairly evenly distributed.

- ' \
\
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3. The auditory’stimulus (having the sentenee'read ora11y~b§ the
examiner) appeared to be an aid to v1sua1 word segmentat1on.
g, A few ch11dren equated letters and words.
5. The majority of errors (1ncorrect word d1v1sions).tended to
'be after an aScendfn;To:\descending lettervand/or before an ascending |
letter. ‘ . | ‘ v
6; Fifty-six of the 60 ch1]dren were ab]e to mark the word
boundar1es in a sentence wrltten 1n the convent1ona1 manner
‘-Z. A]though seven of the nine ch11dren neferred to words when '
exp1a1n1ng the wh1te spaces, a few of them expressed on]y vague
not1ons ‘about the funct1on of the spaces between words (e.g., "for a
Afinger space"” [Q] "so you can understand the word that you are .m
wr1t1ng," "so you can put 11nes between ‘the words" [Q] "'cause they

are after the words before you go on more")

(74 L4

"Nritten Word Consciousness (Test D) | \
1. ‘Most'of the cht1dren used‘objective criteria for»se1ectinq
'the shdrtest and the Tongest words. For example, for each of the two
| sentenées on‘the-written word'task eight chi]dren based their choices .
_ of the shortest word on the number of 1etters and four ch11dren based
" their choices of the 1ongest word on’ the number of letters.
o 2. Responses were more var1ed in exp1a1n1ng cho1ces of eaziest:
and hardest words. For examp]e on sentence two only four ch11dren
“based the1r cho1ces of eas1est word on the number of 1etters and
only ¢ne ch11d based the cho1ce of hardest word on the number of - |

1etters Other responses referred to such things as sounds, spelllng,

and genera] fam111ar1ty or unfam111ar1ty with the words

|
|
; . ‘ P E
1
\
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'3.’ Most of the children equated the shortest with the eas1est

word as we]] as the 1ongest with the hardest word.

Research Hypothesis One

‘Research‘hypothesis one stated: There will be a positive °

" significant relationship between grade one children's concepts

Y

;' ~of a word measured by their scores for spoken word consc1ousness,

;}

awareness of the speech pr1nt relationship, and awareness of visual
word boundar1es and: : &
a."Read1ng achievement |
b. Sex * = ' - | | 3 - -
c. Age. | ‘ | . |
The research hypothes1s was. accepted for the re]at1onsh1p betwéen each
of the three aspects. of‘concept of a'word and reading ach1evement, but -
was rejected for the relationship between each of ‘the three aspects
of concept of a word and‘sex and. age. ' The hiahest'corre]ation“was
'between awareness of visual word boundar1es and read1ng ach1evement
(r = 680 p<.001) followed by a correlation of .607 (p <.0001)»
between awareness of the speech-print relationship .and reading achieve-
nent.' The lowest correlation (r = .296, p;e 7022)‘was between spoken \

word consciousness and reading achievement.

[

"Research Hypothesis Two : _ \n L \“:
Research hypothesis two stated: . There will be significant
differences in the scOres of‘grade one chi]dren; grouped b} reading
achievementv on each of three aspects (spoken wiord consciousness,
awareness of the speech pr1nt relat1onsh1o, awareness of visual word .

- boundar1es) of concept of a word The research hypothesis was reJected

t



"majority of children thought~that each'of the phraées was a word.

on one of theithree aspects of concept of a word There were no

51gn1f1cant d1fference§§?mong read1ng ach1evement group scores on.

. spoken word consc1ousness The.hypothes1s,was accepted on the other

two aspects of concept of a wprd: awareness of the.speech—print

re1etionship and awareness of visual word boundaries. The Tow

achieving readers diffeked significantly (p <.0001) from the average

:,andphigh,achieving readers on awareness of the speech-print relation-

ship_with no. significant differences found.between'the éverage and-

hijh achieving readers. There were significant differences (p<.01)

between each of the reading achievement'groups on awareness;of visual

word boundar1es with the greatest s1gn1f1cant d1fference (p < .00001)

¢

be1ng between the 1ow and h1gh ach1ev1ng readers
~ Conclusions - ‘ -8

'The fo]Tdﬁingqconclusionsowere drawn from the fﬁndings of this
study-and those replicated, keeping in mind the assumptions and

Timitations noted in Chapter 1 and the nature of the sample of grade

" oné children from a large urban Alberta school system.

R A“maJor1ty of ch1]dren in s1m11ar popu]at1ons of grade one
ch11dren cou]d be expected to have immature: concepts of what consti-
tutes a spoken word in that the.children's concepts of a word would

not correspond wfth adu]té"COncepts. It could be expected that the

“children's notions of a spoken word would not- always correspond to

the conventional spoken word unit as evidencéd on Test A where a

R i

2. For children in simi]ér popu]ationé, it could be expected

. . N
. i
Yooy, . ° : @
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that a majority of children near the end of grade one W0u1d.have a
good understanding"of the speech-print relationship in that theyc
- would be aware of the relationship of a spoken word and. its wr1tten
counterpart It cou]d be expected that a few ch11dren wou1d be
unable to make this match and that they would not be able to fo]]ow
a vjsoal representation of a poem,.for'example, memorized auditorily.
3. About one-third of the grade one.chi1dren in similar
popu1ations could be &xpected to correctly mark thevvisual word
boundaries in sentences printed without the coqyentfoha1 spaces
‘between words. For about 60% of the children who would make R
errors, t& could be expected that visual segmentation scores would -
Tmprove if the visual stimu1us to be segmented was read aloud to them
pr?or to the task' There wou]d undoubtedly be some }mprovement in
scores due to° the pract1ce effect.

.4. In segmgnt1ng a convent1ona11y Wrwtten sentence 1nto word

| un1ts, it cou]d Be expected that ch11dren in a similar popu]at1on would

| be greatly aided by the cbetween the words although it could be

e R
T

- expected that a few ch11dren,'e$pec1a11y the low ach1ev1ng readers,
~would have d1ff1cu1ty verbalizing the function of the spaces
5. In selecting specified wr1tten word un1ts dn a sentence

context, most grade one children in a s1m;1ar population could be

expected to equate the shortest with the eas1est word and the 1ongest
;f'w1th the hardest word.
6. When.questioned about a WQrd,‘it could be expectedvthat host v
\ oflthe.chi]dren in a sfmi]ar,populatfon would relate a word to an

. . g

‘object and/or ‘an action or to saying somethihg,

.




7.  when questioned about their concebts of a word, most of the'
children iﬁ similar popqlations could be expected to proeide Sub-
jective responses, related"to their own experiences. It could also
be expected that thesebresponsei\wou1d'be expressed at a concrete
Tevel. - | '

| 8. For grade one children 15 a similar popafation, it could be
expected that their concepts of a word, measured by snoken word
: consc1ousness, awareness of "the speech pr1nt relat1onsh1p, and
awareness of visual word boundar1es, wou1d be 0051t1ve1y correlated
with read1ng achievement.

LA

" 9. It could be expected that low achieving readers, simiTar to
the oneé in the present study, would differ signifieant1§>from
' average and high achieving readers in the understand1ng of the speech-
print re]at1onsh1p and that the average and h1qh ach1ev1ng readers 4
vwou]d.not differ s1gn1f1canﬁ1y on a task similar to Test B.

- 10.- Grade one children in sfmila; popu]atibns, grbuped by reading |
.‘acﬁievement as in the pnefent study, coﬁ]d be expected to differ
lsignificant]ynin their awareness of visual word boundaries when .

segmenting sentences printed without. the conventional spacing between

words. A few chi{qren could be expected to equate words with letters.

« ' '  Implications

142

From the main findings of thisvstudy and the resulting conclusions, -

the following implications afe suggested for the teaching of beginning

reading to children in similar populations.

"
Y

1. Genera11y,_the present study suggested ﬁhat'chi1dren have



143

vague and inexact notibhs about what words are. It appears thai
. teachers-cannot assume that each child will have a concept sufficiently
developed to be uséab]e'fn instruction Qith the'teacher.;’Also, a
chi1d's‘concép£ of a word in the oral context may differ from the
.visual context. This implies that a sense of 'word' should be
deveioped gradua]Ty through inductive teaching metho&s and varied
experiences with spoken and Wriften Tanguage. One might begin by
readiﬁ; to children from a wide range 6f 1i£erature so that fhé child
first develops an understanding pf the nature of written language.

2. ‘The present stﬁdy sugéested that'beginning réadéfﬁ' cbncepts’
pf a word, spoken and written, may not‘corréspond to cbnventionél
word units. This 1mp]1es-fhaﬁ}ch11dren need much experiehce with
spoken and wrftten'ianguaée where they. can become fgmi]iar with the
functions of and re1ationshibs between spoken and written language
before beginning reading instruction. In the early moﬁths of readfng
instruction, the Key Vocabulary strategy could be used where single
words, especié]]y important to the children, aré elicited from each
child and recordgd for him by the teaﬁher. In this way, only words
which are meaningful to each child would be used and the chf1d begins
to see a relationship between speech and print. This strategy also
‘has 1mp1icatjons for diagnosis of the child's needs for program
‘vplanhing as the Key'&;;abulafy records provide an indication of the
child's understanding of the reading instruction’régister. For
example, a child's undérstanding of the term 'word' would be evident
in his reSansevwhere he gave'a sentence when asked to. give a WOrd

r

(Blakey, 1980).
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The language exberienée abproach to teaching Tanguage arts would
also provide children with relevant experiences related. to spoken aTd

written 1angdage. In this way, chi]dren}wou]d be involved in 1;
inductive teaching through a wide'réngéﬂdf concrete experiences. '2
The teacher who was cdgnizant of the fact that children develop (

.technica1 linguistic concepts gradually, such as of 'a word,' co d

emphasize specific aspects of a.cdncépt\whénevek possible. This :
wou]d ehab}g the children to formulate fheir.own generalﬁzat%ons.\
(e.g., about words) and to develop natu}alTy in fheir understandfvg
Of"g word' and other technical, linguistic terms while still wor?ing
at a cOnérete level.

To continue the gradual dévé]opmént in understanding of a s oken
‘and written Qord,vas-we11 as other-techhical»terms, it would see’
importaﬁt to encoqrage\chi]dren to become invo]ved in their own )
writing as 506n as possibie. This would make the functions of.relding
and wri€ﬁng even moré evident as well as aid in the fUrther deveiop-
‘ment in.understandihg of technical copcepfs.

3. The present study suggesteq that some o% thé Tow gchiéﬁfﬁg
readérs, ev%h after eight months of‘reading instruction were unable
to match the spoken word with its written counterpart. This suggests
that such practices as round.robindfeading could be very difficult.
and f;a;trating in a group-setting because some of these children
can't even foilow.. Working on a particufar aspeét of the speech-
print relationship in pairs.or small groups wheré'the teacher or a

specified child could poiht to the visual representation of each word "

as it was read orally would be more profitable. In addition to the
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strateg1es suggested prev1ous1y, perhaps -the procedure used in

Test B (from the Concept.of a Word Test) w1th the poem "A111gator Pie"

would be a benef1caa1 classroom techn1que to fac111tate the under-
standing of how spoken words are represented in teut For examo]e,
prior to see1ng the visual representations of a poem or a song, 1t
could be.pract1sed and learned auditorily.

4. The study supported the need tor developing concepts
(e.g., of a word) and necessary metalinguistic skills before beginning
formal ana]ysis of words.\ For eXamp]e; it appears that phdnics
instruction which involves the exp]icit ana]ysis‘of words into their
grapheme- phoneme correspOndences would be st be ficial and re]evant
after the ch11dren had grasped.the nature of wr1tten language and had
an understanding of the terms used in the read1ng instructiofi register..
~ In addition, such an approach would require that the children. be at a
stage where they were able to see the word as an abstract ent1ty
This ab111ty was demonstrated by on]y a few children in the present
study. For th1s reason, ch11dren who are working at a concrete 1evet
may.benefit most from programs which emphasizeﬁ]arger units of : .
E meaning and provide concrete experiences (e.g., Key Vocabu]ary,
1anguage erperience teaching approach).

5. The present study}suggested that ‘such aspects of concept of ,
a word as spoken word'%onsciousness, awareness of the speech-print
re1ation§hip;\and awareness of visual word boundaries are'posttive]y
correlated with reading achievement. Perhaps tests which assess
abilities related to these’aspects cou1d be used to determine reading
readiness for grade one 1hstruction in reading, to predict reading

4

=
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achievement, and/or as a diagnostic test to provide direction for the
teacher. 'Fér example, qubeing able to foéus on specific.neéds
related to the development of concept of a w0rd, the teacher could
plan more.appropriately focussed instruction and therefore help to
eliminate fufure problems caused by an immature or inaccurate chcépt.

R
~

i

3 ‘Suggestions for Further Research

The fo]]owing‘suggest%ons are made for further reéearch,into
chi]dren's concepts«o% a_word." ' | Yﬁ
1. The findings in the present study‘suggested that chi]dren's[
concepts of a word'may be*%mmg}Ure even after eight months éf reading
instruction in grade ohe. A more deta?%ed study in grade one would | Qﬁ
be warranted. Itﬁis suggested that similar researchvbe conducted with
children in Qrades twoahd three tp~exp1ore fUrthér the déveTobmént of
this concebt of 'wor;.' This_may best Be aééomp]ished by conducting
- a 1ongitqdina1 §tud¥ which would follow a groUd“of-chi]dren through
'their first two or three yearS_of'schoo]. In this way, possible
developmental trends could be noted. ”

2. ?ﬁn this study, three‘aspects of concent oan word were found |
to be posifive]y\corre]ated With reéging achievement. The‘Contegt of
a Word Test could be further refined and expanded'to‘permit more
precise asﬁésément'pf a child's concept of a word. _Furthgr‘research‘
could also be conducted to explore fﬁe éoncepts of a word of children

in resource roSms_or of children whose general réading progresé has

“been retarded. Another factor worthy of investigation may be the

1hf1uénce of reading instruction method (e.g., phonics, language
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experience, basal reader) on children's concepts of a word.

3. Tﬁe present findings Suggested that there may be deve]opmenta]_
levels of word awareness. It is recommended, that research be conducted
to specifically investigate levels of word awareness and that this
research include older children. Perhaps such research would con-
tribute to the findings of Papandropoplou and Sinclair (1974) and
\Templeton and Spivey (1980) by providﬁ'g.more'extensive information

about tneir level fdur-(the level at wSﬁch the word 1is fu]]y{understood
in terms of its signifdctory and structural aspects) or possibly even
more advanced levels of wdrd awareness.

4. Research investigating developmental trends in v1sua1 and
auditory segmentat1on is also suggested. ‘As the present study
inc]pded a very limited segmentatidn\task (i.e., common words,
sentences with similar syntactic structures), it is relcommended
that further'research be conducted to investiéate the segmentation
of sentences wr1tten convent1ona11y, but with. vary1ng word 1ength
and sentence,1ength Because ‘of Limited research, it is also
recommended that tasks be developed to compare word-segmentation in
the aural and visual contexts. |

5. The present\study attempted to ascertain grade one children's
concepts of pn1y'one term, a word. A further study deating With other
technical terms (e.g R sound~ 1etter,”sentence) could be conducted to
. exp1ore concepts held and p0551b1e re1at1onsh1ps A poss1b1e
h1erarch1ca1 order in the 1earn1ng of these terms could be 1nvest1gated

6. The present study did not find s1gn1f1cant d1fferences between

 the average.and high achieving readers on s oken word consciousness or
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awareness of the speech-print relationship. The present Concept of a

Word Test could be adapted for suitability at the upper rangé of
reading achievement to see if or how these reader§ differ further in
their concepts of a word. ;

7. Programs could be developed fo specifically afd in the
deve]obﬁ;ht of concept of a word and other related concepts which
have been shown to be correlated with reading achievement. One suéh
example could beithe development of an introductory program which
would provide the children with readiness instruction on basic reading
Eoncepts which would be re]ated.to and could be incorporated into

formal reading instruction.

Concluding Statement : . -

This study found that three aspects of gfade one chi]dren's.
concepts of a word were positivefy correlated wfth their reading
achiévemént. This suggests that children's perceptions of words, and
" possibly of reading in genera],’are intricate1y interwoven with the
development of their reading abilities ratHer than that their per-
fcept%ons are prerequisite td this development és indicated in the
Introduction. Teachers; theréfore; should consider children's per- .
ceptions of words when planning for and imp]ementing“feading

instruction in the classroom.
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APPENDIX A

TESTS A, B, C, AND D OF THE

~ CONCEPT OF A WORD TEST
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Questions 1b, 2, 3, 4, 5, 6,

H © TEST A
SPOKEN WORD CONSCIOUSNESS

oo ¥
Nouns: table, night, children -

Verbs: giVe, tooﬁi fa]king

_Adjectivé:'_happy

L

Adverb: slowly

Function Wopds: the, and, with, is, because
' . .

Phrases: from the house, up and down, hide and seek

For each of the words andjphrases listed above, the examiner asked:

a) "s a ward?"

b) "Wy L (not) a wotd?
mﬁ?

"What is a word, really?"

W

“(or., "How do you know when something is a word?")

a) "Tell me a long word."
b) "Why is .~ _a long word?"

a) "Tell me a short word."

b) "Why is '_ a shokt word?"

a) "Tell me an egsy word." |

b) “Nhy is _ an easy word?"

a) "Tell me a hard word.“

b) "Why is | a -hard word?"

a) "Te11 me a word that you have invented- (made up) yourself."
b) fWhy is . an 1nvented word?" |

QUestion la—administered to 60 children.

ch11dren only. 3

7—adninistered to nine of the 60

158
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_TEST B
AVARENESS OF THE SPEECH-PRINT RELATIONSHIP

_ N _ -
]. Each child learned to recite the following poem with the help

of the examiner.

Alligator pie, alligator pie,
If I don't get some I think I'm gonna die,

‘Give away the green grass, give away the sky

But don't give away‘ alligator pie.

2. The examinef modeled reading of the first line pointing to
eaéh word as he read aloud. The child did the same w1th_the
seﬁond line (Test B]) and: was tHen asked to 1ocate two‘targét
words (Test,Bz). Lines three'and four weré repeated inbthe sahé
manner. ‘ | |

3. The examiner and child read the entfrelpoem togefher with ihe
examiner pointing to each word. |

4. -fhe child was asked to pronouncé.fndividua] target wofds in the
poem as boihted out by the examiner. }Test B3)

5. .The Child was asked to pronbunce nine words from the poem which

were presehted in isolation. (Test 84)

Administered to all 60 children.

T



r

| TESTC
_ AWARENESS OF VISUAL WORD BOUNDARIES | -

1. Practice

a) Each child drew a vertical 11?;/beside‘the one drawn.

b) Each child drew vertical lines between the circles.

OCOO0O0OO0O00O

2. a) Each child drew vertical 1inés_between the words in the
following sentenz; (unaided).. | .
'Thecatandthedogp1ayba11. . -,' N
b) The examiner read the same.sentence orally and,thévchild drew
vertical lines between the words.
Thecatandthedogplayball. |
.c) The examiner read the fbi]owinﬁ sentence ora])y and the.child
drew vertiéal lines between the words.
(Note: The child did not see the sentence érevious]y;)
Theboyandfhegir]eatcandy. A ' |
3. Eéch.chi]d was shown the following sénténce and was asked to_.
egplain'thé white spaces before»and after th W6nds selected by |

‘the examiner.

The boy‘énd the girl eat candy. . ‘ Lm

Question 1, 2—administered to all 60 qhi]drén.

Question 3—administered to nine of the 60 children .only.

160
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oS '  TEXT D
VI |

VNRITTEN WORD CONSCIOUSNESS IN SENTENCE CONTEXT

1. Each child was given the following sentence to read silently for
each part of qdestion nymber one.
When is the birthday party?\

‘a) "Circ]e‘the longest.word."

-"Uhy is | the longest word?"
b) "Cifc]e the shortest word."

"Why is ' 'the shortest word?".
c) ‘"Cifcle the easiest WOrd." i

"Why is ' the easieét wora?"
d) "Circle the hardest word."

"Why is the hardest word?"

2. Each chi]d was given thé fo]1ow1ng'sentehce to read silently for
‘each part of question number two.. A - R
Jack's puppy is a very friendly pet. |
" a) "Circle the easfest word."
"Whyvis ' the easiest word?"
b) “Circle the hardest word." _ -
"Why is | _the ha%desf word?"
c) ”Circ]e the longest word." |
"Why is | the [ongest word?"
d) "Circle the shortest word." |
"Why is ’ the shortest wbrd?f_

This test was administered to niﬁe of the 60 children onty-
& ~ ' K
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CHILDREN'S (N = 9) EXPLANATIONS OF RESPONSES TO THE
' CONCEPT OF A WORD TEST
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Test A fSpoken Word Consciousness)

1. q) “Is a word?"
b) "Why is | (not) a word?"
Word or Puhi1 Response .
Phrase NumbBer Yes No Explanation
children ¥x 4 "'cause children like to play"
36 T+ "'cause you have little children"
10 . "if you're pregnant and getting a kid,

a boy .or a girl, and you've got lots-
of children"

44 + "because it's a word" [Q]
42 + "because we're some children"
12 0+ "because there wouldn't be ‘any children

if there weren't any children .
first come the grownups, then the

children"
24 + "'cause there' s a who]e bunch of-
* ' : children”
21 L4 "because it's a name of a kid . . .

a boy or a girl”

54 + - "'cause your mother could say 'come
- here children'"

table 34 o "'caﬁse»some,people‘sit on a table"
36 ot | - “you‘eat on the table"
10 + Mif you re setting the tab1e up for
- supper" '
44 + | "because you have to eat off it"

*The order of children refiects achievement scores‘(lowest to highest)
on the Gates-MacGinitie Reading Tests (Level A, Form 1).
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Word or Pupil Response

Phrase Number Yes No

B2+

12 + E ( e

f \ _ 159,@&3 gutj;,ynur foo¢ on"
4.+ "because you sit with a chéxf w@tﬁth"@@ 
21 + . "because you can eat on a table* some- ~}." ‘

times you can sit on a tab1e"‘“ Corne

54 + "because you eat at a table" - 'R 0y
night ¥+ “sometimes it's night" R
36 + "“it's nighttime" . “
10 + : "if it's nine o'clock and you want to ’
o get some fresh-air"
44 + “because ydu,have to sleep in your own
: - bedroom" . !
42 L+ "because it's night"
12 + "if there wasn't any night, it would  °

always be night or afternoon"

.24 +, "'cause my mom says it's night"
21 + “because it can be n1ghtt1me and
‘ daytime" . ; . .
54 + »“because you can say 'it is night . . .
time to go to bed'"~-
give <V I +, “people don't like that word very much" ’
| 36 + "give a present" ~
10+ "because if you took something and you
want it back"
4 - + “because if you went to a birthday . .

party you have to give a present and ‘a
card on the present"”
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. Word or  Pupil Response | |
% Phrase Number Yes No Explanation
B . ,,
. 42 + "1ike when you give somebody something"
) 12 4 "because you can give something to -
‘ somebody or give them a present or
anything you want"
24 + "like you give something to your friend”
21 + "because you can say I g@% . can't
, answer it's hard"
54 + "‘cause you é:n give pebp]e things"
e
- took 34 + “some people take someth1ng and grab
) it away"
3 f§ "you took a banana" .
10 + '*cause you ‘took something“
44 + "because it's three words"
= 42 + "because you're taking somebddy"
- 12 - + "because you took something fromv the
_ store after you get home"
24, + "like you took a cookie"
21 o+ "1 took a dish"
o v Lﬁ :
.54 -+ "because you can say '1 took the
’ S .cookie'"
| u.; )
talking 34 ¥ ''cause some people talk"
©.°36 + “'cause you say'something"
10 + ‘cause- you 're saying something"
44 + ‘ "because it has five words in 1t ‘
) maybe, I don't know" ‘

"because you're‘taiking to somebody"-

A
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h wbcd'or Pup11 Resgonse | e S -
Phirase - Number. Yes No R Exp]anation: gl
: vzjz. | + ~ "because nobody cou]d ta]k . My: mom
e . ' is ta]king" . S

Ty

24 . . - "1ike you're talking? to your fr1end on-
: o 7. the te]ephone"-“ _

21 E . "you can talk - it has ‘ing"id»it" .
- 54 o “!cause you can say "I'm ta1k1ng Be’
: RTINS quiet""- S
s 34 v ’"'cause it goes with some: other words““97
L 3% o+ l -~ Mis going to the store"
e 10 ',;4; T T “don t know"
;Aiv '44 'f' | ; ‘1‘"'cause it. has two wor‘ds 1n ith
'{’”}“ff‘ 42 o - "because it s in like a sentence"~'vw
12w e '9because you can,make up.,ls in a.
B ‘ sentence . . you couldn't make up a
question: because 1s is always in a
*fquest1on" SR
24 'i 1f¥‘ = n-'v"]1ke it is a giant"‘ 4
v 21 +. f<%f"because it doesn.t say . . . don't .
X - ] know" . : o |
'aﬁ754 ‘*3 +‘35 - . ,“'cause you can say ‘is thegbird gone?' "
thef;  S o+ -_’vr”'_ some people 11ke say1ng the word the'"'
| 6. o+ ?‘E::' "the peopie“ ;;/ ' ‘ &
10 T 7"d0n t know“' 1' |
44 + L "because 1t has three words in 1t"
e o+ “because that' s in a sentence"
.ﬂjzi;f = ff‘: f;j"because you ‘can say nmnnw and daddy“"
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v ‘ . ;.'
S '
Word or  Pupil  hesponse & T o
Phrase - Number  Yes No s Explanation S
24 + ' ‘"The g1ant 15 here
21 + "because 1t éaﬁ havé 1ong e or short e
, . . . it can say two words 'the' or
o 'thee'"
' '54 + "because you can say the names are ‘on
the chatrs'" ' ,
34 F " "some people say 'and' w1th the1r -
words ‘in"
36 + "beCause,you are . . . begging to go to'
school . . Ann your. friend's name"
4 10 »+? "'cause it doesn t make sense"
44,3 + "because it has three words
42 + "1 forget"
12 + "because you. can say monnw and daddy
24’ + * "me and my fr1end”
21 + "you can put a sentence w1th 1t" “
fo . ﬁi ¥
. 54 + ' “because .. . I hbye some books and*ﬂ;-
» . ‘ some toys"' B ﬁ", j}: R
e ’ T ‘ B
yith-'“ : 34 + ;. ‘f"because somebody wants to go. w1th
‘ o ,them" o
36 4+ "you re w1th a fr1end"' .
10 + : "because 1f you re w1th someone"
44 +  "because it's a word" [Q] ”because
S '~'1t has f1ve words 1n 1t maybe '
a 4%‘ . + "that s when you' re w1th somegne
> T§%§§v" %-’ ';*}“Wbecause you wou;dn tplay with an§k

B else . . . with your toys™

‘body because 'with' is with somebody

-
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or mad if there wasn't any happy"
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" Word or  Pupil’ Response g .
Phrase Number Yes No Explanation
.24 + “like you@FE with your friend" .
21 + "don t know"
' 54 + ‘ "'cau&g I can say ' r1de with my b1ke'"
because. 34 4+ "because people don t say those words
' very much" .
» 36 + "because you wear a mous tache"
10 “+ " "because I want it back"
44 + o get someth1ng because it has two.
' WOrds" [ql :
42 + "don't know"
%ﬁg“ 12 + "because you can say”'because . if
' ' there wasn't any 'because’ there wouldn't
L be any. sentence if you wanted 'because’" "
‘24 + "11ke because ‘your friend's away"
v 5 21 " "because you can . ;-. 1ike you say
- : : ‘because'" - . '
) 54 v‘+ ' “‘cause you can say 'because I 11ke
) youIII . ) :
@ . .\ Do ‘
‘ ‘happy 34 + “  "'cause some people are happy"
‘ 36. + "you have a‘happy‘smile“r
10 + ' “'cause if'yOQRre With,someone and -
: you re going to D1sney World and
/ you're happy you re go1ng there
a4 . "because . just. 1ike you feel
) inside you when you' re happy"
R 42 + ‘"betausesyou'reahappy‘sometimes"
.‘w&éﬁn, - : : o A
N 12 "because then everybody would be sad:
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Word or  Pupil ‘Responsg . : .
Phrase Number Yes No _ Exp1anat1on
24 + "because Tike your*fr1ends are happy
: .or you're happy" @
| 21 .+ 'vou can ,get happy"
. ' ' ‘ ' coe Qr
54 . o - "because you can say 'I'm happy "
slowly 38+ | ,A"spme people go slowly"
'36 4+ A "it means you're slowly walking"
10“ + "because if you'?e wa]king"
44 + BETs you walk very s]ow you won t get
there very fast" _
42 o+ “don't know". : S
122 -+ . : "because some people can do éomethﬁngf
: ‘ "slowly and make it up in a sentence"
.24 + R "'cause when you run slowly"
‘2] . "youbcan go slowly and fast"
54 .+ .. - "'cause you can either go s]ow1y or
' : fast" o
from the 34 o '4ﬂbeca05e there's a bunch of houses"
“house - . L .o . . o -
‘ - 36 + C "you go in the house" o
10 ) cause 1f you're out playing and
- . you're from the house and you gotta
- get somet¢1ng
a4 ~ “if you~go very far from your own
- house you'll get grounded very soon"
. ‘5’:’9 . : N . . N ' . N .
’ 42 K] ||I‘ fQY‘get" [Q] "yeS'" [Q] utwon
]2 e

cause you can.go away from a hou%§
-.. . . Yyou can go, away from your
fr1end s house at supper time"
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Word or Pupf]

Response

Phrase  Number Yes No Exb]anation E 3
24 . + '"11ke when you .. . from'the house - »
S . Hke you're away' )
‘- 21 + "you can go from the house and come
' from - the house"
54 o+ ""because it's more than one word™
[(Q] "three" ' .
hide and 34 ©+  "cause it goes with some other words%” -
seek . R
2 » 36 + "it's '@ game . . - you play it" .
10 + "you*ressaying someth1ng“
44+ "because it's a word that starts with
'h' for hide" - .
42 . + ”because that's when you re p1ay1ng ‘
: : w1th somebody"
12 -+ "if there wasn't-any word of - h1de .
- and seek' you couldn't play the game N
and have any fun" L o
24 .+ "'cause you play a game ca]led that"
21 .o+ . "because yougcan hide and’ seek“
54 : + "because it' B hree words JUSt Tike :
‘ : ‘ 'up and down'" ‘ B
343ﬁ - #'Jgﬁb i ‘cause some peop]e go up and down . ‘ |
- TS .« . jumping up and down" o : :
' ks T
: 36 + ~* "gok up and down for your whiskers" -
.fQ] "becausegfbey re lost" ‘
. 10 T+ o cause N 're going’ on an-elevator and”
: you re gofng up -and down“*m e
. c ’ & g S B
44 + " "because it's . . . when you go' up the
S stairs and when you go down” o
4 +

"because that's in a book" -
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Word or  Pupi]  esponse .
Phrédse Number Yes No Exp]ana‘f
; 12 W -+ "because you can go.up and down a hill ’
» ‘because if there wasn't you
. cou]dnLt go up and down a hill" - .
%_ 24 + "like you're go1ng up and down on a
C - plane" - =
] ’ . ‘ :
‘ 21 ¢ + "you can go up and you can go down"
e 54 + "because it's three words"
g
o/ v
// .
v . ]
Q “"} M R ) R - . ‘\'\‘ .
* L i \
1
“ \ B
, e ) |
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2. "What is a word, rea]]y?"‘cr "How do' you know whenysomething: 1$

- a wordd?"

b‘

. € “‘
]

N

e

Sy

'3

S,

Pupil Number

Exﬁ]gnation fﬁ

‘ .

“because there S a Iot of words around the places

REES

34
: . . . some people like say1ng Tots of words to
people" -
, T A
36 "you say something"
10 “well, if there's a KRuman . . . 1f there s rea]]y
a human . . something that’ you-say"
44 “things Tike words . . . begin with upper case or
lower case" o
42 "if you read it"
12° "because if there's a whole bunch of letters . .
. and you put them together it's a word"
2% "It's'in‘yourbmind "
21 “because they say words and somet1mes they say
letters" .
54 "'‘cause it's just letters put together . . . Ican
) tell when it'sPthree words . . 1t can be three'
words put together™
AT
L, ‘ X -
. '”‘*j{?&p - ﬁm

#
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3. a) "Tell me a long word."
‘;b) "Why is a long wond?"
Pupil - -
Number "+ Response Explanation
34 "some people likes to  "because children love their
" play with your mom and mom very much"
likes your mom"
- 36 "grandfqther" ~ "because it's a word"
10 "See Pat run." "“icause it hasalots of Tetters
: ‘ all together" |
44 "the that two" "because it starts with a 't'"
42 "E1izabeth" "it has lots of letters in it
12 "tape recorder" "because there s Tots of Tetters
, on it"
24 "something" “because you spell it that
; R way . . ." . [Q] "they spell
.1t long and we spell it long"
2 "explain” "because I .don't know how many
T letters it has but.it has eight
: o letters or s6" :
»,54 -~ "alligator" "'cause it has. lots of letters
e ' and it's just one. word put
together” : o
Q | / - C - - B o
= R
Al



 ' ) a) "Tell me a short word."

il
‘E",} '

s

b) "Why is a short word?"
Pupil , ,
Number Response Explanation,
34 "pat (with three "'because 1t on]y has three words
letters in it)" in it"
36 "is" T “"because it has two only" " [two
’ ' : what?] "two letters"
~10 " "one ball" "icause it only has a few
' letters"
44 “that was a scary "because it was a scary night
night" I was dreaming about a scary
N witch"
42 ~ "dog" "because it only has three
o : ' , 1etters in it" :
12 - "me" ? "because there's only two letters
| in 'me' and 1t s really short"
24 B T “because it's spel]ed w1th two
, 1etters" .
21 "is" "because it only has two word$h
. .. letters”
w7
o 94 "ope" -y "'Cause it just has three.
: u ' 8
1 letters" .
—— S
S A’&i . LN
', ?‘ug}:g«*ﬁ
€ 3

T
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a) "Tell me an easy word."

175

5.
b) "Why is an easy word?"
Pupil ;
" Number Response . Explanation
34 "Kathy" "because it only has 'k for
Kathy"
36 "Tove" "because it has easy spelling
N [Can you spell it?] '“no"
10  “farmhouse" “"'cause it's;ohly a two words'
44 "don't know"
42 "can" "because you know how to spe11
1t good"
12 "Cathy" "because there areh t that many
: ..words in. it and I know how to
spell it and I can sound it
out . . . I only had to sound it
“@; out at the-beginning of grade
) one"
24 "beanstock" “because it's an easy word to
7 s figure out"
21 "egg" "it only has three letters"
54. “farm" "Icause it's easy to séund‘Out_
: and very easy to read" :




[

6. a) "Tell me a hard word."

54

to sound out and it has' lots of

i _:‘,;

" letters" _ 'i i

176 .

b) "Why is a hard word?"
Pupil o o
Number Response Explanation
34 "teachers" "some people. don't know how to
' ' write teachers"
36 "witch" _"because you can't look at it-
. .. you'd get it wrong"
10 "people blink their "'Cayse if you say it over and
eyes" ‘ over you'll get it mixed up"
44 "two and three make “"because they was ta]king about
. once [ saw a the hard words" .
scary movie" ‘
42 "toys" “because. you don't know how to
: spell it good"
12 - "[friend's name]" "because it's hard to spell and
: ' my dad doesn't know how to
spell it"- :
24 "[name of school]" "because sometﬁmes I forget the .
h name of it and sometimes it's
hard to figure‘qut"
21. "animals" . "because you @an't guess it very
~ ) o - well . . . some people" [Q]
- " "because they wouldn't think of
. .itll . )
"fantastic" "icause it's not all that edgy
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~

7. a) "Tell me a word that you have invented (made up) yourself."

AN
b) "Why is an invented word?"
Pupil .
"Number .Response . Explanation
3 - "p]dy" “because some peob]e play a lot"
36 | "Halloween" "‘cause it has pumpkins"
10 . "strawslurp" = "'cause they do slurp"
46 . "I had a book. It ° '"by my own self"

was called One Two
Three Four Five Six"

42 "play” o "I forget."

- “potatoes" "because 1 just wanted to make
. it up so that was the only word
[ was thinking of"

“train" : “because you ride on a train" |
"faig" "because you just-make it up"
“clop" “'cause I didn't know *t when

I was little"
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Test C (Awareness of Visual Word Boundaries"
3. "Why are these spaces here [pointing]?"
Pupil Number Explanation ~
X

W

34
36

10

AY

a4

42

12

24
21

54

. "so you can read it . .

"to be between these words"

"so they 11 be easier (Ql "so the words will
be easier" .

“for a finger space" [Q] "so you can understand
the word that you are writing" .

. "so you can put lines between the words" [Q]

"'cause they are after the words before you go
on more"

"so you can read them good" [Q] “the words"

"so it makes sense . . . that's why you have a
sentence"

"so the words don't get mixed up"

"Those are finger spaces . .

stand the sentence . ... because if you didn't

have finger spaces you cou]dn t understand it
. . it would say noth1ng

: . 0 . SO you don't th{nk
it's all one word"

. SO you can under-

178
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Test D (Written Word Consciousness in Sentence Context)

1. Sentence One (When is the birthday party?)

a) "Circle the 1on§est word."

|

~ "Why is . the longest word?"
Pupil
Number Response Explanation -
KL AN "birthday" "because it has too much 1e¥$érs"
. . 8 R . :
36 "party" ,"becauSe it has . . . it's most longest"
10 . "birthday" . =~ “'causetxt's bigger than thws one
4 : [party]™ = - &
- 44 "birthday"  _" : "because it is a very Tong one"
42 . "birthdayd "because 1t has e1ght words, I mean
' letters, in it"
12 -~ "birthday" "because it's the longest word and the
: : Tongest words are the hardest to sound.
out or read" °
24 o "birthday" “because they spell it long"
21 “birthdéy"' "because it has eight words"
54 . "birthday" ~ “‘cause it has the most letters"

,~

\
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: b) "C1rc1e the shortest word" R
o "Wh 1s ‘ . the shortest word7" o
y &
, ﬁupil - a”f' o f»‘ Cos , o .
Number : -+ " Response. ™ - * Explanation "~ : .
ﬂ - N ‘ D - ; B .

34 Yl Mist /7 "because 1t'on1y'has,tw0'1etters”- R
36 ot ."because it has two 1etters" e

10 st (.ﬁf "‘cause it's on]y two 1etters -and: the‘

~ . Co Y L others are more than two 1etters"_

»Qﬁ L ' “when"‘ ,"because 1t starts with a. w and ends
R AT ~with an 'n'" - :
42 g ‘ \b\pause it on]y has two 1etters in 1f*"

'12-f njgh, , "because that one has the Teast ‘

S ~ - e letters in 1t“»

24 tis® -ﬁbecause it's spelled with two ]ettéfs“

21 ® "is" . I}'1't,hasktwobwords"‘ » ‘

o 4 . )\ "‘ SNy e

54 “is" _ - /M"Tcause 1t;on1y,HBS"two,1etters?

’l /vr» v
1 s
. \\
b .
)



Vo) “g1rc1e the eas1est word "

the easwest word?“

- 21 - "birthday"

Csa s

two letters"

"because 1t ‘has b1rth and day

"'cause it on1y has two 1etters

R

M

N

. ﬂwhy 1sk T
E Pupr‘ . e : ' ‘ I | /
Number Response -~ -~ Explanation /
s - "the" "peop]e say tbat" .‘ /
36 T Mst "because 1 taked it in grade one"
100 . » '"ié" "because it! s on]y two part 'l éters"
,44 o " "is" "because 1t S Jus;;§n]y:two wbrds "
42 : "is" “beéause 1t on]y as two 1etters in 1t"’
12 e - “"because 1t on]y has two words in it |
_ o . the smallest words are the\,
} _ d ;eas1est" ' ~ ’
24 “ /ﬁﬁsi'i‘ --"because you can f1gure it out with
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. ql .
. - B . S - w -
d) "Circle the hardest word." { . ;
~ "Why is the hardest word?" '
Pupil o . e o _
Number " Response Explanation ‘ o
34 v"party"_  - "becadse»it‘s at the end of the words
and it's hard to think about" '
L 36" T . 'birthday" "because it has 4 . . it's: more’ harder o
’ S - because we don't take that"
10 "birfhday" “'cause some peop]e don t know it and
' B some’ people q?" ) . .
44 “party" B "because it has an 'e' on the end" ,
42 “"birthday" "because you “don" t. know how ;o spell
N . it good" :
12 ﬁpartyf( '”because you Can't sound it out“
2 o "party” "because somet1mes I.can't figuré it
: out"
- 2T | "birthday" - "because it has e1ght words and I.
L couldn't read it .. . some peop]e
54 _‘”birthdiy" “‘cause it's the hardest one to
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2. Sentence Two' (Jack S puppy is a very friénd1y pet !

a) "Circle the eas1est word," - : ' :; -
BN . . : e
f?Why_1s . the easiest word?"
Pupil , ‘ S —
- Number Respon&e / : EXp]anation
34 "pet" '\}\ o "because peop1e have dogs and some
A R peop]e say get out'"
36 - "at "because it has one 1etter"
10 . /j&{' "because it's on]y one 1etter in the
A /N sentence
44 © "Jack's" "because it's a'name ofla boy"
- 42 g "because 1t on]y has one letter in it"
12 "pet" "because I a]ready know it and it's
Y got the word that we practised
* a]ready“
24 | "Jack's "I cause it's a name - and 1 can figure
' it out“ : ’
- 21 - .‘"a" ' °'"because it's only oRe word and it's
- an /a/ sound" :
54 - "3 "it only has one letter"
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b) “"Cirdle the hardest word."

- "Why is ' the hardest YQE??“

A

Pupil o ' S
Number - . Response Explanation o : :
3 o very" "because people don't say th5%~wofd“-
36 * " "Pupp&" “icause it has more letters in there;
10 - "friendly" "Icause it's. lots of Tletters"
43 ’ | "friendly" - “‘cause it's very hard to say".l‘
42 \ "friendTy“ : "because you don't know how to spell
T it_good" ' .
»12 ‘ ‘ {/."friend1y" ,;PécaUSe it has fHe most words in it"
24 . ~ Mfriendly" "bec&u;e I don't know’wﬁaf it says"
21 | o “friendly" "it has eightiwords“ "
54 ; | - "fr{end]y” '”becausefﬁt’hasﬂeight 1éttér§”

p=3
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"¢} "Circle the longest word." o
"Why is —___ the longest word?"
T pupil | - o |
Number Response Explanation - A N
n - ~ - - : - k
34 "friendly" " "becayse it has toe much letters"
36 “friendly" "it has hdre hard . . . it's more
‘ . hardest than the other ones"
10 "friend]&" "'cause it's a long word and it has
_ ' ’ eight letters" . ‘
44 - “very" "!cause it has an 'r' Jin the middle
: of it" -
42 “'friend]y“ “"because it haj‘otls of letters in it"
12 "friendly" "because it has'®he most words in it"
' . , e e
24 "frjend]y" "because it has too many  Tetters".
2] ”fhiend]y"  "it has eight words"
54 - i

"'cause it has the most letters"
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- d) "Circle the shortest word."
"Why is the ‘shortest wordf“
. i . ‘ : ‘.
Pupil ‘ f
Number . Response - Explanation .
34 | "a" "because it only as an /ae/" ..
% iis"  “because it has two letters"
10 "a" © Micause it's only one letter" i
44 "pet" "because it's pet (p . . . e . . .
) ! 'pet)u N
42 : fa\ "because it only has one letter in it"
. v > . |
\ _
B g "a"\ "because jt"Rpnly has one word"
y . y ! AW ©
24 : uan\ . " ec@.ﬂiﬁ"j ” j t an 'a'"
. ' ' - F [ . %
. i 8. . Ll :
2] "a" ”j‘QX :a‘ -MmﬁwOrd" :
54 - L : "icause it only”has‘one'letter"




APPENDIX C .

(n =
TESTS

CHILDREN'S

0) SCORES ON THE GATES«MKEEENITIE READING
ND THE CONCEPT OF-A WORD TEST .

<

6
A

L » &’*,";;;Eﬂ"
o~ ‘nivj
. %
o
!
5
| N
3
‘r
¢

187



188

a e saspead bulAatyoe sbeudAe 4
. ‘Sudpead BuLAdLYyoR MO|
- 8Y A 0¢ 8¢ . 0§ ' 99 L2 - 6¢ 0¢
89 6¢ ' 6E 6y 89 0€ _ 8¢ -6l , .
155 Le 9L 8h , §7 o SL 9¢ 8l , (
LS A 123 i ‘ . 88 . gL . - ¢¢ Ll _ :
LE . -6l 8l : 9t i €9 62 . 123 9l _ .
€g . £l _ oe . Gy ¥S " 62 62 Gt :
6t . At 14 A A 8l , vé vl S ’
9g €2 : €€ eY - 8¢ St €2 eEL .
¢S - 6l €e . A ‘ 99 A ©PE al o g
14 Sl - LE _ Ly 9% L] v 6¢ LL »x VY
82 6 - 6L or 82 6 6l oL B
0¢ . L 6t 133 GL - 81 . .60
ol \ £ L 1 q¢ _ ¢l . £l 80
ot 6 le - LE ; € ol - el L0
9¢ o tl el 9 9¢ _ LL -6l - 90
L 124 L Ll g €e 1A _ 6l S0
8 S g ve T4 . vl et v0
8¢ L 8l 1) . gl 0 €l - £0
L€ ; L. 6l ‘ AN - '8¢ 6 . 6L 0
0¢ L el . 1E A aL 91l Lo »yY T
(s8) (oy = - (sp = JaqunN - | (s8] (o =. - (6 = 43qunN.
[e3o] 9[qLssod 3[qissod Ltdnd [e3o} - 9[GLissod - 3|qLssod [tdnd
) [e3ol) Le30}1) _ Le30}) ~ Le30l) :
uotsusyaadwo)  Aue|ngedop , : v :mmw:msmgasou Kae | nqedop
sajeway , sajey

(6461 ‘L w404 y [9A37) S3IS8] Bulpeay uwu*cwwumz-mmumw . ._.a .

-



189

b . _
) . . S49pead buLAaLyoe YbLY yyx
— T
9L % 1987 09. 69 mmv‘ . A ot ,
74 8¢ 9¢ . 6§ LL q A% 62 7
¥ 9¢ GE 8% 08 LE 37 82
69 0f 6¢ - LS 9L ve . -2t L2 -
L e o 95 98-, - LS Oty 92 )
2L €€ 6€ G§ (L T g ot G2
€8 6€ . by S Lz . €€ , 8¢ 74
€L €€ o £5 9/ L€ 6€ €2
6L 6€ o - AT 74 9 - 8¢ 22
2L LE Geg LS 8L 9€ b L2 < xxxdYH
(98) (0y = (§v = . 4aquny (58) (op = (5b = Jaquny
Le30] 91qLssod 3|qLssod Lrdng- Le3oy 31qLssod 91qLssod Lidng
[e301) {e3oyl) ‘ . ~ - lejol) Le3o})
uotsuaysudwoy  Auengedop ) p uoLsuaysuadwoy.  Ade|nqgedop

sajewsq

v

salen

v

~ (panuL3uU0d) (6/HL L W04 ‘y L2A97) 'S3S3] Bulpesy 913 ULDOBN-5a3e9



190

Test A (Spoken Word Consciousness)

Males : , Females
Pupil "Is a word?" Pupil "Is __a word?"
Number (Totadl possible = 16) Number (Total possible = 16)
o1 12 31 13
02 ; . 12 . 32 : 11
03 8 33 13
04 _ 1 34 12
05 - 1 35 7
06 ) 13 36 ‘ 13 —
07 . 13 37 ' 10
08 11 38 12
09 | . 13 . 39 13
10 12 40 14
IR 14 - 41 14
12 L ‘ 13 . 42 6
13 ~ 13 43 13
14 13 . 44 13
15 ' 13 45 13
16 ‘ 14 46 14
17 | 12 ©a7 - 14
18 11 48 ' 12
19 16 : ' 49 13
20 14 50 L 13
21 .13 5 " 13
22 . 13 : 52 . _ 8
23 12 53 ’ v 13
24 13 - . 54 16
25 : 12 55 ' 13
26 16 56. 15
27 13 ' . 57 . ' 9
28 13 58 : 13
29 ' 13 59 14
30 13 60 | 15
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