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' approach involving the study-test apggpyslf

S . ABSTRACT L

This study sought to investigate the 1mpact of three .
different 1nstructtona1 methodologies on spelling K
per formance at the Grade 5 level after eight weeks of

inten51ve spelling instruction. The three methodologies

varted from the least intensive trad1t19ni ibgsal spellgng

Qithe most /
She .
"based on /the

":

1ntens1ve multi-channel multi moduf{fi
Personke-Yee model for spelling instruction. A review of the
11terature on spelling instruction ind1cated that few
studies had attempted to test the Personke Yee theory No
such study has been attempted in Alberta.

i In order to increase the crlterion va]id1ty of the
study, three separate dependent measures were used. These.
included the Schonell Graded WOrd Spelllng Test, the |
Stanford Achievement Spelllng Test and an Informal Spelling

Inventory. The three treatment groups of twenty-three’

‘subjects each were randomly selected and controlled for

‘chronological—age and 1. Q. Gain score analysis, one-way

analys1s of variance, and a é X 2 analysis of var1anoe with

data. A though trends were in the predicted direction, on]y

repeate measures on Factor B weré€ used- to analyze the

1
two of the four hypotheses wererconf1rmed. These were
Hypothesis 1, whtch predicted significant pre-test/pOstftest
differences of E*perimental Gréup 2 over the Control Group
on the Schonell, and Hypothesis 2, which predicted a

significant superiority of spelling performance of



Expe}imehtal Group 2;Qver Experimental Group 1 on the X

Informal Inventory.  —

The results of fhe investigation are discussed with

.reference to the efficiency of the mu1ti-channe 1 ™~

multi-modality method‘when~c6mpared with the traditional and

the test-study-test approaches; the Maiﬁ hypothesis of the
sébdy. ImplicationsEfor theory, research, ‘and practjice -are
discdssed,,wjth emphasis‘on practical suggéstions for:/ |
spelling instruction ufiliz{ng the mu]iifchanneI

-,

multi-modalty approach.

v
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P "I. THE PROBLEM

A. Background To. The Problem
-\ Spelling is an act which 1nvo]ves the correct formation
of words from letters. This formation of words can be (\f;
acoompl1shed e1ther orally or in written form. It has been
well documented that speiling.iS'not an easy task.
Comment1ng on the’ complex1ty of the spell1ng act, Johnson
and Myklebust (1967) observed that spell1ng requ1red more
simultaneous ana1y91$ synthes1s and 1ntegrat1on comb1ned
with aud1tory and v1sua1 percept1on ab111t1es than did any
éEQﬂEr skill. Wh1le the atta1nment of spe111ng competency
presents a- d1ff1cu]t task, 1t is h1gh1y valued.

The ability to create written commun1cat1on with @
-.competent orthography, is a skill greatly sought by/iﬁ//
01t1zens and bus1nesses of the Eng]1sh speaK1ng natlons of
_North Amer.ica. These nat1ons follow a pedagog1cal pol1cy of
compulsory pub11c educat1on for their ch11dren of
approxwmately,s1x to sixteen years of age. Eyen though not;
all citizens finish public school,’ the adolts of these
nations are expected to communféhfe, both verbally and in
written form, in a manner that reflects an educated
populace. However, for some persons, inferior orthographig 1
skills in spelling the written language represenf a- ///
life-time detriment. ‘ /

Inferior orthogréphical.skills have a multiple negative

effect on the individual. Low achievement in spelfing



.

w hampers the written presentation of ideas and also carriés
social stigma. Society coﬁﬁotatively associates inefficient
spelling with lbw intel]igence, poor schoiastic achievement,
and a careless attitude in the writer towards his written ~
communication. | | | | | ‘

Becausg of the negativefconnotations,-Sersons deficienf
in spelling may pay a heaVy’penalty {n eithéﬁ the business
or academic world. Within the business world, advancement
through the levels of the business stratum may be delayed or

_‘biocked if the individual himself, or a business execufi;é
'deéides Ihat a particu)ar émployee is incapable of clearly
and coﬁrect]y éxpreSSing-his ideas in written form. Within
the school system,'boor speiling capébilitfes.may create a
hegative spill-over efféct that extendé intd all scholastic

_eﬁdeavobs. In a commeﬁtgry on fhis, Ottb, MéMénemy and‘Smjth
(1973) stated that a rélationshfp does exist between o
problems causing poor §pe11ing ané idweﬁed pefforméncg"in

the reldted skills of reading, listening éﬁd\gandwriiing, as’

.

.

well as in oral and written expression. e

.

While there is no consensus with regards to this\\
negative spilljover effect, Rivers (1974) noted that
Spélling‘deficiency is bn,the increase at the e1émentary,
secondary and college levels of education. Moreover, the
initial instruction currént in remedial spe]]ihg programs at

the college level is based on the same words taught at the

elementary level of schooling.

N



B. Theoretical Support |
‘Because of the negat1ve impllcatlons of def1cient
Spe111ng sKills, much time and effort has been ‘and continues

to be devoted to the search for effect1ve 1nstructional
, methodologies. Trad1t1ona1 spell1ng instruction proceeded on
the premise that learning to spell involved mastering each
new word by:pote'memory as a separate spe]lingvtaék.
QquéVer,';his simplistic view of spelling has been replaced
by the idea of spelling as a véry comp]ex act. The
achievemeﬁf'qg spelling acéuracy through tﬁe necessary
simultaneous use of “the sKills of auditory and visual
discrimination, memory, sequentialization of detters and
sounds, analysis, syanesis, and 1ntegrat1on of the word
components requires the use of a mu1t1 channel
multi: moda11ty instructional approach. for spelling. While.
there are other models for instruction in spell1ng--such as
the Brothers and Holsclaw model (1969),,the Simon and Simon
mode 1 (1973) and the Nicholson‘and Schachter model (1979),
the model of spelling behav10r developed by Personke and Yee
(1966) meets the central thes1s of this study that the
1ntegrat1ve nature of spell1ng demands a multi-channel
multi- modal1ty approach. |

The bas1c assumpt1on of the Personke-Yee model is that
spe111ng behav1or is general]y initiated by one’'s desire to
spell ﬁ word. Thigﬁﬁs the case wheﬁ a child is asked to
spell a word or when, for purposes of'writfen,communicatidnT

many words must be spelled. However, acco?ding to the



authors, in order to spel] the required word, two input}
‘mechanisms must be brough nto play* These are the internal
"~ input and the external 1nput. The input mechanism is;based‘
on the ability to apply phonological and morphological.
generalizatjdns as weli as proof-reading abilities. When the
child has difficulty applying the input mechanism, the
external input must be brought to play. *he external input
involves seekKing aSSIStance from externalwsources such as-'
dictionaries, teachers, books, etg..to chepk.thevcorrect
speliimg of a-word. Much spelling behavioh involves both
1nternal and external mechanisms. Cang
However, accord1ng to Personke and Yee, the internal
’and‘external inputs;are necessary'but not suffieienf.
Processing channels musf be utilized as well? There are five
'such processes which include ﬁhe memonyxchanneljlthe
;memory-kinesthetic detour'“the cheeking channel, the
proof- readlng channel and the proofreading-rewrite bypass
According to Personke and Yee (1968) , these processes are
not mutually exclus1ve but actually complement each other
c‘when a student is faced with spelling a word. Thus the
efficiency with wh%ch avstudent spells a word is a function
of the extent to which he makes use of all these prbcesses.
K In the expansion of.spelliﬁg instruction beyond the
traditionalvapproach, and in the examination of crucial"
inStnuptional skiils, there is a need for linguistic
1ih$truction to provide phonological, morphological and

semantic generaliiation in spelling. There is also the need



tp develop!visd;l. tactual and Kinesthetic modes.vwith
emphasis on discrimination aﬁd,membry.

ATl these skills must bexdeveloped to ensure effective
instruction andAlearning in o?tﬁography.

4

. C. Statement Of The Problem . ‘
The main thesis of this study is that, given effective
instruction in which many of the abflig{es necessary for
epe{ling can be brought to bear‘wifhﬁn an instructfbnal |
plan, and g{ven a number of spec{fic instructienal‘ |
strategies in these hypotheeized spelling skills, there
should be differences in spelling performances, in comparing
the multi-chanhel approach with tHe‘traditional approecheé,
‘when assessed over time. | | ' |
Thus, over an eigﬁt‘week period, three methodologies
fbr_spelling'instruction were applied to three groups of
fifth-grade students. Each group was composed of twen;y-six
subjects of which thirteen subjects were boys and thirteen
sub jects werekgirls. The variables of length and timé.ef
daily spelling instruction, chronological age, inte]ligence;
initial spelling achievement, teecher training and
exper ience weEe all,controlled.'EaCh group received
Atwenty-five minutes of aaily instruction for four days pery
week, at the same time each day, for‘eight weeks. To start ,
with, no significant differences existed for ége or
intellige5ce between the groups.’Perticipatihg teachers had

a minimum of ten years of teaching experience and held
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Bachelor of Education degrees.
The three methods of spelling instructipn applied to

the three groups in this investigation were:

1. Jhe Study-Test Approach in which the group received
instrudtion.by the traditional basal spelling approach
involving a test every Friday. This group was labelled

the Control Group. -

2. The Test-Study-Test Approach in which the“group received
instruct{on in a modified version,of the traditional
‘spelling method..The*modification included a
corrected-test procedure, the compilation of personal
word-lists by students and tﬁe graphing of test scores.
The Friday test was also part of the intervention  This

°

group was 1abe11e¢'Experimenta] Group 1.

3. The Multi-Channel Multi-Modality Approach in which
| instructioﬁ involved phonological and morphological
genera\izations'as well as semantics. The five
processing channels suggesfed By Personke and Yee were
utilfied aé well as the Férnald multi-sensory approach.
A Friday tést was also part ofithe intervention. This
group was labelled Experimental Group 2. -

The dependent variable of spelling achievement was
measured by two norm-referenced tests and a twenty-word
infbrma] inventory based on the 160 words of the Grade S
current basal speller. The norm-referenced te§t$ were the
Stanford Achievement Spelling Test (Kellgy et al., 1943) and
the Schonell Graded Word Spelling Test (Schonell, 1955).



Both tests required the student to write words dictated by
the instructor. ;

| It was hypothesized that spelling performance‘yould be
a function of the instructional strategies used with éﬁbh
group. The group receiving the most 1nteﬁs1ve instruction o
would have superior spel'lin. performan;::e v:hen compared witI:\‘
the middle group which received less 1htensive instru@tion
~and the control group which received the traditional o
spelling approach. Thus the sample'subjects'of Experimental
Group 2 receiving the multi-channgl multi-modality
instruction would show supérior spelling berfbrmaﬁce when ,
compared with the middle group (Experimental Group 1) and

the Control Group.
D. -Specific Hypotheses _ -

1. ExperiMéntal Group 2 receiving multi-channel
| 'mulfi-modality inStructian will show significant]y
greater spell{ng gains.éf.the end of the eight-week
period than the Control Group.
2. Experimental Group 2 receiving multi-channel
. multi-modality instruction will show significantly
greater spelling gains at the end of the eight-weék ’
period than tﬁé Experimental Group‘1.
3. Experimental Group 1 will show significagt1y greater
spelling gains than the Control Group but_less gain thah -

‘ ¢
Experimental Group 2.



4. The Control Group will show the least significant
spelling gains when compared with Experimental Group 1

or ExperimentaT Groub 2.

E. Summary

In summary, this study {s designed to investigate the
effecti?eness of a multj-channel multi-modality approach to
spelling instruction and té compare‘this mode with two other
less intensive approaches. The main thesis i's that spelling
:instruCtion based on‘the‘usé of many_modalitiés will be more
effective than the traditional approach.which>focuges-on a

5

basal text and a test-study-test approach.



11. LITERATURE REVIEW

A. Overview | |

This review involves a survey of fhose factors, ‘present
and past, that have directly and indirectly affected>the
current spellinb methodologies. Factors reviewed includg‘a
diféussion of the evolution of ‘our current orthggraphica]
system, an examination of language development~aqd its
relationship -‘to spelling, and an invest%gation of the
relevant issues in spellingglMuch of the present
‘difficulties in learning the written forms of the
~ American-English language have historical aeriQations. By
uﬁderstandjng how and why our janguage deviates from._a J
direct soundfsymbol correspondeﬁCe;lthe teacher will be more
able to focus the attention of the pupils on the logical
patterns that exist in thevvocabulary_and égécify thos?
-words containing illogical spelling pétterns'that
necessitate their learnind as separate rd;eimemory tasks
(Chomsky, 1970). |

In addition to knowledge of the evolution of Eﬁglish
othography, aﬁ instrucfor of spelling must also have-
Knbwledge of how language skiTis‘deVelop within a child.
Waliace and Larsen (1878) noted the necéssity for a constant
awaréness by the teacher of the child’s present stage of |
development in the progressive and hierarchical growth of
’langgage skills, from tHe levels of‘comprehension»of oral

language to the reading énd composition of the wrjtten'Forms
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of language, in order to enhance proficient orthography.
l This review also incNdes a discussion of the relevant
issues in spelling. These issues which are the determinants
of past, current, and futuri instructional mathodoloqies
include: the regu]arity or irregularity of the written fbrms
sf English, how word 1ists are most effectively taught, and
how spel\fng skills are transferred to general written work.
Thus the review of the research literature ;111 be
conducfed under the following headings:

|

1. Historical Perspective On'The-Deyelﬁpment of Americ;n |
English Orthography t \J

Theories Of Language Development' Related To Speliing

. LA Syhopsis Of Spelling.Development

. Issues In Spelling Instruction

s W N

Spelling And Creative Writing

N

o - N

B. A Historicaf Peéspective On The‘Deveiopment‘Of The
AmericanfEng]ish Orthography

Introducgion ‘ 0

" American-English orthogﬁaphy, in,its\modern form, is a
.. result-of the natural growth of the langnge'througH
éuitural ev?1ution. This evolut{on progressed through three
~major periods ¢f'dévelopment: the Old-English period from
450 A.D. to 1150 A.D.; the Middle-English period from 1150

A.D. to 1500lA.D.; and the Modern-English period from 1500
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A.D. to the present. The evolution bﬁqun in anciont'Enqland.”
with the assimilation of vocabulary from the l.ngulqio of
England’s 1nvg¢ers; Many of the praaontborthoqrnphicll
difficulties of Enqlishyresul{ldircctly from this
assimilation. During the early part of the Modern-English
period of languaba development, England sought to expand its
own sphgre of 1nfluen¢e by pursuing a pol!cy of'
colonization. Through this policy, the English language was
transported with the colonists to Nor th America, where its
evolution still continues. |
. The O1d-English Perio; (450 A.D. To 1150, A.D.)

| The pld-English period was a iime of numerous invasions
,of England, with each wave of invaders contribufing new
words from their vocabulary to the English lahéuage. The
Celtic invaders ‘were “the originators of the language. With
the invésions of the Angles, Saxons and Jutes in the middle
of the fifth ceﬁ{ury. the langﬁége received a large infusion
of Germanic vocabulary. Wh;ﬂe the Anglo-Sa;ons had no true
written representation of their language, they had an
alphabet Eomposed of twenty-four runes or letter characters
which were mostly utilized in inscriptions and magic signs
(Hanna, Hodges and Moore, .1971). These runes, while not
adequate for wri}ing'the’rapidly e;panding Anglo-Saan'%.r
language, did represent the orthographical beginnings of the
written form of English. The cohtributions of the -

Anglo-Saxon vocabulary have remained hingy visible in the
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- language surrounding ourgdéily activities and include such

words as child, sleep, drink, make, deed, help, hide and cow

~ (Hillerich, 1876).

In the Sixfhvcentury, the Anglo-Saxons came under the
influence of Christianity with Latin as its official
language. A major différence existed between the Anglo-Saxon

tehgue and Latin. Latin is a highly inflected language, in

~which the sequence of the words in a sentence is not

significant. Inflectional endings added to the words, rather
than' the ‘word order, reveal their'functions as irdicators of

verb tense, gender, plurality, etc. (Hillerich, 1976). The

Latin incorporated into the Anglo-Saxon vocabulary was

1arge1y a{bhabetic. with phonemes directly représented by
graphehés (Otto, McMenemy and Smith, 1973). Thus;the

influence of Latin upon the Anglé-Saxon language was the
original source of the presént concept of phonemengapheme -
correspondence. _

The Anglo-Saxons also modified the Latin alphabet to
reffect'their own dialects, but retained thefdirect
sound-symbol eorrespondence of the spokgn language. This
resultedain the various Anglo-Saxon afalecté producing
different'orfﬁographic formg of the same word. An example of
this occurrence was the spelling of the word bridge, which
was spelled interchangeably as "brycg, bricg, bryj," or
"bfij" (Hanna, Hodges and Moore, 1971).

| The next major influence on the evolution of English

results from the Norman invasions of Britain, under William
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the Conqueror in 1066. With {he.Frénch-speakfng Norman
conquerors as the ruling class of England, French_became the
official language of the royal court, the business wor 1d and
the legal profession. With regard to spe]lfng;'thé
incorporation of French iniq the'Qritten Ang]o-SaXon
enlarged the number of existing spelling inconsistencies in
the English languageL_by the inclusion of such words as |
give, bequeath, deCIaré, wont,'salary,-énmy (Hanna, Hbdges
and Moore, 1971; Hillerich, 1976).

The MiddTe-English Period (1150 A.D. To 1500 A.D.)

The period of Middle -English, from 1150 A.D. to 1500
A.D., represented a time of major alteration for  the Eng1jsh
language. Itvwaé the peri?d of great grammatical changes.
%ﬁe use of inflected Word’endings was heavily reduced by the
Norman influence. The inflected word»éndings were converted
to a Qschwa" sound, then eventually to a "silent e". With
tHe loss of the inflected endings, the position of a word in
a sentence became very impdrtant. English then bedan its

deve lopment as a word-order language.

The Modern-English Period (1500 A.D. To 1983 A.D.)
The Modern-English peridd; which began in 1500 A.D.,
saw two major occurrences thatbwere,to result’ in the
production of many of the present orthog aphical
difficulties. Tﬁese two occurrences wére he great vowel

shift and thevinventién of the printing press.
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. The great vowel.shift was not a sudden event. In 1400,
the written forms of English words were sti]l_mainly
dictated by their‘pronunciation.’However, the pronunciation
of the vowel sounds underwent a gradual change through the
fifteenth and sixteenth centuries (Hillerich. 1976). As an
~example of the changes in vowel pronunciation, the word dime
had been pronounced "/dem/", while the word root had been -
‘pronounced as "/rot/"'prior'to the great vowel shift. The
end resolt\was a markedvchange in the late Middle-English
pronunc1ation of words, w1th the retention of the origina1
written forms. Thus the problems of irregularity in our
or thography were 1ncreased.

The development of the printing press, and the
- establishment of the printing industry in England by William
Caxton in 1476, resulted in a movement among English
printers for a reformation and standardization of
orthography (Hillerich, 1976). Since each part of the
country spoke its own dialect of English, with corresponding
written forms, thejresuit was a lack of uniformity in the
spelling of the language. This inconsistency in spe]iing was.
éfdéiriment to the printers. In order to overcome this |
-obstacle, the printers arbitrarily chose the East-Midland
diélect of London as the language basis for the acceptable
standard of speliing. The printers then decreed against any
additional spelling changes, which prevented fur ther
regularization of the English or thography to correspond to

<

the alterations in pronunciation created by ?he vowe
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" shifts. Printers, at their cqnvenienéé also arb1trar1]y
‘dec1ded that the patterns of syllab1cat1on wou]d conform to
their own printing needs. )

By the conclusion ofrfhe 1500’ s, dynamic cﬁanges had
occurred in the‘English’drthography. The prdnunciation_of
the language‘ﬁad changéd' sbelling had réceived some
'-'standérdfzétioh' 5,000 French words had been incorporated

into the Engl1sh vocabulary and English had become the

off1c1al language of da1ly act1v1t1es.

The Development Of Amer ican-Eng1ish

The Englﬁshllanguaée was soon to-spread over many
lands..As_thé British rulers désired more wealth and Qower.,
immigratioh._with the}establishment of North American .
'colonies, becahe the means of,achieQing ihese goals. With
the British‘jmmigrants came<thé'problem'of'tﬁe ingonsfstehci
fin the spélling 6f their languége aﬁd the desire Fdr
standard1zat1on ofwAmer1can Englwsh spe111ng

The problem of 1rregular1ty in Amer1can Eng]1sh
orthography was a result of the 1nf1ux of varied English
dialects and their correépohdkng'Spellings, pldsvthe
addition of language from other immigrants from almost every
nation in the world. Two factdrs were to influence the |
production of a more standard orfhography in North America:
the establishment of the printidg press and the publication

of dictionaries of the English language.
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At first, the North American colonists spelled
basiéally accofding to their own dictates. However , with_ihe
establishment of the prihting press in 1638 in Camb&idge,

. Massachusettes, a movement began for the creation of a

e

uniform system of spelling, as was the situaﬁféﬁ/?E England.
The second stabilizer of orthogbaphy, the publication
of a seﬁies of dictionaries of the English language,

occurred in both Epgland and North America. The. first

dictionary, Dr. Samue] Johnson’s A Dictionary of the English.

LangUage, was published in England #in 1755. However, North
‘Americans had need of their own dictionary. Words which
deve]oped from their exper1ences as co]onlsts were not
 1nc1uded in the British dictionaries. The settlers had
-prodUCed labels“for new tools, and had added many North
American Indian words to their English orthography. Many of
these words had mean1ng only for the colonists. North
'Americans advanced the standardization of orthography with
tﬁe contribution from Samuel Johnson's A School Dictionary;
'Written in 1798, and Noah Webster’s A Compend ious chtlonany
of the Engllsh Language, written in 1806 . ‘Webster’ s
dlctJQnary encompassed only Amerycan-Engl1sh'terms, omiffing
“the many British-English ones that were useless or |
inappropriate to American lifel

As formal education was extended to more peop]e in

Nor th Amer]ca, poor spell1ng began to be viewed negat1ve]y,.

resu1t1ng in the search for effective 1nstruct1ona1 methods

in the teaching of orthography. : !



Summary J

The British-English']anguage evolved through‘three
major historical periods of development:.tne 01d-English,
‘Middle-English and Modern-English periods. The 0ld-English
period was a time of numerous invasions and'incorporation of
nany words from the languages of the fnvaders into the
vocabulary of the Brifish-Eng]ish peoplé' |

{
was the ba51s of the the first wr1tten forms of English.

As Latin was the cgntemporary language of learning, it

Latin was essent1a1ly an alphabet1c language with a direct
sound-symbo 1 relat10nsh1p The present concept of
sound symbol correspondence was der1veddfrom the influences
of Latin on the Anglo-Saxon vocabulary. '“T°

Theamanner of'inserting meaning into the English;
language also evolved. 0ld English, with its Lafin
inheritance, was a highly inflected language, in which the
1nf1ect1ons provided the meaning for each sentence The
Middle-English period saw the development of English as a
word-order ‘language, where the order of the WOrds directed
the sentence meaning. _ . |
| The next significant events in the eJolution of the
llanguage occurred during'the Modern-English oeriod wfth the
gneat vowel shift in pnonunciation of the vocabulary, and
. the development of a more uniform orthography as a result of
the invention of the printing press. The gceat vowel shift
no ]ongeﬁ allowed a direct sound-symbol relationship between

oral and written English. The printing indusfry, because of



18

its requirement for standardized spelling, arbitrarily chose
one dialect as the acceptable sténdard of speech'and
spelling. |

When the British colonists immigrated to North America,
a §imilar need for a uniform orthography arose, resulting in -
the imﬁlementation of the same solution as was used in
England. The publication of several dictionaries in both
England and North Americé\furthered the §tandardization of
spelling and abted'as an impetus to literacy. ’

In the creation of spelling. competency, knowledge of
ihé evolution of the Ehglish language allows the instructor-
to,sihplify the ;pelling task by focussing the student’s
aftention on the logical relationships which exist in |
orthography, while specifying tHe vocabulary thét remains a |
task for rote.memorization. To further spellihg competehcy,
in addition to the Knowledge‘of the evolution of the English
language. the ihstrugtor élso.requires éh underStanding of
how languége develops‘Within the child. The)next section |
will review some theories of language deve]opmeﬁt as they

relate to spelling.
C. Theories Of Language'Development Related To Spelling

Introduction
It is useful for an instructor to possess knowledge of
- language development, from oral to written, to enable him to

understand a child’'s current stage of orthographical
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development in various language skills and to present the
new orthographical knowledge in a manner that allows
transfer of the new'skllls to create even higher, more

comp lex sKill hieharchies within the child. Therefore, |
models were sought to explain the relatlonship between oral

and'written language, in terms of language development and

2

spelling.

There are a number of theories of language development
which relate to spelling. Two of these are the genetic
vtheory and the behaviorist theoryl They hold extreme
positions, claiming thatlall langoage is derived from. their
‘ individual models. A third theoretical position, m1dway
between these two extremes, studies language from the
perspect1ve of the child's thoughts This middle pos1tlon
involves the work of Lev Vygotsky (1962), and as it

encompasses aspects of language behavior that could not be

\zbsatisfactorily incorporated by the extreme theories, it was

chosen for elaboration in this‘study;

The purpose of theoretical models 1s to exemplify how
1nd1v1duals acquire and structure language and transfer oral
language skills to written composition. These models
investigate the relationship of oral and written language
from a developmental viewpoint and ‘interrelate the spelllng
of the written language with other orthographical Knowledge.

As the language theories do not specifically detail’how

spelling skills are acquired, a hlerarchy of spelling skill

development is presented based on analy51s of chlldren s

v\»
[
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spelling errors. It proceeds from the child's first
awareness of written communication to his complete
comprehension of sound-symbol relationships in spelling and

use of spelling rules.

Genetic Theory
One important ﬁode]/of language development as it
relates to spelling is the genetiq‘theory. Its best-known
proponent is Noam Chomsky (1972). %Qis theory is also
designated as the nativist, generative, rationalist, or
mentalist view. fhe basic assumption of the theory is that a
child_is an éctive--rather than:a_pqssive learner, who
possesses innate mechanisms or a predisposition for language
that provided him with a gradually developing-internai
aQareness of language. The theory suggesis that this
[intuitivgggkedisposition for language in the brain of the
lchild is responsible for most of the language acquisition.
“ This concggy is in diréci opposition to the behavidrist
theory fhéf relies on external stimUiation o)

By

external ekamples to deyelop‘language.skil]s.

r imitation of

According fo»Chomsky (1972), this predisposition for
language is present through an innate endowmgnt of an
interpretive gﬁammatiqal schema that isAapplicable to all
Kno;n languages and is critical for language deveiopment.
Choméky mainfains that.this schema, which is present at the

onset of the child’s life, contains a set of linguistic

universals or rules in regards to some basic concepts and
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principles for language operations. Examples of the basic
concepts include:'innate knowledge of the twenty-plUs
distinctive features of speech-sounds that compose the
vocabulary of all known languages; the grammatical concept
of a sentence as requiring a subject and predicate; the
principles distinguishing the surfac; phonological form of é
sentence from its deep or logical structure; the principles -
that allow grammatical transfqrmatioﬁs of the basic sentence
to produce the varied surféce foFms of~active; passive,
interrogative and other sentence types that'serve to relate
deep ]ogiéal_structure to surface structure (Hilgard and
Bower , i975). The surface structure is perceived by ChomsKy
to be the outward structﬁre of the language, as it appears
in written or oral form. The deep structure is the |
under lying abstract structure,;wifh'its lengthly compléx
chain of inferences that al]bws.the'child to understand tHe’
deep significance of the- surface structure, or to translate
the meaning and depth of his ideas into surface structure.
As an example, in the sentences:

"Mary was happy."'and.“Marytwas over joyed."
the surface structure of the two sgntences are syntéctically
similar, but the deep structure; indicates a very differént
meaning for each sentence. |

According to the genetic theory, much of the
compréhension and use of lahgdage is dependent on the
presence of the innate linguistic univéréél grammatical

rules and the operation of the complex chains of inferences.
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which develop 1htuitively and emerge within the child. The
inference chains, derived from the linguistic universals,
allow the child to transform and comprehend the deep
structures to surface structures and vice versa. Their
operation is incorporated in Chomsky’'s concept of‘
transformational generative grammar.

The universal rules of grammar are COmposéd of two
components: generative grammar and transformational grammar.
ghles of generative grammar specffy the manner of:'
semanéic-syntactic relations aTong the chosen words for a
sentence based on the phrase-struéture rules for basic
sentence formation in"a subject-predicate arrangement.
Another set of rules, the transformations, work to reorder
the word components to produce theavaried sentence types,
such as the interrogative form, etc.

Chomsky maintains that the child, by use of inductive
evidence, the chain of inferences and the iﬁnatec
interpretive language schema for grammar, extends his
knbwledge far be?ond his experience. Howgver, Chomsky does
not believe that he hés discovered all the linguistic" '
universals governing language, nor the detai]é of how
specific language hypdtheseé“;re formulated and tested.

In relationship to spe]]ing‘methodolog;, the genetii
théory could be interpreted as favoring an indirect
instructional approach. In this approach, the child would be

provided with many examples and, by use of inductive

reasoning and utilization of his innate language schema,
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‘would be able to intuitively derive the necessary spelling
knowledge, such as rules and sound-symbol relationships and
transfer them to new situations. However , spel}inﬁ
instructors are very aware that students do not negessarily
achieve competency by provision of many spelling examples,
nor do they understand the relationship between the B
examples. Relative to spelling and general.laqgﬁade
development, the contribution.of the genetic theory was its
focus on thevgradually expanding internal .awareness of the
language knowledge by the child.

Proceeding from the génetic theory and it; concept of
an innate language scheme, an overview of the second extreme
theory of language dévqjopment, the behaviorist theory, w111
now be‘provided.' / '
Behaviorist Theory | \\\\. h

A seéohd position on language devefbpmgnt’is in direct
opposition to Chomskyfs innate view. fhis position involves
the behavﬁérist theory, also Knéwn as the énvironﬁenta}ist.
empiricist, or associatidnist view. Its most rénowned\\“'\
proponent is Harvard psychologist B. F. SKinner (1957).vThé\\\\
behaviorist theory maintains that the child is a passive
legrnérQwho.,upon receiving external stimulation from his |

environment, or in imitation of the ext%rnal examples, makes e
a response. Therefore, knowledge is per eived as ohiginating‘

in experience and is obtafned by the child {n a

stimulus-response (S-R) association. Learning occurs by
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positive reinforcement of the response, while negative
reinforcement eliminates ‘f¥. Rewards are utilized as
motivators and reinforcers to create desired changes
(SKkinner, 1957).
In regards to language develbémment, the basic premise
of the behaviorfst theory posits that language is learned By
imitation of an external’ stimulus, resulting in the child’'s
speech being shaped by his or her environment . TWe role of |
imitation is primary, with the child modelling hils or her
lanéuage struétures on the examples provided by his adult
instructors. The adU]t teacher furthers language learning in
the child thieugh specific instrpction on language content,
pacing of instruction, reinforcemenf, and provision of

. context examples. The language instruction is provided
through a series of drills, exercises and lectures. The
teacher establishes what, when, wherg, how and why a

8specific lesson is to.be learned. As learning is presumed to
be overt and observable, measurement of learning éccurs
throuéh tests and frequency counts. In regards to language
instruction, the behaviorist theory is imp]eménted\inathe'
behavior modificétion’and mode 11ing appﬂbaéhes.

The stimulus-response behaviorist theory is criticized
by ChomsRy'as5Eeing inébnsi:tent with the manner in which
spééch gctually develops in a/éhild. The use of telegraphic
language structures\by Ihé child, suéh as ﬁDaddy‘gone"
instead of‘“Daddy is gone", are viewed as béing incompatible

with imitation of adult speech models (Chomsky, 1972).



25

ChomsKky also mafntains that a simple chaining together Qf
sentence strings provided through earlier stimulus-response
assoc1sti9ns is’noi adequate to account for acquisition and
growth of lqbguage” Because of these inconsistencies, and
also because of the effect of Etudies that indicates that
learning is best achieved by, act'ive participation in the
lesson by the learner, practical implementation of the
‘behaviorist theory’has been sharply reduced (Muma, 1978).
However, research'findipgs on certain aspects of spelling
instruction indicate fﬁe applicability of some aspects of
the behaviorist model to spelling methodalogy.

In regards te a specific speiling apprdach, the -
behaviorist model could be interpretedAas favoring a direct
instructiona] approach with word lists being learned through
imitation and modelling, based on examples provided by the
teacher. This procedure would be in agreement with the
findings of Hildreth (1955) and Stowitschek and Jobes
(1977), which showed that imitation substehtially increased
the retention of spelling words tadght. The behaviorist
theory also EequireS‘heavy use of motivational devices--such
as graphing‘of test results--to provide a large portion of .
the reinforcement which was necessary for suceessful
learning of the desired spelling responses Measurement of
learning would be assessed through pre- test and post- test
procedures These needs for spelling motivation and
measurement were partly supported by the4f1nd1ngs of Ernest

Horn (1960). He determined that the self-corrected spelling
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pre-teét acts as a motivating and measuring device, by
indicating the specific words that the stddent‘needd@gto~
study. Horn also noted that the self-corrected pre-test,
Qhen it js used, is responsible fbr Binety-fiye percehtlof
ghe child’s learning in spelling, due to its. motivating and
measur ing éspects. Lovitt (1975) also noted that
reinforcement of correct spelling improyed spelling
per formance. HoweQer, relative to spelliﬁg aﬁd general -
‘rlanguage development, the major contfibution of the
f behavioristjtheory is its focus on the many activities which
Cou]d‘be’provided by the environment to further language and
spelling development by stimulus-response situations and the
provision of reinforcement.:
Proceeding from the behaviobist.theory and its concept
of learning by imitation, a detak]ed examination of the
third tﬁeory referred to»ear]ier in this chapter, onvoral'

and written language development, follows.

Vygotsky’s Theory Of Language Development

Vygotsky's theory of language development, representing
a‘middle position between the theoretical poIés;‘looKs at
tanguage from the perspective of the child’s thoughts
/(1962). According to Vygotsky, there is a unitary °
development of lanéuage and cognition within the child.
‘Vygotsky sees language as the mediatihg and guiding factor
ofyall learning. Even thought is Eoﬁsidered to be

essentially verbal as "thought is born through speech”
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(Vygotsky111962). Vygotsky perceives speech as existing on
two levgﬁé--an inner meaningful semant;c one, and an
external,'phonetic, verbalized one. These two planes
interact as a unity, each according to its own laws.

(i) The Four Stages

Vygotsky posits four stages in early speech
development, which Sring the child from the language. level.
of externalized thought processing to internalized and
silent thought operations. The first stage is the’primitive
stage where the child plays with sounds. fhis is exemplified
in the baby jargon, characteristic of young children. Tﬁe

second level is the naive psychology stage. At this level,
.the ch;]d’s speech runs ahead of his or her understanding.
As an example, he or she might use subordinate clauses
inigiatgg by the word "before" or ”bécause", previous to his
or her understanding of causal relationships. The third
stage, egocentric speech, is made v{sible.by external signs
and operations. During this stage, at about two-and-a-hél?
years of age, the child verbalizes long monologues which are
unintelligible to others. He or she will él§o count on |
fihgers, make use of mnemonic é}ds. etc. The last stage is:
that of ingrowth where the child ceases the verbalization of
his private thoughts and acquires inner, soundiess speech at
about the age of six years. Thus, Vygotsky perceivesrthaf
language is internalized with the maturing of thought
proéesses until the child abandons the egocentric speech for

inner speech.
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The achievément of inner or‘;:“enf speech is central to
Vygotsky’'s concepts of language acquisition. The majn
characteristic of inner speech {s its distinctive predicated
syntax, Qhere the subject of the sentencé and all the words
connected with it dre omitted. "Compared with external |
speech, inner spéech appears discOnhectéd and incomplete"
(Vygotsky, 1962). As the speaken,undersfands'the intent of
the inner predicated thoUght, it retains its full meaning
for him. This form of speech .is visible in the spoken
exchanges between two people--such as husband and wi}e—-who
deeply understand each other. Thus no éﬁarp diQision exists
be tween inner and_extérnal speech; they are intefnelated and
affect each.other. Inner speech is perceived as functioning
as a first dfaft of oral speech, with the external speech of
thé mature child and édu]t coﬁsidered as an expanded‘vehsfon
of the inner, soundless thought. o | )

'The.child who is acquiring languaﬁgﬁis thought to
benefit from the language exahples proy1ded by the adult.
These adult examples act as a source of ready-made word
meanings, which are gradually embodied in the learner’s own
vocabulary. Adult language also provides new ways of
gehera]izing a situation that a child incorporates: and :
reconstructs according to his or her own concepts. Exposure
towthe adult language is, therefore, perceivéd‘to be -an.
intégra] pabt of the child’'s cognitiveiggweiopment, and |

dialogue between the édult’and the child is encouraged.



With language as a major tool of learning, the child
begins to develop the concepts through which he or she would
organize his or her world.

(ii) Ihe Development Of Concepts

-As the mediating factor in all ]earning,xlanguage is
the means that furthers the cognitive and conceptual |
development in children,'end’is the'toollfor logical and
snatytic thinking. However, formal instruction is the
principal source of expans1on and evaluat1on of the ch1]d'
concepts. Systematic 1nstruct1on prov1des the ch1ld w1th
kKnowledge that he or she is not able to see or otherwise
experience. This knowledge, through the:intermediafy of
language, transforms or expands the child’'s ‘internalized
concepts of his wor]d.-"At any.age, a concept embodied 'in al
word represents an act of genera]jiation“ (Vygotsky, t962).

As the word meanings evolves, the primitive - |
general1zat1on of meaning is replaced by consistently higher’

'Ky

types that end in the formatlon of true concepts vyl
tcontends that instruction in the scientific concepts creates
the rud1ments of general systemization w1th1n the ch11d.
With practice, the child is able to transfer this
systemization to eveby day concepts. The establishment of
isystemization in concepts tn turn allows the!develOpment of‘
hierarchies of knowledge and the establishment of new |
spontaneous'concepts'derived from these hierarchies.
Vygotsky also recognizes that‘the other comp lex

psychological processes and intellectual functions, such as
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deliberate attention, logical memory, abstractien;~and the
ability to th1nK and compare are also s1multaneously :
maturing and furtherlng ]anguage deve lopment. Howe&ér formal'
instruction, to Vygotsky, is vital to‘the}acq isition of a
system of concegtualization./Therefore. in extrapolating
- from Vygefsky’s-theory, formal 1nstrJ;t1on is required to
develop ‘the ch11d’s concepts of the spe111ng of the wr1tten
language and to further the formulat1on of spontaneous
'concebts’that will allow the transfer of speeific spelling
skills to general wr}tten CDmbosition The development of
written language, as perce1ved by. Vygotsky, is based on
SKl]]S that were already present in the ch1ld’s ora]
language. |

(iii)‘The Development Of Written Language

‘1In transferring thevlearner’s‘language‘skills from oral”
to written 1anguage, the written communicatien is basically
perceived to be an elaborated form of oral speech. Written
'communicat{on‘is.more difficult than oral speech because the
writer is unable to utilize bodily expression and the !
’situational.COmmunication_that exist in an oral dialogue.
Because the'sitUafional advantages of dialogue are lacking
and because clarity in understanding the written message
depended Upon the formal meanings of words; a much greater
| number of words,are required»in written eohmunjcafion than
oral speech to convey fhe'same'idea.,Therefore written
speech also requires a‘Yigher level of absfraction than oral

speech, and will need more motintion and direct instruction
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to overcome this difficulty. The objective of the teacher of
]anguege arts wi]l be to extend the student’s oral
1vocabulary in mean1ng and to help h1m or her aoqu1re 1ts
written form so that the student is able to read and wr1te
" English as well as he or she speaks it (Kean and Personke,
1976). | | |

“As the Iaﬁguage theories do not specifical]yfdetail how
spelling skills.are'acquired,'reseerch on’miéspellinge"is
utilized -to produce a synopsis of spelling‘development;

. , : . ,

A Synopsis Of Spelling Development

"The evolut1on of language acqu1s1t1on by the child was
described by Vygotsky s model of lanhguage development
However, a second model is necessary to explain how the
child is able to fransfen these oral skills to written
language. Most ef the understanding ef the stages of
deVelopment in written language is deriyed,through'an
analysis of chfldren’s spelling errersl‘lt is peetulateda
that a child’s errors .in spelling are an indirect reflection
of his conceptuélization of the Ee]étiohship between oral
and written 1anguage and that a new stage in'understanding -
of the USe of spelling.generelizetions ie beyee]ed by a
change in the child’s misspellings (Beers and Henaerseh,
19801 . | ,

While an exact theory is not yetQavailabJe. Hender son
(1980 summarizedvthe_stages of deve]opment of the spelling

of written language, based upon a synopsis of the relevant
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research findings, from 1966'to 1977, concerning wfittenl
word-knowledge (Beer and Henderson, 1980). The first stage
of written language involves the young chi ld scrjbbling
aimlessly. Later this aimless scribble changes to the
drawing of pictuheé, accompanied by the very special
scribble that wasAthought of as writing by the child. At
this stage, the learneé also points to and asks for the’
names of letters (Beers and Henderson, 1980).

- In the next sfage, the pre-reading stage, the chi]d who
recognizes the written form of letters feproduces them in
varied ways. The most comhon production in?o]ves the jumbled
use of letters and numbers, drawn in any directidns.,

A new stage develops within the child with the
Adiscovéry of a primitive conceptualization of the
composition of a word. The réndom. dﬁreétibnless letter
inventions are replaced by woﬁds syﬁbblical]y speTled by’a_
'single letter. The‘child’srword-concept fé yet too primitive
to.allbw him to see thé details of the letters within the
word (Gentry and Henderson, 1978). A more advanced
aevelopment of the prereading stage involves the.use of the
correct sound-symbol correspdndénces for épnsonaﬁts. at ages
five and six years. -

| The next step, occUrring'bétween the first and third
grade, is known as tﬁe phonetic stage((Beebs and Beers,
1981). The child spells by direct corfeépondence between -
sound. and Symbol, using letter-name'strategy; Thus, leaf

wou 1d berpel]ed‘l—e—f. A considerably higher level of
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abstraction is yet to be developed with a strong sense of
the wdrd as an object, as this stage still involves very |
concrete andNMechanical behavior, with the Jetter matching
the sound in 4 left-to-right progression. The letter name
stage first d1scovered by Reed (1970) in h1s doctoral
dissertation on Children’s Percept ions of the Sounds of
English: Phonology From Three to Six, is reinforced by Beers
and Henderson (1977) in the classroom.

The next step, occurr1ng between the second and fourth
grade, as noted by Beers and Henderson (.1977), is Known as
the vowel trans1t10n or orthological stage Long vowe]s.
prev1ous1y spel]ed by their letter- names, are now
_accompan1ed by a marker or s11ent letter. The cho1ce of the
silent letter is still frequently in error. However, as the
words becomes more visually- d1fferent1ated the Tetter
patterns that exist in them beg1n to be utilized as clues to
-correct spelling and prqndnciatton.,Thus the /tion/ in
ration is pronoynced(/shun/ and not /tie on/, and the /a/ in
bake is npt pronounced like the /a/ in back.

The last stage,as determined-by'Beers and Beers (1981),
begtns about the fifth grade at the age of eleven to twe]ve
years, and. involves the comprehens1on of the effect of
semantics, syntax, and derivations upon the spelling of the
word:in sentenCe context; Understanding of orthography now
~includes the concept that spelling is eontrelled by sentence
meaning and grammatical structure, as'wellxas phonology.

Semantic knowledge entails‘a growing awareness of the use
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4

4

and formation of past tenses and terms of comparison, plus
the recognition and correct spelling of variant forms of a

word'through increased morphdlogical knowledge.

Summary s _

Three models were employed to explain the relationship
between oral and written language, in terms of the general
déve]opment of.language and spelling skills. Each theory of
language contributed to -our understanding of language
development.

The major confribution of'thevgenetic theory is . its
focus on the gnaduélly.expanding internal awareness of
language knowledge within the child. The behaviorist theory
emphasizes the many stimulus-response activities that could
be provided by the environment to further language and
spelling development, when motivated by reinforcement.
Vygotsky's theoreticél_position on language acquisition was
cﬁosen.by the investigator as a representation of the middle
ground between the extreme Posit%ons of the genetics and
beHaviorist theories. For Végotsky, languége acted as the
mediator of all learning’exberience. He views the language
and thdughts of the child as requiring verbalization until
such time that the child's ﬁaturation allowed him or her to
achieve innef»speech. Inner language is perceived as a
ihoughtﬁ;ehearsal or first draft for more mature, elaborated
forms of oral and whitten communicatibn.'Comprehension of

written communication depends upon precise wordings and
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orthographical skill to overcéne the lack of the situational
clues present in conversation. When extrapolated to spelling
insthction,.Vygotsky views concebtual hierarchies and
spontaneous transfer of learning from these hierarchies as
requiring specific methodological instruction. |

‘The acquisition of written skills follows the
development of oral language. The sequence of spelling
development, as indicated by Henderson, is based upon the
results of research on spelling errors. In thjs sequence, ’
the initial aimless scribbling of the child is replaced by |
picture drawings accompanied by scribble mesSages, then by
the productioh of letters and numbers without regard to
direction. True spelling begins by using the direct
sound-symbol sthétegies, to which the Knowledge of vowel
transitions are lateé added. The mature speller is able to
utilize full linguistic knowledge when spelling.

In conclusion, comprehension of the language system,
both oral and written, progresses throughmstages of
development. This sequence of concept deveTopment,'according
to-Vygotsky, is furthered and enriched by formal
instruction, thus indicating the need to determine the m&st
efficient methodologies in spelling for the purposes of

attaining spellihg competency in children.
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D. Issues In Spelling Instruction

Introduction

Language theories are not the only factors that afféctﬂ
sbeﬂling methodoiogies. Current and past issues in spelling
instruction have a direct efféct upon' the establishment of
methodology. Methodological ﬁractices act as a response to
the acquisition of Knowledge in research on factors
affecting spe]llng prof1c1ency The major factors 1nc1ude
.debate on the regularity or irregularity of orthography, and
whether spelling efficiency is best attained through a
phonet%c and generalization approach or by the visual
who]e:word method. Resulting from the debate on regular1ty
versus irregularity of spe111ng are several other issues
which include: whether or not spelling competency is best
obtained through direct instruction or by incidental means,
by study of isolated words in]word-lists or by words used in
context, or whether spelling vocabulary should be grouped
and studied according‘to linguistic principles. The
methodology used by the teacher of spelling greatly depends

upon his viewpoint on these issues.

E. The Issue Of Regularity Versus Irregularity In
Or thography |
The establishment of frequency-of- usage spelling word
lists in the 1900's naturally led to a debate on the most

eff1c1entgjéstruct1onal approach for the achievement of
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spelling competence in elementary school students. The
concept of tMe composition of an efficient word-study
technioue and spelling methodology utilized by an instructor
varies according to whether the instructor views
American-English orthography as being highly irregular or
~regular in sound-symbol relationships. In trying to reach
some consensus on this topic, there are several types of
evidence that have to be apprafsed including the uniformity
in English orthography, and the effect1veness of teaching

spell1n§\ru1es versus the whole-word approach

The Irregdlarity

Some investigators, such as Ernest Horn (1957), view
spelling as highly irregu1er. By declaring the \
orthographical system of Englisn to be irregular, Horn
perceives that the sound-symbol correspondence of the
language is so loosely related that it is of littte value as
a tool for spelling. Many of the words that do not possess ar
d1rect sound-symbo correspondence appeared in the
frequency of -usage lists, and Horn perce1ves that it is most
important for students to acquire successful orthography of
these words. With his perception of orthography as’ |
irregular, Horn maintains that spelling competence snould be
achieved through.a whole word or sight word epproach which
utilizes the haptic and visual channels. Horn (1960),
supported by Otto, McMenemy and Smith (1973{f Tovey!(1978)

and Johnson, Langford and Quorn (1981), view instruction by
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phoneﬁic generalizations and the use of spelling rules as
having limited value. Horn specifies several orthographical
obstacles in teachwng by use of phonetic generalizations. He
Nnotes that over one-third of the English words have more
than one acceptable pronunciation, due to dialectic
‘differences. He also stétes that most sounds in the Englfsh
phonological system\csn be produced by a variety of
spellings. He emphasizes the difficulties for the student in
the selection of.a correct grapheme when a phoneme could be
-represented by more than one arrangement of graphemes, or
when the phoneme is altered by its inclusion in an
unstressed syllable as a schwa or short /i/ sound. Horn
(1857) ‘also observes that phonemic exceptlons were present.
leven in the most common words, and that the maJor1ty of
Ames1can-Engl1sh words contained one silent letter. He

fur ther points out that one-sixth of American-English words
are spelled with doublelletters even thougﬁ only one of the
double letters was pronounced. Horn beminds educators‘that
any spélling rule could be used incorrectly as well as |
correctly. However, he recogn1z%§ the cons1stency of such
spelling elements as prefixes and suffixes. Tovey (1978)
supported Horn's findings on irregularity when Tovey
analyzed 619 misspelled words and found that fifty-thrée
percent of the errors that occurred were through the
spelling of words according to their sound;symbol

relationship.
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The Alphabetic Principle And Regularity

Contrary to the view of Horn that English orthography
is irregular other researchers perceive American-English to
be basically alphabetic, and to follow the alphabetic
principle. Hanna, Hodges and Hanna (1971) define the
alphabetic principle as the principle of using graphemes to.
signify phonemes which under]lie many writtqn forms of a
language. In an ideal relationship, each phoneme would be
represented by its own distinctive grapheme. In such a
situation, the written-word would be a true visual
>Ssymbolization of the spoken form.‘Hanna and Moore (1953)} as
advocates of the regularity of English orthography, sta:\vxﬂ. £

that when a. ch11d beglns learning to spell by relating sound

"to written symbol he or she is #ghn able to instinctively
rds that he or she is

971), Mark/of!W

and Wallace and Larsen (1979) agreed that in order to

~derive the spelling og most of tng‘

able to pronounce. Boyd and Tal¥

achieve effecti&éfSpelling--whether ;n oral or written
form;-requires an understandjng of the functional
correspondence of sounds to letters. In a confirmation of
the Hanna-Moore position (1953}, Whiting and’darrioo (1980),
in-an investigation of normal readers, determined that the'
averége number of correctly-spelled words from»a normall
reader’s sight vocabuﬂary or word-recognition vocabuléry
ranges from eight; percent to ninety-one percent.
Furthermore, good phonetic equivalents of spelling are

present for nlnety percent of the m1sspell1ngs among th1rd-
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. ' _
and fourth-grade students, seventy-five percent in_the fifth

grade, and eighty-two percent in the sixth grade. )

Research On The A1phabetic Princip1e And Phoneme- Grapheme
Correspondence :
To ascertain if the:e is any sc1ent1f1c foundat1on to
the existence of the alphabetic principle in.
American-English and in the belief of phoneme -gr apheme
relationships, Hanna and Moore (1953), analyzed a 3,000 word
vocabulary based on frequency-of-usage in aoults’ and
children’s writings, to determine the extent to which each
phoneme was ,represented consistently or regularly by a
specific grapheme or combination of graphemes. The‘reguTar
spelling for a phoneme was aocepted as the letter or
combination of letters most frequent]y used to represent it.
The measure of grapheme- phoneme correspondence was
determined by relating the number of different spellings of
a given phoneme to the freqUenoy with which these different
_ spe111ngs occurred. As an example, Hanna and Moore declared
the phoneme /e/ as 1n pet to have seven different spe111ngs.
"The main f1nd1ngs of this study were that:
1. Roughly four-fifths of the phonemes conta1ned in the
- words comprising the traditional spelling vocabulary of
the elementary school child approximated the alphabetic
pr1nc1p1e in their letter representations. \
2.'.Approx1mate1y one-fifth of the phonemes contained in the
words comprising the spelling vocabulary deviated
substantially from the alphabetic pr1nc1p1e in their

letter representat1ons ' -

3. Nearly three fourths of the vowel phonemes did not

represent significant spelling problems, s1nce they had Es
g )
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a consistent letter representation from about
fifty-seven percent to about . n1nety nine percent of the
-times they occurred. v

4. About eighty-two percent of the consonant clusters had
only one spelling (examples: /st/, /ch/).

5. S1ngle consonant phonemes were represented by consistent
‘spelling about nine-tenths of the time they occurred
(examples included: /b/, /d/, /h/, /1/, /m/, /n/, /p/,
/r /, /t/) (Hanna, Hodges and Hanna, 1971). a
The main concerniof this study was that the phoneme-grapheme
correspondence showed enough consistency to be utilized in
'ihe teaching of spelling.

Critics have challenged the findings of the Hanna-Moore
study (1953) on the basis that the sample o;‘3,000 words was
too small. The critics assume that a larger vocabulary of
8,000 words or more would lnclude more complex words and
wou 1d therefore display less consistency. To support this
hypothe51s, Ernest Horn (1957) conducted a study involving a
‘sémple of 10,000 words. In ao analysis of the data, Horn
agreed essentially with Moore’svfindings’as to the most
frequent graohemic spellings of sounds but disagreed
consﬁderably on:the number of different spellings for eaohb
sound, andvfﬁe‘jnclusion‘of certain words under the regular
category since they contained the common speiling of a sound
less than fiffy percent oF the time.'WWth‘Horn’s 10,000 word
~sample, 1t would have been much more difficult to classify a
word as hav1ng regular spe111ng since over a third of the
- sample words had more than one pronunciation.

To check the validity of the criticism levelled against .

the Hanna-Moore study-by Horn, a two-phase project called
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Project 199 or the Stanfofd Project~wés,conducted by Hodges
and Rudorf (1964). The Stanford study refined and extended
the basic research initiated by Hanna and Moore in the_
alphabetic base of American-English orthography, by
analyzing more than 17,000 words for phbneme-graphemé.
-correﬁpondence. The,ghasé 1 analysis determined the.degree
to which the spelling of phonemes were affected by their
~position\jn the wora, and the degree td which the direct‘
sound-symbol correspondencg_was affecfed by the placement of
the syllable or.word stréss.”The results of the Study ,
indicated a high dégree of'consi;téncy in phoneme -grapheme
relationships when tﬁe factors. of phoneme position in
syllables and mu]ti-syllable'words,'and the degree of stress
on ths syllable were considered. Hodges conc]uded that
eight; percent or more of the consonants had a single
spelling, while very few vowel sounds had sihgle spellings.
HoWevef. whén'the effect of phoneme position in a syllable
~was taken into accouni} the findings concluded that many
phonemes--particularly vowels--have quite predictable
spellings in certain bosithns.‘An example of the )
predictability of the sound‘of /a/}was given as eighty:;né
percent when /a/ ends a syllable which does not end a'w0rd3
(example: apron) . ) A |
Iﬁ Phase 1I, Rudorf furthe; examined the va]idify.of.
the phoneme-grapheme»ré}ationshipsﬁby programming a computer
to spell the 17,0UO.Q§%;S{ based upon the alphabetic

o

correspondénce found in Phase I. A set of rules or

? L
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algorithms was conetructed for each phoneme (Hodges, 1866).
Using the phono]ogical input from.Phase I, -the computer was
able to spell 49.8 percent of the words correctly, 37.2
percent with one error, 11. 4 percent with two errors and 2. 3
percent with three errors or more. Rudorf concluded that the
results of the research strengthened the'position for use of
the phonologicai and generalization approach to the teacning
" of spelling since many of the errors that did occur could
have been eradicated by mastery of simpIe'ﬁorphotog{cal

rules. The fact that no morphgtagtoa] or contextual

information was programmedlnr
the investigators as they posited that morpholog1cal and
contextual information was necessary to master orthography.
In another study collaborating the regularjtylof some
aspects of the phoneme—grapheme relationships as expressed

;hg alphabetic pr1nc1p1e, Clymer (1963) exam1ned the

,hér s editions of four basa] read1ng texts. He found

?% twenty- four of the forty-five genera]1zat1ons taught
‘:;rth1n the context of the four basal texts were vowel
qgenera11zat1ons In exam1n1ng the vocabulary of the
textbooks to assess how frequently the vowel general1zat1ons
followed the rules and using seventy-five percent occurrence
as the crtterion for a true generalization, Clymer found
that only six of the twenty—four, or twenty-five percent of
the vowel generalizations, attained the criterion for being
a true genera]izatidn. Clymer’sxconclusions were reinforced

-
by Baily (1965}, who applied Clymer’'s list of

aonsﬁdered to be & deficit by_‘_
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generalizations to eight ééading programs through the sixth
grade. His findingétwere consistent with those df C]ymer.
| "To'determine the reliability of theialphabéﬁic
principle regarding consonant sounds, Hillerich (1976) had
used the findings reported by Dewy in the Relative Fnequengy
of English Spellings (1870) to arrange the consonant and |
. vowel sounds accqrding to their spe]]ing,'bﬁsed on the
frequency of their occurrence. -Hillerich concluded that more
thén a thir&xof the consonant sounds were spelled in only
one way, and the consonant sounds /ch/, /f/, /h/ ahd /j/
have only two possible spellings. Hillerich concludéd that
fairly reliablé;generalizations éould be taught for about
half the initiaiiconsonant sounds .
2

Summary ' 3

The debate on the regularity or irregularity of the
phoheme-grabheme relationship, as indicated by the
alphabetic principle, is ofvprime importance tQ the spé]ling
methodology pursued by the teacher. While Horn pggited khat
American-éng]ish orthography iS too irregular foé?phoneﬁic R
instruction in speliihg to be beneficial, "the Stanford \
ﬁroject,vunder Hanna, Mooré. Hédges and Rudorf, indicated
that the consonant soundsvshow a high phoneme-grapheme \
consistency and that algorithms, based on generalization
rules, could be successfully Utilized as a spelling :ooi,

particutarly when morphological and contextual information

are included. However, few vowel generalizations, as seen by

<

G
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other studies, reach the critérion of being a true
generalization. These findings of the applicability of
phoneme-grapheme correspondence were specifically tested in

relationship to spelling achievement. -

Practical Application Of The Previods Reséaﬁch Findings

Some research‘has been‘carried out that specifically’
dea]s with spelling achlevement through- the use of a
phonological methodology. based on the assumpt1on of the
regularity of American-English orthography. Spell1ng
ﬁchie&ement attained by the phoﬁological'or a generajizétion'
apprdach was compared to to/the achievement by the o
';hole—wordyapproach or a non-phonetic approach.

One such researcher, Personke (1962), cdnpared the
spelling achievement of Séottish children who received
readﬁng and spelling instruction thhough a phono1ogical
approach, to American children who reqeived reédiqg through
a:QhoTe'word approach and spelling instruction based on |
4interest units. The chronological ages of the sanplg
subjecfs were~seven; eleven and fourteen years. The findings
revealed that the Scottish sample shoWed super%orityfuntjl
age fourteen, when the difference ;as nd-lQnger significant.
Personke attributed the superiority of the Scottish students
to early phonemi¢ instruction, which gave them a spelling
advantage that was not eli*ihated by years in school or
méfuration. He maintéined'that the advanfages of phonetic

instruction outweighed its disadvantages.

°
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Hillerich (1966) compared Grades 4 to 6 spell1ng
-ach1evement by a word list approach versus a generalization
approach dur1ng a one- year period of instruction. The test
of comparison included twenty words common to both spelling ‘
programs . The word list group showed superior spelling
achievement at all grade levels, in both studied and
unstudied words, but'the'largest difference was evident in. ’
their superiority in spelling the unstud{ed words . Inva_
folJow-upAstUdy involving Grades 2 to 5, Hillerich (1977)
again obtained-resu]ts'in which the word 1list abproach

- attained greater spelling success in both the studied and
unstudied words, in every grade.

Yee”(1969).compared spelling achievement by a phonetic
versus non-phonetic ‘approach, in grades 2 to 6. To provide
the students withjthe necessary skills to utilize a phonetic
approaCh:to’epeijing,vfwo Specific_geheraliiatibns were - |
taught per grade. The-abiljty of the children to spell words
that involved these generalizationsr as well as'words that
were non;phonetic. was then measured. The test measure
included three categories of words: (a) phonetic spellings
which followed the rules, (b) tricky words which were near ly
- phonetic in structure but would result in errors if
generalizafions were direcf]y applied, and (c) words which
had no relationship to_the,generalizatiogs'iaught..The |
achievement results indicated no significant difference in
the number of correctly spelled words which had utilized the

1nstructed phonet1c general1zat1ons as - ~ed to the
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numbér of correctly spelled words which had required an
adaptatlon of the instructed general1zations or no
relat1onship to them. Yee concluded that the advantage of
phonetic over non-phonetic instruction was questionable and
that the study method of the student probably was more
important than the general1zat1on instruction.

Simon and Simon (1973) compared spelling achievement
attained through use of the Rudorf 11965) algorithms or
geqeraliiations with the actual achievement of students, in
graaes 2 to 5, on fourth grade spel]ing list-wofds. Three
categories of word; were tested: (a) the basic spelling
list-words, (b) review words, (c) and subplementary words
from other courses. In all three categoaies, strict use of
only the{algorithms resulted in far more errors than were
pfoduced by the average pupil. Simon and Simon concluded
that strict use of thevRudohf algorithms would provide
little help'tq fourfh gaade children in’spelling new,

unfamiliar words.

Summary

The regularity versué‘irregularity controversy
surrounding Américan-English Qrthography has yet to reach
any definite gonclusions. However, neither the proponents of
regularity or irregularity vfewpoint have aoncated their .
concepts to the total exclusion of the other. Even Horn
(1960}, a strongrdéfender of the whole-word,. visual-haptic
approach, concedes that, "Both theory and. evidence suggest

Q;\:%
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)

that some Kihd and ‘amount of phonetic instruction, as yet
undetermined, may be of substantial benefit to spelling” (p.
1345). However. each proponent in the debate maintained that
his approach should be pbimary'in spelling instruction. He
perceived the concepts of the other view for acquiring
spelling compefency as having secondary value and béfng
utilized as a supportive tool to his main approach.

Evep though themreéearch on the reguiarity versus
irregularity issue was inconclusive, it caused several

controversies to emerge.
F. Other Related Research

Introduction
| The .search for the most efficient spelling methodology
encompasses aspeéts cheb than the whole-word approach, as
6omparedvto_the phonological and generalization approach.
These other aspects include instruction by list versus |
contextual study, direct versus incidental instruétion, and
sfrategies for bringing about the transfer. of isolated
spelling skills to general written work. The spe]ling
methodslogy praqtﬁced by the instructort and the dééfee of
spelling compefency achieved by the students are a function

of these relafed issues.
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List Versus Contextual Study

A major methodological gulf exists between the
positions of spelling instruction by word Tigt versus
context. If an 1nstrUctor presumes sentence context and word
meaning to be critical for spelling achievement, then the
teacher would be required to pursue a more semantic approach
to spelling instruction. If it is assumed that a student
could achieve efficiency by focussing on the letter sequence
of the list-words, then linguistic instruction is very
hinimal.

,HiIAreth (1955)khoteqsaistrong need to learn spelling
within its normal written context; Hildreth stated that
spelling, when divorced from its context of meaning in |
writing, becomes a meaningless exercise, and noted further
that word difficulty was relative to the knowledge of
meaning and the significance of the word for the learner.
Knowledgé of word meanings and théir usage in English
grammar allowed increased spelling proficiency. A.thld'who
says, "I gotta" for "I have got to" may spell this phrase in
the same manner, due to a failure to recognize the
expression aé*a four -word uni{:

Chomsky (1970) and Cramer. (1976) posited that the use
of sentence’context was necesséfy to allow the child to
learn the var1ant phonetic forms of a word, part1cular1y the
polysyllabic-derived forms, and £6 1nterna112e the phonology

_of his language. ChomsKy stated that the poor speller

achieved greater success by looking for regularities in
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words as used in sentence context, than by memorization of
words as isolated examples.

While some investigators supported the methodology of
developing spelling throqgh word meaning and senténce‘
context, there were some critics. Horn (1960), Hillerich
(1876) and Johnson, Langford and Quorn (1981) stated that
the 1iét form was superior to sentence context fogxlearning
spelling words. Their supportivé evidence was tha% most of
the word meanings in the basic spelling vocabulary from the
first to the sixth grade would be known to thé‘students and
used in their written work. Unknown vocabulary required oral
development by the feacher and by the use éf the dictionary.
Therefdre, Horn and Hillerich declared the arbitrary
practice of developing word .meanings and use of sentence
context to be a waste of time. Johnson et al also maintained
that the presentation of spelling words in gontext‘actualiy
réduced'scrutinQ of theﬁ by the léarner.

The issue of developing spelling efficiency through
wordl1ists versus sentence context implies that some type of
direct instruction is necessary. This implication forms the
basis of another issue--of whether spelling competency‘is

best achieved by direct or incidental instruction.

Direct Versus Incidental Instruction
Little research is available on the effect of direct
versus incidental instruction. Most researchers initiated

their studies from a position of direct instruction and then



manipulated Qariables to see the effect upon instruction.
However, Cramer (1970) compared an informal language |
exper ience approach with formal teaching of spelTing in the
first grade. The results_of the study indicated that the
sug jects involved in the language-experience approach
performed significantly better on both regular and irregular
spelling than did the students receiving formal instruction.
As an advocate of direct instruction, Peters (1975)
posifed that, if it waé widely accepted that attainment of
reading efficiency required carefully-programmed
instruction, then the inefficient speller required an even
more systehétidally planned pfogram of instruction to
overcome his problems. She stated that for a child to
'succeed in spelling, there must be a directed plan of word
attack‘and a.strategy by which wordslafe to be learne:!
| The issQe of direct versus incidental instruction in
spelling has resulted from a search for the most effective
procedures for the attainment of spelling competence. This
competence is desireq both in specifig:spelling vocabulary

and its transfer to general written work.

Transfer Of Spelling Skills To General Written Work

In regards‘to the tfansfer of spelling skills, Cramdr
(1976), Hillerich (1977) and Mann, Suiter and McClung (1979)
noted that stuHénts required>muéh praétice using words
functionally in writiﬁg before they were able to revisualize

the needed words for the production of an automatic
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response. Johnson, Lanford and Quorn (1981) maintained that
daily writing was required in order to further spelling
competency.

Mann et al and Marino (1981) also stated that transfer
of spelling knowledge was furthered by consideration of the
personal modality best suiged to each student. They £
recommended that children experienéing visual spelling
diffjculties sﬁould be taught tVPough use of the auditory
channel, and vice versa for children expepjencing problems
in the audi tory channe]. | '

Donoghue (1979), Beers and Beers (1981) and Johnson,
Langford and Quorn (1981) stated that word lists should be
linked to words currently used or misspelled by students in
their writing. This creates the transfer of skills which
does not»ordin;rily occur when sfudents spelled words only
as an act of rote memorization in learning spelling word
lists.

A second éspect in the transfér of spelling skills to
general written work is an area of even more controversy

D1vergent opinions exist on the degree to which spe111ng

should be marked in creative writing, on the procedure fop“'77’

establishing the closest spelling of a néeded word dqringAv"
the writing act without creating a conceptual break, qﬁq oh
the necessity and method of proofing for spelling errorét

W1th regards to the marking of spelling in creat1v9 f%ﬁA;

wr1t1ng. Peters (1975) stated that non-standard spe111ng

creative writing should not be accepted. She argued thaf
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children were only free to write when they have efficient
"spelling skills.

Cramer (1976), Hillerich (1977) and Groff (1979)
opposed the position of Peters. They maihtaiﬁad‘that no
corrections should be made on children’s creative writinb )
papers and that misSpellings in the early grades should be
overlooked, in favor of attaining thorough fluency.
Hillerich posited that the child who wrote frequently, with
no correction, produced longer and more creative sentences,
while making no more mechanical errors than the child who
received correction.

| While disagreement exists on the‘marking-of spelling in
creative writing, there is éohs?derab]e agreement on the
ﬁneed for the development of proofreading skills and spellingt
'consc1ousness in written communication, and the pos1tive w
effect of proofreading in furthering the transfer of
1solated spelling skills to written composition. Agreement
is also general on the need to develop a procedure for
retr1ev1ng a needed word dur1ng the wr1t1ng act. »
Proofreading is perceived as. a process@that occurs at the
i%chlu51on‘of the writing of the first draft of composition,
f&ﬁgﬁ§hvolves a specific gxamiﬁation of the composition for
péssiblé errors. Spelling consciousness involves the visual ~
Eecognition Qf misspelling when broofraﬁhing the
composition. Peters (1975), Donoghue (1978), and Weis and
Weis (1982) noted the necessity for the development of

proofreading skills infépelling, and their effect on‘the



transfer of spelling skills to general written worK; They
also‘noted'the difficulty of estabTishing the habit of
self-correction. Therefore, a number of proofreading plans
nave been produced which;al]ow the writervfreedom to express
his or her ideas without interruption but which result in anbhd;
edited and proofread product When Personke and Knight
_(1967) conducted a<study on proofread1ng and spelling, they
followed the lesson procedure of’having the experimental
students wr1te their best” guess of the needed words, based
upon 1nformat1on charts of common spellings of Engl1sh
sounds. Both the exper1menta] and control groups then wrote
a composttion, in uhich the experimental group followed the
best~guess procedure forﬁso]ving an immediate spetltng need.
The first draft was then proofread by the‘students_for
spelling errors. In the edited draft, the students;ofnthe‘
experimental group'used more words-with greater worduuariety
in tess ttme}and uith‘fifty/percent feuer‘errorsﬁthan did
the'control group. In support ofﬂthese findings,dSimon and
Simon (1973}, Cramer (1976), dohnsont Langford and Quorn |
(1981) and Marino (1981) were also advocates of the '
best-guess procedure, also khown as the generate-and-test or
check=guess procedure for word retrieval. Cramer stated tnat
the children'Who attained superior spelling had utilized the

-

best guess approach in meet‘ng spelling needs.
-Peters (1975) advocated that the teacher should write
on the student’s paper any needed word. This would'el1m1nate.

any conceptua eak which would occur if the student was
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pequifed to use a dictionary to find the correct spell%ng,
-and ;ouid indicate a desire for borrect spe]{ing on the part
of both teachér and student. With spelling tensions thus
eliminated, the student would be free to express his or her

written ideas, using whatever words he desired. .

Another suggest1on that avo1ds a concep)ilf
writing for a spe111ng requirement was for théA‘yLdent to
underline the words which contaxned uncertain spelling and
return to proofread these words for correct spelling when
- the composition was completéd. Keén and Personke (1976)

suggested‘that the proofreading aspect of the composition
should be carried out during spelling class.raiher than
1umg§d toéether with'fhe editing of form of the wrftten
workl . ! | . | .

: Marino‘(1981)‘posiied'a 1o§§ca1vébmpromise regarding
proofreading. for errorgnin compositibn.vShe maintainéd that
vspellipg.errbrsShou1dfbe over looked in the initial writihgn

but that proofreadiﬁgﬁfor érrors'w;s‘required before the
 paper_was handed in for marKing by‘the teacher as a finished
work. Beers‘and'Beer% (1981) aéréed with Marino’s po;ition
on proofreading. I ' a

i
i

Summary /
The question éf the achievement of spelling competehcy

is affected by a number of issues. These issues include the

attainment of a spelling vocabulary‘through study of word

lists versus sentence context, direct versus incidental
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instruction, and how to effect the general transPer of
g

,1solated spe111ng sk1lls to wr1tten work. Opinion was
divided on the issue of studying spelltng vqaabulary through - .

- word 11st versus sentence context and research on the

kY
effects of direct versus incidental instruction'was sparse.

It appears that formal spelling9instruction is of little
value in the first.grade, but is probably a requirement for
the.teaching of spelling in other gradee. Divergence of '
opinions also occur on the QUestiqn_of marking Spe]ting in
creative writing. However, a consensus exiéted among the
researchers on the need for proofreading skills and a me thod
of word retp}eval which does not create a concethal break
in the writing act. Any methodology which could effect\the
achievement of spelling competency and the transfer of
isolated speltiné‘skills to general written work would be
highly regarded.b .



I1I11. THEORIES OF SPELLING METHODOLOGIES
A. Overview
This chapter reviews the theories upon which spelling’

practice is based, and furnishes a déscription of several

mode 1s of spe]]’”g behav1or The Personke Yee modelpf 7./-* S

spelling behavior. was chosen for elaboration as it is
consistent with the hypothesis of this study. The ”

elaboration includes a rationale<}or multi-channel
multi-modality spel1in§ instruction. It also includes the

Informat ion Processing Mode]l to which the Personke-Yee mode]
- is re]éted. The chapter further—reviews_the research
;ﬁ%iterature related to the multi-channel multi-modality

approach and.its implications for spelling instruction.

The chapter is classified under the following main

‘headiings: vk | | |

:1. Synopsis.Of Some Theories of Spelling Behavior

2. Multi-Channel Multi-MOdality’InstﬁuctiOn |

3. Chapter Summary
B. Synopsis Of Some Theories Of Spelling Behavior
Introduction

o | I
Models of spelling behavior have been‘*designed by
educators for several reasons. Eff1c1equ ih spell1ng

instruction requires that a teacher understand the spell1ng

57 ’
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act (Wallace and Larsen 1979) Comprehens1on of the
spell1ng act allows an instructor to assist a student 1q
learning a difficult word or in achieving spelling
COmpefency,’by providing the teacher with specific knowledge
of uhere breakdownsdin the.act of spelling occurred, and
what could be done to remediate pr bypass these problems
Wh1le a number of theor1es have been developed very few of
these theories encompass the totality of spelling behav1or.

One suchfearly theory is that of Brothers and Holsclaw.

The Brothers And Holscla Theory

.The theory of spell1ng behavior produced by Brothers
and Holsclaw l1969),qpvolve two aspects of spelling: the use
of spelling in wriffeh composition and the mastery of
speliling vocabulary. These investigators perceive that a
person in the act of spelling could_utilize any'of'five
behaviors to produce a needed word, including:.copying.

proofreading, rewriting, writingAfrom memory, and automatic

spelling. The behavior of copying required writing a word to

match a printed or dictated one. The behavior of

proofreading was necessary in assessing whether or not

written words were correctly spelled. The rewriting behavior:

involved error correction following proofreadingr A fourth
) ‘alternative, writing from memory, required a copscious halt
to the writing action to recall a letter seguence or

appropriate rule. The automatic spelling behavior involved

the instantaneous writing of a word with no conscious -

b ad

(
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thought of spelling requirehenfs; A pgréon could use any or
all of these five behaviors fn_the first draft of any
written‘communicafion. | |

The -five speiling behaviors were also involved in the
“mastery of spelling word I%Sts;iln the study of spe]lihg
vocabulary, the student was perceived as applying each of
the five behaviors in rapidvsuccession in the ]éarning of a
sing]é word. However, Brothers and Holsclaw noted that a
épeliing vocabulary based’solely on the study of list wordé
- by the utilization of the five behaviors held specffié
weaknesses. These included the lack of extensive practice
with the 1ist word, and isolation of the word from its
‘meaning. Brothers and Holsclaw §Uggestedfthat exper iences
t?r learning spelling should be‘provided in a'méaningful
language-arts context, to create‘transfer of Spe¢ific list
word skills to general written‘work,'Within the language
experiences, the student would be expected to copy,
proofread and rewfite--wherefnecessary-fin order to achieve
spelling accuracy after the initial draft of His written
. communication. - ,

While the Brothers and Holsclaw model of spelling
enunciates behaviors for the production-of an accurate
written form, information on how a child processes input to
initiate the spelling action‘is hiSsing. Two other theories -
of spelling bebaV#%r.by Simon and Sjmon,‘andrby Nicholson

and Schachter attempt to compensate for the drawbacks.
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AN

The Simon And Simon Theory Of Generate And Test |

The Simon and Simon model (1973) of spelling behavior
.focosed on infonmation‘pr0cessing throughﬁcognitive and
linguistic means. ‘Thié model posited four types of
process1ng; based on information available in memory
storage. These proogsﬁes inc luded d1rept recall of a needed
ﬂspe111ng word, direct phonemic spelling 1n poss1ble
c9*ord1nat1on with semantic information provided by senfence(
context, morphological information combined with phonemic
associations, and word recognitfon: |

The- process of direct recall, in association with
long-term memory for the word pronunciation and meaning, Was
the simplest. If direct reca]l could not be 1mp1emented

AN

direct phonemic spelling was an a]ternat1ve This spelling

Wwas based on stored phoneme grapheme associations,
' ;upplemented by internalized rules~—e1ther implicit or
explicit--which directed the conditions of a particular
letter or grapheme combinafion to represent a specific
phoneme sound. Direct recall or direct phonemic spelling
could be modiFied upon the introduction of morphemic
information. Auditory recognition of morphemic 3 |
word-components acted as an aid to spe1ling the component:

sounds when they're-appeared in_other words.
’ i

L)

The process of word recognition was applied as a four'th
alternative for spelling production. Using this process the
student would generdté several alternative spellings of a

word, and by the use of word recggnition, based on
) . . -y "',5‘« *

B
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‘ ihcomplete visual information stored in memory from reading,
. would recognize the correct form‘bf the word when he or she
saw it. ]

Each of these alternative spelling processes had
disadvantages. The disadventageﬁof direct‘recall was the
requirement for heavy rote-memerization Which could result
in a poseible memory over load. Phohem%e spelling also had a
disadvantage. Direct phonemic production could create
phonetically accurate but incorrect spellings of a word.
However, phonemic Speflﬁng, combined with MOrphqlogicaf
informatien produced greater spelling'acpuraey. The |
advantage of the generate-and—test process was that the
{§peller‘wa§ not required to possess fu1} information about
the word‘but need only be'ab1e to recognize its correct

visual form, particularly in context, from among a‘number'of
alternatives. This allowed the speller to select the correct
spelling ;orm of the needed'word from the memory store of
"partial information, which was obtaingd from reading. ‘
Another model of spelling behavior, by Nichélson and
Schachter encompassed severa1 of the concepts of Simon and
Simon, but contained much less detail of the processing
involved in tﬁeiproduction of a needed spelling of a word.
_The Nicholson And Schachter Theory

A model of the spelling process Qas also presented by

~—

Nicholson and Schachter (1979). The Nicholson and Schachter

9

model perceived spellers as utilizing three kinds of



62

knowledge in the production of a ﬁeeded word: language
knowledge, internalized rules, and visual associations.

The language knowledge, as the first component of the
spelling process, involved the information on underlying |
Ianguage.structures which children had acquired by
school-age. This language competence'enabled them to
understand Eng]ishnwords, assign meaning to sounds and Know
whether or not a word sounded correct when spoken. /

The second component of knowledge, the internalized
rules, could be acquired by either inductive or deductive
means, and be either implicit or explicit. These rules
| enabled the speller to predict and write the most probable
.Spellings for words .. . : .

The third knowledge component--v{sual
associations--re%erred to a type of mental, visual
dictionary present in the speller and which contained the
graphic forms of words, including'the grapheme combinatiods
present in irregularly spelled words. These unpredictable
spellings were learned as unique gtructures and webe
associated with other sets of words‘which contained the
irregular spellings. The visual assdciations provide a means
of chécRing and proofreading against the probabilistic

spelling of a needed word, in order to see if it looked

~ correct .

Nicholson and Schachter recognized that solitary use of
any of the processes 1nvolv1ng 1anguage Knowledge. ' {Q?

internalized rules, or v1sua1 assoc1at1ons would not produce

e
)
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proficient spelling behavior. They recommended that teaching

activities shoufd’be based on all threé Kinds of Knowledge.

Summary

". The Brothers and Holsclaw, Simon and Simon and the
Nicholson and Schachter models of spelling behavior share
some'qgmmon concepts. All the models view the speller as
requir%ng the use of sevérallalternative processes to
produce a needed spelling word in correct form. The Simon
and Simon and the Nicholson and Schachter models percéive-
linguiétic Knowledge to be basic to this processing and that
a set of internalized, phohemic rules, either implicit or
explicit, function to produce a number of probabilistic
sbel]ings of a word. Both models also agreé on the role of
xond recggnition'in choosing the correct visual broduction
of 'a word from among alternative forms. Both theories are
also inggeneral-agreement on the need to Structure teach{ng
activities to provide the totality of lihguistic
information,;concerning regularly and i?regularly spelied
~ words, and to encourage use of this infbrmation;in the
generatefand’test approach to spe}ling. The Brothers and
HolsclaQ theory provfde for tﬁé transfgr of word list skills
to general writtén communication by the iﬁcorporation of
list words into the written language-arts eiperience.

By their common agreemént on the necessity of

incorporating a number of processes in the spelling act, all

the theories indireét]y support the need fpr a multi-channel
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multi-modality instructional approach in spelling.
C. The Multi-Channel Multi-Modality Theory

Introduct fon

The concept of spelling as a complex operation is well
documented by prominent-language-arts specialists. Johnson
and Myklebust (1967) stéted:

Spelling requires moré auditory. and visual
discrimination, memory, sequentialization, analysis
and synthesis, and integration simultaneously than
perhaps any other skill. (p. 239).

Hodges (1965) and Markoff (1976) reinforced this
concept of spelling as a compiicated behavior. They
perceived -that the spelling of a word, which began Qith a
stimulus received by eyes and ears and reinforced by the
hapticalféense of touch and kinesthetics, proceeded through
a complex»fhformation processing act in order to produce a
written word response. To cover the totality 6? these
complicated spellingﬁbperations, 1anguage-art specialists
note that an efficient instructional methodology requires
the utilization of’é number of cognitive brocésses and
channels (Markoff, 1976; Wallace'and)Larsen. 1979; Henderson
and Beers, 1980).

. Broad guidelines for the components of a'compréhensive
multi-cﬁannel multi~moda]ity,theory of spelling behavior .
‘have been provided by many of the language-arts ébecialistsﬁ

and researchers cited earlier. These sources observed that a

complete theory of spelling has to indicate how a“student

L3
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processed -the relevant spelling information that he or she
already possesses, plus the manner in which new information
is sought and accommoda ted (Hodges,. 1965) . The .assimilation
of new informatﬁon is perceived to involve the skills of
auditory and vigual perception, memory, sequential%zation.
analysis and synthesis (Johnson and Myklebust, 1967; Howell
and Kaplan, 1980). Hodges (1965} and Markoff (1976) also

- stress the necessity for the employment of multi-sensory

- input as an aid to spelling competency,”noting that/any or
all of the sensory modes utilized in learning the word would
aid in its recall for writing purposes. In addition,
linguistic skills are required, including phonology, -
morphology and semantics (Nicholson, 19789; Howell- and
Kaplan, 1980). Furthermore, as- general spelling competency
is enhanced by the ability to'generate probabilistic
spellings of a needed word, by good dictionary skills and
proofreading skills, these skil} areas aﬁe also emphasized
in most models (Brothers and Holsclaw, 1969; Simon and

- Simon, 1973; Howell and Kaplan, 1980) .

In ;ecommending a theory of spellfﬁﬁxwhich perceives
these processes as basic‘components in the totélity of
spelling behavior,iWél]ace and Larsen (1978) recognize the
Personke-Yee model of spelling, based on the -
information-processing system, as one of the most complete
models yet formulated. The information-processing model
posit that information is received and acted upon through

the use of three cognitive channels: input, processing and
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output. In this way, spelling behavior can thus also bp“
vieﬂed within the framework of this information- processiqg_r  i
écﬁl | o
Spelling As An Information-Processing Act
" spelling behavior, in relationship to the E
information‘processing system, is composed of five logical |
steps or phases. The first phase--the initial lnputﬂ
processing--involves the determination of a problem‘
requiring a solution. The recognition of the problem sef in
motion phaseé two, which includes a processing of the
available information for problem-solving strﬁtegies. This
entails deciding what courses of action to consider and
take. The next phase of the act requires decision-making in
regard to two aspects: what information is available to aid
spelling, and the choice of channels and course of action
which would be appropriate to the spelling need. The last
part of the act--the output process{ng--is completed in two
steps or phases: the execution of an action and feedback on
the action. The fourth phase, the execution of the selected
behavior;, involves thg spelling of tye word. The fifth
phase, the feedback of'information;’requires the evaluation
of the written response by employment of external outside
references, or by intérnal self-evaluation.
The basic assumption of this model is that the 'spelling
behavior is initfated by the need to spell a word. When

spelling behavior is invoked, the first three phases--the
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. the processing of information, and

decisi-“-making--always occur in the same order. Tq'

completion of the decision in phase three is followed by a,

' divergence of choices for th& execution ogyoutput of the -

. spelling act, dependent upon the requirements of the speller

for completion of the&?eeded word. The letter sequence of
the written word is then checked for accuracy against a
referral source. |

Each of these phases of spelling, as part of the
informa&ion-processing act, is incorporated into the

Personke-Yee model of spelling behavior.

The Personke -Yee Model Of Spelling Behavior
This model of spelling behavior is derived from the
perception of spelling as an act of cognition. requiring the

use of the- information processing systems in a multi -channe!

R
’approach (Personke Yee. 1966). The model indicates how a

student progpsses the spelling information which he or she

already possesses, as well as acquires and accommodates new

, information Information is provided to the student by three

systems: internal. external and feedback.

The baSic assumption of the mode]l is that all behavior
is initiated .by the need to Spell a word. The deveIOpment of
a spelling action proceeds from the shneed to spell a word to
the use of a speCific spelling strategies The processing of
input--through the phases of: need to spell,‘processing of

information  for pOSSible strategies and-.a decision for .
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v
action concerning the selection of the preoper channel for
spellinQQ-is fo]lo&ed by the output prodﬁétion of the neéded
word. The possibilities for action varies, due to the
' presence or absence of seVeﬁgl channels or patterns of
behavior that aré available for output. The selection of the
proper cﬁannel is dependent upon the }equirements'of the
speller for the cqmp]étion of the spelling act. The spelling
of a familiar word requires use 6f different sources of
ﬁnput and selection ?f dif?erenttchannels for butput than is
‘needed for the speli%ng»bf an unfamiliar word. A,fami]iér
wdrd utilizes inferﬁél input»to producé‘a needed response,
while an unfamiliar word requires additiohal infbrmation
from eiterna] input references. : 5 R

' The sbel]ihg of a fémi]jar WOrd,'tHrough the use of
“intérnal input, ihvolYed three major channels, either singly
or complementing each othes; These‘include'the memory

N

channels, checkKing channelé énd the feédback channels of

, proofréad‘and proOfread-reQrité (see Figure 11121).

. Thevspelling of a famjliar word allows the student to
- employ thé inforﬁation thaf was already'bresént!in memory
Storage. Therefore, the utilization of the internal input

" requires a seargh;of the stored information and fesponses in
the memory ‘channel for all the internalized spelding habits
Known to'the spei[er{ The memory drum is the storage érea
rfor all retained Rnowledéé and the reception area for hew
incoming }nfohmatioh. JAé components of the mémory channel
include gengralized’phon01ogica1 rules, personal que'fbr

e

<
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word Atack (auditory, Kinesthetic or visual), vocabulary 9
under tandingv(particularly homonym‘meanings), and
proo reading skills that would %1d in the spelling of the

needéd word (see Figure IIT. 1) When suff1¢1ent 1nformation

l
is available in the memory drum then one of two memory

channels prov1de the necessary Knowledge\for completion of

the %he]ling act.

The memory channel as utilized by the
memory - Kinesthetic detour, is employed when the familiar
word is automatically spelled by instantaneoustrecail (see
Figure'III 2). The deve lopment of instantaneous recaTl is |
v1sxbly displéyed by the continuous output of w itten words,
w1th~no hesitations to scan for correctness of spe]ling

If the memory of the famnliar word is not

instantpneous, the application of: the interna] 1nput could

lstiiT'resu]t,invits production if the Knowledge base and

M

responses of the memocy drum'are'adequate. Usehof learned
generalization or favorite word~att£ck methods present in
the memory: drum could produce the needed word After the
initiaﬁﬁspélling response is executed the student then

checks the response for correctness, thereby,supphying

feedback reinforcement. through the feedback loop to the

memory drum. However, this proofing procedure do not

‘guarantee an accurate spelling, as an incorrect response

could remain undetected by scanningﬂof the word through soile

use.af internal input.



‘ - 1,

l Need to Spell T
L J

Intemal Input

#x*' .

1 .
I S
é*fi-mnmm?\-mmn-' s
oL I A ‘
‘H:,_ Vi S i '

*iquzl‘ Writing of

L *

() Rinesthetic Detour

™

' Figure I1I.2
- Kinesthet/ic Detour Channel
(Source: Adapted From Personke And Yee, 1966)

w

71



\ . S | 72
If the word is unfamiliar to the speller, then new -

informgtion has to be sought to produce the needed'response.

When a search of the knowledge base and\memory drum, through

the information and decision phas;s-of processing, has
~proved these sources to be inadequate to provide aq}initfal
spelling regponse, an external source of informafioniis
employed. The soorce of the input is dependent upongthé- |
specific situational characteristics and the intrinsic or
extrinsic motivation provided by other persons. The éXternai

source could be a reference person such as a teacher or a

classmate, or a spelling text, a dictionary, etc. The

information from external input is processed ”'rough any of

‘three rem.fring feedback channels or oatterns of spelling

behavioﬂy Vcﬂud1ng the. checklng proofread and

.

proofread rewrite channels

The proce551ng of 1nformat1on through the ‘use of the

¥ v‘

feedback systems of check1ng proofread and
proofread-rewrite channels also provide new 1nformat1on f@r
the memory drum, These three channels are considered to be

learning channels, which dealt primarily with difficult and,§

unfamiliar words, even though“theyﬁare utilized to proof thé;

- spelling of a faﬁfliar word which has required conscipus
emptoyment of internal input (see Figure 111.3).
Empioymeht of extermal input could,invoﬂve the

‘utilization of -the chéckiog channel when the student hés

- made an initial oral or mental guess of the spél]ing qf/the

required word, then felt the need to check his or her recall

j

lg‘
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[l
against an external source of input before actually writing
the: word. In using the checking pattern of behav1or. the
first writing of the word is always correct because the
speller has referred to an extern?l 50urce for spelling
accuracy before making the written response. Feedback on‘
correctness is 1ncluded in the internal input of the: memory |
drum by the feedback loops ) »

Use of external ‘input could also inVolve the
application of the proofreading-rewrite detour . The
proofreading-rewrite detour pecomes@involved in the
processing when an error is madelin the spelling
output-response and the speller requires an external source ,
to correct his error and rewrite the word acburately
Scanning of the corrected form provides feedﬂeck
: relnforc;ment for the proofreadlng rewrite behav1ors and the
store of internal input for the memory drum

The employment of the feedback channels, either s1ngly

or in complementary fdshion, including the check,
proofreading or proofreading-rewrite channels necessitates{
__Conscious involvement in the spelling act. This,ConsCious
tnvotvement diverts thelthoughts of the speller from the fw
intent of hismmessage tosthe conscious spel]ing.of the _
needeo response. This results in a conceptua}/greEK in the
speller’s train of thought, which is undesirable to the
achievement of free-flowing composition. |

Due to the presence of the feedback channels, the

utilization of an'externai source for the initial spelling



o o o 75

“ A

of an unfamiliar word migh(hnot be required again, if the
same word is needed in another situation. ‘Spelling of the
-required résponse may have been solved by use of fhternal
input upon the second oécurrence. The word could have been
incorporéted into the memory channel by means of one bf the
.feedback.cha;ﬁels. Use of the feedback channel§“changes a
new experience into the learned retention of the needed
word, if the application of the channels is effective.

| The goal of mature spelling behavior is to achieve-
instantaneous recall, using the kinesthetic bypass, for ther-l
majorigﬁvgfggpglliﬁg needs. If spelling instruction and
personal study methods are efficient, this goal could be
achieved: However, for spelling 1hstrgction to beiéffigient,
the instructor requirés a médel of the totality of,spelT%ng
behavior. The~Pérsonke-Y§F mode | &% spelling beha&ior is

perceived by researchers as not yet totally efficient but

posiijijpg/both stréngths and weaknesses.:, '

Research Relevant To The Personke-Yee Model of Spelling
Behavior - | ' |

Specific research pn the Personke-Yee modél of spelling
behaviér is meager. Relevent resear;h inq]udes a review of
the modél,%blus some limited investigation on the - |
,checK%guesgbapprbacH’to spelling:and the pnoofbeading :
concepts ;s developed in ;He model: _

The Personke-Yee model of spelling behavior was

reviewed in 1971 by G. S. Westerman‘(Wallace and Larsen,
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1979). Westerman observed thgfilaach of the processing and

output channels, fncluding the“‘fﬂory channel,
memory-Kinesthetic detour, checking channel, the

pnoofreading channel and the proofreading-rewrite detour had

"its own strengths and weaknesses.

The memory channel had its strength in the fact that

the;forthcoming responses were probably accurate, due to

.careful processing of learned information. However, its

“limitations involved the requirement for conscious thought

which created conceptua) breaks in the writing process, as
the mental delv1ng for information took p]ace |

The memory:- KinesthetIC detour or by pass was efficient
nd had 1ts strength in the 1nstantaneous provision of the
needed word, w1thout conscious thought. Westerman considered
this type of lnstadtaneous reaction to be a requirement for
the development of automatic and eff1c1ent spelling sKills.
However, the memory kinesthetic-defbur or by-pass had i;sr
weakness in the.restriction of it use for stored words,
whose spelling could hrave been stored. either.correctly or
incorrectly. Thus, use of this channel lead to problems of
negative‘practice‘where the speller automaticaliy retrieved
an incorrect image and proceeded to etrengthens that image
by its use. . |

Use of the checking channel had its st?%pgth in the
fact that the writé@ alweys produced a Corfectly-spe]led

word,vdqe-Io the referral to an external source for a{ check

on the correctness of the guess-spelling which takes blece

»
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before the actual writing of the word: Therefore, only a
correct image was'stored in the memory banks. Hoyever. this
requirementkfor the employment of an external reference
source before the actual writing of the needed word was also
\a'disadvantage. The use of the externai source resulted in
the greatest conceptoal.break in thought patterns due to the
time involved in obtatning the necessary information.

W&s téerman observed that when the use of the
proofreading channel and/or the prodfreading?rewrite detour
was implemehted. its source ot strength Qas the‘mfntmwn
conceptual break, complemented by.the possibility of. more
active problem-solving behav1ors on the part of the speller,
as these channels requ1red the speller to S;e h1s own .
resources first before seek1ng a1d from external sources
+ The d1sadvantage of these channels was that an incorrect
image could be produced that was not_easily eradicated even
though eventual correctlon of the response. d1d take place.”
However, Westerman noted that this problem could be 4
eliminated by the self-requirement'On the part of thews
speller-to check his Qork before assuming that his first
memory response of the word’was correct

The only spec1f1c research based on the PersonKe Yee
theory invkoed an investigation into twd particular
. concepts contained within the model. Personke and Knight
(1967 ) conducted a study oﬁ'the effects of proofreading and
the best-guess approach to spelling achievement. The |

experimental group was instructed in the use of spe}ling

-
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aids, including the dictionary and wall charts which
presehtéd the graphemes for the most common regular and
irregular sounds. The experimental group also received

o

practice iﬁ gfbofreading both compositions and word lists .
for spelling errors in which alternate grapheme choices were
required. The procedure of having the experimental students
write their best guess of the needed words, based upon the
information charts of common spellings of Eng]ish sounds was
followed. The confrol group received equal opportunity for
writing and dictionary practice. Both the expefimental and
the control groups then wrote a composition, in which the

g o .
experimental group"folloyed the best-guess procedure for

solving an‘W%mediatefSpelligg‘need. The first draft was then
proofread by the students for spelling errors. In the edited

.draft, it was found that the students of the experimental

group used Qore words with greater word variety,
vtime, with apprdximately/fifﬁy percentggfwer'%rrors than did
the control group.

it is obvious that muchrmore_?eéearch is needed to test
the significance of the Personke-Yee model of spef]ing
‘behavior. However, the mode'l inéorporates many facets of
sbeT1ing behavior which are generally accepted by other.
investigators as being relevent to speliing achievement.

In summary, the Personke-Yee model of €pelling behavior-
is based on the perception of-épeliing‘as an act of

cognition which requires the use of information processing,

in a multi-channel! multi-modality approach, to produce a
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needed word. The processing involves the use of five phases
in the word production, with the first three phases always
occurring Tn the same order. These three phases involve the
determination of a problem, a searchvfor\apprOp;iate
strategies for the problem-solving and the decision of which
channels or patterns of behavior to utifize in the written
response. The output or response channels are complement;:y
,and.choice of a chénnel is dependent upoﬁ the épecific-
situational factor of the requirement for the production of
a fdhiliar or unfamiliar word. The need for a familiar word
allows use of the interna]linput for problem solution. A
familiar word can be written 1nstéﬁtaneous1y90r by conscious
use of the memory drum. The need for an unfamiliar word
requires aid from an external source.in order to achieve a
written word response.

When an initial uord response is produced it is lways
scanned. for correctness. Three feedback channels of pa&terns
or behavior which are considered to be learning channe\s are
involved in the determination of the correctness of the
'spellihg.guess./The checking channel is used prior tb,thé
actual writing of thé word, while the proofreading ¢hannel
is utilized in scanning the wr?tfen word. However, ;he -
proof:ead-rqwrite channel is invoived in error~correction
A1l three channe]s prqv1de feedback to the memory drum and
1ncrease 1nternal input, so that a word whlch requires the

. \

use of external 1nput to achieve correct spell1ng on the

“f1rst occasion of ltS product1on could be part of the

'
bs
\

\
|
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Jed%ned information in the internal input on the second

‘occasion the word is required.

The goal of the mature speller is instantaneous
writing, by the use of the memory kinesthetic-detour.

Instantaneous spelling allows the writer to attend to the

“intent of his message witjrout 1ncurrin§ a conceptual break

in the flow of the 1deas by the necessity to consciously
seek the spelling of a needed word. »
While research is meager on the utilization of the
Personke-Yee model, the fact that the model 1ncorpqrates
many facets of spelling behaviors that wepe“aééégzéd by
other investigators as being relevant to spelling
achjgvement. Justifies the use of the model in providing

direction for spelling instruction.

o
#

L]

Practical Appllcations To Spelling Instruction As Reflected

In This Study : ‘ -

Persqnke and Yee (1976) note that three systems within
the model are of partlcular importance'to'the achievement of
spelling efficiency: the internal input, the external input
and the feedback ;ystems. \

Use of internal input by the student requires the

in}ernaliied presence of a large selection of learned

responses. The best approach for learning new word l1st

-

'spelllng vocabulary to funct1on as automatic responses is by

use of the corrected test, as recommended by both Horn

(1960) and Per sonke (1976) Idﬁthﬁ§?§Pprdach,vthe pupil
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corrects his own test and then rewrites imMediately‘the

. accurate form of any misspeiied words. The rQWriting of the
word lessens the chance of negative feedback and an |
incorrect image remaining in memory storage. For atudent:
with low spelling efficiency. over le;rning of problem words
is necessary, through use of word lista and in written
rcontext to allow the transfer of the iso]ated spelling
skiiis 'to general writing. .

The internal input also needs a store of learned
generalizations to assist in the spelling of familiar words ‘
» which can not be produced instantaneously or in the
production of unknown words. Personke recommends that X
inductive teaching strategies should be used, as these
strategies require more direct involvement by the student in
the learning s1tuation | |

Successful use of internal idput aiso necessitates the
‘learning"of speiling vodabulary through utilization of more . —~
thgn one method of word attack, as a single approach is not

[
efficient for ail speliing situations. Someywords can be

- produced by use of.phonoiogy“or morphology - ther words

require'rote memorization and visualization skills. ‘The"‘_
speiiing program needs to encourage use of combination of I
aporoaches Personke and. Yee observe that wgt speiiers,used

only one modaiity for word attack, to the exclu51on of the

. other forms: and’ modaiities In this current study. the o

Tmuiti channel 1nstructiona1 method utiiized the %ﬁKT

approach for,word study and taught the list words by
s g ,
N i : ! '

.



< g&ployxng comb1nation gf the v15ual. aud1t9y§, K1nesthetic
. and tactvle modalit1es \The\spelllng words were pronounced v
" and” wr1tten or. traced first as whble wonds, then 1n letter
~‘séquence and}or in syllables To ald prop\r~pronunc1ation,'
the placement of accents Was determ1ned by the student
choosmng the correct pronunc1at1on~from a nﬁninmm?of two or
more alternate ones presented orally “Any appropr1ate V
generallzat1ons in relation to s1lent letters vowel
comb1nat1ons or rules for add1ng affxxes were also taught
The 1nternal 1nput of the Personke-Yee model also
requ1res an effect1ve store of word meanings, w1th f
part1cular emphas1s on. homonyms This concept 1s based on A9
; - the premise that a speller has no need to spell words for
wh1ch he lacks vocabulary Knowledge Therefore an effect1ve
’ spell1ng program should 1nvolve techn1ques for vocabulary
‘expans1on The multi- -channel multi- modal1ty 1nstructlonal
method employed 1n this current study developed word mean1ng:
1n several ways. F1rst morpholog1cal informat1on was used -
‘as the meaning of the root word’ was.establ1shed Then the
effect of add1ng prefﬁxes,‘suff1xes or 's' ta the base word “
was d1scussed Semant1c mean1ng was further developed by
#us1ng each base and der1ved word 1n oral sentence context |
followed by wr1tten sentence context. An example of sentence
context containing the,spelling wordeasvf1rst prov1ded by
the teacher, followed by several,oral'examples by the
- student. Dramatics were also.used to fllustrate word

meaning, where appropriate, and verb tense was discussed in
e . R . ) . . "
. _ =/
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terms of future present and'past‘ - ffﬁ‘ | |
A fundamental component to the eff1cient ‘use of

1nternal input -in- the Person;e Yee theory is the mot1vat1on
E att1tudes and spel]ing habits of the student. For a spell1ng :

method to be effect1ve. it .fs. essentIal that the student :
'possess a h1qr degree of mot1vafﬁon and perceive the “‘/ """""
. neces§1ty for the ach1evement of spelllng competence in the
words being taught. If an 1nstructtona1 method destroys'
-motivation or: creates an attitude -that the ach1evement of A

eff1c1ent spe!l1ng requxred too much effort then the method

should ndt be used, even if short rerm spe111ng gains are’

ev1dent In thI:\;resent study, to Keep motivation high,
Avar1ety of 1nstruct1onal and man1pulat1ve strateg1es were

mployed Somet1mes the word was traced in the air, traced

on the skin, written on the desk.modetyor on the board.
‘Basically, the.teacher provided thelmodelyfor word
| reproduction“ occasionally, a student acted,as the

instructor. In develop1ng word mean1ng, motlvatwon was
pr;vided by hav1ng the student 1llustrate meaning by use of
body movement where appropr1ate Another motivator was the
,‘graph1ng of pre- test and post test results. Soc1a1
‘_revnforcement was employed throughout the 1nstruct1on

| The second essentlal system 1n the Personke Yee model
Qviof spell1ng behavnor is the. externa] input.. The externa]
1nput 1s used to extend the current sk1lls in the memory

' storage- and to prov1de new 1nformat1on for internal input.

Therefore, use of dictionary skills and reference persons‘to
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check the accuracy of the best guess spelling responses are
cdns idereq. essential and were uttlized in this current
study In the multi channel multi-modality method of the
- present study. the student was allowed to asKﬁ$he teicher 6?
other classmates for a needed spelling required for sentence
context, after the studeﬂt had employed the best- guess
‘method in the original production-of the word For the
l, spell1ng of list words. the desk model of the word list wasr
the reference source for the speller, Uhen a question
concerned the correct grammat1ca1 form for sentence context,,
the teacher acted as the reference source

An essent1al component of external input- of the
Personke Yee*model is the extrwns1c mot\vat1on prov1ded by
'other persons who in turn mot:vate and re1nforce the | ,b -
,spelllng behav1or by encouragement of the actions of- the
spel]er , | V | .

The th1rd essential system of the Personke Yee model\is
the feedback system Personke and Yee note that feedback
concerning the correctness of the student’s work, both in -
spell1ng tests and in sentence context, should be pos1t1ve
and 1mmed1ate Self—correct1on of spel]rng tests is
cons1dered h1gh1y important as a source of feedback for the b
student ‘on his spel]1ng progress In the current
investigation, four sources of feedback were prov1ded
\hFeedback was available through the self- correctlon of word

l1st»pre tests. In both the pre test and the post test the

‘requirement for the student to rewrite correctly the‘
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m1sspél le&*vords was another source oF“ feedback
Additionally, feedback was provided through proofreading
time that was given pvior to the- mark1ng of the spelling
tosts to-allow scann1ng,foo\unnecessayy errors, such as
foilure to add an affix ob'fhe_omfssfon'o?<létters; etc. .

With regard to written work, the student was' encouraged to

‘provide self-feedback, bynphoofreadingihis work‘fbr ?frors

of spellifng, punctuation and grammar before its final
submission. Feedbéck ?or:grammatical errors in written work

was supplied by the teacher who discussed the ‘errors with.

the student ccncérnod.‘PersonKo and Yee consioered the

development of proofreading abilities and‘thefTeédback‘they
provided as eésential to the successful transfer’ofuthe
list-word skills to genéfal written work. \
D. Chapter-SummarQ

‘ Several models of spelling behavior have been

postulated in an attempt to clarify.the cognitive and, -

‘academic requifements for successful oﬁthography. Most

models commonly utilize an information-processing system as

" their basis for opehation. but vary in their concepts of

specific abilities and information input Eequired.for
competent spelling. General categor%es of necessary

information-input included the components*of linguistic.

" knowledge and visual skills, plus thg‘generalizatioh‘ahd

internalization of language rules. However, by the common

agreement on the necessity of incorporating a number of

+
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| processes in the spelling act, all the theories indirectly
supported the ‘need for multi-channel multi-modality .
instruction in spelling ' i 5 - -
| In recommending a theory of spelling which encompassed
' the totality of spelling behavior, the Personke Yee model ¢ ,
was ‘recognized by Wallace and Larsen (1979) as one of the -
most conplete models yet formulated The Personke Yee nndel
. based ‘on the information processing system. prdvided )
information to the student by three systems of input
internal external andafeedback The familiarity of a needed
- word determined which channel would be used in processing |
the word. A familiar word was instantly produced by the ./
memory channel, an unfamiliar word was processed through the
checking or proofreading channels by use of external input
The utilization of a checking or proofreading channel
prov1ded further feedback for the memory drum.

The Personke-Yee model, as'ihcorporated into a = J(.
multi- channei multi-modality instructional spelling |
',approach was utilized in the current investigation The

weekly word list was taught by a VAKT approach, with meaning i

- developed by use of def¥nitions and sentence context

Proofreading was’ encouraged in all written'worK Motivation
was furnished by ‘use of all modalities in learning word

lists, by oral. partiCipation by both’ students and the

-

teacher as instructors, by use of self—correction in the

pre-test, by graphing of test results and social

reinforcement.



- : . - 87
-
ki ‘ e . .

- ~

Personke and Yee (1969) noted that the multi channal
multi modality approach to instruction and iearning in.
spelling would always be required as a part of the total

speiiing behavior. as' \ : o , B
.+ .NO 1ndividaal-was oagabie of memorizing all the | '
words, for anyssingle channel was adequate for

iearning all the words that he would- need for his
written communication (p. 345). ‘

-
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V. CRIFICAL ABILITIES IN SPELLING PERFORMANCE

A In roduction '

- approach. The written code néc"ssitates t'q
efficient in varigd suppor«t/s ills. The ¥ /| ”t"ie's'
1nclude the need/ for comp?}e ce in linguistics. and in the ,
sKills of v1sua} and auditory perception (Hodges, 1965;

Horn, 1969; Mar&off, 1878; Wallace and‘Larsen.’1979). A
AFéview of these abililies is presented in this chépter.

Thus the review of the cr1t1cal skills 1n spelling is
conducted under the following head1ngs .
1. L1ngu1stic SKI]]S
2. Visual Peqcebtion

<3. Auditory Perception

E._LinguiStic§ | /o »
Spelling COmpetency~1svheaQ11y\related to competency in.
linguistic skﬁ]]s. Hanna.‘Hodges and Hanna (1966) noted that
when a child discovers the linguistic principles which |
govefn spéech, his spellfng vocabularthill’expand‘a]most to
the aegree of his spoken vocgbulary. tibguistiés involvés
the study of a language. The‘posséssion'of,linggistic
competence requi?es that‘the speakef'be knbwledgeable in the

N . o (
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rules for generating and understanding the_conventions <
employed in the content, fOrm{ﬁanq_use of the language. .
Effective Tinguistic comprehpnsion requires efficiency in o
‘the component skills &f phonology. morphology. syntax and

‘semantics (Kean and Personke. 1926)\

i

Phonology? = . | ‘
The phoho]ogy component within the l1ngu1st1c sk1]ls is

concerned with the sound structure of our language The

basic unlt of sound in phonology is the phoneme Hammill and
Bartel (1975) defined a phoneme as a single speech sound ‘f;@
sand the grapheme as the var1ous letters or groups of letters
that could represent this sound As an example, the /K/

| phoneme would be represented by the grapheme.k. C, or ck.
The debate on the relationship between the efficiency.in
phonological skills and the use of generatizations to

’further spelting competence has been examined previously in
depth under the topic Regularity Versus Irregularity in
Orthography in Chapter 2.‘However,véven Thomas Horn (1960),
who was a strong defender of the whole-word visual—haptic o
approach to spelling 1nstruct10n conLeded that some Kind and
amount of phonet1c 1nstruct1on could be beneficial to the

- achievement of spelling efficiency. Another skill that is
relevant/ to both linguistic and spelling competence is

morphological knowledge.
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Morphology | o ) ~ : "
Hammi 1, Larsen and McNutt {1977) defined morphology as

the study of the arrangement and the interrelationship of

the meaningful units of speech, known morphemes. The
morphemes are considered %o tﬁé the spiallest meaningful unit-a
of Janguage, and are perceived as containing the properties ]
or potential for building words or altering their meanings. ’
Relative to spelling. morphological Knowledge has been
associated with increasing spelling achievement, the general
transfer of, isolated spelling sKills, and the furthering of
word analysis skills

Morphemes are djvided into two classes: bound morphemes
and frele morphemes. Wiig and Semel (1980) defined free
morbhemes as a unit of meaning that can stand alone in
utteranoeg and sentences, such as the word dog, friend, %tc
Free morphemes are also known as base words, or root wor?s
A bound morpheme on the other hand is considered to be a
unit of meaning which cannot occur- alone and are joined to a
base word. Examples‘of bound morphemes are inflectional | S

endings, derivational endings, and prefixes. An example of

an inflectional ending would be the addition of the affix

'8’ to produce the plural form of many words, and an example -
. of the derivative endings would be the addition of a suffix

or suffixes to a base word. Within the category .of bound

morphemes, the inflectional morphemes reflect grammatical
meaning, by their formation of pluyrals, past tenses,

superlativesi etc., while the derivational morphemes ohange
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the form, class or semantic ‘meanjng of the base word by
their addition of prefixes and suffixes. ‘

. Knowledge of the effect of 1nflectional &nd deriﬁ?tive
morphemes on spelling and word meaning is also associated
with the expansion of the'onal and written voeabu?any bY,,
students. and the furthering of general‘spe]ljng competency
by transferring isolated spelling skills tc¥writteni o
composition (Fitzgerald, 1950' btterman. 1955; Hodges and
Rudorf, 1965 Hanna, Hodges and Hanna. 1966 Chomsky. 1970
Nicholson and Schachter 1979; Wallace and Larsen, 18789;
Howell and KapIan, 1980; Mar1no 1981). On the basis of his
‘ word list studies, Fitzgerald suggested that 2,650 wocds
plus the1r derivative forms composed ninety-fjve percent of
children’s written vocabulary in elementary schooi.

In an experiment, Otterman (1955) was able to
substantially inerease spelling achievement in poorer
spellers of the‘sevenfh grade by'furthening their Knowledge
of preﬁ1xes and root words. | |

Hanna, “Hodges and Hanna (1966) suggested that
merphological knowledge could be useful in spelling
phonologica]]y irneguler words. However, they noted that
more extensive study was nEeded on the effects of‘phonology.
morphology and semantics and the1r 1nterre1at1onsh1ps w1th
American-English spell1ng

Carol Chomsky (1870) maintained that tne pnesentafion
of,]ingujstically related-word—pairs or derivative forms -

(example: history/historical) would encourage the spélYér_in



use of ianguage cues. Markoff (1976), ‘Zute}l (1978),
Andersoﬁ and Lapp (1979), Donoghue (1979). N1cholloo and
Schachter (1979), and Templeton, [1979) reinforced Chomsky' s
position They stated that knowledqe of language
vrelationships was furthered by understanding the;ievelopmont
of word derivations. The derivational and inflectional
endings acted as an aid to spelling related words and .
provided language and sound cues that extended spelling
vocabulary

In agreement with Chomsky, Marino (1981) noted that
students are. aided in the spelling of a needed word by
thinking of a related or derivative form of the word. Marino
also maintained that calling attention to the |
interrelatedness of derivative forms of words also furthers
the Iearn1ng f the patterns and structure of the
- American- Eng???ﬁ'language v | o

Successful spelling of a word conta1n1ng morphemes has
".often been associated in research with the use of word
analysis. Howell and Kaplan (1980) noted that the use of
word analysis and morphological skills is to simplify the o
spelling task . fOr‘good spellers who dse these skills to
divide the word into syllables or re]ated word parts of base
word and morphemes.

Some earlier research findings however d1rect1y oppose
- the pos1tlon that eff1c1ency 1n word analysis and
morpholog1cal skills can increase spelling achlevement In a

study that stressed the teach1ng of root relat1onsh1ps,
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a1m11;; endings and sound groupings with fifth grade
students, Jackson (1953) reported no lignificant improvement
in spelling achievement. Horn (1960)also reported little or
"no increase in spelling achievement when spelling words were
taught in syllabicated form. Cramer (1969) also supported
the,poin; of view that chjldren make qreatop spelling -
ﬁréﬁress through practicing word analysis in reading rather
than through direct daily word- analys1s instruction in
spelling. Another skill that is relevant to linguisitic and
spelling competence is semantic knowledge.

Semantics _ |

Wiig and Semel (1980) define semantics as the study of
the relationships‘between‘words and grammatical formé fn a
languagé and their underlying meaning. Educators'and ’
researchers generally indicate that a relétionship exists
between speiling achievement and vocabulary development.
Relative to spelling 5uccéss, effié?ency in"semantig
Knowledge, particularly in the ared of word meanings, is
agsociated with furthering general writiﬁg skflls, Expansion

'

of word meanings is perceived as providing the motivation.

for learning to spell the newly acquired vocabolary\és it is

121

‘needed in written composition.

Hahn (1863) concluded in his doctoral dissertation that
the language éxperience obtained through meaningfu{ writing
¢ou1d be the main contributor to spelling achievement in

- three groups of second grade children. The first group
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received two years:'of intensive phonetic instruction, the

second group received norma! phonetic instruction through
their reading program, and;thn third oroﬁp received norm,)
_phoneticnstruction through thefr reading program, prUa on
emphat{s upon a broad lunguaoo—artu spproach that utilized

04

. meaningful writing situationl to develop spelling. Rcou!tc
did not indicate a. significnnt difference between :ny\iwo
groups but the third group attained higher mean lpoljino
scores. :
Markoff (1976) muintainad that spolling ability s |
highly correlated with the devalopment of vocabulary and
word meanings. Therefore.'wordwmeaninqs as well as |
orthography should be: taught during the course of spelling
instruction. ' “
Anderson and Lap (1979) indicated the neceooity for
relating spelling instruction to the understanding of word
meaqings. They pooited that the development of word
Knowledge‘aqo'accoqpanxing'spelling competency is necessary
to expand tho*writer’s ability- to describe abstroot ideas.
Donoghue (1979) suggested that spelling should be
taught with the hélp qf reading to further vocabulary
deve lopment for both writing‘and reading purposes. She
stated that a language-experiehce-approach tolreading
produces significantly better sbellers than a basal reading
' approach, both in spo]ling phonetjoally regular and |

irregular words?“!ndgin written composition. \
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W11g and Semel (1980) also assoc1ated success in
spell1ng with development of word Krowledge. They noted that -

. the Tearn1ng-d15abled student must thoroughly understand,the» .
meéning'of a word before}he or she uill use it in‘written
form. Wiig and Seme]{maintained’that for learning disabled
students, definitions should be more concrete, and should.
contajn redundancies such as antonyms, synonyms and other
t'associated words to further voéagulary understanding. Mttg

and Semel 2SO favored placing the word\inusentence'contekt_
to develodjﬁianing.

While‘most investjgators support the idea of the
necess1ty of develop1ng word meanlng to further spelling
~ach1evement there are some cr1t1cs of th1s pos1t1on Horn
(1969) stated that most of ‘the word mean1ngs in the basic
spe111ng vocabu]ary from the f1rst to the s1xth grade would
.a]ready be known to the students and used in their wr1tten
work:. Unknown vocabulary would require oral deve]opment by
the teacher and by<tﬁe'use'ot‘the dictionary. Therefore,
ﬁorn declared that the arbitrary practice of developtng word
meantngs and use of sentence context is a waste of t1me
-Some research is ava11ab1e on the effecttveness of .

ﬂ]1ngu1sttca11y—based'spell1ng texts versus other basal

approaches in productng spelling competency.

w oo

A Study Of Three Linguistically-Based Spelling Texts

Hammill, Larsen and McNutt (1977) conducted an

E

evaluation of the effectiveness of three language-based
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spelltng texts on_furthening spel]ﬁng achievement. The study
basically tested spetling‘achievement resulting from thev.w
varied spelliné appfoaohee current in'the»Spe11ing‘basa1
“ texts versus no formal spelling lessons. A comparison was
'made of spe111ng achievement. for 2, 956 students in’ "
twenty two states from the third to the eIthh grade Three
'l1ngu1st1ca11y-based spelling series were ut1l1zed in
spelling instruCtion for approximately fifty-seven percentl’
of the‘sample’ whi le twenty:nine percent of the sample
fol'lowed other Spe111ng programs and thirteen percent of the
4students rece1ved ho spelling instruction. .
Each of the three }1ngurst1o spelling series utjlized a
different JinguisticJapproach. The Spelf Cowrectly"(éenthal
et al, 1974) text presented both baeic and enrichment word

ﬁ,xlists in each spelling unit. Each list was composed of words .
A

L . } ’ i .
~that illustrated one particular phonological or oL T

v 4

| morpho]og1ca1 spelling pattern Spell Correctly also

1ntegrated many other language- arts sK1lls, including use of
. the dictionary. . ' | :é{? : |

The Word Book (Rogers, Ort and Serra, LQ?O) series

&

grouped words according to spelling patterns, and |

vowe 1- changing patterns (example: pat, pet, put) The
vocabulary was cons1dered to be composed of eighty percent
of the written vocabulary needed by elementary children
while the seventh and‘eighth grade-vocabulary Qas based on
: words important to adult Qritingt CommunicationyskilYS,

including speaking and listening, were emphasized by the

0
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/,)'?ext authors.{ _

/ Basic Goals In Spelling (Kéttmevy'er‘-‘et al, 1955) also
fofjowed7rhe approach of basic and enrichment word lists. for
each uni{.sBasic words’were related to frequency-of-uSége |
Eesearchnvphonologibal (sound-symbol) and morphological
relat10nsh1ps were stressed regarding the sim11ar1t1es in
the sounds and spelling of words, with the deductive
general1zat1ons by students. "

The tabulation of spelling achievement scores prodused

a number Qf'findiﬁgs. In the third and fourth grade, -
 chinren who received systematic spelling instruction scored
higher than those who received no instruction;'At these
Qbade feve]s. the spelling progfam followed by Spelf‘

- Correctly was least_effeqtive, whilé the others were about
equal in éffectiveness. At the fifth,aﬁd sixth'grade-leQél,
Basic Goals invSpeIIihg was least effective. No instruction,

at this level, yielded the best results. At the seventh and
eighfh grade level, Word Book and Spell Correctly produced
the best spelling achievement.

In consfdering'the pfacfical implicatibns of the
results, the investigators noted that the actual difference
betwéen twé mean scores, when compar}ng achievemeht based on

- any two approaches, was only 6ne or two words spelled
correctly on the Test of Written Spelling. The investigétors
also stated thét no sps11ihg instruction after the fourth

grade was almost as ef%ésfive as spelling instructioh.

However, this result could have been biased by the small
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‘nugber of children (100) in the third, fourth, fifth and

sixih grades that received no spelling instruction.
o ro.

Summary

lnvéstigators generally agbee that tﬁe acquisition ‘
Alinguistic knowledge by the student will incrgase both
spelling competence, éxpand spelling vocabulary and further .
writing sKkills. Necessary linguistic Knowledge to fdrther
spelling ability inéludes}thé skill components pf phonology,
| morphology‘and semantics.‘All investigators maintain'thaf at

least some phbnological and generalization knowledgé will

'ﬁgggng progress. Understanding of morpholoqica] )
relatidﬁgﬁips, especially thbse.invblving bound morphemes,
gener§l1y is considered tovbé of particular importandé SP
spelling achievement. Semantics, and the development of word
}meaning ﬁot on]y provides the student with a gfeater
vocabulary‘to describe more abstract ideas, but also creates"‘

the need to learn to spell the new words so théy can be used

in written composition.

e

The‘nexf area of critical skill development to be |

examined is that of visual peraseption.

€. Visual Perception N " | //Z
/

Relative to spe]fingd visual perception involves the
abilify to perceive, drganize and interpret the visua]”
detail of the word, including the formation énd‘sequencihg

,.of the letters. Peters (1975) posited that ‘good visual



99

perception'skills‘are'primary to speTling success, as vision —
is the preferred sense for spelling production and learning.

Visual QerceptIOn is composed of several skills. The

"*component skills of visual discrimination, ass001ation.

memory and imagery shall be reviewed, rela}ive to their
effect on the achievement of spelling compéiency.
Visual ptscr¥ﬁination, °

Visual diécrimination invoives the”ability to identify
similarities and“differencés in letters~or words (Lerner,
”f981). The presence of good visual discrimination'skills h?s
vbeen found to pe\belated.to SpeT]ing achievement. Russell
(1955) concluded fhét both‘visuél and aﬁdiiqry
discrimination were closely related‘to}spe]1ing success from
the second to the s1xth grades Newton (1861), in a Calgary
‘study of language arts ab111t1es which contributed to

spe1]1ng achievement, -found that°v1sugl discrimination

N

gfepresented 4.37 percent and visual'meméFy\§754 pebcent of

\\

the§70.51 percent of the variance in language:ir{§\ébilitiés
relative to speTlihg. NeWtOn noted'in the educatio;;T\\\\‘
implicatibns‘of hef study that specific‘practice'is'néedea\”
by students in identifyihg,worﬁs which share similar forms
but different‘meanfngs, as well as practice in visual memory
to aid students in'remembering fhé spe]]ing‘of the words.
Kaufman and B1ren (1976-1977) found a correlation

between spatial errors, as indicated by persistent reversa]

problems, and poor spelling achievement and writing. The

~
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investigators concluded that children who exhibited an
exoéssivo‘or high percentage of spatlalxerrors were poor
spellers, wh1le children who produced few spatial errors
attained good spelling achievement Mann, Suiter and McClung
(1979) ‘also relatedhinadequate visual discrimination
abilities to low spelling achievoment. A second sklll
oomponent of visual association is also considered to be a

- factor relating to spelling success.

Visual Association

Visual associat;on is'especially utlllzed as an aid in
spelling phonet1cally 1rregular words It inyolves the
tranferr1ng of the memory of ‘a particular grapheme or letter
| sequence, used to represent~the sound in a numberlof |
.familjar woods; to a new word that contains the'irregular
sound-symbol relationship. »\

A number of investigators have‘delermined that
Jcompétence'in visual association is rélevant to spelling
achievement. Simon ano Simon (1973) noled that visual
éssooiation is a major aid in remembering the graphic forms
of phonetically irregulér spellings, by the formation of
small associative sets of words which contained‘tho same
1rregular graph1c structures, such as. the example of light,
SIght right. It was further noted that visual assoc1at10n
serves as a proofreadlng mechan1sm that allows the writer to
check the form of the word as written against his or her

viéual memory of other associdted words:that had a similar
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form. Simon and Simon maintaihed‘thét many misspellings were
due to a 1ack~of'visuél‘1nformation.\1ncluding direct
associations or recognition sKills that could assist in the
production of the correct written for -
| Peters (1975) posited that success with the written

language was dependent upon the asséciation of certain
letters occurring together. Nichpléon.(1§79), Mann, Suiter
and McClung (1978) and Howell-and Kaplan 11980) noted that -
the ability to sbell cluster sounds, bothfrégular and
irregular, is“cpitical to spelling compet;ncefﬁu

Marino (1981), in analyzing children’s mi§§bemngs. »
fouﬁd that good and poor,spellers are differentiated by
their ability to aSsQéiate letter groupsrand the constraints
that were to be found in such groups, such as the mb in
lamb. A third component skill of visuaf'memory and imagery

is also a factor in spelling success.

Visual Memory And Imagery

Visﬁal memory and imagery involve the ébility to recall
a mental image of'thg letters of a word and their sequence.
Researchers have linked the skills of visual memory, also
-Known ‘as recall or revisualization, and the ability to use
fhe hental imagery to efficiency in spelling. In recqgnition
of this connection, methods of spe]lihg instruction have
also been formulated to develop skills in visual memory and

. imagery using spelling words.
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In studying the relationship of visual imagery to
spelling, Radaker (1963) tested the effect of practicing
visual imagery of list words/bpon spel\ingjachievement; with
fourth grade children Dne group received two sessions of
forty five minutes duration of visual imagery practice with
' speiiing words each week while the other group received six
practice sessions of 45 minutes each. Imagery practice
involved trying to mentaiiy_vieualize the word and hold the
.image for one minute. The results of the etudy indicated
'that the learning and retention’of spelling words was equal
for both groups . Radaker concluded that visual imagery could
be trained in relatively short periods of time, and visual
imagery training would maintain speliing performance over a
long period of time. Chomsky (1970) reinforced"Radaker s
position that good spelling skills required the use of
visual imagery. He maintained thet spel]ing success relied
on an underlying mental picture of the word. Simon end Simon
(1973) noted that the use of the generate-and-test procedure
for spelling é\needed word wes depenoent upon word
recognition clues. Word recognition information allows the
speiler to recognize the correct spelling of a word when it
' was presented to him or her, which involves retrieval of the -
‘Acorrect image from memory storage. L

 Markoff (1976) maintained that for children with severg
memory problems, there must be a;reduction in the number of
speiiing words to be learned in a Year. She alsa stated that

~

several other factors needed to be controlled for students
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~with visual memory deficits, including: the number of
letters in each word, the number of words faught per day and
per week, and the neceseity for over-learning of misspe]led
words before proceeding to a new lesson. Markoff noted that
for children with a visual memory deficit, learning of
spelling words is a1ded by use of tracing and/or
klnesthet1cs

Tovey (1878), in studying the reletionship of the
effect of v}sual memory on spel]ing achievement, p051ted
that good spellers did not try to match sounds to symbo]s
Good spellers used their memory of visual sequences or
letter combinations as a spel]ing #Erategy. Tovey maintained
that the epelling task shauld be thoughi of in visual terms
-rather than in sounds. N o

Mann, Suiter and McClung (1978), Groff (1979), Wallace
and Larsen (1979), and Howell aAd Kaplan (1980) also tdok
the posiiion that good visual memory or recall sRills were

°

bas1c to spe111ng success.

Lerner (1981) further re1nforced the concep} of the
necessity for good visual memory skills in the product1on of
spelllng competency Lerner posited that poor spelling
resulted from the inability to Qisua]ize the letters of<a
word and their sequentiai order. She also noted that many of
’the succesefu} spelling techniques, such as the Fernalc

tracing technique, involve strengtheningﬁvisual.sequential

memory .
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‘The u#e of visual imagery has also been perceived as a
remedial approach for phonetically deficieht‘spellers. by
Forrestv(1981).“Forrest méintained that visual imagery is a
more primitive biological function than writteh laﬁguage.
and therefore has greater potential as a means of
circhmventing problems of written ilnbuage than did phonemic
decoding. The necessity for the use of visual imagery in
learning spelling vocabulary has been 1ncbrporated 1hfo two
specific instructional methodologies: the corrected test
approach andvthe imitation or modelling approach.

The importance of devéloping and rétaining only the
correct visual image:of the spelling vocabulary’was |
emphasized by Ernest Horﬁw(1947) in his instructional
apprqach c?fled the corrected test. Horn COnsiaered the
self-marKing of“sbelling‘tests and cbrrectionaof any
misspellings, as required by this instructional method, to
be the mbst impoftant factor in the learning of spelling
vocabulary. Other investigators have confirmed Horn's view.
of the corrected test, inciuding Kean and Per;onke‘(1976),
Hillerich (1977), and Langford and Quorn (1981). |

The necessity to.éreate the correct mental image of a
needed word has résulted in a second instructional approach
to spelling Known as imitafion or modellipg. In this hethod,
the learner follows and reproduces the visual examp)e o# the
-letter‘sequeqce of the needed word as provided by the

instructor.
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Some research has been carried out on the effectiveness
of'mental imagery-as a speclflc instructional approach. In a
study utilizing imitation trainlng to Stowitschek and Jobes .
(1975), eight learning-disabled children were able to retain
80 percent of the spelling words taught, and one child
retained all of the spelling words. The effectiveness of
\'\mental imagery as a specific instructional approach was also
‘s{ud1ed by Caban (1978). In a study of 150 eighth grade
students. the effects of three instructional spelling
approaches on .spelling achievement were compared. It was
hypothesizeg that sgelling-words would be better-learned and
retained by using mental imagery versus a word drill or
1nd1v1dual gtudy approach. In post- and delayed post-test
administration, ‘the group using the imagery approach scored
somewhat higher than the other two groups, but all

treatments made a d1fference to spell1ng retention.

Summary

-Investigators agree that the acquisition of efficient

v1sual perception skills is pr}mary to spell1ng success. The
‘component skills of visual perceQ§1pn that’are highly
vrelated to spellinglcompetence inélude: visual memory,
~discrimination, association and imagery. All lnvestigators
agree fhat lt is necessary to be able to differentiate the
formation of letters, and to be able to remembegvtheir
sequence of presentation ln the spelling of a word;VUse of

visual association and imagery are considered to be
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neoessary tools for remembering the correct letter sequence
of a word. The next area of critical spelling skill

development to be examined iSzauditory perception.

o

D. Auditory Perception ‘l

Relative to spelling, auditory perception 1nvolves the
ability to perceive, interpret ‘and organize the auditory
details of the'word. including the discriminagjop‘of the
separate sounds within the word, and the memory‘for the
number of sounds and the sequencing of the sounds for
| reproduction of the word. Two oritical aud%tory percepfua]
sKills related to spelling are auditory discrfﬁinatioh‘and‘
auditor? memory . | |
Auditoﬁy Discrimination

Audi tory diScrimination ihVOlves the aoility to
identify the s1m1lar1t1es and dlfferences in 1nd1v1dua1 !
phonemes or clusters of sounds w1thin a needed word.
According to several fnvest1gators. significant differences

existed in the audltory discrimination abilities of good and

| poor spellers. Durrel] (1964) in a study on factors
affecting beginning read1ng. concluded that impercept1ons in
the comprehens1on of the sounds contained in the spoken word
gave little poss1b1l1ty of efficiency in reading or | /
spelling, regardless of methodology. .

Markoff (1976) noted that three modalities are involved

in spelling, including the visual, auditory and Kinesthetic.

-
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Of the component skills within these modalities, Markoff
considered discrimination to be the most important
perceptual skill., Markoff alsq posited that auditory memory
and correct sbund sequentialization were partly dependent on
the success of the init{al discrimihations.

Mann, Suiter and McClung (1879), and Howell and Kaplan
(1980) also posited that good auditory discrimination was a
prerequisite for spelling success. Howell and Kaplan noted
that good spellers have better auditory discrimination and
phonet1c abilities than students experipncing spelling
difficulties. ‘ \, | \

Some investigators maintain that a relationsﬁip exists

" between poor aud1tory discriminat1on defects in
art1culat1on and spelling achievement. Cohen and Dich}
(1963) concluded that a difference in audi tory |
discrimination did exist between articulatory-defective and
nonarticulatory-defectiQe persons . Boyd and Talbot (1971),
Markoff (1976)], Turnbull and Schu]tz (1979) Wallacerénd %&ﬁv
- Larsen (1979) and Mann, Suiter and McClung (1979) re1nforceg
‘the pos1t1on that exact pronunciation, result1ng from good Agyg
auditory discrimination sk@%ls,'is an important factor in k
learn1ng to spell ) , \ ' |

/However, not all 1nvest1gators agre?g on the effect of
art{EUIatiqn errors, resulting ‘from po6r auditory
discriminaéion on spelling achievement. Groff (1979) stated
that there 1s little relat1onsh1p between articulation

errors in ch11dren s speech and their faults in spe]l1ng
J

|
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Auditory Memory

Auditory memory, relative to spelling, involves the
ability to recall the sounds of phonomep of a word, their
order of presentation and being able to relate the needed
sounds to the appropriate letters or grephemes.

Markoff (1976) noted thaxkan auditory memory problem is
usually indicated when the letters of the word, ‘as written
by the child, bear little resemblance to the sound patterns

present in the word. Markoff also posited that the ability
" to identify the position of a sound in a word is a skill
that is basic to good spelling. The speller must be able to
determine the position of the sounds, remember this
‘posit1on. and be able to re{ate the sounds of a specific
*positton to the letters or graphemes that represent them.

Donoghue (1979) ind;oated that in order for a child to.
spell, he must be able to auditorially analyze the word into
its ordered component parts; This is‘a reinforcement of‘
Markoff’s position. Donoghue aleovconsiderep auditory gross
memory‘and,audiiorydsequent?al memory of tne order of the
sounds in a word to be essentiaj to spelling success.

Mann, Suiter and McClung (1979) also maintained that
auditory memory sequencing was one of the moet crucial
skills in the achievement of spelling competency. A
defioiency in this skill was considered to be a major
contributing facior in the problems of low-achieving
spellers. A poor auditory memory was perceived as preventind
 the séodent from utilizing phonology successfully as ap-

\

I
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Spellnng aid. f
Howell ‘and Kaplan (1980) stated that the ability to

recall the phoneme grapheme correspondences or the

‘ sound symbol relationships was an obv1ous prerequisite to

- clusters instead of individual letters.

Spelling Howell and Kaplan maintained that when a word is_

'being analyzed phonetically to Simplify the task of auditory

: memory, the word should be,decoded in.terms of letter

McLeod and Greenough (1980) conducted a study to
determine the relationship of’short term memory,<bbth gross
and sequential to. spelling achievement in one hundred good

and poor spellers, from first to the fourth grade

'Spe01fically, the investigators wanted to determine if

superiority in immediate memory¢wa5‘% facet of the greater

_seqUencing ability present in good spellers. The results

indipated thatva significant difference existed for

. immediate grossimemory, as related to spoken words,; printed

letters and digits, in favor of the good speller at the

- fourth grade level. Whenkredundant materials were used, the

~good spellers showed superiority in their abilities for

grouping or chunking redundancies in written and spoken

dlanguage. This grouping or chunking capability of good

spellers reduced the‘memory load and allowed them to develop

‘superior spelling. However,‘McLeod and Greenough conc luded

that no specific or significant differences were present

-~

between good and poor spellers in their ability to order

'their'tasks'by‘the use“of‘sequential‘memory, but poor .
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spellers were inferior on gross memory tasks If poor
| spellers only had a memory capability for rememberlng four ~

items, they could not be expected to sequence.flve items..

Summary

- Investigators agree that the‘acquisition of efffpient
auditory'skills.is primaty torspelling success. The ’
component sk1lls of auditory perceptwon that are highly
related to spe111ng competence include auditory
d1scr1m1nat1on and auditory memory. A1l 1nve§fﬁgators agree
that the ability to discriminate the different sound
components within a word, and be able to remember their
order of presentat1on 1s pr1mary to spelling success. The
use of sound cluster groups within a word, as opposed to

rememba@, ng the order of . 1nd1v1dua1 sounds, is recommended'

to reduce the gross memory tgsk.



V. RATIONALE AND HYPOTHESIS

\A. The Problem
- Education has always sought ﬁore effective ways of

teaching Amer%can-Eninsh ohthography..ln addition,
educators are seeking more efficient‘modes of remedial
instruction. The purpose of this study is to provide some
possible.altqrnatives fn spe]liag instruction and .
remediation for the classroom teacher and to chpaEe
spelling achievément resulting from two established modes of
cla§sroom instruc&ion with a third:approach. These two
established mddes,,the traditional study-test and
‘test:étudy-test, have been‘ihvestigated\andcgompared.

- However, as these two methods still prédomihéte'in the
spelling instruction in'Many classf@dms; they’reméin the
statgs qQuo fof‘cdmparison with:a third method. The»third
method relates to the theofy of sbéTling behavio¢§ as
perceived by Personke and Yee (1966), and incorpo;%tes a

| muitifchannel_muLti¥moda1ity'approach to spelling
instruction. As Personke_and.Yeé (1966) theor ized spelling
‘behavior, an inter-sensory aﬁproach is necessary for
efficient transfer of spelling skills. -

No'sing1e channel is correct for spelling a :
particular word each time it is met....This shifting
from one”channel to another is perhaps the best

. 2ndication of the complementarity of the channels.
p. 284)

111
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Def inition Of The Questions
The maJor quest1ons ra1sed in this study are as‘

'followsm

.Ouestion.1
Will the‘semple subjects receiving multi-channel
multi-modality spelling instruction (Exper imental Group 2)

show stgn1f1cantly greater spelling achievement galns than

‘the subjects receiving the tradit: onal study test

instruction? (Control Group)

Ouestioh‘2
Will the sample subJects receiving mult1 channel. *.
multi- modal1ty spelling instruction (Exper1mental Group 2)
show significantly greater spe]l1ng ach1evement gains than
the subJects receiving the test-study-test-1nstruct10n?
(Experimentel Group 1) |
Ouestion 3 o ‘ °
Will the sample. subJects rece1v1ng the test study test
_spe111ng 1nstruct1on (Exper1menta1 Group 1) show ’
s1gn1f1cant1y greater spe]l1ng ach1evement gatns than the
Control Group subJects rece1v1ng the trad1t1onal s tudy- test
‘method and less gains than those rece1y1ng Exper1menta1 |

Group 2kinstruction?
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Question 4 .
Compared with Experimenta) Group 1 and

Experimenta]GrOup 2, will the ‘Control Group receiving the

irad1t1onal study test instruction show the least

ignificant spelling achievement ga1ns°

Questions 1 And 2: Rationale .
In iearning to produce correct orthography, students

strive to attain mastery of a code for translating
linguistic patterns td graphemic‘%boductions. This code
involvés‘lg;rning éhe probability of certain letters coming'
together in a particularisequence. Most children who have
been talked to and read to at home, develop a fine network
of linguistic’abilities which easily translafe'into
éucceszul spéll{ng patterns (Peters, 1975). However, the
ch1]dren who are from a less favorable background where
there 1s sparcity of 1nterpersonal commun1cat1on and books,
will frequent]y have a 11ngu1stlc deficit. Other chlldr;n
may be unable to intuit the'relatithhip'between graphemeé

. and phonemes due to a specific learning»problem. Children’
who'afe lingui;tical]y impaired or have'spécific learning
problems must be directiy taught the relationships between
oral'and written communications, apd the cbdes that allow
corréct‘orthography. Peters (1975) stafes,'"The less favored

child will initially need to be taught what he has not been

- fortunate enough to have caught” (p. 109).
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Children who are poor spellers need a Systematic;lly
planned program (Johnson and Myklebust, 1967; Frierson and-
Barbe, 1967; Otto, McMenemy and Smith, 1973; Peters, 1975).
In the last two decades much work has been done to determine

the specifics of such a‘prqgram, 1ncTuding the particular
skil]s‘required fhr successful §pelling and the methodology
for teaching sKills. The»specific-abifitieé that are needed

ufor successful orthography incsy e audiiofy and visual

discrimination, memorization, sequent1al1zat1on ana]ysis
and synthesis and simultaneous integration of these skills
(Johnson and Myklebust, 1967). In order .to acquire this_b
knowledge, Hodges (1966), Otto, McMenemy and Smifh (1973)
and Howell and Kaplan (13880) recommend a sp211ing proghém
involving the use of visual,.auditory and kinesthetic o
fmagery to,iearn to spell the.word. They advise that the
students %irst-leérn to read the spelling word. If the.word
has regular orthography, it should bg taught by.a
syllabication.procedure. The studentsh§5y the word one
syllablezét a time and write the syllablgs\aS‘a>y1sual clue,
then write the word without reference to ahy visual cues. If.
the word is non-phonetig, it should be grouped-separately.
from the phonetica]fy regular words. First,.the non—phohetic
word should be revisualiied»as a whole, followeq by the
ﬁtudents having to fill in omitted letters. Ové}-learnihg of
word lists is advised, as well as distribution of word
review. There is variance df opinion concerning'development

of word meaning by definition as versus sentence context.
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Ctto, McMenemy and Smith advise development of word meaning
by sentence context, while Hillerich (1976) stresses the
need for children to learn the definitions of studyiwords.
Hillerich states that students will not incorporate the
:study words into WPiting if they are uncertain of the word
ﬁéanings. Pre-tests are Eecommendéd by Frierson and‘Bérbe
(1967) as motivation and also to serve as the determiners of
individual study lists. ﬂilTerich, along with_Kean and .
Personke (1976), advocate that each student mark his or her
own pre- test and correct. the errors immediately.

4 - Alll three of the 1nstruct1onal methodologies utilized
fn this study contain~some of these necessary skills and
approaches. Howeyer. other skKills and approaches -are
restricted to one or two of the three study mefhodolpgies.
Two methods, the test-study-test and theﬁmu]ti-chénnel
multi-modality, provide some type of pre-test and mastery
test, The test-study-test and the multi-channel’
multi-modality methods also entail students marking their
own”pré-tests and preparing individual study,iisté. The
multi-channel multi-modality method further reduires>the
étudénts torcorréct théir errors immediately after marking
the test. All three methods provide sohe instruction'ia word
meaning. However, the multi-channel multi-modality approach
requires the use of word lists and their derivatives in
sentence context, first orally, then in WPitten fbrm to
_extend mean1ng This sequence of oral to wrltten also

follows the natural development of language (Smith, 1972).
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Both the study-test and test-study-test procedures
ma1nly depend upon the basal spelling text lessons to
indlrect]y teach the skills of auditory and visual
discrimiéation.‘memorfzation, sequentialization, analysis
and synthesis and simultaneous integration of these ski]ls;
These skills represent areas of difficulty for low achievers
in spelling. The multi-channél mu]ti-modality pﬁocedure
provides direct instruction on the skills using a -
multi¥sehsory format . In the traditional and test-study-test~
approaches, the format is mainly one of written exercises
with limited oral work. While the students are broéeéding
through the text exerciéés. they may or may not be able to
read and comprehend all the dirgctions. or attend to the
~ sKills presented by the exercisés. This is particularly true
of poorly motivated spellers, or §tudents who have a short
attention span (Frierson and Barbe,'1967f.’Using the
 . multi-channel multi-modality method, £he varied
i multi-sensory acfiVities aid in keeping the students on
task, as well as allow the teacher to dxrectly see that the
.students are attentive to the lesson In summary, only the
multi-channel mult1 modal1ty 1nstruct1onal approach appears
~to incorporate the totality of spec1f1c skill development

and methodological philosophy of the reference authors.

Questions 3 And 4:Rationale
The rationale for the superiority of the

test-study-test instruction versus the study-test method in
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the production of greater spelling gains is based on the
efficient use of the student's time, and the
indivlduefization of study word lists. Fitzgerald (1950)
noted tHet the utilization of the test-study-test approach
made mere efficient use of the student’'s time by allowing
him to focus on individual problems anu deficiencies. He |
also maintained that each student had different spelling
problems and use of the test-study-test 1nstruct1on, through
its individual study list, would teach the speller to focus
on specific problem areas. Furthermore, F1tzgerald stated
that use of the individual study list in the teE?Lstudy-test
approach wbuld motivate the speller to learn all_the words
on his or her. 1nd1v1dual spelling list.

In relation to the effectiveness of a word study
aeproach and use,of instructional time, Horn (1969) stated
that calling the attention of the total class to the
~ presence of the difficult parts in a word, as utilized by
the sludy:{est method, was not as effective as lhdividual
study on personal spell1ng deficits. Horn maintained that
d1rect1ng the attention of the class to hard spots in a word
was a waste of time, as the difficult part of the word.for
each person was relevant to his or her spelling knowledge.

Relative to the produetlon of effective word-study
techniques, Hillerich (1977) reinforced Fitzgerald's
posrt1on that the test- study test approach allowed each
student to 1dent1fy hlS or her own areas of difficulty in a

word. Hillerich also agreed with Fitzgerald and Horn's

t
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positidn that individuals find different parts of the word
difficult.

Johnson, L?ngford and Quorn (1981) Were also supporters
of the superiority of the test-study-test method over the
study-test approach. Thgyntoo maintained that the
test-study-test instruction utilized the time of the‘student
more effectively. These researchers noted that requiring
éfUdents to study WOrds that\they a]ready Knew resulted in a
reduction of time for the ;tudy of>words on which they
needed help. . |
| In summary, the test-study-test method of spelling
instruction is considered superior to the study-test ’
approach, as it afloWs the individual to study a‘spel1iha
word list based on’his or her own spelling neéds, and thus
provided a more efficient utilization of the student’s time.

| As a result oiithe‘review of the relevant spelling

literature, the following hypotheses have been generated.

Questions 1, 2, 3 And 4: Hypotheses

L

Hypothesis 1. Experimental Group 2 receiving multi-channel

muliti-modality instruction will show significantly greater
spelling gains than the Control Group, feceiving the
study-teét instruction.

Hypothesis 2. Experimental Group 2 receiving the

‘multi-channel multi-modality instruction will show

significantly greater spelling gains‘thén the Experimental
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Group 1, receiving the test-study-test instruction.
Hypothesis 3: Experimental Group 1 receiving the
test-study-test instruction will show significantly greater
‘ spelling gains than the'Control Group but less gain than
Expenimental‘Group 2.

Hypothesis 4. The Control Group recefving the studyftést
instruction will show the least significant spelling gains
when compared with Experimental Group 1 or Experimental

Group 2.

Statistical Analysis Related To The Hypotheses

1. Deséfiptive statistics of the sample, including means,

standard deviations and graphical analysis.

Hm\mgﬁ Concerning Hypotheses 1, 2, 3 and 4:

a. ProductAmomént correlations t6 the reliability and
va]idity of the spelling measuées |

b. One way énalysis of variance

c. Two-way.aﬁélysis of vériance (ANOVA 26) with

repeated meaSUres on Factor B (W{ner, 1979)



. | © VI. METHODOLOGY

A. Introduction

The methodology for the study is describgd in detail in

this chapter. Information presented includes the procedures
for sample selection, a desbription'of the specification of
the tes} instruments used and fhe procedurés fqr fhéir
administration. The chapter a}so disCUSSes‘the.details of
the instructional spelling approaches.emp!oyed in the study
and the relevent aspects of the study design. o

Thus the review of the methodology is conducted under

the following heaﬂings: | .
1. Sampling
~
2. Selection Of Sampling
- 3. Instruments
4. Instructional Approaches
5. Procedure ™
B. Sampling o , _ S

~

The sample SUbjectg were drawn from an‘elementarY{\;

school in the County of Lacombe. The school serves a total

of 250 to 270 Grade Five and Grade Six students from the

surrounding agricultural region and smél] town of 5,000

population. The students selected for ﬂhis study were from a

Grade Five and were Qrawn from a total of 105 fifth grade
pupils, who ranged in chronological age! from nine years,
five months to twelve yea}s. five months. The cumulative

'ﬁ{ B

120

LY

~.
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records of the school provided the information for initial
screening of the students. Crifer™¥ for sample selection
were based 6n chronological age, intelligence quotient, and
initial year for subjects in Grade Five A1l participating
subjects were required to be within plus or minus one year
' of grade-appropriate age, which is ten years or 120 months.
This was to provide closer equalizat1on of psychological
development in sample subjects. The subjects included in the
study were also rqquired to possess low average to above
verbal intellectial abilities, to ensure that all study
participants had adequate innate capability for |
understanding thengelling instruction. Any students
repeating Grade Five were elimihatéd from the study, in
order to prevent possible confamihation of results due to
préctice effect in previous usé offspel]ing lessons aﬁd word
lists. Sample subject loss for the study, due to attrition,
was nine students, of which three wére from each of the
three study .groups. Four students from the Grade Five
population were 1ne11g1b1e for sample select1on because they
failed to meet the 1nte1]1gence criteria used in th1s study -
Th1s was a minimum verbal 1nte]]1gence.score of B0, based on
the Canadian Cognitive Abilities Jest (1971)? Thus almost
Jtﬁé ehtire quulation of Graae Five took parf in this study.
Pabticipating‘teachers were aéSigned to sample sub-groubs by
random araw.from a %at. _

PermiSsién was obtained from County of Lacombe school

‘officials to involve the fifth grade classrooms in the
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"study. As each instructional method employed in the study
, entailed the participation of the total student body in each
class (rather than requiring specific students). and since
the spellingmlists from the authorized basal speller \
(Spelling in Language V, Kusk and Webster, 1976) were used,
parental permission was regarded as unnecessary by County
officials. |

At this point, I would like tolexpress my appreciation
. to the County of Lacombe School Board, the superintendent
the principal, vice- principal and the teachers of the
.}Lacombe Upper Elementary School Their whole hear ted
co-operation was a ma jor contributing factor to the success

of this study

Control VariabTles _

(i) Time of Day. Instruction in the upper elementary
schpol proceeded on a semi-departmental plan. }chever.'to o
offset any possible effects on spell1ng ach1evement results
due t& the t ime of day factor, all fifth grade students
recelved spelling lessons at the same tfme daily.

(i) Time Allotted To Daily Instruction. Wh1le each spelling

period was cons1dered as be1ng th1rty m1nutes in length,
five minutes were )ost as the students changed rooms.
Therefore, actual instructional time for the study was
twenty-five minutes daily, for four days per week, for eight

. weeks. '

(iii) Teacher Traininq And Experience. Initially five
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teachers volunteered their assistance and three teachers

were employed as spelling instructors. In order to e]iminatqgi
any effects from varied téacher,traihing and experience, the
criteria of possession of a Bacheloﬁ of Education degree and
? mfnﬁmym of tén>years téaching éxpériehce was set. A]] the

,/teachers met this criteria.

C. Selection Of The Sample
| After obtaining permission from the County of Lacombe
séhool offjcials'for'the‘Grade Five students to participate
in tHe stUdy,}thé,cumu]ativeArecordé were consulted to
select those students who met the sampling criteria. All the
studqpts except nine met the criteria established for sample.
' membership. Random‘sample selection resulted in a tota1vof
.Mthree.groubs of twenty-sixygagﬁécts ééch.'The allocation of
the three groups as the Control Group, thé Experimental
Group 1 and thg Experiméntal Group 2 was detefmined by
random sampling involving a draw from a hat. With a subjeét
loss of three members in each groUp, due to the subjects
leaving the Lacombe s¢hoof; the final number ofvsubjects in
éach‘group was‘hedUced to twenty-three. Thus the total
sample of subjécts in the study,was redqced to sixty-nihe.k;
Descriptivé statistics for the total sample included~a
mean Verbal‘l.Q. of 107.00, and a mean chronological age of
| ,122.35 months. Similar statistics of each of t'h‘é/ three
experimental groups did not'diffen.significantly from the

total sample or from each other.
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In summary, the sample involved three groups.‘randomly
assigned as the.Control Group, Experimental Group 1 and
Experimental G:eup 2. Each group was composed of |
twenty-three subjects, for a total of s1xty-nfne subjectS-in
the'study. Little variability wes present’between the groups
in terms of age and 1.Q., and the control variables of the
study : =

~ To measure both pre-instructional and

post-instructional spelling ach1evement three spelling

measures were administered.

D. Instruments

The following instruments were used to operationally
define verbal intellectual ability and spelling achievement .
Verbal intellectual ab1]1ty was measured through the
Canadlan Cognitive Abflit/es Test 1871 ed1t1on ) ,

'To increase criterion val1d1ty. three tests of spe111ng”
achlevement were utilized. These included the Stanford
‘Achlevement Spelllng Test (Intermedfate Battery, 1943), the
Schonell Graded Wbrd Spellrng Test (1955) and an Infonmal
Spelling Inventory. These measures were all used as

mdependent measures of spel]1ng ach1evement All three
'v.spell1ng ach1evement measures emp]cyed the recaf1 format of
test presentation, rather than'the reCogniticn type. Simon
and Simon (f973) and Otto, McMenemy and Shith‘(1973), when
referring to appropriafe spelling measures, stated thet the

recall type is more difficult but ‘also more validtthan the
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.recognition type. The recognitto;_\ype only requires the .
speller to recognize the correct form of the word, while not
being able to recall and spell it. The recall type of
;spe111ng test is also typically usedﬂtsr\lesting in schools.

The Canadian Cognitive Abilities Test, 19 i ton

‘ 'The'Canadian-Cbgnitive Abilities Test, (CCAT--Thorndike
and Wright, 1971) has a written'format designed to measure
the student’s ability to use three.skill'areas: verbal,
numerical, and geometric_ and figural symbols.. Each of these
sk1ll areas is measured by a different battery of tests. A
Verbal Battery measures conprehens1on of verbal symbols, a
Quantitive Battery assesses numerxca] abilities and a
Non-Verbal Battery measures understand1ng>of geometric and
figural symbols. While each battery is assessing distinctive
ab111t1es, the test authors recognize that a common '
cogn1t1ve factor (also called theG factor) ex1sts due to
battery overlap Each of the test batteries ha!@L standard
error of measurement of 3.5 score points.

Norms for interpreting test results are presented in
five forms: standard scores by age, precentilerranks by age
stanines by age, percentile ranks by grade and stanines by
grade This format allows comparlson of the cogn1t1ve
development of each student to either his age or grade

peers. The Standard Age Score (SAS) was selecthv.

measure most relevent to the study. The SAS is a normed

scale score with a mean of 100 for each age group on each
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test battery and a standard deviation of 16.~A gtven | 8

numerical value for any age group has the same mean1ng 1n
relationship to relat1ve standing in the group. The test

band on’ each side of the SAS 1ncludes plus and minus two

times the standard error on elther side of the obtained SAS.

This band includes the true score ninety-five percent of the

tyme. The numer1cal denotations of the SAS scores are

related to the correspond1ng verbal categor1es that

encompass abilities from very Jow, below average, average,

above average and very high.

' As the test authors did not recommend averaging the
resultant scores of the three batter1eg: the Verbal Battery
scores have been- selected as having the closest relat1onsh1p
to verbal abilities and hence,to spell1ng ach1evement
(Smith, 1874). An SAS of 80, which, relates to the eleventh
k “percentile rank by grade and to the middle of the ;
categorical rating of below average funct1on1ng, repreSented
the minimum level of acceptable verbal intellectual | q

abilities for sample membership.

The Schonell Graded Word Spelling Test, 1955;Edttlon .

The Schonell Graded Word Spelling Test (Schonell 1955)
was de51gned for students from age‘six to age fifteen and
grades one to tenl The spelling sub-tests includes dictation
lists of one hundred spelling words. Each word is first
pronounced, then used in a standard sentence, and finally
called again before it is spelled by the\sUbjects.

[
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‘ Equivaleht~fofms A and B of the test are used.as pre-test
and.post-test, respectively. b

With regards to the validity and‘reliability of the
test, the Schonell Graded WdeASpeIIIng Test was reviewed in
the Fifth Mental Measurements Yearbook (Buros, 1955). It was
nofed.that the test items we:; drawn from the®Schonell
Essential Spelling List. In the review of the test, John
Nisbet stated that the test-retest reliability, based on the
scores of ten fh@usand children, was .96. Nisbet also noted
that fhe grade Fange of words utilized in the Schonell test
‘providéd headroom in measuring achievement for the“ablest
spellers. No;informatiqn concerning test va]idity was
available. However, the test is still widely used in British'

schools and‘FeseaPChv(Hicks, 198O), and in Alberta schools

-as a measure of spelling achievement.

Thé Stanford AchieVemeht Spelling Tést,b1943

The Stanford,Achievement Spelling Test was designed for
grades two to eight (Ke11ey. Ruch and Terman, 1943). The
spelling sub-tests each present dictation lists of fifty
spelling words. Like the Schonell;‘the word is pronounced,
(ysed in standardized sentence context, then pfonounced again
in jsolation after which the subjects spell thé word.
Sub-tests E and H were used as a pre-test and post-test

-

respectively in the study to determine grade achievement

- sgores.
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The Stanford Achievement Spelling Test, 1943 edition.
- was chosen as a measure of standardized épelling achievement
because it is a test of recall. The newer editions of the
test did not meet the criteria of the study, which réqufre
recﬁﬁl. rather than recognition format. This. test is
‘appropriate to the sample grade level and haé sub-tests
which allow for pre-test and_post-test‘measurehent of
spelling performanée. | |
With regards to the validity and reliability of the
test, the Stanford Achievement Spé]ling Test, Intermediate
vBattery was reviewed in the Fouﬁfh Menta]“ﬂéaSurem;nts
Yearbook, 1953. In the review, Virgil Heﬁrick in Osing the
Thorndike-Lorge and Rinsland word lists as criteria,
. pronounced Stanford Achievemenf Spelling Test';s containing
words that'were accdrate]y graded for difficu]ty and foﬁnd
in the Vocabularies‘of children. Paul Hanna also statgd that
the coefficients of reliabi?ity.of the Stanford Achievement
Spelling Test (1943) ranged between :71 to .95 for the
sub-tests (Fouftthental~Measurements Yearbook, Buros, !
1953). Reliability data was based on test results from
3oo,boo pupils in 173 communities in 32 states of the United
States. Hanna perceived the national noEms to have been
~carefully éonstructedi The traditional norms are-used for
this study. - |
Little information Qas available concefning the

validity of the test. However, Herrick ndted, in his review

of the Stahford, that the items included in the test
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it

discriminated between the achievement of different ®

individuals and that the items in different test forms were
comparable (Fourth Mental Measurements Yearbook, Buros,
"1953). Salvia and Ysseldyke (1981), in their review of the
Stanford. also stated that the Validity g} the Sfanford was
primarily content validity, and that the standardfzation{

reliability, and validity were exceptionally'good..

’Informa1.8pe111ng Inventory

~ The Informal Spelling Inventory is an unnormed measure
of the student’'s geneba] spelling achievement. The Inventory
was developed by the inVestigator specifically for thisl
study and only compares a sUbject’§ score to those“of other
samp]é subjects in terms of percentage of words'spelled
correctﬁy. The Mann and .Suiter (1974) instructions for
cdnstruction of an infofﬁal.spelling'inventory were'uséd‘in
this study. This,broceduréﬂfdr selection of words for a
spelling invenfory'was based upon determininé the number of
words taught-‘at a partibularylevel, and dividing this figure
by twenty. The resultant number indicated the position of
~ the words in thevtotal word iist that on{d be chosen for
:the inventory (Wallace and Larsen, 1979). In this study, the
fdta] list of words from the basal Gréde 5 speller used was
160. Bividing this number by 20 meant that every eighth word
from the total spelling list is inc]uded in the informal
inventory; This selection resulted‘in an informal spélling

inventory of 20 words.
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The starting place for inventory word selection in the
total list was determined by the investigator closing eyes |
and pointing to a word. This word became the first word on
the inventory and every eighth word, thereafter, was
selected. The word lists are arranged in rows and columns.
The count for every eighth word proceeded dowhwards towards
the bottom of the coluﬁn.‘When the count reached the end of
the last column of words, it recommenced at the top of the
first column. Selection continued .in this manner until 20
words were éﬁoseﬁffor each inventory. Two ihformal spelling
inventories, Lists A and B, were developed in tﬁis‘mahﬁer to
act.aé a pre;fest and post-test of spelling acHieVemeﬁt of
fhe épejling words taught in the duratjon of the study. The
 resu1tant spefiingiachievement scores were uti]ized as
dependent spelling measures for the three instructional
approaches. used in’this'study.

To test its validity, the*Tnventory.was g{vén'to a
Grade’Five teacher in another schoél who compared thé
inventbry-results w{tﬁ those of the basal weeKly results.
The tgacﬁer'responded favopably oﬁ the correspondence of the

results.

E. Instructional Approaches

The three instructional approaches used in this study
included the traditional study- test method, the
tést-study-test approéch and the'hultf-channel

“multi-modality instructional method. Each instructional
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approach was utilized with a different group, over an
eight-week period. The Control Group.ysed the study-test
method, while Experimental Group 1 followed the
~test-study-test approach and Experimental Group 2 uéed the

multi-channel multi-modality method.

Traditional Study-Test Instructional Method

The traditional study-test instructional method is
based on the use of the basal spelling ser}es. Using the
traditional approach, the students learn their spelling
words through a‘series of activities. All the words in the
lesson become the study list. Possible activities would
involve the spelling test exercises, playing spelling games,
creative story’writing utilizingvlistAwords. defining list
words, etc. (Turnbull and Schulz, 1979). Written exercises
from the text are designed to extend word meaning of
spelling list words or draw attention to the reguiarity éf
irregularity of the phonology. The spélling activities are
concluded by a mastery test on the list words at the end of
the weekly unit. In this. stLdy, the subjects who were
instructed in the traditional spelling approach are

hereafter referred to as the Control Group.

Test-Study-Test Instructional Method
The test-study-test method usually begins each weekly
sbel]ing lesson with the teacher and students pronouncing

the list words and discussing the unfamiliar words. Next, a
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pre-test of the unit list words is dictated with the
students correcting their own, work. Each student then
acquires his or her bwn study list, based upon his or her
pre-test errors, which are studied\throuéh a series of steps
such as wrifing out errors correctly, closing eyeé and |
trying to visualizé the word, using the word in sentence
context, etc. Meanings of unfamiliar wordf are discussed.
Spelling exercises and activities similar to those of the
traditional method are followed through the week (Turnbull’
and Schulz, 1879). At the end of the week's sbelling
activities -and study, a mastery test on_fhe Whole_basic word
list is given. Students keepvprogress charts of their own
pre-test and mastefy test results.“Any’errors by each
student on the mastery test arefadded to his or her study
list for the following week. Hefeafter in this study, the
samb]e group being instructed by the test-study-test method
shall be referred to as Experimental Group 1.
Multi-Channel Multi-Modality Instructional Method

The multi-channel multi-modality instructional method
is based upon the theory of spelling behaviors proposed by
Personke and Yee. This method begins each weekly spelling
~unit with a pre~tgst of the 20 list§w?rds. Each student
correcfs hii own test and creates his’own study list; based
on pre-test erforsl On each of four instructional days, the
instructor teaches'five of the 20 basié list words plus

their derivative forms. Instruction centres on developing
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correct word pronunciation, word meanings of the basic list
words plus the effect on meaning of the addition of
prefixes, suffixes and affixes and_the development of
correct orthography. The regularities and irregulérities of
the orthography are studied in relation to phonology and theh
development of appropriate spelling generalizations. The
orthography is developed by individual letter sequenciné.
then syllabic sequencing of list Words and derivative forms,
usiﬁg é multi-channel multi-modality presentation.

‘ The multi-channel multi-modality presentation requires
that the students are each provided with a written mode! of
the list words and their derivatives which they v
simultaneously trace while ghgy are saying the word as a

w Uhity, then in letter-by-letter sequence and’finalTy fn
.syllables. To strengthen indjvidual spelling weaknesses,
each student uses thehprovidéd‘model to re-study (by the
multi-channel multi-modé]ity‘approach) any pre-test errors
and their derivativé forms which were included in the'daily
lesson. At the end of the weekly spelling unif, a fmastery
test on the basic list words is givén. Students keep
’prégress charts of their own pre-test and mastery test
results. Hereafter in this study, the sample group being
insfructed by the hu]ti-channe] mu]ti-modalﬁty method shall

be referred to as Experimental Group 2.

o
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F. Procedure
-
Pilot Project '

A pilot project was conducted in the middie of June for
two weeks to test the clarity of the investigator--
constructed directions for the multi-channel multi-modality
me thod 6f spelling instruction. The directions were
administered'to a class of thirty students by a Grade Six
teacher, who utilized the word list;‘in the spelling text,
Spelling in Langusa Arts VI (Kuska and Webster, 1976). Two
units 6f spe]]}hg were taught.'at thg rate of one unit per
week. Each unit involved four instructional periods, and one
testing period, of approximately twenty-five minutes each in
duration. One instruétiona] period was held each'day. \
Revisions and changes in.directions were made on a daily
basis wherever they were found to be cumbersome or lacking

in clarity by the teacher.

Collection Of Standardized Intelligence Quotients

The Canadian Cognitive Abilities Test, Form 1, Levels
A-F was administered to the entire fifth grade fn September
of 1981, by school aut;oritiés. Permission was granted by
the school authorities for the investigator to extract the
test results from -the student cumulative records. The Verbal
Battery scores were selected as the abilities most relevant

to spelling achievement (Smith, J., 1974). An SAS of .80,

which relates to the e]eVehth'percentile rank by grade and
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the middle of the categorical rating below average .
functioning represented the minimum levef of acceptable

verbal intellectual abilities for sample membership.

Directions To Teachers‘Of Exper imental Groups

After the sample had been‘assigned to the experimental
‘groups or the control group, the teachers of the
experimental groUps were instructed in the presentation of
the instructignal_approaches appropriate to their group.
l,lnitfen d}rectiohs for the use of each instructional
approach were>given to the teachers of“fhe experimental
groups} Cabita] lett:rs were used on the directione to be
specifically read to the students, to facilitate ease in

locating the directions by the teachers.(See Appendix F.)

Testing Of Spelling Achievement

(i) Pre-tests. One week before the exeerimental spelling.
instruction commehced. the investigator admﬁnistered'the
pre-tests to the students in t&Lir respective cfassrooms.
The spelling pre-tests included Form E of the Stanford
Achievement Test (1943), Form A:of the Schonell Graded Word
Spellfng Test (1955) ahd List B.of the Informal $pelling

- Inventory drawn from the word lists to be taught.

(ii) Post-tesgts. At the conclusion of eight weeks of

instruction, the following post-tests were administeﬁed:

the Stanford Achievement Test, 1943; Form B of the
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Schonel 1 Graded Word Spelling Test (1955), and List A of the .
fnfonma? Spelling Inventory.
Administration and Scoring Of Tests. Both forms ,of .the
pre-tests and post-tests were administered and marked by the
investigator to ensure uniformity in admtnistration and
scoring. Both cre-tests and post-tests utilized an oral
format. The word to be spelled was fifst pronounced, then
used in a sentence context and again pronounced after the
subjects had had ®ime to write the word. No further
repetitions of the. word were permitted. ‘

In scoring the tests, the words were marked efther
right or wrong, with-absolute accubacy asvthe scoring

standard. If two or more spellings weré allowed for a word

by a standard dlctionary, either spelli ’;was accepted as

correct. Incorrect capitaliz tion was ;; 's:rked as a
spelling error. If the subject wrote t@T | twice, 'without
dttempting to e11m1nate e1ther word, the first sample was
vmaerd and accepted ! | |

M
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VII. RESULTS AND DISCUSSION

A. Introduction |

. -fhis study investigated the1eftects of three

'1nstruct1ona1 spe111ng 1nterventﬂons on three groups of

fifth- grade ch11dren in a rural community in A]berta This

_chadter, therefore presents, analyzes and 1nterprets the

datafaris1ng from the investigation. To facilitate follow1ng

, the datalanalysis. the]chapter is dtv1ded into a number of

sections, each reflecting the type of analysis used to deal

© with the statistical data. | o

First, an overview of the results is bresented as it~
relates to the hypotheses tested in the study. Fol]owing the

. overview, the results of the study are presented under the .

fp1lowtng head1ngs HURRO ‘

1. _Descrlpflve Statistrcs —‘a descr1pt1on of the sample
characterlst1cs with respect to age and IQ, two of the
control variables_of the study, and initial spellidg
achievement among the:groub. Means and standard
deviations are tabulated end graphical,formats prqyide
the basis of this subsection.

2."0ne-wéy Analysis Of Variance - this method is used to
determine whether‘mean differences on the control
variables of age and ‘IQ, and the variable of initial
Spel]iné achtevement are statistica]]j'significant for

‘.each of the groups to start with. T

. _
3. Correlational Analysis - this method is applied to the

137
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pre- test and post- test data for each of .the three |
spelling 1nstruments used in the study. The purpose of \
this analysis is tO"exam1ne the criterion validity of .
‘the Schonel] and Informal Inventory‘tests used. Three
instruments, Schonel] Graded Word Spelling Test, the
Informal Spelllng Inventony, and the Stanford
Achievement Spelling Test, const1tute the dependent
variables of the investigation.

Gain-score Data Analysis - this method is used‘to
investigate pre-test/post-test gains as a function of
the instructional method used. The'hypothesis tested is
4 related to the 1ntens1ty of the spelling methodology
used and ranges from the trad1t1ona1 spe111ng
1nstruct1on for the Control Group, to increasing
intenstty of»instruction for Experimental Groups t and
2‘ ﬂ:

"Two-factor Anélysis Of Variance - this enalysis of
vartence,:with repeated measures on Factor B,Ithe
pre-test/post-test ‘scores. (Winer, 1979), was carried out
to test'Hyootheses 1, 2, 3 and 4, the main focus of the
study..The analysjé‘was seeking to‘determine from the
data'oollected‘ which‘of'the%three methodo1ogies was
‘stat1st1cally super1or after e1ght weeks of intensive
exper1mental$5pell1ng 1nstruct1on Hypotheses 1, 2, 3
and 4 were tested for each of the three dependent

variables in order to increase the criterion validity of

the study.

1

<
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B. Overview Of The Results
The four hypotheses tested in this‘section of the data
analysis are restated for the convenience of followihg the
analysis of the data. The main findings related to each
hypothes1s are po1nted out.
H_ypothes:s 1 |
Experimental Group 2, receiving mu]t1 channel

mu1t1 modal1ty spelling 1nstruct1on will show stat1st1ca]ly
significantly greater spelling gains at the end of the
eight- week instructional period than the Control Group
rece1v1ng the study- test instructipn. Th1s hypothes1s was
partly confirmed for the Schonel] but not for the other
measures used. |
Hypothesis 2 / -
| EXperihehtai Group 2, receieing multi-channel
%AmuTti¥modality spelling instrhctidn, will show statistically
greater spelling gains at the end_of the eight-week
instructional period than Experimental Group 1 receiving the
test-study-test instructioﬁJ This hypothesis was partly
ponftrmed for the Informal Inventory byt not for the other
meaeures used. : . A
Hypothesis 3 ”

 The Experimehta]tGroup 1, rece1v1ng test study-test
instruction, will show stat1&?%cally s1gn1f1cantly greater
. spe111ng gains tham the ControI Group receiving study-test

oo ¥

{
2
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‘fnstauction, but less gain than Experimental Group 2
receiving the multi-channel mg]ti-hoda]ity inﬁtruction. This
hypothesis was not confirmed for any of the measures used.
Hypothesis 4 | | | . | |
The Control Group, receiving the tﬂaditioaal study-test
instruction. will show the least statistically significant

spelling gains when compared with Experimental Group 2. This

hypothesis was not confirmed for any of the measuréSMUSed:

"C. Descriptive Statistics

| ‘With respect to fhe_chronolog{dffwgaéfiﬁd 1Q' of the

. total sample (N = 69), the mean cﬁrondlogica] age is 122.35
months, with a standard deviation of 3.62, while the mean IQ
is 107.99, with a standard‘deéiation of 8.91.

The mean scores ‘and standard dev1at1ons of each of the

| Control Group g - 122.26 months
M1Experimental Group 1 A 122.36 months
Expefimenta] Group 2 | 122.52 months :

,Esseﬁtially; these statistfcs reveal that the groups‘are
fairly homogeneous with'respect to chronological age. A
similar conclusion can be drawn when the chronoloé}cal agé
of each of the three'groupa is compared with that of the

: »
total sample (122.35 months).
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In observing the variability among these three groups
on the basis of thonolbgipal age, Table VII.1 and Figure
VII.1‘show~thét thé least variable group is Experimental
Group 2, with a standard deviation of 3.30; while the most
variable group is the Control Group with.a standard |
deviation of 4.09. Again, these differences observed are .
non-significant.

As with chronological age differences, the three groups
follow the same;pattenﬁ with respect to the control variable
of 1Q Table VII.1 reveals that the mean I1Q of;the'Control
Group is 109.17; for Exberimental Group 1, 107.8%; and for
Exper imental Group 2, 107.61; These statistics reveal that
tﬁe groups are essentiaily homogeneous with respect to IQ,
with non-sighificant di fferences among them or in comparison
with the 1Q of the total sample {107.99).

When the 1Q variability of the three grdupsvis examined
(see Table VII,1J,~it’is'seenuthat the most variable group
with respect to 1Q is Experimentél Group 2. Experimental
Group 1 is the least variable. Again, these di fferences a;e
non-significant. '

In obserVing the variabiiify among the three groups
with respect tb initial spelling achievement, the mean
scores and standard deviations bf éach of ththhree .
subgroupslare compared in TabTe ViI.3. The raw mean spe]ling
achievement scores of the Schonell Graded Word Test are:
Control Group ‘ : ‘ 58.261
Exper imental Group 1 | .~ 55,087

°
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Exper imental Group 2 : 58.261
Essentially, fhese statistics are fairly homogeneous,
relative to initial Spe11ing achievement. The least
variability is pfésent in Experimental Group 2, with a
standard deviation of 5.926 and the greatest variability is
in Experimental'éroup 1, with a standard deQiation of
11.960. | '

In regards to the initial spelling achievement scores

" on the Stanford Achievement Spelling Test, the results are:

- Control : ' 56.565
Exper imental Group 1 54.869
Experimental Group 2 ' 56.609.

Again, the statistics are fairly uniform, relative to
inifial épelling ability. The least variability is dfsplayed
by the Control Grbup, with a standard deviation of 5.882,
while the mbst variability.is.preseﬁt in Experiment Group 1,
with a standard deviation of 9.242.

In respecf to the Informal Speliinq Inventory, the

initial spelling achievement scores are:

Control | | ' ' 72.826
Experimental Group 1 | 70.000
Experimental Group 2 : 73.913

Statistically, the initidl spelling achievement scores
displayllimitéd variatidn.'The least vériab{i%ty is evident
- in the Control Group, with a standard deviation of 13.499,
~and the greatest degree of variation is found in the |

Experimental Group 1, with a standard deviation of 139.111.

4!
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3

In‘summary, statistical comparison of the descriptive
statistics, means and standard deviations for the three
' groubs across the three dependent measures with respect to
initial 'spelling achievement reveals that the differences
. observed on the variables are not statistically ‘ |
significantly different. This finding is applicable to these
groups across each of the'three measures.

In summaﬁy, statistical comparison of the descriptive
statistics of means and standard deviations for the three
.groups with respect to chronological age, IQ and init.al
sbel]ing achievement reveals that the differences dbéerved
on those variab]es are not significantly different
statistical]y. This same finding applies to a comparison of
each of these groups to the fotal sample on the variables of
age and IQ, and to the three groups on each of the fhree
test measureé on the variable of initial spelling.

On the basis of the analysis of the descriptive
statistics, it can be concluded that the variables of age,
1Q, .and initial spelling achievement are adeqdately
contfol]ed in this study, and are not likelyﬂfo-be biassing
:factor§ in the investigation of the re]atiOnship'between
spelling perférmance as a function of the three different
'methodoloéies used. Howevef} this conclusion will be.further
investigated by a‘Ohe-way Analysis of Variance in order to
determine whether the mean differences observed on the basis
~of age, IQ.‘and iﬁitia] saél]ing échievement of the three

groups, are statistically significaﬁt.
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D. One-way Analysis Of Variance

This analysis is used to determine whether mean
differences found with regards to chronological age and IQ
of each of the tﬁree groups are significantly statistically
different to start with.

A look at Taffle VI1.2, which summarizes the results of
the one-way ANOVAs for each of the three groups on each of
the two control variables of age, 1Q, and initial spelling

ability reveals a non-significant F for age. (F(2/68) =
0.035; P < 6.966), and a similar non-significant F‘for IQ
(F(2/68) = 0.314; p <'0.7315;. Thus, the three groups ‘are
not statisticéll dffferenf in both chronological‘ége and
1Q. K |

In regards to variable of initial spelling achievement,
Table VII1.4 summaE};es the results\of the one-way ANOVA
(ANOVA 16) for each of the three groups on each of the three
dependent spelling measures. Results indicate a |

non-significant F for differences in initial spelling

~

achievement on the Séhohell measure (F (2/68) = 0.71; p

0.495), on 'the Stanford measure (F (2/68) = 0.38; p >

0.684), and on the Informal Inventory measure (F (2/68)
;O§34;;p = 0.710):,Thus the three deupé'are not
statistically différent in initial spelling achievemen;.
In summary, the one-way ANOVAs are consistent with the
slight age,.IQ and initial sbellihg achievement mean
 differences observed in Table VII.1. These differences are

found to be non-significant, thus indicating that the
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variables of age and 1Q ‘are well controlled and are not

bifassing factobs,in this investigation. That is, ages, I1Q's
and initial spelling achievement of the three groups are not
significantly different statistically to start with.

¢ )

E. Correlation Ana\ysis

As a secondary focus, Peanson Product Moment
Correlation Analysis {s used to determine the criterion
validity of the .Informal Spelllng Inventory developed for .

the study, and the Schonell Graded and Spelllng Test

(Schonel] 1955) The relationship among theee tests and the "

#

criterion measure, the Stanford SpellingnAChfevement'Test'
(Kel]ey, Ruch and Terman, 1943), “is 1n§estigated through

. Pearson Product Moment Correlation The established valwdity
of the Stanford test has been documented (Buros, 1953;

Salvia and Ysseldyke, 1981).

| Perusal;of Ta51e VII.5 feveals that signi%icant t

intercorreletions were found ameng the three spelling
measures used The h1ghest pre test corre1a§1on was found*
‘betwgen the Stanford pre- -test and the Schonell é;e test (rl=
0.7 p *h~0001) The. lowest pre-test relationship was
‘between the ‘Informal Inventory (r = 0.56) "and the Schonel¥

test However this correlat1on was significant at the 0. 003

level. The pre test correlahon between the Stﬁford and the

Informa] Inventory was 51gn1flcant (r=0.72, p < 0001)

Post-test 1ntercorreiat1ons (see Table VII.4) show the

same consistent re]atﬂonsh1ps among the three instruments

Y
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used as.the dependent‘variables of the study. Like the
pre-test measures, correlations among the three spelling
measures based on poétrtest Spelling scores of the total
-sample, were statisticaliy significant As with the pre-test

- analysis, the highest post test correlation was found y Ve

- Graded Word Spelling Test (r.- 0.75; p < 0.0001). Similarly,
the Weakest.relationShip was found between the Sohoneli and
the Informal Inventory (r = 0.59} p 5;0.001). Compared with
the other correlations, the Informal Inventory tends to
~correlate less with both the Stanford (r = 0.60; p = 0.001)
“and the Schonell_(r,= 0.59; p = 0.001). |

1In suggiry; the three heasures ysed tended: to

| consistently measure sdeiling achievement at both the

- pre- test and post test/levels, w1th a similar pattern of
significant reiationshaps at each level measured However
the main focus of this analysis was the relationship of two
of the” dependent measures to the Stanford Achievement '
- Spelling Test the Cf1ter10n measure. At both the pre test
and post- test stages, the correlations were: statistically
51gn1ficant throw1%g some light on the criterion validity
of the Schonell Grﬁwed Word Spelling Test and the Informal
Spelling Inventory 'which was especwa]ly de31gned for the

purpose of this study
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F. Two-factor Analysis Of Variance

.This phase’ of the analysis isldesigned to anélyze
spelling achievenmentrdata after'eight weeks of intﬁﬁ%ive
speliing instruction was applied to the three spelling
treatment groups whxgh 1nc1uded the Control Group, the
Experimental Group 1 and the Exper1mental Group 2. The
'spe1]1ng 1nstruct1on increased 1n.1ntens1ty from the Control
~Group using the traditi‘onal.method of spelling instruction,
to the Experimental Group 2 whlch recelved a multi- channel'
multi-modality approach, the most 1ntens1ve of the three
tnstruct1ona1 approaches.

Thus a3 x 2 ANOVA (3 treatment groups. X b

pre- test1ng/post test1ng) was carr1ed out on the resu\ts of
each of the three spell1ng tests. The tests were the .
Schonell Gradéd Word Speiling;TeSt, the Stanford Achievement
Spelling Test, and an Informal Inventory. ANOVA 26, a
two-factor analysis 6f’varianee&withvrepeated measures on
Factor B, the pre-test/post-test seores, and Factor Aﬁfthe
three treatment groups wWas usedl(Winer, 1979) The mean

scores from each of ‘the three dependent measures for the -

three groups are analyzed separate}y ,@ﬁﬁfw'

-~ B -

Two-ﬁéy AhélysﬁsabfﬂVariance on The‘Schonei1:Graded Wword
Spelling ?eft | ”

The results of the’analysis of variance for the
| Schonel] (%ee Table VII- 6) reveal the fo]low1ng

'1; A s1gnhf1cant effect of repeated measures. Factor B
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a

(F(2/66) = 295.76; p < .05). That is, a significant
effect fromgthe pre- testing to the post testing (

.

situat1ons among groups

. A sign1ficant A x B interaction that is, a significant

treatment groups x pre-test/post-test_interaction

(F(2/66) = 3. 575; p « 05) lThus, thq_magn1tude of the

pre- test/post test d1fferences varied 1n part as a s

-

function of the 1ntens1ty of the 1nstruct1onal
approaches used among. groups (see Figure VII.2).
The d1fferences among ‘the groups, although hav1ng the
expected trend, are non- s1gn1f1cant XF(2/66) = 1.23; p >
.29). | |

When the Scheffe ;@st'of simple main effects was
applied tovFaotor B, tpéi;ignificant pre-teSt/postftéSt
~differences among théwgroups revealed that'
| pre—testing/post-testing differences between the Control
Group and Exper1mental Group 2 contr1buted sign1f1cantly
to the s1gn1f1cant F obta1ned (p < 05). This finding of
a general s1gn1f1cant pre- test/post-fest differenCe"iS'
not unexpected. Howevor, the Control Group and the
"Exper1mental Group 2 d1screpancy found is con51stent f?
with the\pred1ct1on in Hypothes1s 1. It: should be noted
however, thatkggxthe contrary, Hypothes1s 2 whlgh
predicted'significant'post-test differences between
Exper imental Group 1 and"Experimental'Group 2 and
Hypdthésis 3 Whicﬁﬁprédicted significant

pre-testing/post-fésting differences botween‘
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" Experimental Group 1 and the Control Group, were not
\cohfirmed. although the trends were in the predicted

directions.

" A x B Interaction

With respect to the A x B interaction (see Figure

©VII.2), a test of simp@ﬁghain effects was performed on
W \"' i l’,tﬂ“_. . * .
‘the Treatment Groups x pre-test/post-test significant

. interAction. 1t was found that the magnitude of the

pre-test/post-test differences on the Schonell Test
varied withfn the'three groups. The greatest dfsparity
was between the magnitude of the pre-test/post-test .
diffefen¢es between the Control Group and. the |
Experimental Group 2. This difference Eontributed
significantly to the significance of the observed F-test
(see Tablé VII.4). However, di fferences Between the
Control Group and Experimental Group 1, and
pre;test/postftést di fferences between Experimental

Group 1 and Experimental Group 2, were nénrsignificant

. and contributed little to the significant results

obtained.

These findings again add to ‘the confirmation o{
Hypqtﬁésis 1 which predictéd a SignifiCant difference “in
the spejling per formance on the Schonell Tésf for

ngpérimentai Group 2 over the Control Group as a
function of the intenéive‘multifchanne] multi-modality |
spelling interventidn dséd over the eight-week period. .

It should be. noted, however, that wigile Hypothesis 1 has
. N ) ‘ N .' ‘.?i‘," K]
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been confirmed, Hypotheses 2 and 3 are in the predicted
direction. ' j/ '
" With reference to the treat&gﬁtgeq'.gt. the

. A NS _
multi-channel multi-modélity approach ?heiffore produced
greater spelling performance than the traditional
approach to spelling instruction applied to the Control

- Group.

Two-way ANOVA For The Stanford Achievemerit Spelling Test

Tablg VII.?7 phesents the results of the analysis of
variance method dsed on the mean. pre-test/post-test séores
‘formthé’three treathent'groﬁpg on the Stanford Achievement
Spelling Test. »

As with the Séhonel]rTest regets, thebmaiﬁ effect for
groups was non-significant (F(2/68) = 1.18; p‘> .31), and
thus failed to meet the predictions of Hypotheses 1, 2, 3
and -4 which predicted significant group differences at thé
end of eight weeks aé a function of the intéhsdve speliing
ihstruction used. r

However, the results of-the 3 x 2 ANOVA indicated a
§igniéicant maip effect Qf repeated measures (Factpr B -
F(1/66) = 62.695 p < .0001). This finding of a significant.
pre-test/post-test difference after eight'!geks of |

.instruction is not unexpected.

L
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Two-way ANOVA On The Informal Spe111ng Inventory

Table VII.8 presents the results of the analys1s of .
variance method on the mean pre-test and post-test scores
for the three treatment groups on the Informal Spefllng
Inventory é%pecially designed by the author for this s tudy
and validated on the St;nfom Achievement Spelling Test.

As with both the Schohell and the Stanford test
results, the main effect for groups, Factor A, was
non- s1gn1f1cant (F(2/68) : 1.253; p > .29). These results
are contrary to the predictions of Hypotheses.1, 2, 3 and 4
which predicted significant group differences at the“end of
the eight week intervention as a fuﬁétion of the intensity
of the spelling 1nstructlon used. | |

Table VII.8 also reveals a s1gn1f\cant B ma1n effect
for pre.test/post-test repeated measures. Unlike the
Stanford B main effect, multiple comparisons on the Schonell
using the Scheffe method revealed that there were
significant differehces betweeh'Expéfimental Groups 1 and 2
on the post-test scores (p < .05), as predicted in
Hypotheéis 2. Post-test differehces for the Schonell and
Stanford tests haye‘béen non-significant (p > .05). This
significant post-fest suberigrity of Experimental Group 2,
the group receiving the intensive multi-channel
multi-modality instruction, over Experimental Group 1, the
group réceiving less intensive spelling treatment, is
important in the light of the initial equivaience ofAthé

groups with respect to IQ, chronological age, and pre-test
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spelling performance (the Informal Inventory measure p >
.71). Since these vafiables were equivalent to start with,
“it can be assumed that $he post-test différences,found on
the Informal quentory measure between Exper imental Groups 1
and 2 may be dJe to the treatment used. However, thié '
observation does not hold for the relationship between
Experimental Group 2 and the ContEol Group.

In summary, there were significant Informal Inventory
post-test differences between Experimental Groups } and 2,
with Experimental Group 2 having a s}bnificantly superior
performance. This difference was predicted in Hypothesis 2.
Since there was control for age and 1Q, and since prg—test
differences were non-significant on the Informalglnventory
it can be assumed that the trgaiment variable was
significant with respect to these two groups.

~ The A x B interaction on the Schonell Test has been
another important result of this study. The magnitude of the
pre-test/post-test performance across groups varied in favor
of a significant phe-test/post-test difference between the
Control Group and Experimental Group 2. The difference
between the Control Group and Experimental Group 1 was not
significant, So also was the difference between Experimental
~Groups 1 and 2. Thus, with reference to Hypothesis.1, the
predictions are upheld. This indicates that the
multi-channel multi-moda]ity.abpréach produced the great?st
pre?test/post-test magnitude when the Control Gron and~‘¥ri

Experimental Group 2 are compared.



-

G. Pre-test/Post-test Gain Score Data Analysis o ‘ ,§%
‘The burpose of this phase of the data analysis is to

‘present graphically and descriptively the effect of the

experimental treatment by comparing pre-test/post-test gains

across the three treatmént groups for each of the dependent

variables used.

Since the groups were equivalent statistically to start
with, and since both IQ and chronological age were
controlled in each of the three sanples, gains displayed
graphically may be indicétivg of the spelling treatment uéed

with mean pre-test/post-test gains being greater for

Experimental Group 2 than would be the case for Experimental
Group 1 or the Control Group. |

A look at Table VII.9 indicates that mean
pre-test/post-test gains differed for each of the measures
used. fherefore.‘for convenience this analysis will focus on

the mean gain scores for each of the three tests used.

Schonell Gain Score Analysis
According to Table VII.Q, pre- test/post test ga1n

'scores in spelling achievement on the Schonell Graded and

‘Spelling Test, was in the expected direction. The Control

Group obtained a mean pre-test score of 58.087 and a

post-test score of 59.130, showing a mean gain score of

1.043. The Expertmental Group 1 obtained a mean pre- test

‘score of 55.087 and a gbst test score of 57.696, displaying

.d mean gain score of 2.609. The—Expepamental Group 2 had a

~
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mean pre test score of 58.261 and a post test score of

e

; 63:391 for a mean ga1n score of 5.130° (Table VII g, Figure,

g
°

'Vil.3). In agreement wtth,the_d1rect1on of ach1evement‘as

‘indicated in Hypotheses 1,'ahd 3, the Experimental Group 2,

util1z1ng the mylti channel multI-modallty spelling

methodology. achieved a greater ga1n score mean than e1ther‘

Exper1mental<Group~l rece1v1ng the test- study test "

'1nstruct1on or the Control Group, receiving the study- test

pproach Experimental Group 1 obta1ned a greater mean gain

,score than the Control Group

HIth reference to Table VII 9 (F1gure VII. 4), spelling-

7'ach1evement compartsons of pre test/post test ga1n scores

- were also in the .expected d1rection on the Stanford

" Achlevement  Spelling Test (1943) "on this measure, the

“Control Group recelved a mean pre-test score .of 56. 565 and

. post- test score of 60.696, show1ng a mean gain of 4.131 in

7spellIng ach1evement Experlmental Group 1 obta1ned a mean

pre-test- score of 54, 870 and a post test score of 57. 130

uuindrcat1ng ‘a mean:; galn scOr of 2. 260 Exper1mental Group 2

?obta1ned a mean . pre test score of 56. 609 and @ post-test

-score of 61. 043 obta1n1ng a mean ga1n score of 4.434

}

(F1gure VII 4; Table VII. 9). The f1nd1ngs for Exper1mental

- Group 2, which ut1l1zed the mult1 channel mult1-modal1ty

;Lspell1ng methodology and atta1ned the greatest mean

}pre test/post test score. are ain agreement with the

3
d1rect1on of ach1evement predloted }n Hypotheses 1 and 2.

Howéver ; the f1nd1ngs for the Control‘Group, whtch obtatned

L -
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a greater mean gain score than‘Experimental Group 1, are
contrary to the predictions of Hypotheées 3 and 4 which
indicated that the Control Group‘would show the ]east'w

‘spelling gains.

Informal Inventory Gain Score Analysis 4

A look at Figure VII.5 and Table VII.9 indicates that
the Control Group exhibited a mean pre test percentage score
of 73.913 and a post- test percentage score of 94,348,
resultlng in a mean percentage gain score of 20.435. The
'Expenimental ‘Group 1 obta1ned mean pre test and post-test
}percentage scores of 70 00 and 90.217, for a mean percentage
Vga1n score of 20 217. Experimental Group 2 obtained mean

Apre test post test and gain scorﬁﬁyé‘ 72.826, 96 957, and

: 24 131, respectlvely These f1nd1

that the Control Group’ would aéhﬁeve the least gains were
not upheld. |
Summary 7 e -
A graphical comparisof ofsachieyement for the Control
Group, Experimental éroup‘1 and Experimental Group 2 was
obtained for pre-test/post-test mean gatns, This eomparison“
wasvbased on the‘mean gain scores" from the pre~testpto the

,_post-test‘situation. In all three of the measures, the mean

gain scores of Expegimental Group 2 werevsuperiorvto the



Pretest-Posttest Mean Scores

IRT ON Copvml

Figure VII.S . :
An Analysis Of The Informal Inventory
Pre-testost-test Mean Scores

AGE TACHE
¥ 169
100.000 -
95.000 =
90.000 =g
' 85.000 -
LA
) . .“
‘Jw’ ‘s~ .
- .} “
P j‘ ‘i‘~ "
‘e, J & w\y
70.000 4 N 9,:.. "5
[ ' ]
} —
Control Exper. 1 Exper. 2
Subgroups )
Tests .
1. (.1.) Pretest
2. | ) Posttest



did not hol

4 | | | 170

Q

mean gain scores of both the Control Group.-and Experlmental
Group 1 (see Table VII.8). This result was consistent with
the direction of achievement predicted lniHypotheses,J and
2. However, the predictions of Hypothése 3 and 4, indicating
that the Control Group would achieve the least gains, were

not confirmed c v

H. Discussion Of The Results R :
The results of the various analyses lend partial
support to Hypotheses 1 and 2 which state ‘that the

multi channel multi modality approach.to spelling

»'spel}}ng as a funct1on of the intens¥ fthodology used

rue in this study, the tierd 'were'e;ident-

when exami’: Fgraphlcally As noted in the discussion of the
ltmitattons, a number of methodological factors may have
oontribOted to this lack of linear improvement a*ﬁﬁﬁ

; hypothes1zed Contrary to expectations, the perfommance of
Exper1mental Group 1 was cons1stently infepior to that of

the Control Group on almost all of the dependent measures

used. T

.
De51gn l1m1tat1ons can be reT9yed from any

cons1derat1on of the art1facts n ted above. Age and IQ were

well controlled Randomlzat1on was:a facet of the des1gn and
pre-test dkgferences among quups.on each of. the dependent

4
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to start with. | !

neasurés were non-significant. Even the dependént measures
correlated hlghly with one another. The criterion val1d1ty
of the Informal Spellling Inventony designéd espeéially'for
the study was established .as a secondary focus of the
investigation.'ln,éontrollingmfor chronological age and 1Q,
one:wéy ANOVA was used to further analyze the slight.meaﬁ
differences observed fn~describing the control |
characteristics of the sample. Multiple bompari§ons were
used to further probe any significanﬁ within-group .
differences. However, all indications wer;?that'on the basis

of age and 1Q, the groups were not sigﬁifiéantly_different

The findings that the groups were no{ statistfca]]y ‘

different on grgktest measures for each of the depqydent

1nstruments used, greatly facilitated the gain score W
analysis by enabl1ng one to d1scuss treatment ‘effects with
reference to post-test gains. One way analysis of varlance
methods (ANOVA 16) were usedyio test the s1gn1f1cance of
initial pre-test d1fferences for each measure used

Correlation analys1s using Pearson Pnoduct Moment

'Correlations was used to 1nvest1gate the consistency w1th

which the three dependent measures measured spel]1n%r,
performance. The correlat1on coeff1c1ents obtalned were all
high and significant at the p < 0. 05 leveP ind1cat1ng

stability in spelling measurement.vThe criterion validity of

‘the Informal Spelling Inventory was established against the

known validity of.the Stanford Achievement Spelling Test..
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Again, the Pearson PPOduct<fbment Correlat ion was
significantly high (r = 0.72). Similarly, the Schonell
}Gréded Word Spelllna Test, when compared to the Stanford,
yielded an r of 0 77. -
The two -way ANOVAs used in this study provided the
backbone of the analysis wh:ch focussed on testtng the .
- hywotheses stated. These analyses were carried out for each
’o(sthe dependent variables used separately Consistently,
Factor B, the pre- test/post test changes“ was signifwcant on
YEJ'each of the test scores analyzed. Even for an eight- week
.treatment thtsﬁﬁind@hg h@s not been unexpected. However
thls sttuat1on was of spec1al 1nterest on the SChonell when;
mult1ple compar1sons established that the d1fferences, .

.

between the Control Group and Experimental Group 2
T

contr1buted 51gn1f1cantly to the s1gn1f1cant F found. The

pred1ctnons in Hypothesis 1 were satisfied by this flndlng,'
On the Informal-Tnventory, the post-test seore of

Experimental Group 2 was superior significantly to that of
Exper imental Groupwt This could easily be explained with
reference to the treatment used but it was difficult to use

&t

infer1or to the Coqgrol Group on the same measure.

"me argument to explain why Exper1mental Group 1 was

- With regards te the efficiency of the multi-channel
%%nulti -modality approach the signtficant A x B interaction.
Qﬁ’noted on the Schonell analysis was of interest. This is best
| seen’graph1oally (Figure VII.2). When the three -

pre-test/post-test magnitudes are compared across groups,
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the greatest difference is between Ef#rwwf‘ntal Group 2 and
the Control Group. This difference reaohgs significance. The
others are non-significant. Hypothesis 1, while not
predicting this(interaction. is in accord with tne treatment
superiority of the spelling approach used with Experimental
Group 2, which influenced the pre-test/post-test magnitude.
it shouﬂd be noted, finally, that Hypotheses 3 and 4
“did not reach statistical significance but, when examined.
graphically and descriptively, did show expected trends.
Factor A, group superiority, was non-significant for each of
the measures used. The fact that the spelling treatment used
did(not clearly define the g?éups may well be a function of

the study. as indicated in the discu5510n on limitations.
L. Limitations Of The InVestigation
Several limitations were apparent in\the investigation.
- These included limitations‘in two of the tests used, the‘
length of time: for the investigation, imp;;mentation of the

methodologies, and the size of' the sample.

MeasurementlLimitations,
! Two of the tests useq\ the Stanfond Achlevement

;Spelling Test and the Informal Inventory, seem limited in
their scope for'measuring spelling achievement. Ther .
procedures of the Stantord,cas administered at the

fifth-grade leve].'set a mandatory ceiling at the beginning K\

of the seventh'grade teSt‘words; This ceiling prevented the,

>

L]



174

testing of sbelllng for the fifth-grade students beyond that
point. Thus, if spelling ;blllty‘of the sample subjects was
below the seventh grade. the Stanford test could produce an
accurate assessment of their aChlevement; However, {if the
sample subjects were superior spellers, the mandatory
ceiling on the Stanfora»had a levelling effect on their
spelling achievement score slnce it prevented the good
spellers from ﬁhing tested to their highest level of
capabil1ty. Thus, the mendatory ceiling tended to lower the
mean achievement scores on the Stanfore. resulting in an
ﬁ.obscuring of any definite superiority,that might have been
" shown by a specvflc grbup ' | 3

- Despite its tested val1dity against the Stanford (r =
0.72), the Informal Inventory was also limited in its
; measurement potentlal -due to the%formula set out by Mann and
Suiter (1974) ﬂgr deSIQning the Inventory This formula
determined the number of words in the inventory by taking
the total spelling vocabulary.tolﬁe taught, 160 words, and
dividing it by 20. Every eighth word from the list of 160 °
nords was‘then chosen for}the Informal Inventery. Thus, the
formula only\;llewed a twenty-word inventory. With such a
limited inventory, ‘each word had a value of 5% of. the total
.score. On the pre-test, the Control Gronp had a mean
aéﬁievement_of almost 74%, which meant that they had to
increase their poet-test score by only five words in orderv‘
to achleve a perfect score of 100%. Experimental Group 1 had ’

4 .
Aa'pre test mean score of 70% wh1ch only allowed room for _}

\ .
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possible improvement of six words. Experimental Group 2,
with a pre-test mean score of almost 79%, had room for
improvement of only four words. Thus, the limited
twenfy-word vocabulary did not provide enough scope to act
as a realistic measure of spélling improvement. From that
kpoint of view, therefore, the Schonell tgst, with its
‘unlimited'ceiling. provided fhe only measure that tested the

maxihum capabilities of some students.

Time Limitations

A second limitation of }he investigation involved théj
length of time taken for the experiment. It was pos§ible"“
that fhg effectivégégs—ofth?ee;insf%ﬁctional methbdologies
coﬁld not be adequately mgasured over an eight-week period.

It is probable that an 1nvéstigation over a period of one

year may have phoviqed better differentiation of the gr

‘on spelling performance. g -y

s
Methodological Limitations

"~ A third limitation possibly resulted from ‘the manner in
‘which the methodologies were implemented. The
test-study-test‘méthod. as implemented, may not have allowed
enough time for studyi:wg individudl ‘word lists. Students
only st&dfed their individual word lists for seven finutes
per day, for three days each-Weer It is also possible thét

: »

the use of the basal speller as the source of instruction

for the remainder of the time made the test-study-test and

/
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study-test methods too similar to prcduce more significant
discrepant results. ’ .

It is also,pggsible that the students‘fellowing the
study-test method may have had the advantaqehc} familiarity
with the‘method from the onset of the investigation. The
students of the other two subgroups may have_been \

handicapped by having to adjust to a new procedure for

sthdying spelling.

Sample Limitations

A fourth limitation involves the specific ‘
characteristics of the children available for the study.
Only limited numbers of fifth-grade children (96) were
available for random selection as sample members. Within the
sample, initja]‘spelling meaqe indicated that fhe su?groups
contained very few children with severé spelling \
difficulties. Had the investigation been conducted dnpy with .-
children who had spelling difficulties, the results might

N

have been very different.
v
Teacher Limitations | - “
It must be realized that the teachers involved in an

‘1nvestigat1qn may 1nadvertently exchange ideas concern1ng
_the1r respective parts in thefstudy While the teachers
l\1nvolved in the currenR invest1gat1on were specif1cally~
,asked to avoid this sxtuatlon, ‘the pcss1bi11ty of thls‘;

occurrence must always be considered as a 11m1tat1on to any

L
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VIII. DISCUSSION AND IMPLICATIONS |

A. Introduct fon | B jlijvv Sty .
" The main purpose of this study w;s to invgstigate the *ﬁ;
relationship of three different spellinq methbdologies to |
spelling achieyement This chapter provides a possible
”rationale for the general findings-as'related to each of the
three specific instructional approaches used. Theoretical
‘research‘and~practical'implications of the study are;also"
discussed. - | N |

B. Effective Spelling Mothodologies

The central hypothesis of the s tudy was that the
multi channel multi modality spelling instructional
approach would result in significantly greater achievement
:.gains than either the traditionallstudy test or the
test- study}test approach. This was partially substantiated TS
with regards to Hypotheses 1 and 2 A possiblf reason why |
the multi-channel multi modality approach was shown to -
a-achipve greater spelling gains may- be due- to7the fact that
multi-channel instructionesembined linguist cs, vispal and
audi tory skill development with multi-modaiity inputr '[hus, b
in addition to furthering 1ntersensory t/angjgr. the method
i allowed the subJects to receive critical spelling skills '
through- thgir strongest modalitlés Oné/further adv ntage of

the method was' that motivation and attention to tasK werg

kept at an optimum lq?el by hav1ng the subjects actively \
W
. 1 . ‘

178 .. ‘\
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.invoevedfin\tﬁejr’learning::One aspéct of this active

involvement lncluded<a‘VAKL;aEproach to spelllng input .. '
Another ‘aspect tnvolved the proutston of definitions of list Js
'wdrds'and'sentencé~context.examgles by students. This -
techn1que of furtherlng llngu1st1c knowledge prov1ded deeper N
understand1ng of the meanlngs of the ¥ist words and their ,

der1vat1ons, as the students had to act1vely 1nterpret the

’ L

def1n1t1ons accord1ng to their. own experiences and determlne .
;the syntact1cal effect ofﬁthe use of a»derlvat1ve form of a:

list word on sentence structure before oral or written
tsentence context could be constructed. Students were also
requ1red to be act1ve learners in the spelling process by \
'hhe necess1ty for a. search of their own learned phonolog1cal
and general1zat1on Knowledge 1n employ1ng a ) -
: generate and-test approach when wr.itten spell1ng vocabulary
‘was needed. Student 1nvolvement was also furthered by a
Judgement requ1rement on the part of each student in |
determining when proofread1ng of his or‘her wr1tten sentence
context was complete for marking purposes. The graphing of
pre-test and post- test results°also a1ded motivation.

Instant correcg1onlof misspelling with underlining of the'
difficult part provﬁded feedback for the student.on his uord'
Knowledge These factors that encouraged active learn1ng on
the part of the students through the multi-channel
mult1-modal1ty_approach were absent in the study-test

instruction. : oo
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did not provtde an
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In comparing the multi*channel multi modality approbch

with the study- test method the siudents of the tradit1onal
study test group were passivealearners ma1nly dependent on

the basal spelling text for sklll 1nstruction If a student'

> was unable to understand the instructIOns or the content of

-the lessons provided by the text \then the eff?ct of the

.._ Tesson on spell1ng achtevement would be m1n1mal Motivat1on‘

\~ .
of a pass1ve learner is also much more difficult to

- establtsh and ma1ntain (see Table VIII.1).

In a compar1son of the multi channel mult1 modallty

method w1th the test:sf::y-test approach, the Jatter méthod
ny.direct instruction relative to the
'spelling vocabulary on lIngu1st1c _v1sual or aud1tory '
sKills. While study time for individual word tists was a
part of this method, over-learning of'llst words by use of
the VAKT approach and sentence context as 1ncluded in the
multl channel mult1-modal1ty approach was absent ,,,,, The lacK
of direct 1nstruct1on thus serlously\affects the learnlng of
a student who lacKs cr1t1cal spell1ng skills, poor attent1on
span or a personal method of study The test- study test |

approach also failed to prov1de & means of transfer of

zspell1ng sk1lls to unfam1l1ar words. as had been

1ncorporated in the best guess or generate and test
procedures in the multJ-channel multi-modality instruction.

Hypotheses 3 and 4, which dealt with the superiority of

~the test-study-test tnstruction over the study-test method,

‘\were not confirmed. While these findings are contrary to the
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\. presently accepted N1ewpoint on the ins}ructional efficiency

of the. study test versus the test study test methodology,

they are not contrary to some- of the earlier and modern )

? . .
rTesearch f1nd1ngs . ' S N

: Beatty (1955). in cbmparing'the efficiency of the ”
Study-test and‘the testfstudyftest methodologiesfon'spe1ling
achieyement,oonductedinve“experiments wjth these |
methodologﬁes'in grades'4't6 6; involvtoo eighty-seveh

. - classes. ﬁeatty concluded that  the study;test me thod B
produced significantly greater achievement in three of the
experiments at the fourth and fifth grade leVeTs while no .
s1gn1f1cant difference existed in the other exper1ments

lf.between spel]1ng achievement produced by the two
methodolog1es

Pavlaké(1956) in a study of the scientific research in

spell1ng. analyzed the research on the study-test and the
test-study-test methodologies. Pavlak noted that success of
the test-étudy-test method was dependent on gOod.study.plans
by the students. Pavlak also observed that the‘hetention of
spel]ing-vocabulary through use of the two methodologiesnwasi
-about the sahe Fﬁrthermore, Pavliak maintained that studies
1nd1cated that errors made, by stuﬂents fol%OW1ng the —
test-study-test method tended to pens1st as wrong
1npress1ons. Pavlak concluded, from his inwestigation of.
accepted studies; that'neither the test-study—test nor the
study-test approach was superior in. the achievement of
spelling competence. |

\‘
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Dunkeld and Hatch (1975) noted that Horn's finding on
the test-study approach have‘also been 1nterpreted‘as ‘
: meaning that it makes little dlfference whether the’ words
were tested first or studled then tested “for those studentsy
who possess extens1ve vocabular1es do well on the ' _
trad1tlonal study- test approach while Careless spellers
improve through the test- study method It was reasoned that
the test,study approach draws the poor speller s attentlon :
to his errors ' | |

Lerner., (1981) in cqntrast to Dunkeld anleatch
.;observed that the test study method was more effect1ve wlth
| older ch1ldren who already possessed a fairly good spelling .
vocabulary She observed that only older students d1d not
| need to study all the word llsts, as many of the words were
already inlthelr wr1tten vocabularies. Younger students and
poor spellers were seen as achieving greater spelling |
success with the study test approach In the fpresent study,
the students may not have been old enough to possess 4
~adequate spelling vocabularies or may have lacked adequate
personal study skills to learn most efficiehtly by the |
test-studymiest method. If personal word-attack skills were
JJacking in some early fifth-grade children, then _the '
‘Students-following't e study-test approach with its
~stuctured basal lessons would probably’achieve‘almost
" equally with the test-study-test group.
Thus, in comparison with'the above studies, the

findings of this investigation, in regards to a lagk of
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 significant difference in the study-test versus the
test-study-test methodology for produc1ng spelling
achievement. are not unique results The research indicated
“that the' presence of inadequate critlcal spelling sktlls,
_poor personal study methods and short attention spah 1n
students could result in lbwered spell1ng per formance wan
. learning by the test study test method “A period of J '
‘instruction, longer than the eight weeks of this study may .
| have thrown more light on the efficacy of the method used.
C. Theoretical And Research Implications

" From the viewpoint of the Personke-Yee theory, the
prev1ou7 p051tlons on spelling acquisition each represented
only one\aspect or cho1ce 1n the possibilities for spell1ng
behav10r No theory Jas wrong, but only 1ncomp1ete Thus,
the Personke -Yee theory, with ‘thé addition of the- |
51tuat1onal cho1ce ‘acted as ‘aunification of the fragmented
'wor part1a1 phl]OSOphIes and theor1es of spe1l1ng behav1or |
Therefore, the eventual effect could be to e11m1nate the
contrOVersy surrounding the attainment of spelllng due to
the concept that each of the previous spelling theor1es
ﬂrepresented a part of the spel]ing act. There is need for
more research to te$t the Personke- Yee theory. although this
s tudy resuﬂted in partial conf1rmat1on of the theory

Impltcatlons for future research were also apparent

from the results of this study. As the multi- channe]

muTt1-moda]1ty input represents the only aspect of the

‘o

B4
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Personke Yee theory that has been researched“wlth some
degree of thoroughness much work remains to be done on the
' speclfic components of the theory. These compdhents-lnclude
the-effect on spelling achievement by utilization of the
best-gUess\approach to word production and dictlonary'

instructfon to aid the best-guess

“ch~ There is need

4

for’research on the effects offigg £ n,in the use of

alternate graphemic chorces SF“\ ‘ “"nemes, and the
value of *proofreading techniquee ‘Even t| ough the effect of
proofreading practice and the best guess approach to word)
oroduction was initially investigated by Personke’and Knight
(1967), and reinforced in the writingsdof Simon andlSimon
(1973), Peters (1975), Markoff (1976), Cramer (1976), Marino
(1981) and Weis and Weis (1982), little additional
investigation has since occurred on these components of the
' theory. - ‘ | v E .

. In add1t1on to investigation on the specific components
of the Personke Yee theory, the result1ng methodology needs
to be tested on varied student populations, for extended
perlods'of time of at least one‘year in duration. The
current investigation involved only limited .numbers of )
students of average ability from a f1fth grade level. Foture
g investigations need to 1nclude other grade levels, larger
student populations, more variance in the abilities of the
students and in the types of classroom ;ettings. Those
studies should involve the study‘of spelling-achievement,

through the multi-channel mdlti-modality methodologyﬂwith
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students who are be low average in intellectual fupctioning,
as well as with students who possess normal 1nte]1ectual

ability but'who,have severe spelling deficits. The

-effectiveness of the multi-channel multi-modality-

'methodology should also be tested in resource room settings, °

LY

methodology in the current investigation hold som¢

specia1 education rooms, as well as fur ther testing'in

*

heter Jeneous classrooms. o _ -
ven though the Personke- Yee theory and the |
multl— hannel multi- modal1ty-methodology st1ll require much

more research, the 1nd1¢at10ns of the superJor1ty of this .
ot A

v& i
&w -

1mpl1cat1ons for classroom instruction in spe]l1ng -i

\ -

D. Practical Implications

The current inveSffaation provided further evidence
that the implantation of spelling fnformation within the

memory storage is bestlaccomplished by utilization of a

multi-channel mu]ti?modality approach, in combination'wifh

the apprOpriate.1inguistic_analysis of the word. In this
investigafion, the muiti-modality input involved fhe soupd
and letter sequencing of the words by the VAKT appréach,
utilizing both oral and written forms. The linguistic
information included the phonologicél. morphological and
generalizatiohbaspects of-the'word' wherever app]icabie The
morphological "information accompanied the deve]opment of
word meanings. The utilization of multi-modality input

combined with linguistic knowledge appears to further both
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the initial learnirg™®nd transfer of the word and its
dehivative forms to written compoeition and to aid invthe
spelling of new words. This conceptﬁis,supported by the~
findings of Hodges (1965), Brothers and Holsclaw ({969),
Simon and Simon ('1973).‘ Mafkoff (1976), Wallace and Larsen

(19V9)'end Henderson and Beers (1980). With regards to the

. »
. production of needed spelling vocabulary, this‘sﬁuay :

prov1ded further ev1dence for the use of the -

‘generate-and-test procedures To develop skill in the uqﬂ of

J this procedure, direct instruction in the alternate -

graphemic choices that could represent a particular phoneme
should be provided. | |

i, Utiljzation of therbest-guess approach should also
involvée much practice with the spellihg voeabulary and its
derivations in both:oral and written form. The necessify of
this extensive practfce wasvreinforced by the.work of Craher
(1977), H1llerlch (1977), Mann, Suiter and McClung (1979),
Nicholson (1979) and Johnson, Langfg}d and Quorn (1981).

In the current. investigation, the students following
the multi-channel multi-medelity instruction were encouraged
to check their written wofk using proofreading skills and/or
a resource source. Preofreading of the work for errors was
followed by cofrection o% misspellings. Peters (1975),
Wallace and Larsen (1979) and Weis and Weis (1982) noted the
necessity for proofreading skills in spelling, the
difficulty in establishing the habif of self-correction and

the necessity of ensuring the retentﬁon of oniy the correct

%
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image of thexword in memory storage.

’ v

Not all of the 5kills of the mglfi-channel
multi-modality spelling}methodology are §ppnopr1;ke for

“4dntroduction in the lower elementary grades. Introduction of

phonoiogical and generalization knowiedge foF spelling
purposes shoUld-follow the development of spelling skills as
indicated by Beers and Henderson (1980). Using these
guidelines, the~spel]ing instrSﬁtion in lower elementary
grades should be based on a language-eﬁperience aﬁbroach.
Students can bé encouraged to empléy the best-guess method
for needed spelling vocabulary in written compostion, but
only to the extefit of spelling reauirements that involVé
phonetigglfy regular Spellings.(along with some regular long
vowel combinations. Basicaliy, the teacher will need to
provide irregu]anly-spelled'wbrds or portions of words.

The upper elementary grades should involve complete use
of the multi-channel multi-modality approach to sbelling,
whereVeQ'pogsible. The requiremenﬁ'for proofreading of
written workmshould'begin ét least by the fifth grade, ‘and .
direct instruction should be given to develop visual memory
and association of irrqgular vowel cluster group sounds.

To pfoduce effective T?arning situations requires high
motivafion of the students by the teacher. In this
investigation, motivation in the multi-channel

k]

multi-modality_instruction was furthered by having different

students. fill the role of instructor when a word was to be

. , ody : .
learned by“twg.VAKT approach. This motivated the student to
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actively analyze the word that he was to teach, to determine
his instructional approach When the teacher acted as the
instructor, the students always decidod the method of attack

~~-tobeeused in learning the word and gave reasons for their
choice. )

Procedures fpr 1mpiementing the VAKT approach were also
varied. Tracing of the word involved the choices of use of a
desk model, tracing in .the air or on.the arm or back. of
another student. If a word is phonetically regular and well
Known, the structured steps of the VAKT procedures could be
shortened to a sing}e simultaneous sound and write
procedure, orlbmitted entirely.

L]

Dgrivative forms of the list words yerefalways included
in the final test. When some of the derivative forms )
involved a much higher level of spelling competence than the
fifth grade, the poor spellers were given the choice of

/dpether or not they wished to write these words and whether
P the marking of these difficult words was to be included in
their ffnal results. With these‘choice;,’thevstudents with
deficient spelling skills were excited and motivated to try
to learn the difficult derivations of the list words.

The Personke-Yee mpdel can also serve as a qualitative
measure of the, student’s progress. As the te?cher interacts

’with the studént~jn the generate-and-test procedure, the _
teacher is able to see if the student is experiencing
difficulties in u}iﬂizingfany particular skills, such as

regular sound-symbol relationships, rules of generalization,
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ability to use prefixes and suffixes, weaknesses in visusl
sequential memory for the letter sequence of trregudar
cluster sounds. If difficulties are bresentu then the
teacher and student can immediately review these sﬁills.
relative to .the needed word, which should erhance the
speller’'s motivation and attitude for learning skills qnd'
the ‘spelling of the word.

In conqlusién, the Personke-Yee theory has served to
clarify the totality of spe]Ying behavior; and ‘indicate how
| the various spelliné pHilosophies and specific skills and
behaviors fit into the compelte act. As the multi-channel
multi-modality instruction is based on this theony, geﬁeral
classroq@)use of this instructional approach could improve
spelling competence in students, and provide classroom
teachers with a framework for spelling jnstruction which
goes well beyond the traditional basal épeiling approach

with its emphasis on memorization.
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APPENDIX A:

P11.
2.
13.
14,
15

- 16.

17 .

tired
shipping

feather

. ‘guessed
. post office

. return
. anger
. harvest

. mean

. act

pgrhapi
stretch
explore
beast
due
hire

hunt

Eight

The boy is very tired.

The man is shipping his parcel
by airmail.

The chicken lost a feather.

The man guessed at the answer.

Get your mail through the post
office.

The girl. will return the penci |
to the teacher.

The man felt a great deal of
anger.

It is,s&on time to harvest the
crops.

The dog was mean to the cat.

The -first act of the play was
over,

The child Knew that perhaps he
would be late. ‘.

The rope wili stretch across
the room.

The Chl]d will explore the
woods.

The beast was very large and
fierce. '

The rent is due at the end of
the month,

The farmer will hire the boy to
drive the tractor.

The woman must hunt tor the
lost Keys. :

200
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18. answered The ‘student answered the
question quickly.
19. steer I The steer broke through the
, fence. -
20. question | The student asked a good

question.

13

* -
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10.

11,
12.
13.
14,
. 15.
16.

17.

APPENDIX B:

. tribe

. everybody

. weigh
. chalk

lonesome

. worth
. signal

. deal
. slippery

—

matter

western

bowl

rubber

/
power

stormy

Kilogram

twenty-five

203

Through

Informal lnvontor¥ia Of Spelling Unitl Ono

The tribe of Indians lived by
‘the river.

The games were enjoyed by

everybody.
The farmer will weigh the pig.
The chalk was white in color.

The dog was lonesome for {ts
master.

The toy was of great wor th to
the child.

The turn signal on the car was
not working.

The man will deal the cards.

The road is slippery when it is
wet. _

The matter of the spelling
marks was discussed by the
teacher

The boy likes to read western
novels. %

The bowl of sugar sat on the
table.

There were twenty-five students
in the class.

-The tire -was made of rubber.

The car had lots of power.

The day was very cold and
stormy. .

The sugar weighed one Kilogram.



18. growth
19. perfect

20. final

N
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The growth of the child was
very fast.

The student got a perfect score
on the test.

It was the final day of the
holidays.
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APPENDIX E: Stanford Achievement Test: Spé11ing Lists: Forms
E and H :

_gelli ng List: Form E

Fourth grade pupils are given words from number eleven
to number sixty, -

, and sixth grade.pupils from number
thirty-one to eighty. Read thed number of each word-and
caution pupils to write the word on the line- that has the
number of that word. According to the directions in the
manual,

Fourth grade starts here. . (Call these words 'numbers 1

to 50’ instead of ‘11 to 60’-.) L »
11. wind Several big trees were blown
‘ down by the w1nd

12. hay o - . Our pony eats grass and hay.

. 13. card : I received my report card
\ today .
14, black Coal is black.
15. band | . The band played the "Star
‘ Spangled Banner" :
16. them ‘ ~ Your books are new. Take good
. care of them.
17. fell Mary was hurt when she fell oFf
the horse. .
18. noon | We call our noon meal lunch.
19. bear s We saw a large white bear at
. _ the zoo -
20. snowing The ground is white when it is

snowing.

s

+Fifth grade starts here. (Call these words numbers 1 _to 50

Instead of 21 to 70.)

1. mine Your shoes are black; mine are
’ : : brown.



10.

Sixth grade starté here.
instead of 31 to 80.

11.

12,
13,
14,

15.
16.

7.

18.

. show

trouble

. forget

tie

. paper
. nap
. start

. nhever

why -

g]ass

pass

bit

dresser .

began

use

tire

lesson

o

i

3

It cost five pins to see ourj

pet show.

Toﬁ's thou

into troub

Did you forget to wear your

rubbers?

Can you tie a bow knot?

paper .

nap.

Unless you stgrt now, Yyou wil]

be late.

George has never been absent or

tardy

I wonder: why Helen looks SO

sad

Please give me a glas of
~water.

Never pass a car on.a curve.

May I have a bit of candy?

furn1ture

She fell down and began to cry.

We w1ll use pins for money and

p]ay store.

One front tire of our car is
" flat.

Today’'s lesson was about the

Esk1mos

b

?ht1essnes$ géts him

Write your lesson on ruled

He was still sleepy after his

&

—

(Call these words numbers 1 to 50

- A dresser is a Kind of

211
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19. load ' Henry hauled a load of dirt in
‘ his wagon.
~20..easy Do the easy problems ffrst}

then the hard ones.

\

Seventh grade starts here. (Call these words numbers 1 to 50
instead of 41 to 90.

21. Knew Jane knew every word in' her

| Qlesson.lé
22. plum A prune fs a Kind of plum
23. cared I wish you cared more about o
' : mus ic. —
24. wear You should not wear rubbers in \
SRR ' the house. *
25. bigger R ~ A horse is bigger than a pony.
26. fullest The fullest bucket is already
running over.
27. struck o He was struck by a car and hurt
' badly. ‘
28. captain The captain ordered ‘the ship to
sail.
29. loose - I tied the horse to a tree but
. he got loose.
30. written -1 have just written a letter. to
: my cousin..

Eighth and ninth grades start here (Call these words
numbers 1 to 50 instead of 51 to 100) . ‘ '

31. beauty Most persons enJoy the beautx

of sunsets.
‘'32. either Tom wants either a wagon or a
scooter. \ .
. 33. promised ‘Mother has promised me a .

- birthday party.



34,
35.
36.
37.
38.
'39.

40.

fern~A
adQertise
instruct
suppor t
neither
really

shipped

213
A fern is a plant with a ’ ,
feather-1ike leaf.

Did you dvertise you lost dog
in the paper? (Credit

‘advertize.)

Please instruct us where to go.

She had to lean on my arm for
su rt. .

He worked two days with neither
food nhor rest.

Is it really true that you are.
going?

We shipped tWo car loads of
freight.

Fourth grade stops here.

41,
42,

43.
44,
45,

46.
47.°

48.
49.

50.

Fifth grade stops here.

possible

‘prefer

favorite
exactly

»
occupied

receive

territory
disagreeable
estimated

sense

T

There are two possible answers
to the question.

Which color do you prefer,
green or brown?

Blue is my favor1te color
The time is exactly m1dn1ght
Every seat was occupied and

many were standing.

Did you receive my letter?

Much of this territory is swamp
land. ‘

Mary's comp]a1n1ng makes her a
disagreeable child.

" They estimated the crowd at

five hundred.

This story doesn’ t make sense
to me.



71. semester A semester is half of a school
year.
72. prosperous A successful businessman is
prosperous. -
73. orchestra The orchestra gave a pleasing
concert. '
74. choir ‘The choir sang the hymn
beautifully.
75. blizzard The gentle snow turned into a
raging blizzard. .
76. engineering - Dams and bridges are
, engineering accomplishments.
77. official A governor is a state official.
78. community Our community has a thousand
_ «-people. ‘
79. appreciating He is not appreéiating the
_— value of music.
- 80. sincerejy : Mary ended her letter with
' "yours sincerely.
4

Sixth grade stops here.

214
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Spelling List: Form H

Four th-grade pupils are given words from number eleven
to number sixty, fifth-grade pupils from number twenty-one
to seventy, and sixth-grade pupils from number thirty-one to
eighty. The words are to be read as though they were
numbered one to fifty. Read the number of each word and
caution pupils to write the word on the line that has the
number of that word.

Fourth grade starts here (Call these words numbers t to 50°
instead of 11 to 60. ) . ,

11, tel] Never tell a secret.
- 12, belong B Does'thfs Kitten belong to you?
13. game , We played a game cal led
S "pull-away"”.
14. two The next number after one is
two.
15. deep o "~ The water in the ocean is very
: deep
16. town A city is larger than a town.
17. upon ~ Once upon a time there were no
: ' rai lroads.
18. hard : Wood is not so hard as iron.
19. faster | sAirplanes go faster than
, ' trains.
20. place _ I lost my place in the book.
ifth gr re. (Call th rds number

Instead of 21 70.)

1.'standing : Is the horse ly1ng down or
standing up?
2. add ' To find the sum of two numbers
: we add. _
- 3. Kind 4 Children should be K1nd to

their pets



-

10.

river

. our

spring

city

. cool

care

were

216

We crossed the river in a boat.

Please come over and play at
our house.

The door is held shut by a
spring.

This town is almost as large as
a city.

A little ice will cool the
water..

You shodld take good care of
your pets. '

They were here, but they are
gone now.

/ 4 .
Sixth grade/starts here. (Call these words numbers 1 to 50
instead of /31 to 80.) 9 '

11,
12.

13.
14,

15,
16.
17.

18.
19.

20.

wide
finger

leg

riding

Kisses

_early

paint

iron

washed

catch

This room is fiftéen feet long
and ten feet wide.

Put the ring on my little
finger.

The Knee is part of the leq.

Horseback riding "is excellent
exercise.

There were many Kisses as they
said good-bye.

Seven o'clock is early in the
morning.

Do you like to paint with water
colors?

Stoves are made of iron.

Mother washed the clothes on
Monday. .

Can you catch the ball with one §
hand? ‘ ‘
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Seventh grade starts here. (Call these words numbers 1 to 50

instead of 41 to 90.)
21.
22.
23.
24,

25.
26.

27.
28.
29.

30.

lately

nearer
says
learned

stayed

animal

taste

. potatoes

garage

quiet

The moon is nearer to us than
the sun. ,

The sign %%x§. *Slow,
dangerous! :

Have you garn to skate on -
ice yet?

We stayed in a hotel for three
days.

~ Where have you been lately?

What animal do you like the
best for a pet?

-1 do not like the taste of

olives.

.1 1ike mashed ggtat oes and

gravy.

We keep our car in a neighbor’s
garage. .

It was so gquiet you could hear

RS

‘a pin drop.

s

Eighth and nlnth grades start here. (Call these words
numbers 1 to 50 1nstead of 51 to 100.)

31.

32.

33.

e

34.

35.

valley
settled
butchgr-
remember ing

result

~

The river valley lies between
two hills,

The rain cooled the air and S

settled the dust

How much does the butcher
charge for beef?
|

Are you rememberihg my
bir thday?

The broken arm waj a result of
her fall,



36.

37.

38.

39.
40.

arrived

telegram

library

humor

cashier

¥

The train gsr!%gg at the
_efation at 7:30.

Sending a telegram is usually
quicker than writing a letter.

Our library has more than a
thougzgagsgoks. |
I see no humor in that joke.

A cashier handles money in a
bank.

Fourth grade stops here. ¢

41,

42.

43‘

44,

45.
46.

47 .

48.

49.

50.

course
accept
enéourage
desiring

source

type
planning
practicing

talent

. appearance

The ship changes its course

from north to east. .
AT

‘I shall accept your invitation
with pleasure. _

Praise will often encourage a
pupil. ‘

Those desiring to go may leave
NOW . | :

Clouds are the source of rain.

John is not the type of boy to
steal.

- We are planning a school party
for Halloween.

Helen is gracticiﬁg on the

piano. L |

His paintings show. unusual
talent.

His sudden appearance
frightened me.

Fifth grade stops here.
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71.
72.
73.
74.
75.
'76.
77.
‘78.
78.

80.

Sixth grade stops here.

label
sucheded
acknow ledge
favorably
gradually
exhibit
physi;al
necessary

specially.

préliminary

The lgpg! on the can says
"String Beans.”

After three failures, Bobby
succeeded.

This note will acknowledge your

lptter.

His request was acted upon
favorably.

Ice gradually changes into

water..

We saw an exhibit of animal
pictures.

The doctor gave me a physical
examination.

Food, air, and water are
necessaryto keep,us alive.

An acrobat is specially strong.

A short talk was preliminary to
the main address.
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.APPENDIX F: Specific Instructional Procedures

Control (Traditional) Lesson Procedure

o The'tﬁéditibnal instructional procedures were deVelobed
aréund the folloﬁiné.outline. Each spelling lesson Qas
~equivalent to twenty-five minutes per day, for fodr
inétructional days and one_testing day per week.
Spelling Lesson One - Unit One - §
1. Overview of word list by the teacher | |
a. pronunciation of words by teacher and students.
b. discussion of Unfamiliér words o
2. Assignment - basal text
a. Exercise A - written
Spelliné'Lesson Two' - Unit One
1. Discussionjand correction of Exercise A.
2. Assignment - basal text |
a. Exercise B - written
Spelling Lesson Three - Unit One
1. Assignment |
| a. practice test - correétion of test by students
b. completion of Exercise B - writteﬁ |
2. Discussion and correction of Excercise A. Correction of:
their own‘;rrors by students
'SpellinglLesson Four - Unit One
1. Assignment - basal fext
a. Exercise C - oral or written
A2. Discussion and cofrection of Exercises B .and C

/

3. Correction of errors in Exercises B and C
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Spelling Lesson Five - Unit One
1.” Mastery'test
~.a. wutilized the spelling of dictated sentences
b. marked by the teacher \
c. results graphed by the students
Units Two Through Eight t

1. Format of Unit One utilized for Units wo through Eight

Exper imental Group 1:

’LIest-Study-Test) Lesson Prbcedure‘

The testfstudy-test 1nst;uctiona1 procedures weréydevélopedv
aﬁdund the foLlowing outline. Each spelling lessoanaS |
equivalent to twenty-five minutes‘per day, for four
instbuctional days and one‘testing day per Week.
Spelling Lesson One - Unit One |
1. Overview of word list
a. pronunciation of words by tqg}her and students
' 5. discussion of unfamiliar words
2. Pretest of Unit One words. Correction by students of
their bwn papers. - ' o - |
3. Indiviaual study lists prepared by §tudents based on
their own pre-test errors o
4. Pre-test errors studied by students. ‘ .\
5. Assignment - basal text ﬂ@@
Y

a. Exercise A - written

Spelling Lesson Twoﬁ— Unit One
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1. Discussion and correction of Exercises A. Correction of
Exercise A errors by students

2. Ind(fidual study by students of their own study lists.

X

”A551gnment - basal text
a. began Exercise B - written.
Spelling Lessbn Three - Unit One
1r3 Completion of Exercise B - written
2. Discussion and correction of Exercise B Correction of
Exercise B errors by students
Spelling Lesson Four - Unit One
1.A Assignhent - basal text
a. Exercise C - oral or writtén‘ o
2._<Correction and- discussion of Exercise C. In written part
‘of the exercise, correction of Exerkisewc errors by
students. 3

3. Individual study by students of their own study-list,

Spelling Lesson Five - Unit One

i. Mastery Tesf _ L

| a. marked bvy. teacher ) g |
b. results graphed by the students

Units Two Through Eight ' | o
1. Format of Unit One utilized for Units Two through Eight

Experimental Group 2: ';gﬁﬁ

(Multi-Channel Lesson Procedure

The multi-channel instructional procedures were.developed

3
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around the fd]lowing outline. Each spelling leséon was
~equivalent to twenty-five minutes pér déy, for four
infstuctional days and one testing day per week.
Spelling Lesson One - Unit One | "

1. Introduction -

a. ‘explanation by the teaéher*that Unit One from the
spelling text would be taughf'fhat weeK, using a
procedure that diffened in parts from that of the
regular spelling approach |

2. Pretest of Unit One words
a. marked by the students a
b. results graphed by the gtudents

3. Errors for individual students to be rewritten in
correct form once. Composition of study list by
individualﬁstudents, based on their own errors

4. Digtribution of tracing styli and individual desk models
6f Unit One spelling words and the}r derivative forms

5. Pronunciation of the first word from Unit One spelling
list by teacher, theh students, with students looking at,
the word model during word prongnciatign

- 6. Development of word meaning by"téachér

a. used the word in oral sentence context

b. developed root word meaning

c. explained the effect of prefixes, suffixes and
affixes present on root Q&rd meaning

7. Provision of three to ‘four exahplesbof the word used in

1

oral sentence context by students
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. : ' :

8. Pronunciation of the letters in unison by students abd
teacher while the written letters on the model were
simultaneously traced by the students and the letters
were written on the board'by the teacher

9. Discussion of the word by the teacher el

\ a. spelling generalization
b. spe]ling‘iﬁregularities

10. Pronunciation of the word in syilables in unison by
teacher and students while the written syllabic sequence
was simultaneously traced by thé students on the desK
model and the word was written in ;yllableS‘on the board
by‘the teaéher ’ |

11. Study of first five basic spelling list word; from.Unjt
One and their derivatives in the above mannérll |

12. Assignmenf | _

' a. use of all wbrds studied in written sentence context
by the students and ‘marked by the teacher Correét
grammatical structure, punctuation and spelling were

N requiredA \ | ¢
b. restudy by students (using desk model) of any
personal study list words aﬁd‘fheir'dgrivative forms

‘ introduced dUring the period |

_ Spelling Lesson Two —‘Unit,bne - | ‘ C e

1. Study of next five basic spelling list words and théir
.derivative forms by usé of the procedures‘of Lesson One,
Steps 3 thr0ugh 12 .

2. Any wofds causing difficulty for students from Lesson



“models o ‘ i o .
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One were reworked by.the students "individually on they
desk models |

Correction of Lesson One context séntence errors by
students ) . |

Spelling Lesson Three - Unit One . _

Study of next five basic spel]ingAlist words and their

derivative forms according to the procedures of Lesson’

'One, Steps 3 through 12

Any words causing difficulty for students from Lessons

One and Two wereAreworked indiVidually on the desk

Correction of Lesson Three context sentence errors by

students

Spelling Lesson Four - Unit One

1.

Study of next five basic épe]ling list words and their
derivative forms according fo the procedures of Lesson
One, Steps 3 through 12 - ”

Any words causing difficuity for students from Léssons

One and Two were reworked individually on the desk

models

Correction of Lesson Threé context sentence errors by

N

students

Spelling Lesson Five - Unit One

1.

Mastery text of all Unit One list words and a sample of
their derivative forms. As weekly test results were not
utilized in this study, the sampling choices were left

to the teacher
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a. marked by students, using the desk models as a guide
b. _exchange of marked tests to check on the acchacy of
Jmarking , |

c. results graphed by students

2. E;fors for individual étudents to be rewritten in
correct form once | | |

3. Preparation of revieﬁ lists, by each student} based on

- his mastery test errors: | | | |

4. Correction‘of Lesson Four sentence context errors by
students

Units Two Through Eight ,

'1.\ Format of Unit One ufiliied for Units Two thbough Efght
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APPENDIX G: Definition Of Terms

©

Alphabet1c Principle. The principle of using graphemes to
signify phonemes which underlies many forms of
languages. Ideally, each phoneme would be -
represented by its own distinctive grapheme. In

American-English, the alphabetic principle, in
‘regards to the direct sound-symbol or
phoneme-grapheme correspondence, is only partially
applicable. o

~

Aural-Oral. Pertaining to hearing and speaking of phonemes.,
In spelling methodology, learning by the aural-oral
approach involves speaking and hearing the letters,
sounds, syllables or the whole needed word.

)

Auditory Discrimination. The ability to discriminate between
sounds of different frequency, intensity and
pressure pattern components; ability to d1st1ngu1$h
one speech sound from another.

Auditory Memory. The ability to remember individual sounds
or syllables heard auditorially. When referring to
spell1ng, the sounds or syllables must be remembered
in their sequence of presentat1on .

Base Word (Root Word). That element of a word which remains
after all prefixes, suff1xes or 1nf1ect1onal endings
have been removed.

Derivative Forms. The formation of new words by the addition
' of affixes (prefixes and suffixes) to base or root
words. The original meaning of the root word is
altered with the addition of the affixes.

Generate-and-Test Procedure. The production of a needed
word, by a speller, wherein a 'logical guess of the
spelling of the word is made, based on the available
information concerning possible alternative
spellings for necessary sounds. The resultant .
spelling is checked against a reference source. This
procedure is also known as the best-guess, or
check-guess approach for word production.
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Grapheme. A unit of writing which in alphabetic systems
: represents a spoken sound. The phoneme /01/, for
example, can be represented by the letters oi or oy:
the phoneme /f/ can be represented by the letters f,
gh, or ff. ) a v

Haptic. Pertaining to the sense of touch in its broadest
sense. In spelling instruction, haptic refers to
learning by use of the fingers in tracing letters of
a word. . » '

Linquistics. The scientific study of the nature and use of
- language, involving the components of phonology,
morphology, semantics and syntax.

-

4 . S

Modality. The avenue of perception used--visual, auditory,
: tactile or Kinesthetic--in achieving language‘

sKills:

Morphemes. A basic indivisible language unit which carries
meaning in a language;' the smallest, meaningful unit
of language.

Morphology The study of the arrangement and the
interrelationship of morphemes in words: the word

building properties of a language.

\

Phonemes. The smallest meaningful unit of sound whereby the
substitution of one for another changes the meaning
of the morpheme (example: bat - pat).

Phonemics. The study, ané]ysis and classification of
phonemes; a special study in phonalogy; a branch of
linguistics.

i

-

Phonetics. The study of the production, transmission and
reception of human speech sounds.

Phonology. The study of a sound structure of a language
including the phonetics and phonemics; a branch of

linguistics.

, .
Proofreading. The examination of written composition for
errors. With regards to spelling, the written

f
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compasition is scrutinized for misspellings.

-t

Sequential Memory. The ability to remember items in the
order that they were presented auditorially or
visually.

syntax. Refers to the way in which the speaker puts words
and phrases together to form sentences. Syntax also
refers to the branch of linguistics dealing with
such relationships. ‘

study-Test Method. A procedure that requires the study of
the total spelling word list through the use of the
assigned spelling text lessons from the basal
: speller and other activities. The total word lint is
. tested once in midweek and for mastery at the end o!
the spelling unit’'s activities.

L4

Test-Study-Test Method. A procedure requiring a pre-iest ot
the spelling word list to determine current
knowledge of the list for each student beiure the
study o?.the unit's spelling activities is
initifated. Pre-test errors form the basis of the
individual study lists for students. The stifagjs '

study their individual lists only, eliminatjhg :
unnecessary instruction on words that can a ‘eaqy be:
spelled correctly. . ' : ‘

Visual Discrimination. The process of distinguiching one
Object or letter from another visually.

‘Visual Memory. The ability to remember objects or letters
seen visually. When referring to spelling, the
letters must be remembered in their sequence of
presentation.

Word Variant (Derivative Form). An inflectional form of a
word which 1ndicates change in meaning: a variant
from the root form of a word, usually created by the
addition of affixes to the root word. _

4



