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ABSTRACT

Investigators have reported that many children in the
very early stages of learning to read exhibited a type of
®"cognitive oconfusion" when asked to identify units and
subdivisions in both’oral and written forms, and appeared
to have difficulty understanding the terms a letter, a word,
and a sentence)‘vocabulary often used in reading instruction.
They noted further that with many children this confusion
lessened as they progressed in their reading program.
However, a few children still appeared confused even at thg
end of grade one. Existing research has not, to the
invesitgator's Xnowledge,_explored if this confusion persists
among some children in later grades. This study sought to
further investigate grade tgo children's understanding of
selected terms used in reading and their abiliwy to identify

written and spbken suffixes.

The sample consisted of 60 grade two children from
the Edmonton Public School System. Thirty of these
children, whose percentile rank on the paragraph meaning

subtest, vocabulary subtest, word reaiz%g skills subtest,

and the word study skills subtest of e Stanford Achievement

Test was at or above 75 were defined as "good" reaaers.

Thirty children whose percentile rank was at or below 25 on

the same test were defined as "poor" readers. .



To secure the above information each child was
presented wit? five tasks: 1) to give an oral example
of a word, a letter, and a sentence, 2) to identify
written examples of these terms, 3) to answer a "use of"
question pertaining to these terms, 4) to visually
identify the suffixes (ed), (ing), and® (8), 5) to

auditorily identify the suffixes /t/, /g/, and /s/.

The children's raw scores were computed and analyzed
by the two-way analysis of variance statistical procedure
amd post hoc comparisons were computed aﬁd analyzed by
the one-way analysis of variance procedure. A descriptive
analysis of responses to questions pertaining to the\use
of these terms was also presented.

The results indicated that no statistical significance
existed between groups of "good" and "poor" readers when
they were gghﬁdﬁto give examples and identify the selected
terms a le;ter, a word, and a sentence. Both groups
scored well on both tasks. The good reader group scored
significantly better on the tasks requiring the
auditory identification of the suffixes /t/, /n/, and /s/. A
descriptive analysis revealed that a few ghildren from

both reader groups showed varying degrees of confusion

with all the tasks.

The results indicated.that for the most part, grade

two children have a good understanding of the selected



terms. Many poor readers had difficulty analyzing an
oral Qi&‘ i9to its component parts, ie., root and
‘;iiil's;\f )
- \/‘ '(,

'

\.

e al implications arising from the findings may
be of pedagogical interest to classroom teachers
regarding children at a grade two level. In addition,

this study raised several questions and suggested areas

of further investigation.
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CHAPTER I

INTRGDUCTION

While it would seem obvious that children need to
understand the language used in reading instruction, very '
little research has been done to ascertain just how well

children do understand that language.

The limited research available only further clarifies
the need for more extensive work in this area. For example,
the studies of Reid (1966), Downing (1970,1974), and
Francis (1973), which are reported later, suggest that most
children, in the very early stages of learning to read,
do lack knowledge of the instructional concepts commonly

used in reading classes.

STATEMENT OF THE PROBLEM

The major problem investigated in this study was
the determination of Adifferences, if any, in children's
understanding of instructional terms frequently used in
reading, and their ability to identify written and spoken
suffixes. Specifically, the problem was to determine if
there were’significant differences between the scored
response of Ygood" versus ’g?or“ second grade readers to
tasks measuring their ability to identify and produce the
instructional terms, a letter, a word, and a sentence,

and their ability to identify the spoken suffixes /t/, /y/,
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/s/, and the written suffixes (ed), (ing), and (s).

\

DEFINITIONS
’

h ]
A number of terms which have meaning specific to _—

this study are defined as follows:
1. Good Readers: refers to grade two children whose
percentile rank on the paragraph meaning®subtest, vocabulary

subtest, word reading subtest, and word study skills subtest
of the Stanford Achievement Test, administered by the

classroom teacher in April-May, 1974 was at or above 75

using grade one school system norms.

2. Poor Readers: refers to grade two children

whose percentile rank on the paragraph meaning subtest,

vocabulary subtest, word reading subtest, and word study skills

subtest, of the Stanford Achievement Test, administered

by the classroom teacher in April-May, 1974, was at or
below 25 using grade one school system norms.
3. Instructional Terms: refers to the terms a

letter, a word, and a sentence.

-

4. Written Suffiwes: refers to the past tense
suffix (ed), the present progressive tense suffix (ing) ,
and the plural suffix (s).

5. oral Suffixes: refers to the past tense suffix
/t/, the present progressive tense suffix /p/, and the

plural suffix /s/. ’



RESEARCH QUESTIONS

For the purpose of this investigation several
research questions were formulated. Null hypotheses were
developed in order to carry out the tests for
statistical significance. The research questions and

their corresponding null hypotheses were as follows:

Research Question I

Will there be a significant difference between
groups of good and poor readers when they are asked to -
give examples of the instructional terms a letter, a
word and a sentence?

Null H thesis~I . There will be no significant
difference between the good reader group mean
scores and the poor reader group mean scores
on the task measuring their ability to give
examples of the instructional terms;

(a) letter
(b) word
(c) sentence.

Research Qggption 11

Will there be a signifncant difference between
groups of good and poor readers when they are asked to
visually identify written examples of the instructional

terms a letter, a word, and a sentence?

Null H¥¥9thesis II. There will be no significant
ifference between the good reader group mean
scores and the poor reader group mean scores
on the task measuring their ability to identify
written examples of the instructional terms;
(a) letter
(b) word
(c) sentence.



Research Question IXX ~

Will there be a significant difference between
groups of good and poor readers when they are asked to
give examples of the instructional terms, a letter, a
word, and a sentence, as opposed to identifying written

word,

examples of the instructional terms, a letter, a,

and a sentence?

Null Hypothesfs III. There will be no interaction
between level of reader and mode of presentation.

Research Question IV
Will there be a significant difference between '
groups of good readers and poor readers when they dre
asked to auditorily identify the spoken suffixes /t/,
/v/. and /8/?
Null ¥¥pothesis IV. There will be no significant
erence between the good reader group mean
scores and the poor reader group mean scores

~on the task measuring their ability to
auditorily identify spoken suffixes.

Research Question V

Will there be a significant difference between
groups of good readers and poor readers when they are
asked to vigpally identify the written suffixes (ed), (ing),
and (s)?

Null H thesis V. There will be no significant
erence between the good reader group
mean scores and the poor reader group mean
scores on the task measuring their ability
to visually identify written gsuffixes.




Research Question yX -

.
’ -

Will there be a significant difference between
groups of good and poor readers when they are a.Erd to
identify examples of spoken suffixes as opposed to
identifying examples of the corresppnding written P
suffixes?

Null Hypothesis VI. Theroﬂwill be no‘&nteraction
between level of reader and mode of presentation.

LIMiTATl?NS
This study was subject to certain limitations
arising from decisions’ made in th; initial planning of
the investigation. The followiﬁg factors limit the

interpretation of the findings.

1. The sample for thisstudy was chosen from 12
grade two classrooms in the Edmonton Public School
System, and therefote generalizability of the results is

necessarily limited. ™

2. No auditory acuity test was administered to the
children in this study and an auditory discrimination task
was required of the children. This may confound the

results of the auditory discrimination task.



ASSUMPTIONS
The null hypotheses tested in this investigation
were based upon the following assumptions: ;.::

1. That the most recent paragraph meaning scores,

vocabulary scores, word reading scores, and word study skills

scores of the Stanford Achievement Test accurately

defined subjects' present reading levels.

2, That all administrations and scorings of the

Stanford Achievement Test followed the standardized

procedures outlined with the test.

3. That the experimental setting and administration
would not interfere with the subjects' responses to the

tasks.

4. That the tasks administered were appropriate

to investigate the problems in this study.

IMPORTANCE OF THE STUDY

Studies which have investigated children's under-
standing of language used in reading instruction suggest
that most children, in the early stages of learning to
read, do lack knowledge of instructional concepts
commonly used in reading classes. Further, these
investigators note, that as the children progress in

their reading program, they gain a clearer understanding
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of these terms. However, these investigators reported that
this did not appear to be the case with all children.
Some children, even in the later part of grade one, still

exhibit confused ideas relating to these terms.

The present study proposes to extend our knowledge
of children's understanding of ;nstructional terms used
in reading by examining both the issue of the grade two
student's comprehension of instructional terms used in

reading instruction and his ability to identify

written and spoken suffixes.

Further, while statistical analysis has increased
the credibility of reading research, in the final analysis
ghe real test of our efforts is the degree to which our
findings can bring about improvements in the teaching of
reading. Thus, research based on the analysis of group
scores, while valuable, needs to be complemented by
in-depth studies of observed reading behavior of individual
good and poor readers. These later data should help us
focus more clearly on the need to treat each reader,
especially those with problems. The present research
also focused on the responses of individual children to
a series of questions related to their understanding of

the terms, a letter, a word, and a sentence. -



OVERVIEW OF THE STUDY

Chapter I has dealt with the purpose of the study.
It included a statement of the problem and sub-problems
to be investigated; the definition of the terms used;
the research questions and corresponding null hypotheses
examined and tested; the limitations of the study; the
assumptions underlying the study; and the importance of

the present research.

Chapter II presents a review of the literature

and research which gave direction to the present study.

Chapter III gncludes a description of the design
of the study: the samplg, the instrument used, the
collection and treatment of the data, and the statistical

procedures employed.

Chapter IV consists of an analysis of the data, a
summary of the findings related to the research gquestions
asked and the null hypotheses tested, and a descriptive
analysis of responses to questions related to the
children's understanding of the terms a letter, a word,

and a sentence.

Chapter V includes a final summary of the study
and conclusions arising from the findings. Implications
and suggestions for further research are also given 1n

this chapter.



CHAPTER 1I1I

REVIEW OF THE LITERATURE

This chapter will review the theoretical literature
and the research relevant to this investigation of
children's understanding of terms used in reading

instruction.

The section on- the theoretical background will focus
mainly on two major concepts, "cognitive confusion" and
"cognitive clarity", since both of these concepts have
been considered in relation to the present problem by

other researchers.

The section on research will explore those studies
previously completed and which deal with problems of

understanding specific to reading instruction.

?yEORETICAL BACKGROUND

School children who are learning to read are
forced to think about language. Investigations by
Reid and others, to be reported later, have suggested
that most young children in the very early stages of
learning to read tend to lack a consciously analytic
approach to speech. Specifically, the investigators
reported that children in the early stages of learning

to read had very little understanding of 1instructional
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terms often used by the teacher during reading instruction.
The investigators further reported that for the majority

of the children, their understanding of instructional

terms and other units in language appeared to develop

from analysis of written forms as they learned to read.

In each of the studies, however, the investigators

noted that a small number of children did not develop

the same degree of understanding. These children appeared

to remain in a state of "confusion".

Cognitive Confusion

Vernon (1957) stated that children who continue to
exhibit confused behaviors develop problems in reading.
She argued that the one fundamental and basic character-
istic of reading "disability" appeared to be what she
termed "cognitive confusion". Vernon defined "cognitive
confusion" as follows:

The child with real reading disability...
may indeed have learnt that printed words
have some relation to spoken words; and,
with a few simple words, he has memorized
the spoken word that corresponds to a
particular shape. But he does not seem to
understand why; it might be gquite an
arbitrary association. He appears
hopelessly uncertain and confused as to why
certain successions of printed letters
should correspond to certain phonetic
sounds in words.

(Vernon, 1957, p.68)
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Although the above definition refers mainly to the
child's inability to understand the relationship
between letters and sounds, Vernon went on to suggest
that the "retarded” reader was a student who remained

in a state of confusion over the whole reading process.

If Vernon's definition of "cognitive confusion”
accurately describes children who are éxperiencing
difficulty in reading, then many of the poor readers in
the present study would not have developed a consciously
analytic approach to both spoken and written forms of
language as they progressed through the reading program.
The preseht study attempted to examine the degree to
which grade two children have developed this ability
by examining both the "good” and "poor" grade two
reader's understanding of the selected terms a letter,

a word, and a sentence and his ability to identify

oral and written suffixes. ‘

Cognitive Clarity

Downing (1970) expanded on Vernon's concept o%
children's cognitive confusion and proposed that from
Vernon's description of "cognitive confusion"™ in the
"retarded” reader, one might hypothesize that many

normal readers would exhibit"'cognitive clarity' 1in

this particular type of reasoning process...." involved
Ramn )



in learning to read (Vernomn, 1957, p.68). A normal
reader, therefore, should understand why printed words
have some relation to spoken words. He should be certain
why the sequence of printed letters corresponds to
/ certain sounds. Downing further argued that a
aevolopmengal process in beginning reading from an

early stage of cognitive confusiom to a later stage of
cognitive clarity would occur with many readers and

that this process should be observable.

If Downing's definition of "cognitive clarity"
accurately describes children who are not experiencing
difficulty in reading, then many of the good readers in
the present study should have developed a consciously
analytic approach to both spoken and written forms of
language as they learned to read. The present study

attempted to examine the degree to which grade two

12

children have developed this ability by examining both the

"good™” and "poor” grade.two reader's understanding of the

selected reading terms a le‘ter, a word, and a sentence,

and their ability to identify oral and written suffixes.

Dimensions of Cognitive Clarity

Downing (1970), on the basis of his i1nvestigations
attempted to expand further both the concepts of

"cognitive confusion"™ and "cognitive clarity". He



13

developed a model outlining five dimensions which lead’
to a state of "cognitive clarity”". These dimensions
are presented in Figure I below.

Figure 1

DIMENSIONS OF COGNITIVE CLARITY

Understanding of the communication
purposes of the written form of language.

Concept of visual symbols.

Concept of abstract parts of spoken
language.

Technical vocabulary of language
learning, o C

Understanding the decoding process.
»

(adapted from Downing,
1970, p. 117)

This investigation was concerned with two of the
dimensions:

1. The child's understanding of the abstract parts of
spoken language investigated by examining the “"good" and
"poor" readtr's ability to recognize both spoken and

written suffixes.

2. The child's understanding of the technical
vocabulary of languaée learning, investigated by examining
the "good" and 'poorﬂ reader's understanding of the
selected terms a letter, a word, and a sentence; terms

often used in the teaching of reading.
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REVIEW OF RELATED RESEARCH LITERATURE

Concern for children's understanding of vocabulary
has been noted in the area of Social Studies by DiVesta
(1966), and in Arithmetic by Stauffer (1966), and others.
However, these studies dealt with children's understanding
of specific aspects of language including the use of
connectives and word frequency count. Such studies
while undoubtedly of interest, are not directly related
to the subject of children's comprehension of language

specific to instruction in reading.

Studies Concerned With Children's Understanding of

Selected Terms Used in Reading Instruction

-~

There has been very little research relating to the
young child's concept of instructional terms used in

reading instruction.

Although the studies reported here have been conducted
independently, they have developed sequentially and are
interrelated, 1n that the investigators in thig, area have
attempted to build upon previous studies and have !
developed increasingly more sophisticated research

designs.

Reid (1958) attempted to gain information about the

usefulness of the structured interview as a means of

L]
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éetting at children's notions of the nature of reading
as formed during their first year of reading instruction.
Her sample consisted of thirteen boys ranging in age
from 5 yra. 9 m. t6 6 yrs. 5 m., selected from the first
year of an Edinburgh boys school. The children had been
at school for about eight months. They represented

v

the "best reader", the "poorest reader", and two

N
"intermediate " readers selected by ¥he class mistress.
Reid did not report on the number of classes which made

up the sample.

The children were interviewed individually in school

using the following questions:

1. Those designed to assess the child's general
grasp of what his reading book was about.

2. Those ahout the child's impression of difficulty
in reading.

3. Those about the nature of the difficulties.

4. Those about how the child dealt with the
difficulties.

5, Those concerning the purpose of reading.

(Reid, 1958, p.297)

Reid reported that in the strategies for dealing
with difficult words, seven boys answered "sound it out",
"spell it", or "sound it". A request for examples of

spelling showed that in every case the children were



actually attempting to "sound" but appeared confused

between letter names and letter sound values.

While Reid (1958) did not deal directly with
children's understanding of instructional terms used in the
teaching of reading, one of her findings did reveal that
beginning readers confused "letter sound" with "letter name",
and the children in her study produced a mixture of these
when "sounding" (or spelling) a word. Browne (1970)
found that at least one teacher in her study used the term
"spell" when she wanted children to "sound" words. Just how
common this behavior is requires further study, but does
suggest the need for precise use of terms in the instruction

of reading.

Although Reid's sample of British school children <X
was small and the study was not specifically designed to
investigate children's understanding of technical terms
used in reading or their understanding of suffixes in
spcken or written language, it did serve to introduce
these guestions and gave direction to further 1nvestigations

1in thils area.

Wilson(l1973) also conducted an exploratory study

in this area. She sought to ascertain thirty pre-school
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children's ability to segment words, syllables, and phonemes
and their understanding of the meaning of the ﬁerms

"word” and speech "sound". The fifteen boys and fifteen
girls with equal numbers representing the high, middle,

and low ability level, and drawn from the low, middle low,
and high middle socio-economic areas, were given the

Segmentation Test, especially designed by the investigator

for use in her study.

Wilson's findings are similar to those of Reid's.
‘Wilson reported that the children were uncertain of the
meaning of the terms "word" and speech "sound". With
reference to "word", some children admitted to complete
unfamiliarity, two children thought of a word as a
letter, and the remainder gave no answer at all. When
asked to suggest some words, some children were able to
comply. The children were unable to say what a speech sound

was, and could not give any illustrative examples.

A subsequent investigation by Reid (1966) gave further
direction to the formulation of the questions explored
in the present study. She extended her earlier

study to include not only the notion about reading held
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by a group of five year old children when they were
learning to read and write, but also how these notions
developed in the course of the first year at school.
TJ‘L time Reid conductea an interview with seven boys
and five girls in an Edinburgh school. Each child was
interviewed separately three times.during the course of
the year; after two montps, five months, and nine months
of school. The age of the children at the time of the
first interview fanged from 5 yrs. lm. to 5 yrs.5m. She
used a core of standardized questions but their order
varied as each individual conversation developed. The
questions were worded in such a way as to allow children
to use or not to use words such as "letter", "word",
*"gsentence", etc. The responses from the interviews led
to three main conclusions. In the first interview most
of the children appeared to have difficulty understanding
the purpose of written language, exhibiting only a vague
idea of how people read. The children had special
difficulty in understanding abstract terms such as calling
letters "numbers" and words "names". This confusion
became less apparent in the subsequent two interviews.
Some children could be seen arriving at a stage of
understanding that had been reached earlier by others,

while the children who had shown more advanced
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understanding previously progressed still furthex.

Reid's (1966) findings lent support to Downing's
(1970) contention that a developmental process from an
early stage of "cognitive confusion” to a later stage
of "cognitive clarity" occurred with many children and
this process was indeed observable. Growth along all
five dimensions, as delineated by Downing, was observable

with most of the children in the Reid study.

It was of particular interest to note from Reid's
investigation that a few children exhibited a certain
degree of "cognitive confusion® even in the last inter-
view. Three of the children still confused "letter
sqund” with "jetter name"” and used the terms "spell”,
"sound", "copy" when referring to sounding words.

These same three children also showed confusion when
referring to letters and words. Two children used the
term "word" when referring to "letters", eg."....like

in 'must', 'm' is a word, 'u' is a word (p.-59)".

In a replication and extension of Reid's (1966)
interview, Downing (1971) also concluded that chi%dren
in the early stage of learning to read showed confused
notions of the purpose and process of reading and had
difficulty in understanding abstract terms such as
"word” and "sound". He also found that this confusion

14
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became less as the children progressed in the reading
program. However, as with Reid, Downing found that a

few children still exhibited "cognitive confusion® in
all five dimensions reported in Figure I, even in the

last interview.

Metzer ahd Herse (1969) also showed interest in
children's understanding of the term "word". They
designed a study to determine the extent to which 39
children who had been in the first grade for two and a
half months were able to discriminate the boundaries of
written words. Specifically, the problem investigated
was to determine how children define written words and
what they consider to be its boundaries. A further
problem investigated was whether children could

distinguish between written numbers, letters, and words.

Of the 39 children the investigators noted that six
equated words with letters, and twenty-six children
made various combinations of errors ranging from

dividing words "between tall letters" to "combined

letters showing no regard for space". en
children accurately identified word bomn *hout
error.

The investigators suggested that thq.l’lppeared to
be a developmental procesg as the children gained some

degree of understanding of word boundaries; and that this
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process occurred in a hierarchical sequence as listed

below:
1. Letters are words.
2. A word is a unit made up of more than one letter.
3. A space is used as a boundary unless the word is
short in which case they are combined.
4. Only long words continue to be divided.

(Metzer and Herse, p.73).

Although the investigators did not report clearly
on their sample, (ie., high, low, or average grade one
students from one or more classrooms), they did report
that the children had worked exclusively in a reading
series which emphasized vocabulary and sentence control,
rather than a series emphasizing spelling-to-sound
correspondence, and that the data obtained from these
39 children may be peculiar to their particular

experiences.

Not withstanding these obvious shortcomings, the
study demonstrates the extent and types of confusion
about word boundaries among young children and further
extends Vernon's (1958) notion of "cognitive confusion"
facing the reader in tgg’very early stages of learning

to read.

The study also lent further direction to the
investigator of the present study by suggesting certain
administrative procedures to be followed. These

procedures are reported in detail in Chapter III.
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Downing and Oliver (1974) also studied the child's
understanding of "word". This investigation, however,
was designed to study the child's conceptions of what
constitutes spoken sound and words. Porty-two children,
seven boys and seven girls, representing each of the «
following age ranges : 4.5 to 5.5 years, 5.6 to 6.5 years,
and 6.6 to 8.0 years were tested. The children were from
three different schools in the Victoria, B.C. area, were
Caucasian, and predominantly middle class. Each child was
asked to identify a spoken word from (1) examples of
abstract non-verbal sounds, (eg. a xnocking sound),
(2) identifiable real life non-verbal sound, (eg. a dog
barking), (3) isolated phonemes, (4) syllables, (5) phrases,
(6) and sentences. A multivariate analysis of variance
(3X2X8) showed that there were significant differences in
the number of correct responses given to each class of
auditory stimulus for all age groups. Downing and
Oliver (1974) concluded that young children do not have
an adequate concept of what constitutes a spoken word,
and that they frequently confused phonemes, syllables,
and short phrases with words. However, it appears that
as children grow older, their concept of what constitutes

a spoken word improves.
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Downing and Oliver suggest that young children do
not have an adequate congept of what constitutes a
spoken word because of the abstract nature of the term.

These observations are very similar to those of

Vygotsky (1974) who reported on childrenkg literacy in
|

Russia. Vygotsky found that a tremendous lag existed

between the school children's oral and written language

and in his writings drew these conclusions.

Our studies show that it is the abstract
quality of written language that is the
main stumbling block.

(Vygotsky, 1974, p.99)

At some stage in learning to read, it is important
for the child to appreciate that sound patterns of a
word are divisible into smaller units, and that these
units are common to the sound patterns of other words.
Therefore, a further area of interest of the present
study was to examine grade two children's ability to
identify both written and oral suffixes. This skill
requires among others, the ability to analyze words 1into
component parts. Bruce (1964) attempted to gain
information about children's ability to phonetically
analyze spoken words. He attempted to ascertain the ability
of sixty-seven children ranging in age from 5 yrs.lm. to
7 yrs. 6m. to make a simple phonetic analysis of the

spoken word. Specifically, the children were asked to
\



~

analyze the word sound into two components: a letter
sound and a sQund unit which was the residual word
obtained by elision of the letter sound from the test

word.

The test administered consisted of thirty worde;
twenty-six monosyllables, three disyllables, and one
trisyllable. The test was administered individually
and the children were asked simply to say what word
would be left if a particular letter gound were to be
taken away from the test word. Ten test word elisions
occured at the beginning, ten around the middle, and

ten at the end of the word.

The results of this study once again suggested a
developmental process from a stage of "cognitive
confusion” to a degree of "cognitive clarity" in
children's ability to analyze phonetically the spoken
word, taking age as a factor. Bruce reported that
there was a gradual progression toward accurate
analysis in the course of which children:

l. come to recognize that words and 3sound are
interrelated.

2. acquire criteria of what constitutes analysis.

3. achieve positional differentiation.

4. overcome the cohesiveness of the word sound

pattern in their experience.

(Bruce, 1964, p.158)

24



This study by Bruce, (1964), as reported,
appears to be of sound design and administration and
the results and qonclulionl should be noted with some
confidence. Although the phonetic analysis conducted
by Bruce differed from that of the present study, the
process of analysis is similfr and should be
generalizable. With this in mind, the present study
sought to examine children's ability to analyze words by
asking them to idenéify spoken suffixes. This agalysis
was then compared to the children's ability to

visually identify the corresponding written suffixes.

Francis (1973) conducted a study designed to "trace
children's comprehension of instructional terms and their
abilities to identify units in written and spoken
language while they learn to read (p. 17)". All the
children admitted to a Leeds primary school (5.9 -

7.3) were tested at school entry, then three subsequent
times at six month intervals. The sample was deliberately
chosen to represent children of good social background

and with more than average ability. The following tests

25

were individually administered in two 20 minutes sessions.

1. Reading progress measured by the Schonell
Graded Word Reading Test.

2. Understanding of concepts letter, word, and
sentence, explored by asking for examples,
recognition and ideas about use.



3. Ability to identify suffixes by sound and by

sight, explored by seeking the reasoned choice

of two similar words from a set of three, where

one item did not carry a suffix.

4. General understandings of concepts by a

vocabulary test. (Prancis, 1973, p.I9)

She reported that children in the deginning stages
of learning to tead had vague and confused undeqrstandings
of the terms a letter, a word, and a sentence. It was
further noted that the children had more difficulty
with the task of giving an example of each of these
terms than identifying written examples of the terms.

As with Reid (1966) and Downing and Oliver (1974),
Francis noted the confusion became less as the children
progressed in the reading program, suggesting as before,
a developmental process which appeared to go from a state
of "cognitive confusion” to some degree of “"cognitive
clarity”. It was further noted, however, that once again
some children, even in the last testing period,

(eighteen months from the start of primary), still
exhibited "cognitive confusion®” in both identifying

and producing examples of the terms a letter, a word,

and a sentence.

The test of auditory and visual identification of
suffixes yielded different results; with auditory

identification of suffixes proving to be the more



Ve

difficult task on all four test occasions. However, an
improvement with both tasks was apparent ch
subsequent test occasion suggesting that the children
did develop analysis skills as they progressed in
their reading program. These findings are consistent

with those of Bruce (1964).

Francis concurred with Reid, Downing, and Vygotsky
that the abstract quality of the terms a letter, a word,
and a sentence may present difficulties in understanding,
but she suggested that the children's difficulties

with these terms may also be because of the overlap
¢

‘in their application and that they are somewhat ill-

defined. Further, children have never had to analyze
speech, but in learning to read are forced to

recognize units and subdivisions. Young children in the
very early stages of learning to read may lack a
consciously analytic approach to speech and their notions
of units in language appear to be derived from analysis

of written form as they learn to read.

The pFesent study attempted to examine further both
Downing and Vygotsky's idea of the abstract quality of
selected language terms, and Francis'notion that many
children develop a consciously analytic awareness of
language as they progress through the reading program.

The present study attempted to do this by extending



selected aspects of the FPrancis investigation to a
population of grade two children, In the present
study, tasks (2) and(3) used by Francis in her
investigation, were administered to two groups of
grade two children identified as "good" and "poor"
readers. A complete explanation of the tasks used in

the present study is presented in Chapter III.

SUMMARY . g

The intent of this survey of research studies
was to present a theoretical framework f&r the study,

and to show the extent of the investi%étions and to
P

glean insiqghts from the findings. -

In all of the studies reviewed, the investigators
reported that many young children in the very early
stages of learning to read exhibited a type of
"cognitive confusion" when asked to identify units and
subdivisions in both oral and written forms. Further,
the children appeared to have difficulty understanding

the terms sound, letter, word, and sentence.

This confusions appeared to lessen with many children
as they progressed through the reading program. However,
for some children, even in the later stages of grade one,

this confusion still seemed to exist. These children

28
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closely resembled the young children in the very early

stages of learning to read.

4

It was of interest to the investigator of the present
study to asceitain if grade two children also exhibited
some degree of "cognitive confusion" when asked to
identify both written and oral suffixes, and to determihe
their level of understanding of the selected terms a

letter, a word, and a:sentence.

The development of an instrument and the
administrative procedures to acctomplish this task are

reported in the next chapter.

N



CHAPTER III
THE DESIGN OF THE STUDY

This chapter will describe the sample, the testing
instrument used in the study, the statistical treatment of

the data, and the descriptive analysis of the data.

SELECTION OF THE SAMPLE

The population of this study included all the second
grade‘students in the Edmonton Public School System. The
selection of the second grade as the most suitable testing
level for the purposes of this study was based f0h several
reasons. First, previous studies had indicated that the
pre-reader lacks knowledge of the instructional concepts
commonly used in reading classes. It seemed logical to
assume that "poor" rs at other grade levels might
resemble these pre-readers. Moreover, no study of this
nature at these higher grade levels exists to the writer's

knowledge.

To confirm these observations, the Pilot Study, to be
described later, examined the third grade students'’
understanding of the instructional terms used in the main
study and their ability to identify specific units in
written and spoken language. Preliminary results indicated
that the "poor" readers at the third grade level showed a

fairly good understanding of these concepts. On this basis

30
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it was decided that subjects from the second grade level
would befter reveal differences in thé extent to which

learners might lack knowledge in this area.

The initial sample included 309 students in twelve
different grade two classrooms from seven elementary
schools in the Edmonton Public School System. These schools
had been identified by personnel in the school system as
available to the investigator for the purposes of this study.
The investigator was granted permission to examine the
cum;lative record cards of all the students in these classes
in order to identify a final sample of good readers and
poor rgaders according to performance on the paragraph
meaning subtest, the vocabulary subtest, the word reading

subtest, and the word study skills subtest of the Stanford

Achievement Test, Primary 1 Battery.

Use of the Stanford Achievement Test (S.A.T.) to Identify

the Sample of Good and Poor Readers.

The S.A.T. had been administered by first grade
teachers in the spring of 1974 as part of a system-wide
administration policy. Teachers compsied the test and sub-
test raw scores which were normed by computer analysis
using normative data from the Edmonton system. Since these
test results were the ones most readily available at the

time this study was initiated, they were used as the basic

data for the selection of the final sample of "good™ an&\\\\
o
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®* poor ¥ students. Spécifically the profile sheets for all
students were examined until thirty good readers, those
who Bcored at or above the 75th percentile ongsach of the
four subtests were identf}ied, and thirty poor readers,
those who scored at or below the 25th percentile on each

of the four subtests were further identified.

.The S.A.T. is well documented by Buros (1972), and
others, therefore a detailed description is included in

Appendix A:

DEVELOPMENT AND DESCRIPTION OF THE INSTRUMENT

While the instrument used in this study was based on
selected aspects of the instrument developed by Francis
(1973) in her investigation of British pre-school children's
understanding of selected instructional terms, the
instrument had to be adapted to accommodate the difference
in age and cultural background of the children in this

study. b

In this section the two tasks in the Prancis instrument
basic to the instrument devised for this study are described.
Subsequently the adaptations a;B additions which lead to
the four tasks comprising the final instrument used in

this study are described.
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Selected Sections of the Francis Instrument Relevant to

the Present Study.

Francis (1973, p. 19) explored the children's under-
standing of the concepts a "letter", a "word¥, and a
"sentence"; (a) by asking for examples of these terms,
(b) by asking the children to identify written examples
of these terms and (c) by asking questions about the use

of these terms.

Specifically,.when Francis asked for examples and use
of the term "letter", these questions were asked. "Can you
tell me a letter - any letter you know?" "What do we use
letters for?" These questions were repeated for the terms
a "word" and a "sentence”. If the children had any notion
of a sentence they were asked how they knew when they came
to the end of a sentence when they were reading or speaking.

-

/".‘

Francis reported that she ‘also asked children to
identify written examples of the terms a "letter", a "word",
and a "sentence" by showing them a "card with two examples
of each term randomly arranged and each in a well-defined
outlined space." (p.21). The children wexe then asked to
identify one example of each. She further reported that

‘thé instructions malle clear that an example all by itself

inside a space was required and if a child pointed to

incorrect examples he was asked if he meant all of the items



34

within the boundary line, this being indicated by a move-

ment of the finger over the whole item.

Francis explored the children's ability to identify
suffixes by sight and sound; (a) by asking the children to
auditorily identify the suffixes /t/, /9/, and /s/, and
(b) by asking the children to visually identify the
written suffixes (ed), (ing), and (s8). Specifically, Francis
explored the children's ability to auditorily identify
suffixes by asking them to listen carefully to each set
of three words, two of which carried a marker but one of
which did not, and then choose the two which sounded the
same in some way. After their choice they were asked for an
explanation. The plural and the past and present
progressive tense markers were used as in cats, mops,

girl; ran, jumped, walked; and sticking, glue, pasting (p.21).

Francis explored the children's ability to visually
identify these same suffixes by presenting the same sets of
words written clearly on cards and asking them to choose
the two which looked the same in some way and explain’their
choice. The auditory part of the task was presented first

to avoid facilitation from the visual mode via phonic

training when the children were able to read the words (p.21).

Description of the Tasks Comprising the Instrument Used in

This Study

The adapted instrument consisted of four tasks.
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Task 1 asked for examples and ideas about the use
of a letter, a word, and a sentence. This was accomplished
by asking the children the same questions used in the
Francis study, ie., "Can You tell me a letter - any letter
you know?" "What do we use letters for?"™ These questions
were repeated for the terms a "word', and a "sentence". If
the children had any notion of a sentence they were asked
how they knew when they came to the end of a sentence

(1) when they were reading and (2) when they were listening.

Taské asked th.e children to recognize a letter, a
word, and a sentence. The same procedure as that in the
Francis study was used except that the specific letters,
words, and sentences weré drawn from a Canadian reading
series. Specifically, the children had before them a card
with two examples each of a letter, a word, and a
sentence randomly arranged and each in a well-defined

space as 1n Figure 2.

Figure 2

EXAMPLES OF LETTERS, WORDS, AND SENTENCES
L1 M ]

2 birthday

N

3 O *1

4 He got a pencil from his pocket and began
to make a list.

[ 5 bicycle

6 It was a fine time to be hiking.
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The children were then asked to identify one example
of a letter, a word, and a sentence given the following
instructions:

Is there any box that has a word in it?

Point to the box. Now take your pencil and
underline the whole word.

Is there any box that has a letter in it?
Point to the box. Now take your pencil and
circle the letter.

The present study asked the children to circle their
example of a letter, and underline their example of the
whole word and the whole sentence so a permanent record of

their responses would be obtained.

Task 3 required the auditory identification of the
suffixes /t/, /s/, and /9/. As in the Francis study, the
children were asked to’listen carefully to a set of three
words randomly arranged and to choose the two words which
sound the same in some way. After their choice they were
asked for an explanation of how their two choices sounded
the same. The present study also used the plural and past

and present progressive tense markers, however, words from

a first grade reader in a Canadian reading series were
Chosen as root words as in jumped, splash, marked; train,

riding, smoking; and horses, tumblers, and lion.
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1 am going to say three words. I want you to
listen to the three words and tell me two

that sound the same in some way. Then I want
you to tell me how they sound the same. Listen
' jumped, splash, marked'. How do they sound
the same in some way?

Task 4 required the visual identification of the
suffixes (ed), (ing), and (s). As in the Francis study, the
same set of words described in Task 3 and arranged in the
same order were presented, typed clearly on cards as
in Figure 3.

Figure 3

EXAMPLES OF WRITTEN SUFFIXES

1 jumped splash marked
2 train riding smoking
3 horses tumblers 1lion

The children were then asked to choose the two words
which looked the same in some way and circle the parts of
the words that looked the same.

Look at this page. There are three boxes on the
page, Box 1, Box 2, and Box 3. Lets look at each
box separately. (The other two boxes were then
masked.) I want you to look carefully at the
three words in this box. (The instructor

pointed out each of the three words.) I want you
to point to the two words that look the same

in some way. Now circle the parts of the words
that look the same.

A copy of the complete instrument in its required

format is included in Appendix B.
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THE PILOT STUDY

When the main study was first conceived, the original
decision was to use a sample of good and poor readers at
the third grade level. However the results of a small
pilot study involving the administration of the instrument
to a sample of five poor readers at the third grade level
showed that with the exception of one, all the students
responded in a satisfactory manner to Tasks 1 and 2. Tasks
3 and 4 prpved to be more demanding; three students
responded in a satisfactory manner, two students were
unable to. Therefore it was decided to select children
from the second grade for the main study. This decision
was based on the premise that all the tasks would prove

more‘eemanding for the second grade students.

The pilot study further revealed that test directions
were clearly understood and did not require further
revisions. During the course of the pilot study, ideas for
collecting the data were also generated and became the
basis for the present data collection procedures outlined

in the next section.

DATA COLLECTION PROCEDURES

The Interview Schedule

Of the four tasks administered, two tasks consisted

of production activities and two tasks consisted of



recognition activities. The production tasks preceded the
recognition tasks in each instance. This was to insure
that the children had been given no clues to allist'them
with the subsequent tasks. Also they were not told whether
their examples or choices were accurate or not. This was

done to further insure that no training for the subsequent

tasks took place.

The Interview Settings

The interviewer was able to procure a quiet area, free
from most distractions and interruptions (with the exception
of call bells), in all of the seven schools for the purpose
of conducting interviews with each individual child. These
areas included medical rooms, small self-contained study

areas and empty classrooms.

Establishing Rapport With Pupils

Contact was established with each child in his or
her classroom. While escorting the child to the interview
room, the interviewer conducted an informal conversation
attempting to establiah a warm and positive relationship.
Each child seemed to respond in a positive manner and
appeared to develop an interest in the expected task. Even

the most timid child seemed to respond with some excitement.

Administration of the Tasks
The investigator administered the adapted instrument

to sixty children. The tasks were administered in the same
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order to each child. The interview began with an introductory
comment giving the purpose of each tagk. Eg: “I want you

to help me find out how well you know Qhat a letter, a word,
and a sentence is and I am going to ask you some gquestions
about them." A statement was then given to begin the students'
responses. This was restated if raquested ie., "Can you tell

me a word, any word that you know?" An additional statement

wa en offered for the reluctant respondents, ie., "Do you

»

k y words? Can you tell me one of these words?" A

f estion was then asked to elicit additional responses,
ie., "What do we use words for? Is there anything else you

can tell me about words?" ‘ﬁ

The data gathering period began in the early part of
May, 1975, and continued for eight days. The length of time
required for an individual ranged from ten minutes to
twenty-five minutes. Some children responded more quickly
than others and were able to complete all tasks within ten
minutes. Some children required up to twenty-five minutgs to
complete the tasks. Wh;n the interview time became long, it
was discontinued for a short period of relaxation after Task

Two and then r ;.d.

Recording Children's Responses '

All responses were recorded on Sony Low-Noise Auto

Sensor tape through the use of a Sony TCl10A cassette tape
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recorder. The responses were transcxibed by the investigator

and are reported in full in Appendix C, D, E, and F.

Preparation of the Data for Analysis

' Bach child in the study was given an identificatiqn‘
number and labelled according to group mﬁmber.hip, ie.,

good reader or poor reader. 1

The child was given one point for a correct response
to each task and no points for an incorrect response to
each task. Eg. If a child was able to supply a word when
asked, "Can you tell me a word, any word that you know?",
the child received one point for his response. If the child
was unable to supply a word wher. asked to supply a word
or if the child gave an incorrect response, then no points

were given.

These data were punched onto an I.B.M.card for each
child in order to facilitate statistical analysis. Data
included on each child's ItB.M.card included: an identi-
fication number, a group membership number (good reader or
poor reader), and the score obtained for each task ('l
for a correct response, '0' for an incorrect response). The
children's scores weYe totalled for each group according to
task and transferred to summary sheets which are reported

in Appendix C, D, E, and P.
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STATISTICAL ANALYSIS OF THE DATA

Analyses of variance (Computer Programs ANOV 23 and
ANOV 12) were two of the basic statistical tests used in
this study. An F value significance at the .05 level was
established as the level at which the corresponding null

hypothesis could be rejected.

An analysis of variance (Computer program ANOV 10)
was the statistical test used as a post hoc comparison
procedure in this study. An F value significance at
the .05 level was established as the level at which

comparisons were accepted as significant. .

The following statistical analyses were made of the
data: )

(1) The group means (good reader and poor reader
group) for responses to Tasks 3* and 4* were tested foﬁ
significance. Post hoc comparisons were then conducted.

(2) the significance of the interaction ( between

level of reader and treatment given) for Task 3 and 4

was conducted.

There was no variance between reader groups to

responses for Task 1* and very little variance between

*Task ] Productlon of the terms a letter, a word, a sentence
*Task 2 Recognition of the terms a letter, a word, a sentence.
*Task 3 Auditory identification of suffixes

*Tagsk 4 Visual identification of suffixes.
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readers groups to responses for Task 2*. An analysis of
variance was not possible for Task 1 and deemed
unnecessary for Task 2.

f
DESCRIPTIVE AMALYSIS OF THE DATA

A descriptive analysis of the responses of
individual children to a series of questions relating
to the child'; understanding of the) instructional terms
a letter, a word, and a sentence was also conducted. This

analysis is reported in detail in Chapter IV.

SUMMARY

This chapter has presented a description of the

sample, the instrument, the Pilot Study, and the data

collection procedures. The treatment of the'data and an ‘ :
outline of both the statistical and descriptive treatment

of responses concluded the chapter.

&



CHAPTER 1V
FINDINGS OF THE STUDY

The purpose of this chapter is to presengy and discuss
the findings of the present study. Section one reports
and discusses the statistical results specific to the

research questions which guided the study. Section two
w with a descriptive analysis of the responses of
3 !%l::idual children relating to their understanding of
some basic concepts used in many classrooms as part of

the instructional vocabulary of the teacher.

RESULTS OF THE ANALYSIS OF THE RESEARCH QUESTIONS

Research Quesgion I *

Will there be a significant difference between groups
of good and poor readers when they are asked to give

examples of the instructional terms a letter, a word, and

~

a sentence?

Null H thesis I. There will be no significant
difference between the good reader group
mean scores and the poor reader group mean
scores on the task measuring their ability to
give examples of the instructional terms;

(a) letter
(b) word
(c) sentence.

.

Table 1 shows the raw scores for the good reader

group and the poor reader group in the task measuring their

44
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abilit& to give examples of (a) letters, (b) words, and

(c) sentences.
Table 1

TOTAL GROUP RAN SCORES BASED OM THE PRODUCTION OF EXAMPLES
OF LETTERS, WORDS, SENTENCRS.

Production Good Reader Poor Reader
Task N=30 Ne30

Correct | Incorrect Correct [ Incorrect
Letter 27 3 22 8
Word 29 1 b 28 2
Sentence 30 0 30 0
Discussion ‘

Table 1 reveals that twenty-seven good readers and
twenty-two poor readers produced acceptable examples of
lgtters when asked to. A preliminary analysis of variance
(#rom Ferguson, 197},p.161), revealed a Z value of .527.

This value did not reach a degree af significance of .05.

Both reader groups did better when asked to give
examples of a word. Twenty-nine good readers and twenty-
eight poor readers were able to give an acceptable example

of a word.

Both good readers and poor readers scored perfectly
in producing examples of sentences.

Null Hypothésis I was not rejected.
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Research Question II
Will there be a significant difference between groups

of good and poor readers when they are asked to visually
identify written examples of the instructional terms a

letter, a word, and a sentence?

Null thesis II. There will be no significant
erence between the good reader group mean

scores and the poor reader group mean ScCores on
the task measuring their ability to identify
written examples of the instructional terms;

(a) letter

(b) word

(c) sentence.

Table 2 shows the raw scores for the good reader group
and the poor reader group in the task measuring their
ability to identify examples of (a) letters, (b) words,

(c) sentences.
Table 2

TOTAL GROUP RAW SCORES BASED ON THE IDENTIFICATION OF
EXAMPLES OF LETTERS, WORDS, SENTENCES.

Identification Good Reader Poor Reader
Task N=30 N=30

Corract | Incorrect Correct | Incorrect
Letter 30 0 30 0
wWord 30 0 30 0
Sentence 30 0 30 0
Discussion

It is %?vioul from Table 2 that both the good readers

and the poor readers scored perfectly in identifying the
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terms; (a) letter, ) w.ord, (c) sentence. Null -
Hypothesis Ii?wns not rejected.

Research Question III

Will there be a significant difference between groups
of good and poor readers when they are asked to give
eiamples of the instructional terms,a letter, a word, and
a sentence, as measured by task one, as opposed to
identifying written examples of tHe instructional terms,

a letter, a word, and a sentence, as measured by task two?

Null Hypothesis III. There will be no interaction
"between level of reader and mode of
presentation.

Discussion

It was not possible to conduct an analysis of
variance for these data because of the lack of variance
between the scores bf the good reader group and the poor
reader group to the task of identifying the instructional
terms a letter, a word, and a sentence, and for the small
amount of variance betweén the scores of the good
reader groﬁé and the poor reader group to the task of
giving oral examplgs of the instructional térms, a
letter, a word, and a sentence. The good and the poor
readers did significantly as well with the recognition
task as with the production task. These data are

graphically presented in Figure 4.
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Null Hypothesis III was not rejected.

FPigure 4
INTERACTION OF SCORED RESPONSES TO A RECOGNITION TASK

VERSUS A PRODUCTION TASK OF TERMS, A LETTER, A WORD, A

SENTENCE.
Letter Word Sentence
ol G P G P G P
3 o—0 "==::9 r—=a
25 x\\\\\
X

20|

15

10

5

0

X-Production Task
O-Recognition Task
G-Good reader
P-Poor reader

Research Question IV

Will there be a significant difference between groups
of good readers and poor readers when they are asked to

auditorily identify the spoken suffixes /t/, /n/, and /s/?

Null Hypothesis IV. There will be no significant
erence tween the good reader group mean
scores and e poor reader group mean scores

on the task measuring their ability to
auditorily identify spoken suffixes.
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An analysis of variance (ANOV23) produced the
information summarized in Tables 3 and 4 and Figure 5.
Table 3 presents the group means for the auditory

identification of the spoken suffixes /t/, /n/, and /s/.

Table 3

GROUP MEANS BASED ON SCORED RESPONSES TO AUDITORY
IDENTIFICATION OF SUFFIXES

Possible /t/ /n/ /s/
Scores

POOR READERS 1 . 566 . 566 .533

(N=30) '
GOOD READERS 1 .933 . 966 .966

(N=30)
;
Table 4

SUMMARY OF THE ANALYSIS OF VARIANCE FOR TOTAL
SCORES ON THE AUDITORY IDENTIFICATION OF THE
THREE SUFFIXES AND THE LEVEL OF READER.

Source of Variation SS DF MS F
Between Reader 7.200 1 7.200 24.031**
Groups

Interaction .033 2 . 017 .224

** Significant beyond the .01 level



Figure 5 illustrates graphically the group means for the
auditory identification of the spoken suffixes /t/, /n/, and

/s/.

Figure 5

GROUP MEANS BASED ON SCORED RESPONSES TO ADUITORY
IDENTIFICATION OF SUFFIXES

/t/ /n/ /s/

—

O__.._-——'—O

\\‘

X X ——

PR . e e « e e
HNWaE AN JOWYWO

X- POOR READERS
O- GOOD READERS
Table 4 presents the summary of analysis of variance for
the total scores on the auditory identification of suffixes

and level of reader.

Discussion

Table 4 reveals that the F value for level of reader
for total scores on the auditory identification of the three
suffixes was 24.03. This value reached a degree of
significance beyond the .0l level. Null Hypothesis IV was

rejected.

The F value for interaction between the level of



reader and the types of language units was .224 revealing

no interaction.

This information is graphically illustrated in Figure 5
which shows that the good reader group scored equally as
well on the auditory identiflcatioh of each of the three
suffixes /t/, /n/, and /s/ respectively. This was also the

-

case with the poor reader group. -

A post hoc comparison was also conducted to determine
the level of significance between reader groups for the mean
scores of each spoken suffix /t/, /n/, and /s/. The T
scores reported in Table 5 were calculated by using an

(ANOV10) procedure.

Table S

DIFFERENCES BETWEEN MEANS OF THE GOOD READER GROUP AND THE
POOR READER GROUP FOR EACH AUDITORY SUFFIX

Suffixes T Value
/t/ -3.559%*¢*
/9/ ~4.087**
’
/S / i -4.401**
e A

** Significant beyond the .0l level on a 2-Tail Test

Table 5 reveals that there 1s a significant difference
between the scores of the good reader group and the poor

reader group for each of the auditory suffixes /t/, /p/, and
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/s/. This difference reached beyond the .01 level oﬁ

significance.

Research Question V

Will there be a significant difference between groups
of good readers and poor readers when they are asked to
visually identify the written suffixes (ed), (ing), and
(s)?

Null Hypothesis V. There will be no significant g

difference between the good reader group
mean scores and the poor reader group mean

scores on the ta neasuring their ability
to visually 1ide written suffixes.

Upon closer examination of the nature of‘ﬁ;task
designed to measure the children's abilities to IPsually
identi1fy the suffixes "ing" and "s", 1t was found that the
tdenti1fication of any of the two words from the three listed
represented a correct response to the directives given for
completing the task. Specifically, the children were asked to

to

examine the three words train, riding, and smoking and
point to the two words that looked the same in some way".

The children were then asked to "circle the parts of the words
that looked the same". While the examiner accepted the circling
of the "ing" in the words riding and smoking as the correct
responses, 1t was pointed out to him later that an equally
correct response, given the specific nature of the directive,

was the circling of the "in" in any of the three words,
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including train. Similarly, Task Two had a similar flaw

ln that the three words selected for "s" were horses,

tumblers, and lion. Subjects could, therefore, given the

nature of the directive, be equally correct in circling

" " " "

the "rs" or the "s" or "e" in horses and tumblers.

" "

Similarly, the subjects could choose the "o" in horses

and lion, or the "1" 1in tumblers and lion. Because

of these problems 1t was conceded that Hypotheses V and
VI could not be tested as planned. However, 1in analyzing
the results of the responses of the "good" and "poor"
eaders to the tasks as directed, some interestiny
differences 1n the:. responses of the two groups emerged.
The results are repcrted and discussed more fully below.
It may :nterest the reader to know, however, thaﬁ;among
the responses recorded for both reader groups, there was
a4 greater tendency for the "poor" readers to circle thel
iletters i1n the "Jdistraction word". Some Lnterestln;

Juestions about this phenomenon are also explored

be low. e

Item Analysis of Possible Responses to the Task

of Visually Identifying Suffises.

-
&



An item analysis indicating the pos.ib13 choices which
children could use when asked to choose two words that look

the same in some way is presented below:

train, riding, and smoking

1. riding and smoking
2. train and riding (or smoking)
3. train and riding

4. train ard riding (or smoking)

Four possible choices exist when the children are

asked to visually analyze the three words train, riding, snd

smoking. These four choices are indicated above.

horses, tumblers amd lion !

l. hqrses and tumblers

2. hog&es and tumbleEE
3. horses and tumblgrs
4. horses and lign

5. tumblers and lion

Six possible choices exist when the children are asked

to vigually analyze the three words horses, tumblers, and

.lion as indicated above.

A recap of the responses of the "good" and poor
reader groups to the task of visually analyzing the
similarities between these words is presented in Table 6

below.

54



Table 6

RESPONSES TO THE TASK ASKING CHILDREN TO VISUALLY
ANALYZE SIMILARITIES IN WORDS

GOOD POOR
READERS READERS

riding smoking ‘ 29 26
train riding 0

train riding 1

others

train riding 1
train riding 0 1
Total A 30 30
horses tumblers 27 ' 17
horses tumblers

horses tumblers

hgriés lion 0 2

-~ others

horses tumblers. 1 0
horses tumblers 0 1
don't know 0 1
horses don't know 0 4
horses tumblers 0 1
horses tumblers 0 1
horses tumblers 0 1
Total 30 30

Discussion

Table 6 indicates that most children in both reader

groups chose -he suffix "ing". When asked to circle how "two

words look alike in some way", one child in the "good"
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reader group and two children in the "poor" reader group

chose alternate correct responses. Two children in the "poor"

reader group responded incorrectly.

"

Most children \good' reader group’and more than

half of the children. e "poor" reader group chose the
suffix "s" when asked to indicate how "two words look alike
in some way". The remainder of the "good" readers and eight

"poor" readers chose alternate correct responses. Five

poor" readers chose incorrect responses.

It could be argued that the children who chose the

alternate correct responses such as the "rs" in horses and
tumblers or "in" in train, riding, or smoking rather than the

"s" or the "ing" analyzed these words more closely. To

identify the "rs" on the "in" requires that the child focus
on the medial part of the words rather than the beginning or
end. If such is the case these children would be functioning
at a higher level, in terms of visual analyses of words,
than the children who chose the suffixes which are located at

the end of the words.

However, it could also be argued that the children who
chose the suffixes did so in terms of both visual similarity
and function. These children possiblv chose these suffixes
not only because they were visually similar but also because
they represented a meaning unit. In this case, these children
would be using suffixes both as word recognition and a

comprehension skill.
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DESCRIPTIVE AMAINSIS OF THE RESPOMSES OF INDIVIDUAL
CHILDREN RELATING TQ THEIR UNDERSTANDING OF TECHNICAL

TERMS USED IN THE TEACHIWG OF READING

While statistical analysis of group behavior in
reading tests éontribhte significantly to furthering our
understanding of tho reading process, many of the problems
which must be dealt with by the reading teacher or the
reading specialist are of an individual nature. Thus
while the statistical analysis reported in section ape
does not *indicate the failure of second grade children
to understand instructional concepts in a generalized
problem, the fact remains tpat some second grade children
have difficulty dealing with these concepts. In order to
highlight the need to attend to problems which may affect
the performance of a limited number of children, but
which by the%g nature are therefore pedagogically, if not
ltatistically significant, this section will explore the
results of this st’gg using a descriptive analysis. The
following section fotuses on group and individual
responses to the child's undegxstanding of the terms a

letter, a word, and a sentence.

A Letter .
Of the children who had difficulty producing a letter,

one child from the good reader group focused exclusively

~



on the "letter you send" and although the examiner
asked in a number of ways for a different kind of a
letter by the use qf probing questions, thé child
continued to give examples of 'letters you send'. This
was also the case with two children in the poor reader

I 4

group.

Two of the children in the good reader group
produced a phoneme when asked for a letter. One child
in the poor reader group also responded in a similar
manner. Four children in the poor reader group were
unable to give an example of a letter: responding with
answers such as "I can't think of one® or “no". One
child, even after probing questions, gave no answer at
all. One éhild from the poor reader group gave the word

"how" when asked for an example of a letter.

What Do You Use Letters For?

The majority of children in the good reader group
gave a variety of answers to the questions "What do you
use letters for?" which pertained to the creation of
words, ie., "to make words®, "names and words” *words®,
*spelling®, "spelling words", "printing and writing and
making words®. .

:".’ h
When asked "How do you use letters for....?"(ie.,

"making words®, or "names and words¥, etc., depending on

58
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their answer to the above question) most of the"good*
readers responded with answers suggesting that the letters
went together in a sequence to make words. eg., "well
we put letters in a special way to make words somehow",

or "like in 'can' , its /x/-(qe)-/n/, Ethat's a word®.

The two children in the good reader group who
gave a "letter you send” response when asked to give an
example of a letter, continued to focus on this answer
and when asked "What do we use’letters for?" could not

give an answver.

Two children in the good reader group appeared
somewﬂat confused with the use of letters: one child
suggested that you "put them in sentences" and the other

gave no response.

Twenty-four children out of the possible thirty in
the low reader group also gave a variety of answers to
the question "What do you use letters for?", which
pertained to the creation of words ie., "to write with¥,
"like writing your name", "to spell words"®, ' to make

words with", etc.

When these children were asked "How do you use letters
for ....? (le., "to write with", or "to make words with",

etc., depending on their answers to the above question),
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only eight were able to answer to the effect that

certain letters in a sequence made up words. The .
remainder gave vague and confused answers, ie., "by |
making (t) for toy™, or “"make you smart". Six of these 7,
children simply answered " I don't know". The one child
who gave "a letter yéu send" as an answer to the request
for a letter answered "I don't know' to the question
about use. The other child who gave " a letter to my aunt"
as a response to the request for a "letter'" stated that
"letters were used to write words". When asked for their

use she answered ""you write them down on a piece of paper”.

Two children in the low reader group responded that
letters were "to read"®, or "to write", when asked about
the use of letters. When asked how this was done, ie.,
“"How do you use letters to read?", both children
replied " I don't know". Another child from this group
suggested that letters were used '"to make sentences", and
when asked how this was accomplished answered ''I don't

know''.

A Word

One child in both the good and poor reader group
gave an example of a proper noun when asked for a word.
When another word was requested, thoigiild in the good

reader group responded with a word other than a name.
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However, the child in the poor reader group once again

supplied a proper noun as an example of a word.

One child in the poor reader group gave an example

of letter L when asked for a word.

What Do You Use Words For?

All of the thirty children in the good reader group
responded to the "use of words" question by stating that
words were used in some form of sentence either written
or spoken, to cénvey a message, ie., "make sentences"”,

"to talk", "printing", "to read®, "telling things®, "to
say the meaning of things®. The majority of these cﬁildren
elaborated further by stating that this was accomplished
by putting words in a certain order {o make sense, ie.,
.."the words put together have to make sense or the
sentence won't make any sense and you won't be able to

understand it", or "you put them in the right order .
3
A few of these children were not gquite sure how this

was accomplished. When asked how words were used ‘'to read"
the responses ranged from "I don't know" from one child
and "well with letters" from another child. When asked

how words were used in a sentence another child replied,

"by?si’ng the alphabet™.
s .

\l b
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Seventeen of the children in the poor reader group
responded to the "use of words" question by stating that
words were used in some form of sentence either written
or spoken to convey a message, ie., "to make sentences”,

"to say things...","to talk to people", etc.

Of these children only seven were able to elaborate
their answers as éo how words were used in the way they
mentioned. The other seven children answered with " eh-
that's hard-eh-I give up"”, "I don't know", "make them
sound like something else","new words', etc. to the

question asking them how words are used in sentences.

Two children from the poor reader group gave a "I
don't know™ answer to the use of words guestion. Two
other children from this group suggested that words were
used for spelling. When asked how this was
accomplished one child's response made no sense whatsoever,
ie., "spell". (How do we use words to spell? "any way".

The other child stated "I don't know™.

A number of children from the poor reader group
stated that words were used '"to learn”, '"to read,/'to read
and to learn","Qriting'ﬁ etc. When asked how words were
used to do these various things, ie., '"How do you use
words to learn?', the answers ranged from ""by looking at

them", "by saying the alphabet®, to "I don't know".
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Wwhat Do We Use Sentences Yor?

Twenty-eight of the children in the good reader
group suggested by their answers that sentences were used
to convey a message in a larger context. They stated
that sentences are used "to put into a story", "telling
people what you want to tell them", "so we understand
people - what they are saying", "to help make things more

clear", etc.

Two children from this group seemed confused with
the question. One of these children, after a long pause
and the question res‘ed, (after the child had restated
his previous example of a sentence, ie., "Jill fell down
the hill. "¥) ,hrugged to indicate that he didn't know.
The other child responded with " eh-well-to use them for-
by switching®. When asked what this meant the child said

he didn'+ know.

Seventeen of the children in the poor reader group
also suggested by their answers that sentences were used
to convey a message in a larger context. They stated
that sentences are used, "to put in a book...", "for
questions ", "to talk to peop}é'% “for sometimes letters™,

. ..writing a letter to someone", etc.

Seven children from the poor reader group viewed the

function of a sentence as a school work tool, ie., "so
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you will learn", *like if the teacher writes on the board",
"...for learning words and that", *to work", "for to

read", etc.

The reﬁaining answers to the "use of" question were

*I don't know?".

HOw Do You Know When You Come To The End Of A Sentence:

When_You Are Reading?

When You Are Speaking?

When You Are Reading (Good Reader Group)

Twenty-eight children in the good reader group stated
that a period indicated the end of a written Sentence.
When questioned further, these children conceded that other
types of punctuation marks could also be used to indicate
the end of a written sentence, ie., "there's a period"”,

("Just a period?") "sometimes a question mark®".

Two of the children needed no prompting in stating
that various types of punctuation signaled the end of a
written sentence, ie., "there's a period, question mark,
excited mark or a comma or something like that", or

“there's a period or a question mark".

When You Are Speaking (Good Reader Group)

Four of the children from the good reader group
suggested by their answers that the end of an idea

signaled the end of a spoken sentence. Examples of this
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type of responae are, "when you finish, when you say the

whole thing, there's no more to say®'. &

Pive of the children from the good reader group
suggested that some type of punctuation mark helped them
to distinguish the end of a spoken sentence. Examples of
this type of response are, "you kind of a question mark
or a period"”, "you see a period at the end", or "when

there's a period there®“.

Two children from this group appeared very confused

with this question and simply answered "1 don't know".

The remainder of the children in the good reader
group feported that the end of a spoken sentence came
when ?you kind ofﬁgguse', or "by stopping talking,

taking a breath, and then continuing”.

When You Are Reading (poor Reader Group)

Twenty-four children in the poor reader group stated
that a period indicated the end of a written sentence.
Three other children from the poor reader group called
the period a "dot"™, and stated that this is what ended a
sentence, ie., "there's a dot or period®. When questioned
further a number of these children also conceded that
other types of punctuation marks could also be used to
indicate the end of a written sentence, ie., "period",
(*Just a period?%) "and-and-and a question mark

sometimes". However, six of these children maintained that
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only a period appeared at the end of a sentence or

that they were not sure.

Three of the children from the poor reader group
needed no prompting in stating that various types of
punctuation signaled the end of a written sentence, ie.,

*period, or a question mark or an exclamation mark"®.

One child from the poor reader group stated that you
" run out of words" at the conclusion of a written
sentence and another gave no answer even after having

the question repeated and some probing questions.

When You Are Speaking (poor Reader Group)

Three of the children from the poor reader group
also suggested by their answers that the end of an idea
signaled the end of a spoken sentence. Examples of this
type of response are: "there's nothing more to say",
"pecause that's all there is to say®, or "because there's
no more left in the sentence™. Nine of the children from
the poor reader group referred to the written counter-
part of the oral sentence and stated that some type of
visual clue also signaled the end of a spoken sentence,
ie., "like-eh-there's a period", "we look", '"there's a

dot™, or "when you see where'.

Another type of confusion was exhibited by seven

other children from this reader group. These children
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answered with i\tauﬁgéiqy , le.,"when youx?top t;!igng",
*when you finish a sentence™, ®*you stop where you ;top'.
The remaining nine children in the poor reader group
showed complete confusion. Eight of these children
answered with an "I don't know®, and the remaining child

gave no answer at all.

SUMMARY

This chapter presented the analysis and interpretation

of the findings of the present study.

Under the heading Results and Analysis of the Research
Questions , six research questions were asked and the
corgesponding null hypotheses tested for statistical
significance. There was no significant difference between
the good reader group means and the poor reader group
means scored on the child'a ability to recognize or
produce the instructional terms - a letter, a word, a
sentence. There were significant differences between the
good reader group means and the poor reader group means
scored on the child's ability to recognize both written
and oral suffixes. The good reader group children had
very little difficulty with either of these two tasks.
The children in the poor reader group had no difficulty
with the visual identification of the written suffixes

(ed) and (ing). However, the means for this group were
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significantly lower than the means for the good reader
group in the visual identification of the witten ’
suffix (s) and the oral identification of the spoken

suffixes /t/, /n/, and /s/.

Under the heading 'Descriptiye Analysis Of The
Response Of Individual Children Relating To Their
Understanding Of Technical Terms Used In The Teaching Of
Reading', the responses of the good reader group children
and the poor reader group children to the following
questions were stated: Lo

What Do You Use Letters PFor?

What Do You Use Words Por?

What Do You Use Sentences ror?

How Do You Know When You Come TO The End Of A

-

Sentence
When You Are Reading?
When You Are Speaking?

Some children from both the good reader group and
the poor reader group had difficulty with each of the .
above questions. However, the children from the poor
reader group seemed to have experienced the most
difficulty in answering the gquestions and it would
appear that this group did exhibit the least ooqniti“
clarity. )



CHAPTER V

SUMMARY AND CONCLUSION
The purpose of this study was to investigate the
differences, if any, in grade two children's comprehension
of selected instructional terms used in reading, and their

ability to identify written and lpoken‘sutfixel.

Four ta‘ks, based on an adapted form of an instrument
developed by Francis, were administered to good and poor reader
g;oups drawn from tweltg grade two classrooms. The good readers
ranked at or above the 75th percentile and the poor readers
ranked at or below the 25th percentile on four subtests of thé
S.A.T., Primary 1 Battery, using 1974 Edmonton Public School

norxms.

The four experimental tasks administered by the
investigator examined the subjects' understanding of the
concepts a word, a letter, and a sentence, by asking
them to give 1) oral examples, 2) to recognize written
examples, and 3) to express their ideas about how these terms
were used. Subjects were further asked to identify written

and spoken suffixes.

LIMITATIONS
With any research study certain limitations become
clearer as the study progresses. This study was no exception.

Thus the following limitations in addition to those noted in
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Chapter 1 must be considered in interpreting the findings.
Although every effort was made to keep the directions
and intofprctationa objective, it is possible that some
investigator bias may have been introduced. It would have been

better had a double blind procedure been used.

The child's responses give us insight into how the child
thinks. Depending upon the task, the child may respond in

such a manner as to indicate performan apd not necessaril
QQ ) 4
» "

competence. This must be acknowledged ‘yn iategpreting-tho
Il I .
data.

SUMMARY OF THE FINDINGS

The findings of this study were as follows:
1. There was no significant difference between the
"good" and "poor" reader groups in responding with

a) oral examples of the instrugtional terms, a letter,
A.. 1

. .. H
a word.,and & sentence.

3
b) recognizing written examples of the terms, a letter,

a word, and a sentence.
c) oral examples of the instructiona} terms, a letter,

a word, and a sentence, as opposed to identifying written

examples of the instructiondl terms, a letter, a word, and

-

a sentence. b

2. A descriptive analysis of children's responses

relating to their understanding of selected terms used in
P s

! %
Y
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reading revealed the following

a) Many children in the "good” reader group and some
'childrcn,in the "poor” reader group -howig that they had a
good idea of ﬁho use of letters, words, and sentences. These
children appeareéd to understand that letters went together in
4 sequance to make words, and words were used in some form
of sentence, either ’bokcn or written, to convey a message.
They also seemed to understand that sentences were‘u-od to
convey a message in a larger context.

b) Confusibn appeared t¢ rule with a few children in
the "good" reader group and with many children in the " poor"”
readdr group when they were asked about their ideas on the

use of the terms a letter, a word, and a sentence. Many of

4 )
these children could not give an explanation as to the use of
these terms, and those that attempted an answer did so with

confused and vague answers.
) \
CONCLUSIONS AND DISCUSSIONS

The results of this study partially corroborate the
findings of Reid (1958;1966), Downing (1970;1974), Bruce
(1964) , Metzer and others (1969), and‘Francis (1973), but
with readers at the second grade lével not just in the early
stages of learning to read. The earlier studies indicated that
*._ the beginner's concepts of a letter, a word, and sentence were
vague and confused. Further, in those studies the qﬁnfugion

became less as the children progressed in the reading program,
. ¥
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suggesting a developmental process which appears to go from
a state of "cognitive contu;ion‘ to a state of "cognitive
clarity". Rovever,vfor some children i those earlier
studies, this confusion appeared to exist even in the later
stages of grade one. The present study has shown that some
children as late as the‘end of grade two exhibit varying

degrees of confusion.

In the Prancis study it was reported that children had
more difficulty with the task of producing oral examples
of letters, words, and sentences as opposed to identifying

ifien examples of these terms. Tﬁe present study also

M A this ttend. Neither the "good" nor the "poor"
rggdé;‘groups had trouble identifying written examples of
tﬁé terms. However, eight members of the "poor" reader
group and four members of the "good" reader group were
unable to produce an example of a lettgt, even after
consi&erable probing.

The findings of the present study are also similar

{children's literacy

to some of yygotsky's observations of
in Russia. He noted that "it is the a?stract quality of
written language that is the main stumbling block”
(Vygotsky,:11974,p.99). Both Reid and Downing use Vygotsky's
theoretical framework to explain the child's difficulty in

understanding the concept sound, letter, word, and sentence

A ]
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in that the abstract quality of the terms are the main
stumbling block. The children who h‘d difficulty with

the tasks presented in the present study very closely
resemble those in Reid's and Downing's study. It is proposed
that the "cognitive confusion" exhibited by these children
is also accountable to the abstract quality of the terms

letter, word, and sentence.

Francis (1973) suggested that the children's
difficulties with t.e terms may also be because of the
overlap in their application and that they are sdmewhat
ill-defined. Further, she notes that children have never
h‘&”qP analyze speech, but in learnin%“;o read are forced
to ree::l%x;}ze anits and subdivisions. Thé children who had
little or no difficu‘éy with Ehe tasks presented in this
study seem to coﬂ*irm‘£hil hypbﬁ?esi;. These children
have a good understanding of the term;ba letter, a s
word, and a sentence. This understanding seems to have
developed as the children analyzed speech in their;
reading program. It would appear that these childréﬁ‘gzve

developed a degree of metalinguistic ability through the

act of learning to read

RECOMMENDATIONS FOR FURTHER RESEARCH
Research studies tend to raise more questiomg than they

answer and this is also true in this study. The fodlowing
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suggestions are made regarding further areas for

investigation. o
1. The present study found that "good” and “poor" grade

two readers had no difficulty visually identifying examples

of thg written instructional terms, a letter, a word, and

a senﬁence. While it would not appear productive to

pursue this line of investigation with these tems, a
»
P "

study designed to inquipy A.yq&hildren's ability in

- A
ed iq,ieading instruction .

‘s

;3 esent study found that the "good" grade twa,

]

Very little difficulty producing oral examples

sentence. Although the "poor"™ grade two readers also had
little difficulty producing examples of these terms, they
did encounter moi"gifficulty in producing an example of a
letter. While it :ould not appear productive to pursue '
this line of investigation with these terms, a study
designed é: inquire about children's ability in producing
other terms often used in reading instruction may be of
value. Further, a small number of "good”.-and "poor”

grade two children exhibited difficulty with this task.

This has pedagogical implications for the teacher of reading

-y)
which will be discussed later under Implicatio‘g for Teaching,



;
3. Many "poor". grade two redders showed confusion
when asked about tho,function of Lét;-rl, words, and
sentences. Confusion was also evident with these
children when questioned about how lottcrO'gnd words were
used. A replication and extension of the pr;lcne'ogpdy
dealing widl the degree of understanding by furth@t 4

questioning about function and use, may prove productive.

4. The present study attempted to ascertain the grade

two children's undch;ignding of the selected terms, a

letter, a word, andd' sentence. A further study dealing
- »

with children's understamding of other technical terms

specific to new reading programs may prove productive.

IMPLICATIONS FO EACHING

A small number of grade two children exhibited

difficulty with the task of producing examples of the

75

terms, a letter, a word, and a sergignce. Further, these @Y "'

' - -
children appeared confused when asked the function and
use of these terms. These findings have pedagogical

implications for the reading teacher. It cannot be

o

agssumed by the reading teacher that all children at a gradd‘lL

two level have a clear understandiny of general technical

terms used during reading instruction. This problem may

also exist with some children when the reading teacher uses

terminology specific to new re&ding programs. A{fhough some
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authors suggest that terms specific to a reading program
should be "taught®, 1& cannot be assumed that even after

such instruction that ;li‘;hildren will have a clear
understanding of the terms. Thus, difficulty in understanding
the tecinical vocabulary of reading instruction appears to

be part of the dAifficulty of learning to read and terms
should be taught and used in a consistent and

appropriate manner by teachers in helping children to

understand them.
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APPENDIX A

DESCRIPTIONS OP SELECTED SECTIONS OF THE
STANFORD ACHIEVEMENT TEST . .,
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'DRSCRIPTION OF SKLECTED SECTIONS OF TSR STANFQRD :

f

This test is designed for use with students from grade

one to nine inclusive. The test is organiszed into five
batteries for the various grades and covers several
subject areas. Primary I lattoxi was designed to be
administered by the end of grade one and contains subtests

for word meaning, paragraph meaning, vocabulary, spelling,
word .tdﬁy’lkilll. and arithmetic. For the purpose of- this
study, scores from the subtests for word meaning,
paragraph meaning, vocabulary, and word study skills were .
used to establish groups of good and poor readers.

The authors of the test sought to insure ocontent
validity by examining appropriate courses of study‘'and )
text books as a basis for determining the -kilil, knowledges,
understandings, etc., to be measured. Reliability o
coefficients r;portod by the authors for subtests range

from .79 to .95 (S.A.T. Manual, 1964).

’

The word reading subtest consists of 35 items graduated
in difficulty which measure the ability of a’itudont to
analyze a word without the aid of context. The subtest
empioyl a.‘nultiplo choice item format in which the students !
'fre.xoquirod to 160& at a picture and thok select the
word, from a group of four words, which stands for the,



picture. Student® are stopped after 15 minutes and each °
. -~

student's total of correct responses is recorded.

The vocabulary subtest employs a multiple c¢hoice type
of item in which the -tédcnt is required to select from
a series of three alternatives the best answer to a
question or a statement read by the teacher. The authors
report that the items measure knovledge of synonyms,
simple definitions, and ansociationl: Students are -
stopped after 35 minutes and each student's total of
correct responses is recorded. .

\

The paragraph meaning subtest con,istl of a series of
paragraphs, graduated in difficulty, }ron which one or
more words has been omitted. Sgudentl are to demonstrate
their comprehension of the paragraphs by selecting the
correct word for each omission from a choice of four words.
The test provides a measure of the child's ability to
con;rehend connected discourse ranging in length from
single sentences to paragraphs of'lix sentences. The
authors report that the skills tested extend from simple
recognition to making inferences from several related

sentences. Students are stopped after 25 minutes and

each student's total of correct responses is recorded.

The word study skills subtest includes 56 multiple
choice items testing for auditory perception of

beginning sounds, auditory perception of ending sounds,



phonics and rhyming words. In each case the student is

asked €4 match a word which he hears with a vor& whiéh
~ .

he reads. Students are stopped aftor 29 minutes and

each student's total of correct responses is recorded.

N

Two sets of normative data are available. The raw
scores for all of the above subtests can be normed,
using the grade loqfe, percentile score, and stanine
score tables available with the S.A.T. The Edmonton
Public School System has also established local norms

for thé S.A.T. and these were used in this study.

.
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APPENDIX B

THE INSTRUMENT USED IN
THE PRESENT STUDY
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Understanding Of_Cencepts

Can you tetl me a letter any letter you know?
What do we use letters for ?

Can you tell me a word any word you know?
What do we use words for?

Can you tell me a sentence any sentence you know?

What do we use sentences for?

How do you knowwhen you come to the end of a sentence:
When you are reading?

When you are speaking ? P
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S —————

Understanding of Concepls Letier, Word, Sentence.

Recognition task.
»

Lets look at this page. There are six boxes on the page. --box 1, bax 2, box 3,
box 4, box 5, box 6,

' |
Are there any baxes that have a letter in it? \
Can you show me a bax that has a letter in it?

Take your pencil and circle a letter.

Are there any boxes that have a word in it?
Lan you show me a box that has a word in it?
Take your pencil and underline the whole word.

Are there any boxes that have a sentence in it?
Can you show me a box that has a sentence in it?
Take your pencil and underline the whole semtence.



—_
went |
— .
iﬂ
Saturday :
: _
—T
t ®
ﬂ
The sun was blazing and the robins sang
in the trees.
-

Jack had fun on his hike.

y




e §
- 0
—
birthday ]
; T
0
— el
' -
He got a pencil from his pocket and
began to make a list.
-

It was a fine time to be hiking.




Auditory Identification Of Suffixes

| am going to say tﬁree words. | want you to listen to the three words
and tell me the two that sound the same in some way. Then | want
you to tell me how they sound the same.

Listen.

jumped splash marked
How do they sound the same In some way/?

\

/
/

e

train riding smoking
How do they sound the same In some way?

F~-

horses tumblers lion
How do they sound the same In some way ?
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Visual Identification of Suffixes

Look at this page. There are three boxes on the page. Box 1, Box 2, Box 3.
[}

Lets look at each box separately. (Mask the other two boxes)

| want you to look carefully at the three words in this box. | want you
to'point to the two words that look the same in some way.

Now circle the parts of the words that look the same.
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jumped splash marked
train riding smoking
horses tumblers lion




APPENDIX C

CHILDREN'S RESPONSES TO THE QUESTIONS:

CAN YOU TELL ME A LETTER?
WHAT DO WE USE LETTERS FOR?
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QURSTION: "Can you tell me a letter, any letter you know?*

CODR: Nigh Readers(l), Boys(l), Idemtity(x)
High Meaders(l), Girls(2), Identity (x)

RESPONSES ;
1,1,53 a 1,2,50 n
1,1,19 ¢ 1,2,5¢ =
1,1,31 a 1,2,32 l/
1,1,55 writing a note;g 1,2,54 a
1,1,43 n 1,2,47 1
1,1,38 r 1,2,51 p
1,1,37 [9) 1,2,52 a
1,1,42 ¢~ 1,2,36 b
1,1,61 g 1,2,39 ¢
1,1,62 a letter you send 1,2,44 1
1,1,46 b 1,2,40 a
1,1,4 c 1,2,8 g
1,1,5 ], no 1,2,10 a
1,1,6 e 1,2,63 m
1,1,7 n
1,1,9 f

Boys Girls
13........... first answer...... l4
l...a letter you send......... 0
O.co.n two kinds............ 0
B T phoneme............. 0
16 + 14
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QUESTION: "Can you tell me a lettex, any letter you know?"

v

CODE: Low Readeradd),-Boye (1), ldentity(x)
Low Readers(2), Girls(2), ldentity(x)

RESPOMSES :
2,1,58 a 2,2,59 t; after clarifying
2,1,60 a 2,2,29 a,t,s. question
2,1,24 a 2,2,57 a
2,1,27 w 2,2,28 a letter from my aunt
2,1,19 how 2,2,22 p
2,1,2) a 2,2,3 initially 'ten’;
2,1,20 ¢ 1.te.r75?'ﬁ?§.°t"°'
2.1,21 b ' 2,2,2 no response
2,1,26 2,2,11 (2]
2,1,34 nq 2,2,1% a
2,1,33 ¢ 2,2,17 letter you send; "Can
2,1;35 no response you tell me any other
(repeat) I can't kind of letter?") no.
think of one. 2,2,30 b
2,1,1 u
2,1,12 a
2,1,13 b (after question
was repeated)
2,1,14 .
2,1,18
2,1,16 a
Boys . Girls
l4. ... .0t first answer................ 6
l....question repeated.......... sececcaon 1
D 'No’e..iieiieenn ceseows
1..(1 can't think ( a letter you send) 2
of one) (no response)..... 1
I%. ...a word (phoneme) ......... __I%

18+12=30, BN
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QUESTION: What 40 we use letters for?

CODE: High Readers(l), noystl)i‘ldontity(x)

- -
RESPONSES :

1,1,53 spelling words (Sl.v-‘o we use letters to spell words?")
put them together. t

1,1,49 spelling words ("How do we use letters to spell words?")
putting them in the correct order and getting some sense out
of the letters that make up words.

1,1,31 spelling words ("How 40 we use letters to spell words?®)
put them in their right order.

.1,1,43 names and words (Hoy do we use letters for names and
words?") put them beside each other. :

1,1,38 words ("HBow do we use letters for words?") making words.
(! How do you use them for ’aking words?”) by putting them in
order to make a word.

1,1,37 printing and writing and making words ("How do we use
letters for printing and writing and making words?")

we-eh- I think we use them because we have an alphabet so

we can write letters.

1,1,42 words ("HBow do we use letters for words?") so we
can read them.

1,1,61 spell words ("How do we use letters to spell words?")
well we put letters in a special way to make words somehow.

1,1,62 (was confused about the type of letter and was unable
to think of a letter from the alphabet.

1,1,46 spelling ("How do we use letters for spelling?”) I
don't know this.

1,1,4 to make words ("How do we use letters to make words?")
put them together.

1,1,5 (was able to only Yhink of a letter as writing a
message to someone- not as a letter of the alphabet.)

1,1,6 eh-for reading ("How do we use letters for reading?")
by putting them together and make words.

1,1,7 words ("How do we use letters for words?") taking a
few number of them and putting them together.

1,1,9 spelling things ("And how do we use letters to spell
things?") putting them té#gether and making words.



97

QUESTION: "what do we %:o letters for?"

CODE: High Readers(l), Girls(2), Identity (x)
-

RESPONSES:

1,2,50 to make werds (“How do we use letters to make words?")
you put thesi together.

1,2,56 to spell words ("How do we use letters to spell
words?®) they go together.

1,2,32 words (“"How do we use letters for words?") you put
them together.

1,2,54 to use-to make words. ("How do you use letters to
make words?") you sound them out and then you know how to
put them together. -’

1,2,47 to make words ("How do you use letters to make
words?") like you sound them out and put them in together
like you sound them and put them together like in 'big' you
have a B-I-G and then you write the letters down.

1,2,51 to spell words ("How do we use letters to spell
wrods?") by putting them in order how the word sounds.

1,2,52 spelling ("How do you use letters for spelling?")
making words.

1,2,36 to make words. ("How do you use letters to make
words?") you spell them like [t]~[r]-[2]-[8].

1,2,39 spell ("How do we use letters to spell?”) to make
words. ("How do you letters to make wards?") put them in
sentences.

1,2,44 to spell ("How do you use letters to spell?”) by
sounds. ("How do you use letters to spell by sounds?")
(no response.) .

1,2,40for spelling ("How do we use letters for spelling?")
we}l you can put lots of them together and make a word.

1,2,8 to-so we can make words. ("How do we use letters to
make wcrds?") like in 'can' its [k]-[3]-[n], thats a word.

1,2,10 for words ("How do you use letters for words?")
you put them together.

1,2,63 making words ("How do you use letters to make
words?") by putting woxds together that make sense-
letters I mean.

—
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QUESTION: "What do we use letters for?"
CODE: Low Readers(2), Boys(l), Identity (x) .

RESPOMSES :

2,1,58 to spell words ("How do you use letters to spell
words?®) to make words.

2,1,60 to write with ("How do you use letters to write
with?") like to write words. ("How do you use letters to
write words?") (pause) I don't know.

2,1,24 spelling words ("How do you use letters to spell
words?") by making [t] for 'toy'.

2,1,27 1like writing your name-you need for letters. ("Do

you need them for anything else?") count them ("How do you
count letters?") you go'one', two', 'three', 'four'. ("Can 4551
you tell me another letter?") ‘'a‘.

2,1,19 to make sentences ("How do you use letters to make
sentences?"”) I don't know.

2,1,23 making words. ("How do you use letters to make
words?") 1like yodu get some "words and .put them together and
sometimes you make words.

2,1,20 to make words ("How do we use letters to make ==
words?") you get letters and you put them together and if
you put certain letters together, you make a word.

2,1,21 em-to make words with ("How do we use letters to
make words?") by sounding them out together.

2,1,26 for words ("How do we use letters for words?") well-
you print them down and then you make a word.

2,1,34 I don't know.
2,1,33 1like-like-(t] when you have [a] for words.
2.1,35 1 dont know,

2,1,1 to spell words ("How do we use letters to spell
words?") make you smart.

2,1,12 words. ("How do we use letters for words?")put
them together.

2,1,13 to write ("How do we use letters to write?") em-
(pause) (no response) shrugged to indicate 'I don't know'.

2,1,14 for spelling ("How'do we use letters for spelling?”)
I don't know.

2,1,18 words ("How do we use letters for words?") put them
together. \

2,1,16 to spell words. ("How do we use letters to spell
words?") well, by putting them in ‘'words.
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QUESTION: "What do we use letters for?"

CODE: Low Readers(2), Girls(2), Identity(x).
’

RESPONSES : N
2,2,59 making words. ("How 40 we use letters éo make
words?®) (pause) put letters together and try to make a
word out of them. '

2,2,29 for words. ("How do we use letters for words?")
em- (pause) (no response).

2,2,57 to spell things ("To spell what kind of things?")
like words and like animals names and people's names.
("How do we use letters to spell things?") put letters
together.

2,2,25 to learn to read and to help you tell the words.
("How do they help you tell the words?") by sounding it
out. )

2,2,28 to write words. ("How do you use letters to write
words?") you write them down on a piece of paper.

2,2,22 words ("How do you use letters for words?")
eh-in sentences.

2,2,3 to read. ("How do we use letters to read?")
(whispered) I don't know.

2,2,2 I don't know.

2,2,11 spelling ("How do we use letters for spelling?")
(pause) ("Do you know how you use letters for spelling?")
(pause, no answer).

2,2,15 to write things ("How do we use letters to write
things?") like words.

2,2,17 I don't know.

2,2,30 to make words ("How do we use letters to make
words?”") I don't know.



APPENDIX D

CHILDREN'S RESPONSES TO THE QUESTIONS:

CAN YOU TELL ME A WORD?
WHAT DO WE USE WORDS FOR?
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QUESTION: "Can you tell me a word, any word you know?"

CODE: High Readexrs(l), Boys(l), Identity(x)
High Readers(l), Girls(2), Identity(x) :

RESPONSES :

1,1,53 bird 1,2,50 hawk

1,1,49 car 1,2,56 lets

1,1,31 1level 1,2,32 stop

1,1,55 em-cat 1,2,54 apples

1,1,43 hat 1,2,47 mog -

1,1,38* Roger;and 1,2,51 dog ’M.

1,1,37 oven 1,2,52 cat o

1,1,42 how 1,2,36 you

1,1,61 play 1,2,39 cookies

1,1,62 hockey 1,2,44 there .
1,1,46 tooth 1,2,40 hello

1,1,4 climd 1,2,8 dog

1,1,5 complex 1,2,10 apple

1,1,6 read 1,2,63 happy

1,1,7** tape recorder

1,1,9 length

* ("Can you tell me another word that you know?") and
** ("Is that one word?") two

Boys Girls

14............. WOrd. .. coeveeeennoncs 14

l..word, then name. ........c0cc0c.0. 0

l...two words qualified............ 0
Ts <+ 14 v

30
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QUESTION: "Can you tell me a waxd, any word you know?"
h)

CODE: Low Readers(2), Boys(l), Identity (x)
Low Readers(2), Gixrls(2), Identity(x)

RESPONSES:
2,1,58* parcy; Jill 2,2,59 letter «
2,1,60 big 2,2,29 sun,ran,bunny
2,1,24 yes 2,2,57 hoxse (
2,1,27 water . 2,2,25 <amel
2,1,19 what 2,2,28 cat
2,1,23 Dbecause 2,2,22 cat
2,1,20 all ' 2,1&3 eleven
2,1,21 cat 2,2,2 bear
2,1,26 stony 2,2y11 walk
2,1,34 L 2,2,15 me
2,1,33 surprise 2,2,17 friend
2,1,35 talk ©2,2,30 cat
2,1,1 no
[ ]
2,1,12 dog

2,1,13 you
2,1,14 1like
2,1,18 the
2,1,16 and

*("Can you tell me another word that you know?") Jill

Boys Girls

16. ..t essnnnnnns WOEA. it ecenesasanns 12
D name (8) « o ecovesveasan 0
3 lett@r...cvoveeeoeeen 0
18 + 12
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QUESTION: "what do we use words for?"
CODE: High Readers(l), Boys(l), Identity(x)
RESPONSES:

1,1,53 to put into a sentence ("How do we put words into
a sentence?") (pause) you put them together.

1,1,49 making sentences ("How do we use words to make
sentences?”) you put words together which make up a
sentence and this sentence has to make-the words put
together have to make sense-or-the sentence won't make
any sense and you won't be able to understand it.

1,1,31 to make sentences ("How do yoG use words to make
sentences?”) you put them in the right order.

1,1,55 to make sentences. ("How do you use words to make
sentences?”) em-to make it have sense.

1,1,43 for sentences ("How do we use words for sentences?")
when you put words beside other words.

1,1,38 8o we can make sentences out of them. ("How do we
use words to make sentences?")I don't know.

1,1,37 to talk. ("How do we use words to talk?") (Pause)
shrugged to indicate 'I don't know'. (Can we use words for
anything else but talking?") for wpoiting and printing.
(How do we use words for writing and printing?") put them
together.

1,1,42 say things ("How do you use words to say things?")
with our voices (Can we use words for other things?") vyes.
("like?") directing people (Can we use words for other
things-other than talking?") humming.

1,1,61 to tell people something ("How do we use words to
tell people something?"”) well-em-we make them into a
sentence.

1,1,62 to help you describe what you want to do. ("How
do you use words to help you describe what you want to do?")
well-eh-you talk to a person and they-like-you can do it
and eh~they just say you can and take these courses to

do what you want to do and if you pass them you do what
you want to do. ("Can you use words for other things than
talking?") well what do you mean? ("Are words used for
other things than talking?®") eh-yes ("What?") oh-hand-
talking. ("and?")eh-printing like writing. ("how?")

by putting them together to make sense.

1,1,46 to make up sentences ("How do we use words to make
up sentences?") we put the words in order.

.....continued
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....continued .

1,1,4 to make sentences ("How do we use words to make
sentences?”) put them together.

1,1,5 yeh-to read. ("How do we use words to read?") I
don't know.

1,1,6 words for-so you can talk. ("Do we use words for
anything else?") (But talking"?)books. ("How?") by
putting them together one after the other.

1,1,7 to say a meaning of something ("How do we say a
meaning of something?") (pause) ("What do we do to words
to get meaning?")put them politely together.

1,1,9 telling things ("And how do we use words to tell
things?") by putting them into a sentence.
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QUESTION:"What do we use words ﬁor?'
CODE: High Readers(l), Girls(2), Identity(x).

RESPONSES:

1,2,50 to make sentences ("How do you use words to make
sentences?") eh-I don't know

1,2,56 to read ("How do you use words to read?") (pause)
well-eh-you-eh (pause) well you spell the words and sound
out the words.

1,2,32 so people could read ("How do people use words to
read?") well with letters.

1,2,54 to make sentences and to tell people things ("How
do you use words to make sentences?")by putting them
together and making sense.

1,2,47 to make sentences ("How do you use words to make
sentences?") like you get them sort of space them out 8o
they'll make sense.

1,2,51 to make sentences ("How do you use words to make
sentences?")by-eh-putting a word after another in a row
to make a sentence.

1,2,52 to talk ("How do you use words to talk?") (pause)
("Do you use words for other things?")yes ("What?")

for writing letters ("How do you use words for writing
letters?") (pause shrugged to indicate 'I don't know'.)

1,2,36 to make sentences- if you don't have words you
couldn't communicate with each other. ("How do we use
words to make sentences?”) We put them one after the
other like 'Why do cavities hurt your teeth?'’

1,2,39 read ("Do we use words for something else than
reading?") to speak ("How do we use words to read or to
speak?") put them together.

1,2,44 using it in a sentence ("How do we use words in a
sentence?") by using the alphabet.

1,2,40 things to tell it to people ("How do we use words to
tell it to people?") well-em-we can only use words that
make sense.

1,2,8 to make sentences ("How do we use words to make
sentences?") like-we-have-youmake sentences like 'l see
a dog'.
1,2,10 we use them for words and for things important
("How do we use words for things important?") If there's
important words, then we just put it together.

...... continued
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...continued

1,2,63 making sentences and to tell people something.
("How do we use words for making sentences and to tell
people something?”) em-well sentences-what was the
question again? ("How do we use words to make sentences
and to tell people something?”) we put words together
that make sense into sentences and then if you're asking
something to a person you ask him.
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QURSTION: "what do we use words for?"
CODE: Low Readers(2), Boys(l), Identity(x).

RESPONSES:

2,1,58 to make sentences ("How do we use words to make
sentences?”) eh-that's hard- (pause) eh-1 give up.

2,1,60 to spell ("How do we use words to spell?®) I
don't know.

2,1,24 to make sentences and jokes ("How do you use words
to make sentences and jokes?") you- (pause) you-using the
A.B.C's.

2,1,27 em-like you want to spell the word-something like
that.

2,1,19 even to make sentences ("How do you use words to
make sentences?") eh-(pause) I don't know.

2,1,23 in sentences ("How do we use words in sentences?"”)
sometimes we make capitals from words at the beginning
and small words in the middle of the story.

2,1,20 to say things in case someone far away- you can
write a letter to them and talking to them on the
telephone ("How?") put them together.

2,1,21 to talk to people ("Now do we use words to talk
to people?”) by naming them (Do we use words for anything
else than talking to people?®) by naming sentences.

2,1,26 to make sentences ("How do we use words to make
sentences?”) to make them sound like something else.

2,1,34 sentences. ("How do you use words for sentences?")
put the right words in themn.

2,1,33 surprise? words? (Any word")any word? like 'I
don't cry'.

2,1,35 words like @n sentences ("How do we use words in
sentences?”) new words. '

2,1,1 spell ("How do-we use words to spell?") any way

2,1,12 to talk ("How do we use words to talk?") I don't
know. ("Can we use words for something else than talking?")
no

2,1,13 to learn ("How do we use words to learn?") how to
read.
.».continued
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...continued

2,1,14 helping us read and to learn ("How do we use
words to help us read and to learn?”) em- (pause)
I don't know.

2,1,18 eh-to tell people ("How do we use words to tell
people?”) we write words? ("Do we use words for
something otepr than writing?") spelling

2,1,16 for telling people lonethin? ("How do we use
words for telling peopl omething?®) like putting
them in letters to people. : .
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QUESTION: "What 4O we use words for?*
CODE: Low Readers(2), Girle (2) ;\xdcattty(x)‘

RESPONSES :

2,2,59 making up sentences ("“Bow 40 we use -# to make
up sentences?”)-(pause) put some words tdget and try
to make some sentences out of them. 4

2,2,29 to talk so people understand ("How 4o we use
words to talk?") put them together.

2,2,57 to say sentences ("flow do we use words to say
sentences?”) (pause) I don't know.’

2,2,25 to read ("How do we use words to read?") by
looking at them.

2,2,28 to make sentences ("How 40 you uge words to make
sentences?”) you make them up so that it doesn't look
like all the letters are together and it makes them a
whole bunch of messy words.

2,2,22 sentence ("How do you use words for sentences?”)

by talking ("Can you use words for sentences another way?")
by hands ("How do you use them by hands-what do you do?")
write ("How?") put them together.

2,2,3 shrugged to indicate 'I don't know'. ("Say it

out loud for the - ) to read. ("How do we use words to
read?") shrugged I don't know. :
2,2,2 (pause) shrugged to indicate 'I don't know'.

2,2,11 to know what we're needing ("How do we use words
to know what we're needing?”) (pause) (no answer)

2,2,15 writing ("How do we use words to write?") by saying
the alphabet. .

2,2,17 to write sentences and to write a distance
("How do we use words to write sentences?”) well if we
use a capital letter we put a capital letter like 's'
with a capital 'S’'.

2,2,30 to make sentences and stories and paragraphs
("How do we use words to make sentences and paragraphs
and stories?”) we make stories and tell something-like.



APPENDIX E

CHIEPREN'S RESPONSES TO THE QUESTIONS:

CAN YOU TELL ME A SENTENCE?

WHAT DO WE USE SENTENCES FOR?

HOW DO YOU KNOW WHEN YOU COME TO
THE END OF A SENTENCE WHEN YOU ARE:
READING?
SPEAKING?



QUESTION

111

"Can you tell me a sentence, any sentence

you know?"
CODE: High Readers(l), Boys(l), IQentity(x)

RESPONSES: '

1,1,53 The girls and boys are playing ball.

1,1,49 I am a dog called 'Brownie’.

1,1,31 I went fishing.

1,1,55 M& sister has a kitten.

1,1,43 Bob went to the bathroom to brush his teeth.
1,1,38 Jill fell down the hill.

1,1,37 Aunt Alice ate an apple.

1,1,42 What are you doing today?

1,1,61 Jack and Jill went outside to play with their ball.
1,1,62 When I went to school the dog barked at me.

1,1,46 The bear stole honey. ]

1,1,4 I live in the city.

1,1,5 1 know where my friend lives.

1,1,6 1 was reading a book about Jack and the Beanstalk.
1,1,7 1 went to the market on Fr#day.

1,1,9 Did you go to the ocean?



QUESTION: "Can you tell me a sentence, any sentence
you know?"

CODE: High Readers(l), Girls(2), Identity (x)

RESPONSES:

1,2,50 John goes to school.

1,2,56 I want-I would like a cookie.

1,2,32 The car stopped at the corner.

1,2,54 The telephone is blue and white.
1,2,47 1 know a name.

1,2,51 There is a dog.

1,2,52 My sister doesn't keep her room tidy.
1,2,36 The Mississippi River is long.

1,2,39 I love bears.

1,2,44 The bear went home. -

1,2,40 Jane went over to her house after school.
1,2,8 Can 1 see you?

1,2,10 Can you come over to my house?

1,2,63 Today is my birthday.

112
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QUESTION: "Can you tell me a sentence, any sentence
you know?"

CODE: Low Readers(2), Boys(l), Identity(x).

RESPONSES: .
2,1,58 Matt and Jack were playing in the sand box.
2,1,60 I know a man.

2,1,24 I like to go hunting in the big forest.
2,1,27 I know a little dog.

2,1,19 This is fun.

2,1,23 Jack and Jill- no that's not a sentence-Jack and
Jill fell down the hill.

2,1,20 The boy has a ball.

2,1,21 The cat sat on the mat.

2,1,26 1 like you.

2,1,34 I like it here.

2,1,33 I know who is a big boy.

2,1,35 I could write you a letter.

2,1,1 This is my house.

2,1,12 A cat ran after a mouse.

2,1,13 Once upon a time there was a little lamb.
2,1,14 The rabbit jumped up the hill.

2,1,18 1 want to go to the parade.

2,1,16

A man 1is over there.
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J

QUESTION: "Can you tell me a sentence, any sentence
you know?"

CODE: Low Readers(2), Girls(2), Identity(x).
RESPONSES ¢

2,2,57 Mrs. Bourcier is in the room.

2,2,25 Come with me.

2,2,28 We went to Alberta Beach.

2,2,22 That is their cat.

2,2,3 Sally was playing skipping.

2,2,2 I like watching T.V.

2,2,11 Can I go out and play?

2,2,15 Why are you mad?

2,2,17 My friend is going.

2,2,30 A glass ball.

2,2,59 I Ilke to hear-letters.

2,2,29 1 know a cat named Frisky.
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QUESTION: "wWhat do we use sentences for?"

CODE: High Readers(l), Boys(l), Identity (x) .
RESPONSES :
1,1,53 to put into a story.

logt ,49 telling people what we want to tell them ("How

d¥ we use sentences to tell people what we want to tell
them?”) well-we put a certain number of words together
that make sense-tell what you want to tell and-em-when one
sentence is done you go on to another and another and

80 on until it makes up a story of what you want to

tell about.

1,1,31 em-so you can tell other people things. ("How
do you use sentences to tell other people things?")
You put the sentences in the right order.

1y

1,1,55 to make-em~to make sense.

1,1,43 1like in -if you're going to make a story, you
use sentences.

1,1,38 (pause) tshrugged to indicate he didn't know.)

1,1,37 for writing, printing, and talking ("How do we
use sentences for writing, printing and talking?")
talking we use the mouth and writing we use a pen.

1,1,4ZA\S:l:j-understand people-what they're saying.

1,1,61 when you're going to tell people something
or write a Btory or something.

1,1,62 to describe ("How do we use sentences to describe?")
eh-you tell the thing you saw-like you tell it to a person
and they tell it on like maybe a long time ago someone

saw this knight and he told it-no he wrote it in a book-
nohe told-let's say Hans Christian Anderson-and he

wrote it and then it goes over the wqud - a book.

1,1,46 speaking ("How do we use sentences for speaking?")
shrug indicates he doesn't know) ("Can we use sentences
for something else than speaking?") em-to have people
hear you.

1,1,4 to make-to tell where people live and to talk about
someone.

1,1,5 to help make-to help make things more clear.

1,1,6 eh-for stories ("How do we use sentences for
stories?") eh-em-its hard-can't think of it.

1,1,7 em-to tell where we went someplace or what we're
going to do.

1,1,9 eh-telling things ("How do we use sentences to
tell things?") by putting a period at the end.
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QUESTION: "What do we use sentences for?"
CODE: High Readers(l), Girls(2), Identity(x) .

RESPONSES :

1,2,50 (pause) to eh-to eh-(pause) to make poems or
stories.

1,2,56 to talk ("How do we use sentences to talk?")
(pause) (no response) ‘

1,2,32- for a story ("How do we use sentences for a
story?") you put them together.

1,2,54 to tell people-well to describe things or to
ask names-or to tell how old you are.

1,2,47 to tell people something so they can read and
maybe like if like they were writing a letter.

1,2,51 to put things together to tell something.

1,2,52 to write stories ("How?") you put them in an
order to make sense.

1,2,36 eh-well-to use them for-by switching ("by
switching?") eh-(pause) I don't know.

T

1,2,39 talk about things ("How?") put them in order.

1,2,44 if you didn't, you couldn't ask any questions
(Can you use sentences for other things?") brushing your
teeth and all sorts of things ("For sentences?-or is that
a sentence you said?") a sentence.

1,2,40 tell people something ("How do you use sentences
to tell people something?") em-well-keep On talking
to someone to understand them.

1,2,8 so that if we can write letters and things like
that. ("Can we use sentences for something else than
writing?") yeh ("Wwhat?") to say things in speech.

1,2,10 for telling people something ("How do we use
sentences to tell people something?") em-oh boy-you can
tell them something and stuff.

1,2,63 telling people things ("How do we use sentences
to tell people things?") by telling em-what was that
question again? (sentence was repeated) we tell people
sentences that are asking or giving answers that are
telling people something interesting.
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QUESTION: "what do we use sentences for?"
CODE: Low Readers (2), Boys(l), Identity(x)

RESPONSES :

2,1,58 eh-(pause) so you will-so you will learn ("So you
will learn what?") (pause-no response).

2,1,60 1like if the teacher writes on the board-then
its a sentence.

2,1,24 to put_in a book and you can read them or write
them down on a piece of paper ("Can you do anything else
with sentences?") I don't know.

2,1,27 for questions - like you use a question to talk
to somebody ("Can you use sentences for something else?")
em-' A little dog chased a cat'.

2,1,19 to talk-talk to people ("Can we use sentences for
something else?") yes ("What?") we can use them to write
stories ("How?") I don't know.

2,1,23 making books for children ("Can we use sentences
for other things?") yes-stories.

2,1,20 to talk to people and that is all ("Can we use
sentences for anything else other than talking to
people?"”) em-yes ("What?") we can use it for-em-for
describing things-if you really like something you can
talk to it like a plant or something.

2,1,21 for talking to people ("How do we use sentences
to talk to people?") by sounding the words.

2.1.26 for-sometimes letters ("What kind of letters?")
writing letters to people.

2,1,34 talking ("Can we use sentences for other things?")
yes ("What?") (pause shrugged to inqgcate he did not know).

2,1,33 sentences for? for-for some reason-for learning
words and that. Se T

2,1,35 1like in-if you(qﬁre writinag 1 leotter to someone.

(" How would you use sentences Jf y: + writing a
letter to someone?”) 'l gave a §ift

2,1,1 tell you-eh (pause) tO\tel‘ ''ing-eh-
(pause) what you do.

2,1,12 to work ("How do we use s8¢ o olfto work?"™)

write down.

'2 1,13 for to read ("How do- we use .sentences to read?").
g& learn.

/ﬁ,ﬁ.l.14 em- I don't know.

....continued
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...continued

2,1,18
to tell

2,1,16
to tell
them to

for telling people stuff ("How do we use sentences
people stuff?”) eh-we-we tell- I don't know.

em-telling people things ("How do we use sentences
people things?") like putting them in- like making
say something.



119

QUESTION: "what do we use sentences for?"
CODE: Low Readers (2), Girls(2), Identity(x).

RESPONSE:

2,2,59 telling people things ("How do you use sentences
to tell people things?") (pause-no response).

2,2,29 to talk ("How do we use sentences to talk?")

eh- (pause-no response) ("Do we use sentences only to
talk?") no-(pause) ("What else do we use sentences for?")
em (pause) so teachers can hear you thinking.

2,2,57 1like to say out words-like sometimes there's a
missing word (referring to a fill-in-the-blank experience).

2,2,25 em-to learn how to read ("How do you use sentences
to learn how to read?") em-(pause) by looking at them.

2,2,28 to write in our books ("Do you use sentences for
other things than writing?") you can make up your own
words.

2,2,22 telling things ("How do you use sentences to tell
things?") talk ("Can you use sentences to tell things
another way?") eh-writing.

2,2,3 em~I don't know.

2,2,2 (pause-shrugged to indicate 'I don't know'.)
2,2,11 so you can read on.

2,2,15 writing a letter to the cleaners.

2,2,17 em-to give it to other people to know what we're
telling about.

2.2.30 to tell people things ("How do we use sentences
to tell people things?") em-I don't know that.
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QUESTION:"How do you know when you come to the end of a
sentence when you are......?"

CODE: High Readers(l), Boxs(l), Identity (x)

RESPONSES:

1,1,53 reading- a period or a quotation mark.
speaking~you.kind of pause. ‘

1,1,49 readin -g&en a period, exclamation mark,question

mark. (e,
speaking-by stopping talking, taking a breath, -
and then continuing. .

1,1,31 reading-there's a period ("Just a period?®) ok a
question mark. . \\k
speaking- because you know you're finished. (\

1,1,55 reading-there's a period ("Just a period?") not
all the time ("What else can we use?") exclamation mark.
speaking-you pause.

1,1,43 reading- there's a period ("Just a period?")
(pause) ("Can there be anything else?")-eq%question mark,
exclamation mark.

speaking- you stop and take a breath.

1,1,38 reading-there's a period ("Just a period?")sometimes
a question mark.
speaking- you stop.

1,1,37 reading- there!s a period ("Just a period?") that's
all there is. ("Can there by anything else?") question
nark.

speaking~ when you're finished.

1,1,42 reading- a period ("Just a period?") (pause) no,
not really ("Can there be something else?") a question
mark. :

speaking- that's when you want to stop.

1,1,61 reading- because there's a period ("Just a period?")
well, there could be question mark or something like that.
speaking-em-well I don't know.

1,1,62 reading- there's a period, question mark, excited
mark or a comma or something like that.
speaking- you stop, pause.

1,1,46 reading- there's a period ("Just a period?")
no, sometimes a question mark, exclamation marks.
speaking- so that you come to the end of a sentence.

[N

1,1,4 reading- a period ("Just a period?") a question
mark speaking-when you say the whole thing.

.. .continued



121

..continued

1,1,5 reading- a period ("Just a period?") sometimes
maybe a question mark.
speaking-you kind of a question mark or period

1,1,6 reading- by period ("Just a period?") eh-and-eh
exclamation mark

speaking-eh- (pause) that's hard to.I can't
answer that one. :

1,1,7 reading- there's a period after ("Just a period?")
there's no more to read ("Can there be something else
at the end?") a question mark.

speaking- there's no more to say.

1,1,9 reading- there's a period at the end ("Just a
period?") no there could be an exclamation mark or a
question mark.

speaking- I quess you say'IlI went home'and that's
the end of a sentence.
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QUESTION: "How do you know when you come to the end of
a sentence vhen you &re@.....c.cee0cee?

CODE: High Readers(l), Girls(2), Xdentity(x)

RESPONSES :

1,2,50 reading- there's a.period there ("Just a period?")
well maybe there's a period,an exclamation mark, or eh-
comma or any of those kinds of marks. ("A comma?")
well no, not a comma, eh~-gquestion mark, a period,
exclamation mark, and a question mark.

speaking- eh (pause) oh what is that again please?
(question repeated) eh-you mighlit et out of breath.

1,2,56 reading~ when there's a period ("Just a period?”) °*
a comma or question mark or anything like that

speaking- (pause) when there's a quotation marks
or anything like that.

1,2,32 reading- there's a period or a question m‘rk
speaking- well you stop.

1,2,54 reading- you use a period ("Just a period?")
you use an exclamation mark or question mark or a period

1,2,47 reading- period ("Just a period?") well maybe a
question mark or an exclamation.
speaking- you stop and then you start over again.

1,2,51 reading- when there's a gquestion mark, a period
or an exclamation mark.
speaking- when you stop for a minute or two.

1,2,52 reading- there's a period ("Just a period?") no
("What else?”) a question mark, an exclamation mark a
comma and apostrophies ("Commas?") no

speaking- (pause) you stop.

1,2,36 reading- there's a period ("Just a period?") or an
exclamation mark or a question mark.
speaking- you've had that experience before.

1,2,39 reading period tells you to stop. ("Just a
period?") exclamation mark
speaking- you stop whan you want to

1,2,44 reading- there's a period ("Just a period?") not
always ("What else?") a gquestion mark
speaking- there's a period

1,2,40 reading-there's a period ("Just a period?") yes
("Can there be something else?") yes ("what?") a question
mark.

speaking- you see a period and you stop.

...continued
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.. .continued

1,2,8 reading- there's a period, comma, question mark
("Is a comma at the end of a sentence?”) no- not usually
("*Can there be a comma at the end of a sentence?") yes

speaking- I know how to do it. I just say some~
thing eh~when I want to stop. ("And when you stop that's
the end of a sentence?”) em-like, I say a sentence and
then I stop, because that's when you stop.

1,2,10 reading- you can see a period and & question

mark ’
speaking- you can like-you can talk and don't

just keep on going because and you put a period at the
end.
1,2,63 reading- you stop at a period ("Just a period?")

an exclamation point or a question mark.
speaking- when there's a period there.
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QUESTION: "How do you know when you come to the end of
a sentence when you are ..........? :

CODE: Low Readers(2), Boys(l), Identity (x) \

RESPONSES :
2,1,58 reading~ there's a period ("Just a period?") (pause)
I think so ("Can there be anything else?”) no

speaking- (pause) eh-its hard (pause) I don't know

2,1,60 reading- a period ("Just a period?™) no a
question mark.
speaking- when you stop.

2,1,24 reading the period ("Anything else?") no ("There
can't be anything else?") no

speaking~ eh (pause) I don't know what its called
but like the dot on the bottom.

2,1,27 reading- you put a period ("Just a period?") and
eh-a small letter at the end ("What kind of a small letter
at the end?”) 'e' ("Any other?") 'Q4'.

speaking- (pause) when you finished the sentence.

..2,1,19 reading- It has a period ("Just a period?")
or a question mark.
speaking- eh (pause) no response.

2,1,23 reading-there's a period ("Just a period?") some-
times a comma ("a comma?") a question mark. ("Is there a
comma at the end of a sentence?”) no ("Why isn't there a
comma at the end of a sentence?") eh-because there's
certains that ends something like lets.

speaking- (pause) em-there can be no other line
near it.

2,1,20 reading- there's a period or sometimes a question
mark.

speaking-because there is nothing more to say at
the end of that sentence.

2,1,21 reading- you always put a period ("Just a period?")
quotation marks and eh-em- and another mark but I forgot
the name of it.

speaking- (pause) I don't know.

2,1,16 reading- a period ("Just a period?") yes ("Can
there be something else?") (pause) (no answer, shrugged
indicating 'I don't know'.)

speaking- when you stop talking.

2,1,34 reading- you run out of words ("Is there any
other way of knowing?") yes ("How?") because that's when
you quit reading.

speaking- yaqu stop talking.

. -+ ..continued
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.. .continued

2,1,33 reading- because there's & period or question
mark.
speaking- you stop where you-you stop.

2,1,35 reading-period ("Just a period?") no ("Anything
else?") I don't know
speaking-~ period, also a straight line and a dot.

2,1,1 reading-there's a period ("Just a period?") ("Can
there be anything else?") Yes ("What?") extra mark and eh-
(pause) .

speaking~- you stop.

there be something else at the en f a sentence?")
yes ("What?") an apostrophe.

2,1,12 reading- period ("Just a piriod?") yeh ("Can,
speaking- (no response) g

2,1,13 reading- there's a dot or period ("Can there be
something else?") gquestion mark.
speaking-em-there's a dot.

2,1,14 reading- there's a dot at the end ("Anything else?")
question mark.
speaking-we look

2,1,18 readﬁng— period ("Just a period?") and-and-and a
question mark sometimes.
speaking- because that's all there is to say.

2,1,16 reading- there's a period ("Just a period?")
(pause) ("Can there be something else?") no

speaking- em-(pause)-(shrugged to indicate he
did not know).
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QUESTION: "How do you know when you come to the end of
a sentence when you are .....?

CODE: Low Readers(2), Girls(2), Identity(x)

RESPONSES :

2,2,59 reading- you see a period ("Could there be
anything else at the end of a sentence?") question mark
speaking- {pause, no response).

2,2,29 reading- cause there's a period ("Just a period?")

no ("Can there be something else?") question mark
speaking- (pause) what was the question? (Question

was repeated) (pause) because there's a period at the end.

2,2,57 reading- like there's a period or a question
mark or an exclamation mark.
speaking—~ like-eh-there's a period.

2,2,25 reading-what do you mean? (question was repeated)
by reading it ("Is there er way?") (pause) ("Is
there something that tells you that you've come to the
end of a sentence?") (pause, no tesponse).

speaking- when I read

2,2,28 reading- by a period ("just a period?") by
comma ("a comma?") by a question mark ("You come to the
end of a sentence when you see a comma?") no-sometimes
("Yes or No?") em-no.

speakithg- you see a period.

2,2,22 reading- there's a period at the end of the
sentence ("Just a period?") if there's a question, there's
a question mark.

speaking- because there's no more left in the
sentence.

2,2,3 reading- sometimes there's a question mark, some-
times there's a period.
speaking~ you don't say no more.

2,2,2 reading- there's a period ("Just a period?")
("Can there be something else?") no

speaking- (pause) (shrugged to indicate 'I don't
know')

2, 1 reading- because you got a period ("Just a period?")
and”a curved thing

speaking- (pause) (sentence repeated) when you see
where.

2,2,15 reading- apostrophe ("Anything else?") eh-the kind
of thing that goes like this ("Can you make one for me?")
yes ("0.K. make one here for me") ?

speaking- I don't know.

. . .Continued
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. . sCcOntinued

2,2,17 reading~ by you can see a dot ("And anything else?")
question mark.
speaking- I don't know

2.2.30 reading- you read em-read when you come to the

end ("And how do you know when you come to the end?") when

there's a period ("Just a period?") or question mark.
speaking- em~eh-em-~I don't know.
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