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ABSTRACT

The purpose of this study was to develop an inter-
vention program to lessen the gap between cognitive confu-
sion, as defined by Vernon (1957), and cognitive clarity, as
defined by Downing (1970), by using the results of a reading
readiness test diagnostically.

Beginning grade one children were pre-tested and
post-teSted with the Canadian Readiness Test., The treatment
consisted of a form of Sylvia Ashton-Warner's "Key Vocabu-

lary" using a language experience approach.
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Chapter I
THE PROBLEM

The purpose of this study was to design and measure
the effectiveness of an intervention program in spanning the
gap between the child's state of cognitive confusion and

_ cognitive clarity.

Backeround of Problem

A growing number of researchers have shown increased
interest in the prereaders concept of reading (Reid, 1966;
Vygotsky, 1962; Downing, 1970, 1971a, 1973; Francis, 1973;
Meltzer and Herse, 1969; Holden and MacGintie, 1969).

There is general agreement among these researchers
that prereaders do not understand fhe purposes of reading,
nor do they understand the technical language of literacy.
They also agree that success in reading is dependent upon
the development of this understanding,

| According to Vernon, (1957) this lack of understanding
may lead to a state of cognitive confusion. One of Downing's
later studies (1972) supported Vernon's "cognitive confusion™”
theory in the early stages of learning to read. At the same
time Downing also showed that this lack of understanding is
related to some of the traditional components of reading

readiness,




One of these, the child's development of concepts
gpecifically related to the'skills of reading and writing,
and the tasks involved in learning them was the concern of
Evanechko, 011ila, Downing, and Braun (1973) when they
constructed their diagnostic reading readiness battery, the
Canadian Readiness Test., It was constructed on the premise
that if a reading readiness test was to serve a diagnostic
function it had to have a range of subtests including items
to measure several aspects of written language. Reading

Readiness is "the stage in development when, either through

maturation or through previous learning, or both, the indivi-

dual child can learn to read easily and profitably."1 It is
a complex perceptual and intellectual achievement composed
of many components which may develop through maturation or
learning and contribute to readiness to learn to read, Ac-
cording to Downing and Thackary (1971) grouping these compo-
_nents is an arbitrary task, but the components can be dealt
with adequately under the broad headings of: physiological
factors, environmental factors, intellectual factors and
personality factors,

Over the years many reading readiness tests have
been constructed to measure these components. The scores

that resulted from these tests helped to open the way for

1J. Downing and D. V, Thackary, Reading Readiness,
1971, p. 10.




gaome children to begin formal reading, but often blocked the
way for others to begin.,
Research has shown that these reading readiness tests

are 3atiafactory predictors of heginning reading success

(Livo, 1972), (Karlin, 1957). Some reading readiness tests
have been constructed to serve as screening devices, Their
purpose is to help identify children who might need special
help to master the complex skill of reading. Other reading

readiness tests have been constructed to serve as a diagnos-

tic tool. Diagnostic reading readiness tests make it pos-
sible for the teacher not only to identify specific strengths
and weaknesses in certain areas but to suggest relevant pro-
cedures for further developing these strengths and overcoming
the weaknesses. Through diagnostic tests a teacher is helped
to determine the degree of readiness for reading possessed by

~each child.

Significance of the Problem

Children are coming to school today with varied:

experiences and backgrounds as a result of our increasingly

mobile and affluent society. This really implies that they
are coming to school with varying degrees of reading readi-

ness., Some can read, some are ready to begin and others do

not appear to be ready nor show any interest in attempting
the task of reading.
It is then of great practical concern for every

teacher of beginners to be able to identify the child's




cognitive level and learning style and adapt instruction
accordingly. Réading will be most meaningfully taught if
materials used are expressed in the child's own words based
on his individual unique experiences (Cramer, 1971), (Good-
man, 1965), (Weber, 1968),

In a recent monograph, Downing and Thackary (1971)
expressed the belief that reading readiness is a state of
the teacher as well as a state of the child., The teacher
should not only fit the child for reading but also fit
reading for the child. OCramer (1971) concurs with their
belief, The task he sees for educators and others "is to
redesign reading instruction to fit children--instead of

2 The above

continuing to go at it the other way around.”
educators agree that the best way to do this is by using a
child's own language as a starting point for all reading.
A child is more likely to read successfully when what he
reads is related with his language, experience, needs and

desires, This should provide the individval with the op-

portunity to express and build on his own reading materials

until such time as he has developed the necessary skills and

confidence to successfully read materials written by others.
Today more than ever before pressures are being exerted on

reading and language arts teachers to meet the needs of

A 2Ronald Cramer, "Dialectology - A Case for Language
Experience."™ Reading Teacher, 1971. p. 34.




children, It is 2ll too evident that there is a need for
instruction that does meet the needs and interests of all
children,

The treatment used in this study is significant in
that it can provide indiviuzlization within the framework of
a group or class situation.

The significance of this study and the need for more
research in this area is well summed up by Calfee and
Venezky (1968):

Reading is a vital skill without which a child can
not succeed in virtually any other area., Today it is
quite possible to predict quite reliably those children
who are not going to make it. This damning predic%ion
must be changed into a prescription for treatment.

The belief that readiness is an assessable commodity
has been held since the early 1920's (Durkin, 1970). One of
the fundamental questions now is specifically, what skills
are prerequisites to successful reading and are they
measurable? Most authors of readiness tests still report
their reading readiness tests as predictive, not diagnostic
in nature (Rude, 1973). The purpose of this study is to
determine the effectiveness of diagnostic reading readiness

test information and its use as a basis for intervention

procedures to hasten a state of cognitive clarity.

3R. Calfee and R, Venezky, Psvcholincuistics and the

Teaching of Reading, 1963, p. 107,




Hypotheses

An effective way to assess a child's readiness for
reading is to give him a variety of opportunities to read
(Downing snd Thackary, 1971; Cramer, 1971; Ashton-Yarner,
1972). Since by design, some of the children participating
in this study were given the opportunity to read and others
were not, it was possible to measure the effectiveness of
~ the intervention program in spanning the gap between the
child's state of cognitive confusion and cognitive clarity.

It was, therefore, hypothesized that:

1., There is no significant difference between
the control and experimental group on the total
scores of the Canadian Readiness Test as a result
of the intervention program.

2. There is no significant difference between
the control and experimental group on the scores
on subtest 1, Technical TLanguage of Literacy, as
a result of the intervention program.

3, There is no significant difference bet&een
the control and the experimental group on the scores
on subtest 5, Semantics, as a result of the inter-
vention program.

4; There is no significant difference between
the control and experimental group on the scores
on subtest 6, Learning Rate, as a result of the

intervention program.




Definition of Terms

The following definjitions were adnpted for this study,

Beginner is defined as a child vho is entering the
first grade and has not been exposed to formal reading
instruction,

Cormnitive clarity is defined as the act of getting

‘to0 know and understand the tasks involved in successful

reading and writing. Thus normal cognitive clarity comes

at the completion of the continuum of necessary tasks in-
volved in successful reading and writing.

Cognitive confusion is defined as the confused state

or inability to know and understand the tasks involved in

successful reading and writing., Thus normal cognitive

confusion is the uncertainty or confused state at the
beginning of the continuum of tasks that a child progresses
through normally in learning to read and write successfully.

Intervention Program or Treatment is defined as the

independent variable in this study. It consists‘of
recording stories two to five sentences in length from
selected pictures and choosing words from the context to be
printed on cards and become the "key vocabulary" for the
experimental group, |

Key Vocabularv is defined as the word or words

chosen by the experimental group from their dictated stories
to be printed on cards as words they know, thus becoming

their own personal key vocabulary.




Personal Story Books are defined as the books made

by and belonging to the subjects in the intervention program,
The books contain the stories, under selected pictures, that
have been dictated by the subjects and typed by the

experimenter,




Chapter II
REVIEW OF THE LITERATURE

Cognitive Confusion and Cognitive Clarity Theories

Vernon's (1957) review of the backwardness in reading
dealt in depth with some of the most credible British and
American research on visual and auditory perception and
their relationship to reading disabilities, Vernon conclu-
ded that there may be some failure to perceive all the details
of printed shapes accurately, or to hear word sounds
correctly, but that the commonest feature of reading dis-
ability is the incapacity to perform the cognitive processes
of analyzing accurately the visual and avditory structures
of words. "Thus the fundamental and basic characteristic
of reading disability appears to be cognitive confusion and
lack of system."1

Vernon defined cognitive confusion as ";...the_
child's general state of doubt and confusion as to the rela-
tionship between the printed shapes of words, their sounds

and their meanings."™ Vernon stated that the child with

1M. D. Vernon, Backwardness in Reading (London:
Cambridge University Press, 1957), p. 11,

9
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real reading disability "....may have learnt that printed
words have some relation to spoken words; and with a few
gsimple words, he has memnrized the spoken word that cor-

responds to a particular shape. But he does not seem %o

understand why; it might be qui.te an arbitrary association.
He appears hopelessly vncertain and confused s to why
certain successions of printed letters should correspond to
certain phonetic sounds in words."2 Vernon expressed the

belief that in order to make this association, a particular

type of reasoning process is demanded, and that in reading
disability, "the fundamental trouble appears to be failure
in development of this reasoning process."3
The child with the reading disability is not suf-
fering from some general defect in visual or auditory
perception, imagery or memory, "but has broken down at some
point, and has failed to learn one or more of the esseﬁtial
processes....,"4 The child "remains fixed at a particular

point and is unable to proceed further,"

To Vernon, the retarded reader is one who remains in

a state of confusion over the whole process, The normal

beginning reader seems to find no great difficulty in

developing the necessary reasoning process, provided he goes

2Vernon, p. 48, 3Vernon, p. 48, 41pia,

5Vernon, p. 189,
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slowly and is given the necessary help and practice,
Downing (1970) has said that if éognitive confusion
in the 'particular type of reasoning process' involved in
Jearning to read is the outstanding feature of the disabled
reader, then conversely, cognitive clarity ought to be the 5&
most prominent characteristic of the normal reader. Also,
"Wernon's 'particular type of reasoning process' should be
~ observable in developmental stages beginning with normal
cognitive confusion of the earliest stage through a series .éé
of problem—solving phases to a later stage of normal -
cognitive clarity."6
If Vernon's hypothesis regarding the relationship
between cognitive confusion and reading disability holds,
then it should follow that the normal beginning reader
should possess cognitive clarity in this 'particular type of
reasoning process' required in learning to read. The normal
beginning reader should understand clearly the relationship
between the printed forms of words, their sounds and their

meanings. The normal beginning reader should know and under-

stand why certain successions of printed letters should
correspond to certain phonetic sounds in words. In the

normal bteginning reader there should be an observable

sequence of development from the earliest stages of this

'particular type of reasoning'.

6J. Downing, Specific Cognitive Factors in the

Reading Process, (NCR, 1970).
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GCopnitive Development

Reading research has placed emphasis on perception
and discrimination with little regard for conceptual and
reasoning processes behind them., Elkonin (1970), who was
influenced by the work of Piaget and of Vygotsky, wrote that
", ...the perception and discrimination of printed characters
are only the external side of the process of reading.,
~Behind it lies hidden the more essential and basic behavior,
whieh the reader produces the sounds of language. Of con-
siderably greater importance than the speed of eye-movements
and the span of apprehension is the speed of those under-
lying and more central processes concerned with the behavior
of creating the sound form of the word and connected with it
its comprehension."7 The evidence adduced by Elkonin's
studies supports Vernon's concern that the confusion expres-
sed by some children is not purely perceptual; "it affects
the reasoning necessary to comprehend the exact correspondence
and association between the spatially ordered visual
sequences and the temporally ordered linguistic sequenées."8
The elements of these sequences must be integrated, and then
coordinated to convey meaning,

Although Piaget didn't apply his theories directly

to the problem of children's cognitive development as it

Tp, B, Elkonin, Comparative Reading (MacMillan,
1973), p. 553.

8M. D. Vernon, Reading and Its Difficulties
Cambridse, 1971), p. 170,




related to learning literacy, his research has provided

many insights into the thinking processes of children first
introdnuced to the tasks of learning to read and write, He
has shown that young children's perception of the process

of reading and writing are not the same as that of an adult.
Piaget's (1959) research was concerned with the development
of the children's lsnguage and how it related to the thinking
_processes., According to Piaget, there is a major change in
the child's style of thinking as he moves from near total
dependence on perception to a greater reliance on thought

to check what he sees, This change, conéervation of
substance, is the realization that change can take place
without altering the fundamental characteristics. De-
centration, considering more than one aspect of a sitvation
at a time; and, reversibility, the mental activity of being
able to go back to the starting point of some operation,
contribute to the development of conservation., It might be
inferred that this change in thought is necessary for a child
to convert graphemes to bhonemes and then validate theée
transformations. It might be that this ability to conserve
represents what most reading-instruction programs require

and its presence constitutes 'readiness'. Almy (1967)
commented that "a child who has not achieved 'reversibility' o
in his thought piocess and who does not understand reciprocal

relationships may lack the stability of perception necessary
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for formal reading instruction."g Evidence of a rather
hizh correlation between conservation ability and heginning
reading achievement has been provided by Almy, Chittenden
and Miller (1966),

Because of the work of Piaget and others, (Weaver,
1967; Calfee and Venezky, 1968; Weaver and Kingston, 1972),
it is a recognized fact that young children's perception of
~the process of reading and writing is different from that of
an adult and this has crucial implications for reading

readiness instruction,

Literacy

This application of Piaget's theories of cognitive
development as it related to learning literacy, was expanded
by another of his followers, Vygotsky. Vygotsky (1962)

was very concerned with the gap betWeen the school child's

oral and written language.

WIritten language demands conscious work because
its relationship to inner speech is different from that
of oral speech. The latter precedes inner speech in
the course of development, while written speech follows
inner speech and presupposes its existence (the act 8f
writing implying a translation from inner speech)°"1

Vygotsky also noted...."that at certain periods there

9M. Almy, Chittenden, E., and Miller, Paula. Young
Children's Thinking, (New York: Teachers College Press,
1866), p. 139.

Thought and Language (Cambridge,

M.I.T. Press
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is 2 lag of as much as six or eight years between his
'1inguistic age' in speaking and in writing."11 He did not
think that the difficulties of mastering the mechanics nor
the novelty of writing could account for this tremendous lag
between the school child's oral and written 1anguage.'
Vernon (1957) shared this concern and noted that it seems
probable that even some reasonably intelligent children begin
to lag behind the others in reading progress almost from

the beginning. She recognized the fact that often these
children were placed in specific classes to receive special
teaching., Children with a slight disability can overcome
their difficulties by progressing slower at the beginning
and receiving this special teaching. But for the child

with the real reading disability, he still remains in a state
of hopeless confusion over the whole process in spite of the
special classes and teaching. He does not possess 'the
particular type of reasoning' and can not read. The reading-
disabled child does not seem to understand why written ‘
language is what it is. It is what Vygotsky called the
mgbstract quality of the written 1anguage"12 that makes the

task of reading so meaningless and confusing for some

children,

Svstems - Verbal and Graphic

Elkonin described reading as the creation of the

11 12

Vygotsky, p. 98. Vygotsky, p. 99.




gound form of the word on the basis of its graphic model,

No matter how the written word ise perceived visually,
whether in parts or as a2 whole, the understanding is based
on the sound formation of the word. Thus a good reader is
one who knows how to create the correct sound form not only
of a Xnown word, but also of any unknown wofd. The disabled
reader is confused and can not create the correct sound forms
for most words, Ynown or unknown, Reading involves not
only the perception and memory of visual shapes and sounds,
but also the more difficult cognitive processes, Children
have had little experience with visual symbols before they
begin learning to read, They do not understand the symbolic
nature of written language.

Alphabetic writing systems, such as English, are
constructed on the basis of writing a character or characters
for a speech sound, there is not direct connection between
the graphic form of the written word and its meaning in the
language. The understanding of reading in such systems in
beginning reading is realized on the basis of the sound
formation of the word, with which the meaning is connected,.
The understanding of languvage, written and oral, is based
on the sound formation of the word. In written language
(reading), the child must take notice of the sound structure
of each word, take it apart and put it bhack together in
alphabetical symbols, which he must have previously studied

and memorized, The child who has progressed to the normal
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state of cognitive clarity is able to do this. But not the
reading disabled child -- hé remains in a state of cognitive
confuzion. For the beginning reader, it is a well known
fact that "the smallest inaccuracy in the creation of the
sound formation on the basis of graphic signs renders the

13

word incomprehensible,

Abhstract Hature of Reading

Vygotsky's research, like Vernon's and Elkonin's,
led him to conclude that in learning to read, "...it is the
abstract quality of written language that is the main
stumbling block. "4 The reading disabled child does not
progress through the normal stage of cognitive clarity.

He remszins hopelessly confused and unable to proceed any
further. Since the development of written language does

not repeat the development of oral language, to the child
beginning to read, it is speech addressed to an absent or
imaginary person, or to no one in particular, This is a
very novel and foreign experience to a child. it is little
wonder that the child in a state of cognitive confusion

thas little motivation to learn (to read) writing when we
teach it. He feels no need for it and has only a vague idea

n1 5

of its usefulness, Piaget's theory of normal development
of the child by active interaction with his environment

supvorts these findings., According to Piaget at this age
By g [} b pbs ? e |

13Elkonin, r. 552. 14Vygotsky, . 99,

15Vygotsky, r. 99.
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the formation of abztract ideas has not bheen realized and
the child's ego-centric view of his environment does not lend
itself to a natnral understanding of the purpose nf the
graphic form of languasge., Although language may change the
way a child thinks, Piaget claims its development does not
relieve the dependency of preoperational thought which
evolves from sensori-motor experience, The child who has
progressed through the normal stage of cognitive clarity
possesses the necessary type of reasoning to see the rela-
tionship between reading and written language and has learned
to read.

To test Vernon's hypothesis of cognitive confusion,
Reid (1966) conducted direct Piaget-type questions with
five year olds in Scotland. She confirmed the importance of
cognitive development with these twelve five year olds.
She had three questioning periods with them during the period
of almost a year. In spite of the few subjects used in the
study, the results were important. They demonstrated that the
children had a general lack of any specific expectancy'of
what reading was, or was going to be like, or what the
activity involved, what its purpose was, or could be, Reid
found that the children had the greatest difficulty in
understanding the technical terms of the language such as
'word,' 'letter,' and 'sound.' It is significant to note
that as the year progressed the children became more certain
of the tasks they were trying to learn, and their use of

these technical terms of the language were used more
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accurately and regularly, thus decreasing cognitive confusion
and increasing cognitive clarity.

These findings are in keeping with those of Piaget,
Vygotsky and Vernon. They noted that heginners did not
understand the purpose and nature of the tasks of liferacy.
As these purposes became clearer their confusion diminished
and cognitive clarity increased,

More recently, Downing (1970a) reaffirmed Vernon's
hypothesis of cognitive confusion and his hypothesis of
cognitive clarity in his study of English five year olds.

He replicated and expanded Reid's (1966) interview study
with the following conclusions: “Young beginners have
difficulty in understanding the purpose of written language."”
Also, ™they have only a vague idea of how people read and
they have a special difficulty in understanding abstract
terms."16 Not one single child in the study used 'a word'

or 'a sound' according to the adults' concepts of these
linguistic units.

These results seemed to provide the link between
Vernon's study and that of Vygotsky and of Reid. Downing
found that the younger children experienced the 'cognitive
confusion' found by Vernon's older retarded readers,

FTurther evidence of 'cognitive confusion' is shown in

Francis' (1973) study of tests of reading progress and

16J. Downing, Educational Research 12; r. 111,
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understanding concepts with English beginners, She verified
Reid's and Dovning's findings concerning the difficulties
children have in expressing and understanding the terminology
used in teaching reading and that experience helps them to

become more meaningful., Most of the children referred to

letters as in spelling, reading and writing. ", ..almost
no replies indicated an awareness of the use of words or
~sentences in spoken 1anguage."17 She concluded that the

children "derived the concepts word and sentence from their

mastery of reading and writing."18 Francis found that the
concepts cleared up, letter before word, word before sen-
tence as the child learned to read., However, she disagreed
with Downing and Reid and attributed the difficulties the
children experienced to unfamiliarity with an analytical
approach to language and to the range and overlap of refer-
ence in use of terms rather than to the child's limited
cognitive abilities and the abstract nature of the concepts.
Flkonin's studies have shown that children beginning

school can manipulate words and phonemes in their owr speech,

They do not understand these concepts nor do they realize

1THazel Francis, British Journal of Bducational
Psvcholoeyv, 1973, 43, 1, p. 22,

81pia.
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that the continvous flow of human vtterances can be analyzed
into letters, phonemes and words in a definite sequence,
Printed characters represent words and phonemes of spoken
language. Elkonin stated that the sound form of a word was
created by a definite successive pronunciation of characters
(symbols for sounds) in time, Characters follow one another
spatially in the same succession as sounds do in time in the
spoken word, Different words consist of the same sounds

but differ in the temmoral order in which the sounds occur,
Because of this abstractness in associatihg the temporal
flow of words (utterances) with the spatial flow of charac-
ters the beginning reader sees little relationship between
the spoken word and the written word. The beginning reader
who understands the basic concept of written symbolization
and its relation to the spoken word has progressed to the

rormal state of cognitive clarity, and is able to read.

¥Word Boundaries

By this time, North American studies, like that of
Meltzer and Herse (1969), have also supported Vernon's
cognitive confusion theory, and substantiated Reid's (1966)
experimental results, Even though Meltzer's and Herse's
sfudy had only a limited number of subjects and lacked
experimental controls, their findings on word boundaries
are worth noting. There was sufficient internal consistency
to sugeest that with beginners there is a general state of

doubt and confusion as to the relationship between printed
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shapes of words, their sounds and their meanings. The
inability to perceive word boundariee decreased as the children
progressed from a state of cognitive confusion to a state of

cognitive clarity. The data also suggested that children

make reasonable deductions from materials preéented to them
but they may not be those expected by teachers or authors,
Similar results were noted by Holden and MacGintie (1969)

in their study of word boundaries as a function of linguistic

concepts of pre-school children. It was evident that many

kindergarten children are not familiar with the printing
convention. The few children who did understand that spaces
between words formed word boundaries, tended to divide ut-
terances into units rather than entire printed words, indi-
cating that their conceptions often reflect linguistic rather
than traditional definitions of words,

Because of this apparent lack of understanding of
technical terms of the language displayed by beginners, Reid
advocated that letter names not be stressed, This contra-

dicts the research of Durrell (1965) and Fries (1963).

Vygotsky's agreement with Reid on not stressing letter names
is shown by his statement that ",..direct teaching of concepts
is impossible and fruitless, A teacher who tries to do this

usually accomplishes nothing but empty verbalism. A parrot

like repetition of words by the child, simulating a knowledge

of the corresponding concepts but actually covering up a
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vacuum,

Testing Reading

It is generally agreed, however, that letter-name
knowledge js the best single predictor of reading achievement
at the end of first grade (Monroe, 1932; de Hirsh and
Jansky, 1966; Eond and Dykstra, 1967). Based on the conclu-
sions of his research, Barrett (1965) agreed with the above
researchers but stated that "it should not be assumed from
this study that success in first grade reading will be in-
sured by simply teaching children to discriminate, recognize

and name letters..."zo

Similarly, Silvaroli (1965) Ohmnacht
(1969), Johnson (1969), Rosen and Ohnmacht (1969), and
Samuels (1971), indicated that teaching letter-names, per se,
will not improve reading. On the contrary, they stated that
letter-name teaching gives the child no help whatsoever

in learning to resd. It is interesting to note that many

of the studies have indicated that the skill or knowledge
required in knowing letter-names 1is 1ike1y the same as.is
required for reading. It may, in fact, be that the kind of
environmental stimulation —-- story telling, story reading

and general exposure to linguistic stimuli -- that facilitates

letter knowledge also enhances development of cognitive clarity.

Q
1'Vygotsky, . 83,

QOT% C. Barrett, Reading Teacher (January, 1965),

P. 281,
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This appears %o have heen Downing's (1971a) concern
vhen he hypothesized that a pre-school child's lack of
understanding of technical linguistic terms is one facet of
normal cognitive confusion of beginners and that growing
cognitive clarity in this respect should be a measurable
factor in the development of reading ability., If Downing's
hypothesis is so, "then one might anticipate that the young
beginner's initial understanding of such linguistic concepts
would constitute a factor of some importance in reading

. 21
readiness, "

To test this hypothesis, Downing, Evanechko,
01lila, and Braun (1973) related children's linguistic con-
cepts to the teacher's practical concern of reading readiness,
Even though the children in their study were older than the
children who participated in Reid's (1966) and Downing's
(1970) studies and were predominantly middle class rather
than lower class, the results do show that the children's
development of these concepts is an important factor in
reading readiness,

Closely allied to the concept of the child's uﬁder—
standing of linguistic concepts as a factor in cognitive
clarity is the recent work of Elkonin. The translation of

hie work from Russian to English has had a great impact on -

understanding the child's thought processes that

2113° Evanechko, L. 01lila, J, Downing and C, Braun,
A manuscrint, 1873,




systematically relate written language to speech, His

research in Russia vas geared for the school heginner who
lacked the understanding of how the alphabetic writing system

worked,

Recently, his method was adapted by 0llila, Johnson,
and Dowming (1973) for the English language and tested on
Canadian children, They compared the effectiveness of
Elkonin's method with two well-known American readiness
programs, The authors felt the results were quite promising
because this method created superior reading readiness in
comparison to the other two programs. They also thought that
possibly the adaption of Elkonin's technique could be improved
and that the criteria of evaluation should be expanded,
Elkonin's method demonstrated what the child needs to know
and understand about linguistic concepts. Downing recognized
still another importance in Elkonin's method, He hypothesized
that teachers vho study or try Elkonin's method are likely

to become better teachers of veading because of the clearer

understanding of the problems which the child has to solve
in learning to read.
By improving the technique for testing a child's

concept of the spoken word, Downing and Oliver (1974)

attempted to clarify the instructions of the tester for the
beginner, The wesults were the same as in the previous
studies, thus confirming the fact that Canadian children

begin in the same normal state of cognitive confusion as do
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the English, Scottish and American beginners when learning
to read,

These studies confirm the fact that a most important
factor in reading readiness is the child's development of
concepts and reasoning abilities which are specific to the i
skills of reading and writing and to the tasks involved in
learning them, Being satisfied that the young beginners’
initial understanding of linguistic concepts does constitute
ah important factor in reading readiness, and is of practical
concern to the teacher, Evanechko, 0llila, Downing and
Braun (1973), constructed a reading readiness battery which
includes a pencil and paper test of several aspects of
written language. The authors wanted to measure non perceptual
component skills and determine the degree to which each
contributes to the child's readiness, The test results
indicated that "to serve as a diagnostic function, a readiness
test should have a range of subtests including items which

measure the child's concept of the readiness task, his

perceptual ability, linguistic competence, and cognitive

n22 A practical implication for the teacher

functioning.
being that the way the child thinks and learns should be the
starting point for all teaching., If this is so, then

teaching reading will be the most meaningful when the materials

being read are expressed in the child's own language and are

, _
2“JP» Bvanechko, L. 01lila, J. Downing, and C, Braun,
Research in Teachino Eneglish, 1973, p. 78.
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rooted in his own experiences. Goodman (1969) believes
that to a large extent, a2 beginner's oral language controls
his reading and that reading materials must always say
something to the beginner that is worth saying, and in a
language he can understand and involving concepté within
the scbpe of his interest and comprehension, It is an
undisputed fact that in teaching beginners, one of the most
valuable built-in aids children have is the instant recall
of their experiences,

The language patterns in these recorded experiences
are determined by the child's speech and his experiences
will determine the content., Theoretically, this requires
reading materials and reading instruction to be developed
on an individual basis since language and experiences are
personal, unique, and meaningful to the individual., As
the child sees his personal spoken thoughts converted into
manuscript print before his eyes, he is being introduced
to the linguistic terms of the language such as letters, words,
phrases, and sentences, Overcoming, what research haslshown
to be one of the main stumbling blocks in learning to read,
the abstract cuality of written language. As the child sees
his spoken thoughts recorded in printed symbols and reads
them the communication of the meaning of his speech in written
form should be evident to him. As he looks at and reads
these printed sumbols and associates them with his previously
spoken thoughts, he is communicating through reading, He

has now established a purpose for reading, And by so doing,
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he has overcome the second stumbling block in learning to
read, lack of motivation and purpose, and has cleared the
way for the progression from normal cognitive confusion

through to normal cognitive clarity.




Introduction

Chapter IIIT

PLAN OF THE STUDY

The study was conducted over a three month period

from September 1974 to December 1974, The subjects were

from one elementary school in metropolitan Winnipeg with a

highly stable population. The following procedures were é;;

involved:
1.
2

Population

The selection of a sample;

The administration of subtest 1, Technical
Language of Literacy of the Canadian Readiness
Test as a pre-test;

The administration of subtest 5, Semantics, of
the Canadian Readiness Test as a pre-test;

The administration of subtest 6, Learning Rate
of the Canadian Readiness Test as a pre-test;

The selection of matched experimental and control
groups;

The treatment or intervention program;

The administration of subtests 1, Technical
Language of Literacy, 5, Semantics, and 6,
Learning Rate, as a post-test,

and Sample

The subjects in this study were selected from the

three grade one classes in the same school. All subjects were

. R 1
using the Ginn Integrated Language Program as a basal reader.

1Ginn Integrated Language Program, Ginn and Company,
Toronto, 1969. See Appendix,
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The teachers of these subjecte had an average of six years
experience in teaching.

A11 subjects in the sample were six years old by
December 31, 1974 and achieved a fotal score of 26 or below

on subtests 1, 5, and 6 of the Canadian Readiness Tes“t.2

Any child who had already spent a year in beginning class
was not included in the study.

The subjects in the experimental and control groups
were matched on several levels of readiness ability based
on the following pre-test ranges: 0-4, 5-8, 9-12, 13-16,
17-20, 21-25, 26-29, As well as being stratified by pre-test
scores the subjects were matched by sex to try to eliminate any
possible differences favoring girls over boys on reading
readiness measures (Downing and Thackary, 1971; Barrett,
1965; Dykstra, 1969).

mMable 1 presents the levels of readiness ability for
the control and experimental groups before the intervention
program, The subjects were matched as closely as possible

by sex and levels of readiness scores,

2See Appendix,




Table 1

Tevels of readiness ability for Treatment and Control groups

Treatment Control

Total Readiness | Boyvs Girls I Boys Girls |1
Score

0-4 1 3 4 2 2 4

5-8 7 1 8 6 2 8

9-12 1 1 2 0] 2 2

13-16 2 5 7 3 4 7

17-20 1 1 2 2 0] 2

21-25 4 1 5 3 2 5

26-29 3 2 5 4 1 5
Instruments

Three of the six subtests of the Canadian Readiness
Test were administered as a pre-test and a post—fest. Sub-
tests 1, 5, and 6 were selected.

Subtest 1, Technical Language of Literacy, is a 16 item
test which samples the child's knowledge of technical terms
such as letter, word, and number, that are used in describing
language, Researchers Vernon (1957), Downing (1970a), Reid
(1966), Vygotsky (1962), have found that children do not
understand‘the technical terms of their language,

Subtest 5, Semantics, has 12 items. It requires




students to classify stimuli by cireling three from a grovp

of five pictures that are conceptuzlly identic2l, This infor-
mation should indicate something of the child's capabilities in
describing meaning to words, According to Piaget, it is
during the intuitive phase (4-7 years of age), that most
children experience instruction in initial reading. It is
during this phase that the child realized that changes may take
place without altering the fundamental characteristics., -The
child moves from near total dependence on perception to a
greater reliance on thought., It is very likely that this
change represents what most beginning reading programs require
and its presence constitutes 'readiness'.

Twenty-two items make up subtest 6, Learning Rate.
The vurpose of this subtest is to measure the child's capaci-
ty to learn sight words of varying length and configuration.
The child is asked to select one out of three words in each
group, According to Vernon(1957) Dovning (1970a), Reid
(1966) and Vygotsky (1962) the child in a state va
cognitive confusion will not be very successful in doing this
task., The child who has progressed through a state of

cognitive clarity will be successiul,

Treatwent
The treatment or intervention program was carried on
for 12 weeks, Grade one children were nre-tested by the

experimenter the week of September 9 to determine who would
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be included in the experiment. The trestment began the week
of September 16 and continued through to the end of the week
of December 9,

Because of the length of the subtests and the age
of the children, subtest 1 and subtest 5 were administered
one day and‘the following day subtest 6 was administered,
The tests were given to all the children in their classroon
to minimize experimental effects, The practice samples
were done together before the items to be scored were
attempted by the children, Approximately ten seconds were
allowed for the completion of each item.

A perfect score on subtests 1, 5, and 6 is 60, Any
child scoring 26 (44 percent) or below was selected to
participate in the study to be assigned to either the ex-
rerinental or the control group.

To minimize the Hawthorne Effect, all the subjects
participating in this study weretalken out of their rooms
in groups. The experimental or treatment group was in
small groups of three to five, The control group was |
divided into two groups.

A collection of at least 100 primary picture and
story books, from the library, were used during the treatment
period. Both the control group and the experimental group
had access to these books, but at different times,

The experimental group received a 10-15 minute daily

session in small groups of three to five., The controel group




wag divided in half for conveniene e of handling, and each

group received a2 10-15 minute daily session, The order that
the control and experimental pgroups were taken out of their
rooms was rotated daily,

When the experimental groups were out of the Toom,
the clsssroom teacher instructed the remaining members of the
class in their regulsr program. hen the control groups left
the classroom, the classroom teacher read one of the library
books to the experimental group and then continued with the
regular program. The control group was read to by the
experimenter from one of these library hooks. Thus both
groups had the same books read to them but at different times.
This eliminated the possibility of the picture and story books
from the library becoming a factor favoring one group over the
other,

The language experience approach features children
as authors. It is predicated upon the notion that reading
can be most mesningfully taught when the reading materials
accurately reflect the child's own experience as described
by his language, (Cramer, 1971) Children's unique
language abilities bring reading and other communications
ekills together. '"fhat I can think about, I can talk
about. What I can say, I can write -~ or someone can
write for me, ™hat I can write, I can read, I can
read what I can write and what other people can write

~ 3 . . . .
for me," For Allen, (1967) this is the language experience

A
"R. V. Allen, Issues and Innovations in Teaching of
Reading., 1967, p. 177, :




approach in reading as it is conceptualized by each child,

Accepting this as valid for beginners, the treatment for the
experimental group congisted of the subjects dictating étories
to the experimenter., These stories provided the vocabulary
which was their own story. Iach subject was placed in such
a manner that he could see the words being typed as he said
them, (A primary typewriter was used to record these
.stories.) Each story vias typed at the bottom of the

selected picture. The subject was encouraged to think of
and tell a complete sentence before the experimenter would
type it. The subject was reminded to watch as the words

and sentences were being typed. The stories were two to five
sentences in length.

After the story was typed it was placed in front of
the subject. The experimenter read the story to the subject,
pointing to each word as she read it making sure the subject
was attending., The subject was asked to read the story
orally with the experimenter. Once again the experimenter
pointed to each word as it was being read. The third fime
the subject was asked to read the story orally by himself
with help being provided when necessary., As the subject
was reading the experimenter was pointing out each word as
it was said.

Markers, made from 3" X 11" cardboard, were
available for any subject who wished one,

After the subject read the story he was asked to




point out any word(s) he knew in the story. If the subject

was correct in his responses he was asked to circle, with
pencil, the word(s) he ¥new in the story. The subject was
asked to say the word while he was circling it., Making sure
the subject was looking at the word, the experimenter printed,
as the subject said the word, with black felt marker on white
cardboard cards, 3" X 11", These words were said and put
into an envelope with the subject's name on it. These words
were referred to as *Your Words" when talking to the subject
about them. In the event that the subject made a wrong
response in naming the word (s), the experimenter told the
subject to listen to and look at the word while the experimter
said it. Then the experimenter pointed to the word while
reading the sentence the subject had dictated to make sure
the subject was aware that the word he had said was not the
correct one, If the subject did not know any words he

pasted his picture and story into his book. A4s soon as each
subject had his picture pasted into his book he was able to
take it back to the group. This book was referred to as

the subject's own personal story book.

While one subject was having his first story recorded
the other subjects had library books to look at or activities
similar to the ones used in the regular class by the classroom
teacher, During the time the experimental group was out of
the room, the control group was continuing with regular work

in their classroon,




Sesgion Two —- the next day

The subjects were encouraged to find their own folder
and personal story hook. They would again select a picture
about which they wanted to tell a story.

One by one the subjects from the experimental groups
had their words checked and their new stories recorded,

The subject took all the words from the envelope. If he

. conld remember the words on the cards and say them to the
experimenter; they were put back into his envelope. If the
subject forgot any of the word(s), the experimenter would
tell it (them) to him andshow him the word(s) in his story
from the day before. The experimenter would then read the
entire sentence from which the word was taken. The subject
was asked to say the word. A small circle was put on the
lower right hand corner of the card and then it was put
back into the envelope. If the subject didn't have any
words in his envelope, he began his new story. The new
stories were recorded in the same manner as the initial
story, and so were the new words the subject knew recofded
in the same manner as the initial words. The subjects,

who were waiting to have their words checked and their new
stories and words recorded, were encouraged to share their

personal story books with each other and try to read thelr

stories to one another, as well as look at and read the library

books,
Once again, the subjects were asked to put their

folders and personal story books away before leaving,




Segsion Three snd Snbsequent Sessgionz —— the next day

The subjects were encouraged to find their own personal

books and folders., Ome at a time the subject had their words
checked and their new stories and words recorded as before,
Any word the subject knew, and could say to the experimenter,
went back into his envelope. Any word with a circle on it
that the subject could not remember and say was discarded,

If any previously-knowm word was forgotten, a circle was put
on the corner and it received the same treatment as the
forgotten words had in the second session.

When ten or so pictures had been selected from the
folders and stories had heen recorded, ten or so new nictures
were placed in the folders to ensure a good selection of
pictures to choose from, |

Technical terms such as letters, words, sentences,
stories, numbers and names were used by the experimenter
where applicable and the subjects were encouraged to use
these terms.

The treatment period ended the week of Decembef 9.
The following week, December 16, the experimenter tested
all the subjects who perticipated in the study with sub-
tests 1, 5, and 6 of the Canadian Readiness Test. The same
form was used in the post-test as was used in the pre-test,
The treatment period was long enough to offset any learning

that might have occurred at the time of the pre-test,

Desien of Studyv

The research design selected for this study was the




Pretest-Fosttest Control Group (Popham 1972). The injtial
equivalence of the two groups has been maximized through
randomization and allows clearer inferences regarding the
merits of the treatment,

The dependent variables were the scores on the sub-
tests 1, Technical Language of Literacy, 5, Semantics, and
6, Learning Rate, and the total on the post-test of the
Canadian Readiness Test. The independent variable was the
intervention program of a "Key Vocabulary" approach used
on the experimental group. The pre-test data was analyzed

by Analysis of Variance to determine the significant dif-

ferences between the experimental group and the control group.

It was also used to determine the significant differences
among the subtests 1, Technical Lenguage of Literacy, 5,
Semantics, and 6, Learning Rate.

Correlation analysis of the pre-test and post-test
(Program ST %2) was used to determine the existence of any
correlations of the subtests and the total scores,

The data to test the first hypothesis were analyzed

by Analysis of Veriance and planned comparison of Control

and Experimental groups on subtests 1, Technical Language of

Literacy, 5, Semantics, and.6, Learning Rate. TFactorial
analysis with equal replication in each cell was used
(Program ST 43), Duncan's Test, multiple comparisons among
means, was used on the data to test hypotheses 2, 3, and 4

(Program ST 45).




Chapter IV

FINDINGS

. Introduction

The purpose of this study was to develop an inter-
vention program to lessen the gap between cognitive confu-

. sion and cognitive clarity by using the results of a reading
readiness test diagnostically.

Subtests 1, Technical Language of Literacy, 5,
Semantics, and 6, Learning Rate, of the Canadian Readiness
Test were administered to three classes of grade ones in
September. The subjects were matched as nearly as possible
by sex and several levels of readiness ability. Children
scoring 26 or below were included in the study. Any child
scoring 27 or above did not participate in the study. A
treatment or intervention program based on a form of Ashton-
Varner's "Key Vocabulary" with a language experiénce approach
was carried on for twelve weeks with the experimental
grovp., At the end of the intervention program subtests 1,
5, and 6 of the Canadian Readiness Test were administered
to both the experimental and control groups.

The data were analyzed by Statisties on Line (SOL)
programs which consisted of a Correlational Analysis
(Program ST32), Analysis of Variance (Progran ST43), and
Duncan's New Multiple Range Test (Program ST45), and are

39
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reported in Tables 2 through 6,

Correlational Analyﬂis wag used to determine whether
a melationship existed hetween the subtesnts 1, 5, and 6
and the total scores on the pre-test and post-test of the
Canadian Readiness Test,

Analysis of Variance was used in bhoth the pre-test
and post-test data to determine whether a significant
difference existed between the experimental and the control
group. It was also used to determine the existence of any
significant differences among subtests 1, Technical Language
of Literacy, 5, Semantics, and 6, Learning Rate,.

The pre-test and post-test scores on subtests 1, 5,
and 6 were compared by Duncan's New Multiple Range Test to
determine what accounted for the significant difference in

the Analysis of Variance analysis,

Analyvsis of data

Table 2 presents the a2nalysis, by Analysis of
Variance, of the pre-test scores for the experimental and
control groups on subtests 1, Technical Language of
Literacy, 5, Semantics, and 6, Learning Rate, Prior to the
intervention program the experimental and control groups
had been matched on several levels of readiness ability.
The F ratios indicate that prior to the intervention pro-
gram there was no significant difference between the ex-
rerimental and control groups, but that there was a

significant difference among sudbtests 1, 5, and 6 of the
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Canadisn Readiness Test at the ,01 level of significance,
Table 2

Ain analysis of the pre-test scores of subtests 1, 5, and 6
for the experimental and conirol groups

ANALYSIS OF VARIANCE

SOURCE DF SUM SQUARES MEAN SQUARES F
TEST 2 325.500 162,750 9.68%
GROUP 1 1.021 1.021 06+
INTERACTION 2 2.542 1.271 .08
ERROR 186 3127.750 16,816

TOTAL 191 3456,812

*P o4 (af 2,186) 4,738
+P o (Af 1,186) 6.796

Table 3 presents the pre-test correlation analysis
among subtests 1, Technical Language of Literacy, 5, Sémantics,
and 6, TLearning Rate and the pre-test correlation analysis
between scores on subtests 1, 5, and 6 and the total scorves
on the Canadian Readiness Test, The table shows that cor-
relation between sﬁbtests 1, Technical Tanguage of Literacy
and subtest 6, Learning Rate was signifiéant at .01 level
of significance. Subtest 1, Technical Language of Literacy
correlated with subtest 5, Semantices, at ,01 level of

significance., There was, however, no significant correlation
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between subtests 5, Semantics, and subtest 6, Learning

Rate at .01 level of significance, A significant correlation
was noted between the scores on each subtest and the total
scores on the Canadian Readiness Test at ,01 level of

significance,
Table 3

Pre-test correlational analysis among the scores
of subtests 1, 5, and 6 and between subtests 1, 5, and 6
and the total scores

PRE-TEST CORRETLATION AWATLYSIS

SUBTESTS 1 5 6 Total
1 1,00
5 J41% 1,00
6 42% «15 1.00
T .B4% S5TX 8% 1,00

*P,O1 (af 31) .292

Table 4 presents the post-test correlation analysis
among snbtests 1, Technical ILanguage of Literacy, 5,
Semantics, and 6, Learning Rate and the post-test correlation
analysis between scores on subtests 1, 5, and 6 and the
total scores on the Canadian Readineés Test. No significant
correlation is shown among subtests 1, 5, and 6 at .01 level

of significance after the intervention program. There is




8till a significant correlation a2t the ,01 level of

gignificance between each of the scores on the subtests 1, 5,
and 6 and the totsl scores on the Canadisn Readiness Test

28 2 resvlt of the intervention progran.
Table 4

Post-test correlation analysis among subtests 1, 5, and 6
and correlation analysis between subtests 1, 5, and 6
and the total scores

POST-TEST CORRELATION ANATLYSIS

SUBTESTS 1 5 6 Total
1 1,00
5 .27 1,00
6 .21 1 1,00
i) 57 .86% J51% 1,00

*P 41 (af 31) .292

Table 5 presents an analysis of the post-test
scores for the experimental and control groups on subtests
1, 5, and 6. The data in this table were analyzed by
Analysis of Variance, Hypothesis 1 stated that there existed
no significant difference between the experimental and control
group on the total scores of the Canadian Readinéss Test as
a result of.the intervention program, From the significant
F value obtained when comparisons are made between total

scores of the control and experimental groups as a result of
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the intervention program there is a difference, This
difference was significant at .01 lavele thus rejecting
hypothesis 1.

The rejection of hypothesis 1 indicates that there
was 3 s8ignificant difference between the experimental and
control groups on the Canadian Readiness Test as a result

of the intervention program.
Table 5

An analysis of the post-test scores of subtests 1, 5, and 6
for the experimental and control groups

ANALYSIS OF VARIANCE

SOURCE DF SUIM SQUARES MEAN SQUARES F
TEST 2 7206,281 3603,141 531.7TT7T*
GROUP 1 61,880 61.880 9.13+
INTERACTICHN 2 40,385 20,193 2.98
ERROR 186 1260,281 ‘ 6.776
TOTAL 191 8568,.828

¥P 54 (df 2,186) 4,738
+P oy (af 1,186)  6.796

Duncan's New Multiple Range Test, which is a multiple
comparison procedure for carrying out pairwise comparisons,
wvas used to try to determine what accounted for the signi-

ficant difference in the Analysis of Variance analysis for




svbtests 1, 5, and 6 on the Canadian Resdiness Test in the
post-test,

Tahle 6 shows the comparison by Duncan's Hew
Mulfiple Range Test of the scores on subtests 1, 5, and 6
for the experimental and control groups after the inter-
vention program. Hypothesis 2 stated that no significant
difference existed between the experimental and control
groups on the scores of subtest 1, Technical Language of
Literacy, as a result of the intervention program. This
table shows that for a significant difference %o exist at
the ,01 level of significance, the difference on the pre-

test and post-test scores of the control and experimental

groups on subtests 1, 5, and 6, must exceed the corresponding

shortest range., The data given in Table 6 indicates that
the difference between the experimental and control groups
was significant in that it did exceed the corresponding

shortest significant range: thus rejecting hypothesis 2.




Table 6

GComparison of scores of experimental and control groups on
subtests 1, 5, and 6 as a result of the intervention program

DUNCAN'S WFY MULTIPLE RANGE TEST

1 2 3 4 5 6 Shortest
Significant
A B C D E F Ranges
MEANS 5,563 5.688 13,562 15,594 19.781 21.281 'RE 6.611
272 17.3853 21.799% 50.889 34,157 R3 6.895
17.111 21.5217 30,626% 33,886 R, J1.085%
4,416 13,515 16.774% Rg T.225%
9.099 12.359 Ry 7.333%
3.260

9y
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Hypothesnis 3 stated that there existed no difference
between the ewperimental and control zroups on the scores
on subtest 5, Semantics as a result of the intervention
program, According to Duncan's Test, to be significant at
.01 level of significance, the difference must exceed the
corresponding shortest significant range. Table 6 shows
that the difference on the pre-test and pozt-test scores of
the experimental and control groups was significant in that
it too, exceeded the corresponding shortest significant range:
thus rejecting hypothesis 3,

Hypothesis 4 stated that there existed mo difference
between the experimental and control groups scores on sub-
test 6, Learning Rate, as a result of the intervention
progran, Duncan's Test was vused to determine if a difference
existed, To he significant at the ,01 1%ve1 of significance

the difference must exceed the corvesponding shortest

-

icant difference at the .01

[

significant range, A signi
level of significance was noted, as shown in Table 6, The
difference exceeded the corresponding shortest significant
range: thus rejecting hypothesis 4,

According to Duncan's New Multiple Range Test, as

-

shown in Table 6, hypothesis 2, 3, and 4 were rejected
indicating that there was a significant difference between
the experimental and control groups on the scores of sub-

tests 1, Technical TLanguage of Literacy, 5, Semantics, and

~

©, Learning Rate as a result of the intervention program,




Cﬁapter v

SUMMARY AND CONUCLUSIONS

Restatenent of the Problem

The purpose of this research was to dezign and
measure the effectiveness of an intervention program in
spanning the gap between the child's state of cognitive

confusion and cognitive clarity,

Summary of the Proceedings of the Investigation

The study was conducted with subjects from three
grade one classes, over a period of three months, in one
elementary school, The sample consisted of 64 children:
26 girls and 38 boys. The children were matched by sex
and by scores obtained from sudbtest 1, Technical Language
of Literacy; subtest 5, Semantics, and subtest 6, Learning
Rate of the Canadian Readiness Test and were assigned to
two groups. The experimental group participated in an
intervention or treatment program., This program was a form
of '"Key Vocabulary" using a language experience approach,
At the end of the three month treatment period both groups

wvere retested with subtests 1, 5, and 6 of the Canadian

Readiness Test,

48
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Summary of Findinrs znd Discussion

The puarpose of this study was to examine the
effectiveness of an intervention program to span the gap

between the child's state of cognitive confusion and

cognitive clarity.

Hypothesis 1 predicted that there would be no
significant difference between the control and experimental
group on the total scores of the Canadian Readiness Test

as.a result of the intervention program, A comparison

of the differences by analysis of variance was significant
at .01 level: +thus hypothesis 1 may be rejected,

Data relevant to hypothesis 1; indicated that in the
post-test scores there was a significant difference between
the control and experimental groups on the total scores of
the Canadian Readiness Test, This difference is attributed
to the intervention program. The intervention program was
based on a language experience approach, ILanguage is
learned because children need to communicate, The spoken

language possessed by the beginner is his greatest asset
2 D Lo ]

for learning written language, (Goodman, 1970) With a
language experience approach the beginner finds translating
print into speech greatly simplified since he is reading

that which he thought and said, The intervention program

was effective in spamning the gap between a child's state
of cognitive confusion and cognitive clarity,
Hypothesis 2 predicted that there would be no

significant difference between the control and experimental




50

groups on scores on subtest 1, Technical Language of Liter-
acy, a3 a result of the intervention program,

The scores on the pre-test confirmed the results
of studies by Vernon (1957), Downing (1970a), Reid (1966),
Vygotsky (1962), and Francis (1973), that children do not
understand the technical terms of the language,

In oral language with respect to sound, the pauses
heard between spoken words exist in the mind of the listener,
A graphic representation of the flow of speech would show
no temporal breaks between words, Words have become units
in wfitten language but do not exist in oral language,
Words in print do not correspond to words in speech, The
importance of particular letters and words in a sequence
can be determined only in relationship to the message the
whole sequence is conveying, A list of five words is not
comparable to a five-word sentence, The meaning of the
sentence is dependent upon the words that compose it but
this meaning is always greater than the sum of the meanings
of the individual words,., From this it can be seen that
instruction for beginners will be most meaningful if the
langnage of instruction is the child's own natural language
as he uces it to cope with his own experiences,

Research (Gray, 1948, Modiano, 1968, Goodman, 1965,
Mountford, 1970, Weber 1968) shows that it is very difficult
for the beginner to develop basic linguistic concepts and
to understand technical terms of the language when the

written language he is taught has only remote connection




with his experience of snoken language, In vritten langnaze
it is very difficult for a beginner to identifly a2 word he
has never heard, Instruction will be successful to the
extent that it capitalizes on the beginner's languapge
learning ability and his existing competence, There must

be a close match between the languzage of reading instruction
and the beginrer's own langvage in the first year (Modiano
1968, Goodman 1965, Weber 1968)., The basal does not
accurately reflect the vocabulary and language patterns of
children hecause no single basal can possibly reflect

the diversity of vocahulary and language patterns represented
by the beginners for whom it is intended,

According to Duncan's Test, Table 6, there was a
significant difference at .01 level, thus hypothesis 2
was rejected, The results of the post-test scores would
indicate that the intervention program helped the experimen-
tal group in understanding the technical terms of the language
and to progress from astate of cognitive clarity.

Hypothesis 3 predicted that there would be no
significant difference between the cortrol and experimental
grours on the scores on subtest 5, Semantics, as a result
of the intervention program, There was a significant
difference at ,01 level of significance according to
Duncan's Test, Table &, thus hypothesis 3 was rejected,

The intervention program did improve the child's ability
to ascribe meaning to words., This finding is supported by

Piaget's theories of cognitive development of the child by
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active‘interaction with his environment,

Hypoﬁheeis 4 predicted that there would be no sig-
nificant difference hetween the control and experimental
groups on the scores on subtest 6, Learning Rate, as a
result of the intervention program, This hypothesis ‘was
also rejected, According to Duncan's Test, Table 6, there
was a significant difference at .01 level of significance,
~The rejection of hypothesis 4, supports the findings of
Vernon (1957), Downing (1970a), Reid (1966), and Vygotsky
(1963) that the child who has progressed through a state
of cognitive clarity will have the capacity to learn sight
words and that the child in a state of cognitive confusion
will not be very successful at this task,

Data relevant to hypothesis 2, 3, and 4 indicate
that the intervention prosram had a significant effect on
the scores of the post-tests of subtests 1, 5, and 6, thus
spanning the gap between the child's state of cognitive
confusion and cognitive clarity. The significance of the
intervention program on the post-test scores may be atfributed
to what Goodman (1969) called "development of word sensel’1
First, the beginner knows a graprhic sentence; then, he
knows familiar words in new sentences; finally, he knows

words anywhere, even in isolation,

1 ' - . ¢ ot .
Goodman, Kenneth, Psvcholineuistics and the Teaching
of Readings., 1969, Dp. 33.




Analysis of the pre-test data indicated that there
were significant correlations between subtests 1 and 5,
and alsgo between subtests 1 and 6., There was no significant

correlation hetween subtests 5 and 6, This shows that there

is a significant correlation between the beginner's -under-
standing of the technical terms of the languwage and hi.s
ability to ascribe meaning to words, There is also a

gsignificant correlation between the beginner's understanding

of the technical terms of the language and his capacity

to learn sight words, But, there is no significant
correlation between the beginner's ability to ascribe
meaning to words and his capacity to learn sight words,
Research (Reid,1966, Vernon 1957, Vygotsky 1962,
and Downing 1970a) has shown that beginners who do not
understand the technical terms of the language experience
difficulty in learning to read. But as beginners develop
an understanding of the technical terms of the language,
the task of reading is no longer meaningless and confusing,

Based on the above research, it may well be that correlation

between subtests 1 and 6 is evident because beginners who
score well on subtest 1 have developed an understanding
of the techmical terms of the language and will be able to

learn sicht words, thus scorine well on subtest 6,
w0 i (=]

It is generally accepted that reading is a cognitive
process, Because it is accepted as a cognitive process it
is dependent upon prior experience and learning. Beginners

recognine and possess contrel over many words in their oral
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vocabulary, They have formed a varieby of conceptis bhy
associating common properties of an object with the object
h)

label, The beginner conceptualizes the arbitrary nature of

lanpuage itself as he understands that word labels may

represent several concepts depending on its contextual use,
(Vygotsky 1962). The beginner will be successful in this
task to the degree that the contextual use is within the
scope of his experience and understanding.

The correlation between subtests 1 and 5 might

indicate that having developed an understanding of the
technical terms of the langusge the beginner is successful
the task of ascribing meaning to words to the degree

that the contextual use is within the scope of his exper-
jence and uaderstanding

The child who has not developed understanding of the
technical terms of the language will not be able to ascribe
meanings to words nor be successful at learning sight words,

Analysis of the post-test data indicated that there
was no significant correlation between subtests 1 and 5,

1 and 6, or between 5 and 6., That is, there was no sig-

nificant correlation among the child'!s understanding of the

technical terms of the language, his ability to ascribe

meaning to words, or his capacity to learn sight words as

a result of the intervention program,
The post-test data information indicates that the
intervention program was successful, The beginners have

progressed through to a state of cognitive clarity. They




have developed an undergtanding of the technical terms of
the language; they have improved their ability to ascribe
meanings to words; and, they have increased their capacity
to learn sight words,

In both the pre-test data, Table 2 and the post-
test data, Table 3, there were significant correlations
between each subtest and the total readiness scores at ,01
level of significance, High correlations of ,84 between
subtest 1, Technical Tanguage of Literacy and the total
score, and .78 between subtest 6, Learning Rate and the
total score were noted on the pre-test data. Subtest 5
had 2 correlation of .57 with the total score., In the
post-test scores, subtests 1 and 6 dropped to .57 and 051
respectively., Subtest 5 increased to a high correlation
of .86 with the total score,

From the data it can be said that subtests 1 and 6
are good predictors of the total scores in the pre-test
but subtést 5 is the best predictor in a post-test with a

population similar to the cne considered in this study,

Timitations

One of the conditions Tor analyzing the data using
analysis of variance is that the sample must be selected

randomly., In this study the children were assigned to the

—~3

experimental and control groups on the basis of their scores

on the Canadian Readiness subtests, 1, 5, and 6, and sex.
Since the sample uzed in this study was small, the children

were assigned to the groups to try to match them as evenly
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as possible on score and sex, As a resnlt of assigning
the children to the experimentsl and control group any
generalizing of the results is limited to a population
similar to the students in this study and may not apply to
students randomly assigned, However, the two groups did
not differ significantly on their pre-test scores,

Children participating in the study were from one
particular area and limited to more or less one socio-
economic class —— +thus the results were limited to middle
class children,

In the post-test many of the children achieved maxi-
mum scores on subtests 1, Technical Ianguage of Literacy,
and 6, Learning Rate, thus limiting the ranges measured,

It was 2lso noted that in the post-test scores sub-
test 5 was the best predictor of the total score. Errorless
scores caused by ceilings on subtests 1 and 6 in the post-
test may have.had an effect on the change from good
predictors of the total scores in the pre-test to their

present correlations of ,57 and ,51.

Imnlications for Future Study

Children who had a total score of from O to 12 in .
the pre-test showed greater improvement as a result of the
treatment period, but the children whose total scores on
the pre-test ranged from 13 to 26 did not seem to improve
as a result of the treatment reriod, Research in this area
is needed to determine which children benefit most and when

the optimum time is to help themn,




Findings from previous research indicated that

children in a state of cognitive confusion could not
guccesgfully do the type of exercisesg on subtest 1, Technical

Language of Literacy, and 6, Learning Rate, but that children

vho had progressed to a state of cognitive clarity can be
-successful on subtests like these, 3ince ceiling effects
were particularly apparent on these subtests at the time
of the post-testing, it would be of interest to try to

,determine at what state in the mastering of technical

terms of the languvage was the treatment period most or least
effective,

The children in this study were from one socio-
economic level, TFuture study could involve other socio-
economic levels with treatment periods of varying lengths,

It would be helpful if teachers could determine
more accurately early in kindergarten which children are
likely to experience a prolonged state of cognitive confu-
sion. As a rule, kindergarten children are not familiar

with the written form of their languvage, Specific tasks

are needed to develop the special kind of reasoning reguired
to understand the abstract quality of the language without

relying heavily on the written form,

Concluvsions

On the basis of the findings, the following

conclusions were drawn, Children beginning grade one do

not understand the technical terms of the langunage, But




these terms do become more meaningful to the child hegin-
ning grade nne a8 he i3 exposed to and uses them, Tasks
specifically designed to improve the understanding of the

technical terms of the langusge were beneficial in termg

of the improved scores on the post-tests,

Oral language should be encouraged, From the very
beginning written language should be presented as meaningful
units of the child's own natural language, Teachers should

take every opportunity to record the child's oral speech

in his presence to try to overcome the abstract quality of
written language, Teachers should avoid presenting words
in isolation whenever possible, but should present words

as units of larger units to capitalize on the child's
natvral oral languwage ability. ZExperience charts based on
the child's own use of language and stories dictated by the
child and recorded in print are tesks designed to improve
the child's understanding of technical terms of the
language.

The pre-test scores indicated that the children

beginning grade one have very little understanding of word
boundaries. There was a marked improvement in this
understanding in the children as a result of the inter-

vention progran, Teachers must realize that a child's con-

cept of the technical terms of language are very different
from that of an adnlt's,
Reading Readiness test information used diagnostically

can be very valuable to both the child and the teacher,




It is not enough to identify a problem, efforts must be

made to correct the problem at the earliest possible point
in time., Readinz Readiness test information u=ed diagnos-
tically provides a starting point from which the teacher
can design the reading program to suit the individual child's
changing needs, Teachers need to know and understand
more ahout the reading process in order to cope more
adequately with all children, From the very beginning
written language should be presented as meaningful units of
the child's own natural language based on his own experiences,
however limited., Teachers need to keep in mind at all times
that virtuelly every child's language 1is adequate for his
needs at that specific point in time,

A more genersl implication of the findings of this
study would seem to be that teachers who teach children
1ike the ones in +this study should not assume that children
beginning grade one understand linguistic concepts, These
technical terms need to be taught and used meaningfully by
children. It is very likely that most of the children énter
school and begin reading in a state of 'cognitive confusion'
(Vernon, 1957) regarding technical terms of the language.
Neglecting the development of this phase in the beginning
may prolong cognitive confusion and delay cognitive

clarity.
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Sept, Experimental or Treatment Dec,
Sex Sub.l Sub.5 Sub.6 Total Sub.1 Sub.5 Sub.,6 Total
l g 0 0 1 1 14 3 20 37
2 0 1 2 3 14 3 19 36
3£ 1 1 1 3 13 5 20 38
4 b 2 2 0 L 16 7 17. 40
5 b 1 2 2 5 16 L 21 b1
& _ b 0 1 T 5 16 5 22 L3
7 b 1 3 1 5 16 7 19 L2
8 g 0 0 6 6 12 3 22 37
9 b 2 2 2 3 16 6 20 L2
10 b 1 3 2 6 15 5 21 L1
‘11 b 2 0 4 6 16 3 22 4]
121 T 3 L 8 1% 8 22 L8
13 g [ 0 3 g 16 2 21 39
14 b [ 0 5 11 16 4 22 42
15 g 10 1 3 13 16 4 22 42
16_ b 6 3 L 13 18 10 22 L8
17 & 5 7 3 15 16 9 22 47
18 ¢ 6 3 6 15 16 4 22 L2
19 g 5 4 6 15 16 L 22 L2
20 b 0 0 16 16 16 0 22 38
21 ¢ 9 4 9 18 16 4 20 40
22 b 9 5 6 20 16 6 21 473
23 g 8 6_: 10 24 16 10 22 L8
24 b 5 9 11 25 15 8 22 45
25 b 9 3 13 25 16 9 22 L7
26 b 8 1 16 25 16 5 22 43
27 b 1 10 14 25 16 6 22 Hl
28 ¢ 12 1 13 26 16 8 22 46
29 b 12 3 13 26 16 4 22 42
30__g 15 3 9 26 16 Vi 22 L5
31 b 14 5 7 26 16 [ 22 [an
32 _ b 13 9 [ 26 16 9 22 47
E X X X X X X X X
19 b 5.406 2.844 6,125 14,281 15,594 5.563 21,281 42,437




70

Sept,
Sex Sub.l Sub.5 Sub.6 Total

Control

Dec.

Sub.,1 Sub.5 Sub.6 Total

- A D 0 2 0 2 8 3 Vi 18
"B g 1 2 0 3 7 © 10 22
C b 1 T 2 N B8 3 13 2L
D ¢ 2 0 2 L 9 3 12 2k
E b 2 2 1 5 12 6 17 35
F g 0 T, 1 5 12 7 1k 35
"G_ b ] 0 3 6 12 0 20 36
"H b 1 2 3 % 12 0 22 38
I g 3 0 3 % 13 0 22 35
"J_ b 6 0 0 6 16 7 22 L%
K b 2 1 N Vi 9 5 22 36
L ©® 3 2 3 ) 11 9 20 Lo
M ¢ L 2 L 10 13 7 22 L2
N_ & 1 g 11 12 Iy 22. 38
"0_ b *g" 2 3 13 16 I 22 L3
"P_© 0 0 13 13 12 3 21 36
Q£ 2 5 7 1L 16 10 22 LB
"R & 9 2 N 15 16 12 22 50
s & 13 2 0 15 16 7 20 13
T b 8 2 [ 16 16 3 20 35
U g 7 Vi 2 16 16 [4 22 [
"V b ) 8 1 17 15 5 22 L
"W _ b 9 2 5 20 16 5 22 L3
X £ 14 Iy n 22 16 H 22 L3
Y b 5 9] 11 25 1L k3] 22 LL
7 b 3 6 16 25 15 Vi 22 [an
A g 2 8 15 25 16 9 22 L7
| b 9 0 16 28 16 0 22 36
o 6 N 16 26 16 E 22 L3
b 10 7 9 26 16 7 20 %)
) 9 2 13 26 16 g 22 L3
b 14 6 -6 26 16 9 21 46
X X X X X X X X

19 b 5.281 2.973 5.69% 14,0 13.562 5.691 19.782 39.094
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A man is painting.
And he found a tatl
And he wondered whose it was.

He thought i1 was his<§§£}
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Some kids are playing outside.
Thev are playing with their slecs,
They got their winter clothes.

on anc their boots.
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