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Abstract

‘This study examu'nea che’ fa‘as

y of ' the. \rebus -

. Lnterspersed in ccntext a5 an instractional tool to teach

i . sight, vocahulary to the beg:mnmg rgﬁder. . The rebus 'is

a in foiir categories: 1) noun, 2) verb, ..

. 3) adjeceive, 47 adverd. ' & pre - ~p

desxgn was implenénted and the resuxes are reported in

“terms of Giln Stores, ‘-rms examiner £6und that the order

. of aifficulty fron easy-cc;-hard was as follows: 1) nouns,

2) verbs, 3) ad]ectlves, 4) advel.’bs. In addition, it
F \
found that’ all Btude‘nt! benef]ted from this method lm:ludl.ng

© ... those class! fied as slow 1earnet5. : . s

_‘ . ii
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‘. CHAPTER' I
S v e THE REBUS: PHENOMENON °

The -word "rebus" is derived from the Latin word-"res"

- which means thing. The editors of the Standard Dictionary
i . Nl (Internatxonal Edition, 1976): definé the rebus as: Lo
s i PN a puzzle representing- a word, phrase,.

or sentence by letters, numerals, 3
. pictures, etc., often with pictures . 1
H . of ob]ects whose names have the same - i
‘,\ iy g ., sounds.as’ the words repreaent:ed. . " SR
i 2 (p. 1052, 1976) 1
s

" The rebus is in fact a type of logographic systen

o whid ot i 5% dvea. to: ol data thought or concept visibly. -«

A logographic system is a graphic system, much like traditional .
: T

by . orthography is a graphic system; however, it is unlike
traditional’ orthography in that it does not utilize a

| "9 phonen_ic' alphabet to represent speech souffds. 'Rather, it

will use some Other means to characterize a word or an idea.

) # The word "logogram® is derived from two Greek words,

R ™ "logos® which can mean "word"; and "gramma",’which means 'a

letter”. Th Dictiof: ary (1 rational Edition,

7. +1976) defines a logogram as: i # ' «
Pl . . 1 .an-abbreviation of otfer ehan’  * ,
I : representing a word - . ¥ E .
‘ | ; N * 2. aform of veysified word puzzle. ’ ‘
g I J -5 ({."749, 1976) , :
! 5 i ! s




: |
Woodcock -(13637 states: . . f !

: In 1xnguiscia sense, rebuses‘are
- = symbols\which represent entire words, £ .
. or parts of words, whereas, by contrast, :
letters represent sounds. A re} Jus may |
be pictorial, geometric, ox even .
completely abstract. ' (B 2, 1568) ¢ o

Clark views the xebus as belng -\ . B
‘a zepresentatlon of words or syuables g
by pictures of objects or by symbols : .

- . whose names resemble the intended words
or syllables 1n sound. . (p. 35( May 1977)

Today there are many ,;ypes of Aagoqraphxc or rebus
. Y

‘systems in use. In n\ast English-speaking socleties they are
2ystany, |

used mainly with handmagped individuals in situations Hhere‘

traditional orthography hé\s proven to be unsuccasaiul as a

means in’writtén communication. In societies such as, the

Chifese, a logographic, writ en system has proven to be/bhe
4 Ao T B . "
principal ‘means. whereby written communication is made possible.
: cat e b A
A number. of such systems preaéntly in hse are as -follows:
’ 1. The Various sign Language sttems e ’ -
; -
< These ‘dre systems of qeétures used to ‘communicate

. thought - ':o a deaf person. co:(mie Klein Jensema in her

axt:l.cla,( 'LA ReView of Colmn\ml.l:ﬂtlon Systems Used by Deaf-! Bllnd

: ' People /states 2 A
|

/ logically
; !’détemined ena-are. darived fhoq napares 7
1y { movements. Because they closely represent
- ) | the feeling' they are construed 'to. convey, il
g . | deaf people, especially thoge bf low abilities . 4
| dre able to assimilate gestures, .(p. 75, Oct. .
S Y 1979)

A T




i acted out in the form of a gesture, becomes a'mode by which

1

 commiinicate’ nénvocally with her. trainers.

# o

. X 3
o ] ELLa . .
: Tt gestural ication is ogically deter-

mined, this jay well be the reason why mast North American
Indians developed smoke signals as well as elaborate sign |
languages ‘in order to communicate with others outside their .

own immediate culture.- so. A

Thus the sign representing a word or an idea, when

cpmmum.cauon may r.ake place. U "

: R R

2. carner-l!eak s: 1s

/This system developed from Pramuck's work wmch"

centered: around the teauhing of Sarah, a c)u.mparrzee, to

Sarah was taught
to associate movable abstract plastic shapes with a one
hundred And ‘thirty word lexicon and, to ytilize these shapes
on a magnetic board to form vertical ‘sentencés:

’ ca‘nxez and Peak further develope: /Premack's ideas to -
aid in.a pte—lauguage traiping program which became known as

1 P Program" This program was deslqnéd for. use

the "Non-
with autlstic ox saversly retarded non-oral «children. Gging

plastic symbols and a sentence tray, children were taught to
p"ﬁbe a vocabulagy consisting of thirty-four words in various = .

ayn:_,acr.’ieal patterns.— "

3. Bliss Sx'n\bola
P This| ccmnmnieation systen vas developed by charles

Bliss and is‘




w

v permit an lndxv.ldual to_ communicate in a very lxmited way. ..o

©

chilardn such as cerebral palsied cjhildren who have, near-
normal or above average intelligence but have difficulty
with the high level abstraction of -traditional orthography.
It is. a system of zippruximatély one' hundred.basic idio- and
picto-graphic sym'bou which wher; combined on a. 1an§uage'— J

‘board; accbrding -to certain rules and. procedures, will

u
i

4.. The chxnesle Written System . .

, ‘The ‘trdditional Chinese written 1snguage is a compre-

henslve rabus systeln whereby ench character or ‘].ogugram
represents a mearunq 'or a word.. This is aifferent From
English orthagrabhy 16 that the twenty-six characters of the.

English alphabét afe based on phonetic sounds. English

_letters db not carry morphemic reference unless'they are used

4sa prefix, a suffix, or-a.word. However, in'written Chinese,

4ll its characters carry ref . . Each

dendtes i"mono-yuau& and ekpresses no relationship to the

many. souid aystens of ‘spoken. Chinese. Consequently, thé - :

_idtom, vm:abulary, and style of written Chlnese varies

greatly from that, of kpoken cmnese..

AssChina is a gouqe;wmh many ‘qifferent aialects’

are spoken, a system such as this serves’ 1ts_ needs well. It)
then becomes a vehicle whersby Chinese people of one dlalect
may communicaté with Chinese people .of another dialect: Whilé

their oral speech may ‘sound different (be it Mandarin,
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.. ., Cantonese,.Wu, or Min dialect), all Chinese people use the *
N - /

same’ written rebus-type ‘system to communicate graphically.’

It is understood in much the same’way that written music is .
understood. When a musician'writes his musit it can be read
and played internationally, but- when he begins™ to verx;anz'e
his misic he can only be understood by those wi¥speak his

phoneuc system. . & o o .

5.  The Rebus sttem) } v ST i
. mctaqzapm/ wtitinq has beeq found in Europs datan
, back to, the Neol;\.thu: 'and Bronze\kqes. Accordan to zanquage
mstuuans all graphic writing developed £rom a rebis base as’:
.prl.m:l.t:l.ve man attempted .t0 fulfill his need tp cqumunicate
with others as well as hiis neea to prese‘rve‘lg;g cowynmic;i?on
iover time.. /.. . = 4
3 N
. Greb lil:aber

dtation of sound, so writing developed
out.of imitation of the forms of real -
. objects or beihgs. At the basis of all . ¥
writing stands the picture. [This.is # " . .
clear, not only from the fact that all . . ¥
. mddern primitive Writings. are'pictorial . .
+in character, but'also becausé all the’ £ * =

great -Oriental systems, sich as Symerian;, ., . g
Y qupeiang@nccits, Chinese, etc., were - e
, real pic x}e wn.tings. v(p. 27, 1952) . % g

However, it.was not untxl the 19th century that ,“‘

in reading texts of.children s books.

Weiters of  such books

- .
‘believed it tovbe a method whergby the reading vocabularigs :

of children could.be expanded (Clark, 1977).- asn B o el K

[PRE—

* Just as speech developed out of . £ e




N d
= Huey in 1908/1968 supported this method, for he . |
writes:: - i g

The pictures’ (rebuses) usually stggest .
eriough of meaning tc help the child guess’
the meaning of the. pnntea words, and his
knowledge of ‘words grow apace, while'the
-fact ‘that’ hé must agways ‘attend to the
\meanings sto-get the 'words develops reading
"for thought.... It i§'a-'staje of reading
“-and writing that is a‘natural one for the';
child,. and "he will make much’ use of; it i
enceuraqed a 11tt1e. . (p 926, 1903/1953)

This’ partlal uunzaeio

£, the rebuses ‘ha's ‘continued-:

interspersed» with pictc ml rebuses.‘ Then in 1966,

O'Donnell and. tha Inltl.a]. Teachlng Alghahet Series by 'ranyzer &

_and Hazurklevlcz both made ‘use Of rebuses l.ntersgersed W.\.th\ G

35) .

ﬁ /"-.: . y

HDwev 24 J.t wasn t \mtil 1965, when Wnad‘cock developed

. 'x'he Robs Readxng Series, that 'a basa readl‘ng ‘Program; using’ .
entitrs tebus text wan publisheﬂ. In :Ms px'ognm, chlldren o

began thelr redifiess prdgram completdly with zg}mses, but
gta,duallx, in the pn.n\er 1avels, tr rred over to t '_' 1
: crthog:aphy. W S . °E b e bt

e 1968, woodcock, clark’ and pavis u;gveloped ana T B
pubnsnad tha peab‘éa Reb

Reag :Ln Pro which is a

v 7 . i =
_readiiig readiness program. -‘Alsg.in 1974, these ‘same autRors

R -




publishequa rebus gldssary titled the Standard, Rebus_Glossary
which contains eight Kundted and eighteen different rebuses
'nn v two

TeREEing geeroy

19lossary gives a brief 'msunry of rebuses and then

words._ Part I of

'inme suggestions for repus-related actjvities in

< 1anguage :.rrstruction, reaﬁlng mstrucucn and'speech therapy.

In Fart II of the glossary is found an alphabetical ll!txn—g
of all the rébuses as well as'a listing denoting all the.

languaqe categoriés from wmé?f the, chosen words' could be,

3 /gevelopea. 8 i

4
n 1975, Clark M)Otes, and Woodcuck developed a

pr gram for the hearing—infpaued child. This program uunzed
:a iiltimodality approach and was c1tled the- mnnesoca Early

Lanquage Sequénce. It combines the American Sign Language :

Witk the use of rebuses to promote receptive language ' .~
devefopment. in ‘the.ohild. Its aim isto pmmte comprehensfon
and, groww in vocabulary and sentence ‘patterns for hearmg—

handicapped q'l\lld:en. : & o
o Thus ‘the use of ‘the rebis as’a vehicle ‘for communis
caeio;? is not‘a new’cncept put rather an old one that has
been with us (though somewhat dorhast) for many, many years.

, Anthropology and lar\quaqa historians teach us that it was
ehis avenue chxough which most writter lanquages developed

H (Greb, 1952) . - For many yeats it has been Eur:cesafully

E utl.lxzed to commum.cate with and/Dr teach dxaabled 1ndivid\lals,

’ \ﬁas;my ‘befrause it Veems to get at the essence of the

" languags, ‘which is meaniig (Clark, 1877)."

F




It was H\xey in the early 1900‘5 who recoqm.zed its

va}:ue as.a teachrnq tool to help incréase the sight $

vdcabularl.;s for ‘normdl kgginning ders He that

y the ‘rebus be included in their reading and writing texts.'
t : © The use'of the rebus ddes not appear ® have ‘been a

© s ") popular topic ‘ the' reading literature and therefore not TN
- much wasiwritten about it until tre early sixties. since,

1950 0'Donnell (1966), Tanyzér and Mazurkienvicz (1966), . »

Woodeock (1965), Woodcock Clark and Dav;s (1968 1974),
clark, Hodres, aw‘modcock. (1975), and Clark (1977) have

“been promoting its use.. , &

i
!

= In use today, one ‘may flnﬂ puzzles that have been made

n . vut,h rebuses. Rebus puzzlaes are word pictures connected by

plusses ana mmuses which.zesult in a sentencg'when correctly

(— .sc1ved. . L k .

. For exanple: : LN

Oh { 1ce minus refngetator equals water: puddle

!
;
i
!

{ L
H i (Example tak‘en fro chture Language Equations,
H . by B. Cohen, T..ean’hng 10: 76, November 1931) s

In addxtion. :ebusea have‘trndxtmnally béen-utilized

as mternauonal symbols for equipment controls, :oad s”igns“

;and signs in public places




For example:

meaning. "male” . meaning "female"
placed on the entrance to bathroom doors
to public washrooms.

Also:

v g o5 -~

means_a - cmssxng of some sort, i.e., a’ w
railroad crossing. : ¥

polnting arxcv ﬂ

or thevpo ting ~hnnd

P * Abutracc ulens can alsq be repreunted in concreee

§ type re.b_us signs, - For:example: R
} : == 1. pipe'to :epnsan: peace,
’ ' 2.

‘the index finger plus th& finger adjacent to it; '
pointing upwards and spxe-d apart while the .
other- finqer! of the hand are.bent over to -
mp:elent deﬂ.ance or vigctory, ,dnpe.lldin; upon

the contsxt in vh:u:h it is used or, dipplaye

Bystemx, including that of che Rmnan nlphnbet uud in the

panting of Engluh. '_ ey

s mdxcate direction. 3 B

¥

i
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CHAPTER IT

THE NATURE OF BEGINNING READING

Reading acquisition is very much tied to language
acquisition. Both.require the user to haveobtained a

certain amount of knowledge about the symbols being used;

. that is, whether they are graphic, phonemic, or grapho-

phonemic, what they are,’and how they differ from each other.
Both require an understanding of the syntax of the kanguage;

that is, the ical Seer

according to the norms of the'individual group and established

by its usage over a period of time. Both involve semantip

evalopnent in 'that "btaining meaning or making sense are
‘their ultimate and over-riding concerns. Both require a
‘certain amount of practical experience with the actual
language or reading material before substantial acquisition

" can take place. i

By the,time children arrive at school in Kindergarten,
they already have experienced five or six years of living  , .
which ha.s énabled them to be involved in many and v?ried '
meaningful s’ituaticns. For the vast majority of ‘the chila:h
these experiences included learning and speaking vhatevez
language that was spoken in the liome. Conseguently, by school '
_age (five or six years old) each v‘ch.ild already realiz:;é\bhat
language is a tool for making sense out of his/her world.
Frank Smith, in his paper "The Lanq:‘:age Arts and the

Learner's Mind" states the following:

T a—



Obvigusly no one can tell an infant how
language works or what it can do; children
have to find out about langnage themselves
by making sense of it. And this is the way
that children learn about the world in - .

' general, about everything in their §
*  experience - by -hypothesizingwhat must be
going oh, anticipating what might occur,
and observing to see if they are right.
Always children learn by relating what is
new to what they understand already.
'\ (p. 119, Feb. 1979)

Goodman, in ‘his article "Effective Teachers of Readinq
Kpow Language and Children" states: v

All children have immense language”
zesources when they enter school. By
. understanding and respecting, and . .
building on the language competence of
kids, we can make literacy an éxtension
of the hatural language learning of = . . . ¢
children. (p, 823, Sept. 1974). . . ¥ . ~

. . . s i
A certain amount..of information from every experience

an individual participates in is stored in his/her memozy, '

and-as such it might be used by the mind as a building’block -
on ghich to enlarge one!s perceptién of successive experiences.

In his book, Understanding Reading (1978), Frank shith
refers to the sum total Of one's learning experiences as'be@ng
"the theory of the vorld in our heads". Herein Llies the
essence of all one's perceptions and the basis of all ohe's
learning. By ordering and categorizing the ideas and events
that have happened to himself andiby storing.them i his
memory, an indiviffalis able to distinguish between nonsense
and reality and thus ;btain meaning for himself. In much of
the literature this is referred to as being the "deep

structural meaning” or 'thy "semantics" of the language. An




individual obtains this intuitively-as he/she practices the
language. &

J By usingthe language one also learns intuitively s
about asother important factor; this being the prdering of

the syntactical structure of the lanquat;n._ Just. through

usage in' his/her day-to-day activities, he/she will learn

the inflectional endings and the Aetoin gramstical, postetbng

and relationships that exist in the sentences for whatever has

béen the socially acceptable dialect presented. re

Carol Chomsky states: . .
2 .

What children. have to learn in acquiring
language is this implicit system of rules
(grammar). No one teaches children this
system of rules; indeed speakers are not
at all aware of them as 'they use the
langudge. ‘'They are implicit rather than
explicit. Nevertheless, children cohstruct _—"
their own set, based on the language they
hear in their enviromment. Children's
rule systems end up matching the systemé
of those around them. \(p. 113, 1979)

n—. is the syntactical, semantic, and pragmatic
components of the reading process that the average child
.brings with him when he arrives in school for the firsy tire.
This is a wealth of information each child-can rely on!
whenever he/she is being t}uqht to read. The syntactic and
semantic gactors are the two sources of redundancy which most
children have internalized before their schooling and/which
HhoHN, Satvaian stepping “atoties 66 HeLputie process the -
pxint-related text. It La a natural way for them to/ leap

fmm theu- known, (which is oral languaqa) to their/unknown,
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which is visual language or reading. This should help them

* make sense out of the squigglds that appear before them on

the printed page.
Goodman, ‘in" his article "Bghind the Eye: What Happens
in Reading", points out that: ’

< He (the child) acquires strategies as
a language user, that'enable him to select
only the most productive cues. His user's
knowledge or language structure and the
redundancy of that structure makes it
possible for him to-predict and anticipate
the grammatical pattern on the basis of *
identifying a few ‘elements in it. The
contegt in which the language occurs, .
creat®a by the previous meanings hehas = . ¢
. gathered, allows him to predict the -

. m;aning of what will follow. ({pp. 477-478,
1970) . g . .

Thus an individual is.able to reduce his uncertainty

about the message coming at him £rom t!'aprint by guessing

. psycholinguistically. This is not just wild chance guessing

on the part of the reader, but rather a logical elimination

of alternative decisions based upon the linguistic knowledge

Avail%la to him from all his past:experiences with 1an§ua§e.
What is new to the child, which for. some becomes a

real stumbling block, is another component of the reading

process. This is the graphophonic information. It carries

a certain ‘amount Of ‘redundancy, especially with regard td the

consohant’ sounds. The graphophonic information includes all
the information about the alphabefic code. This includes an
internalizing of the distinctive features of the twenty-six

letters of the alphabet with all their visual variations
" ;

]
i
f
j
i
‘
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(i.e., A, a , a, etc.) as well as an intermu.zatiqn of the
forty-five phu.q;-\el of thé English language.

This informstion also. includes ‘the way the letters
are orqamzsd orthoqzaphu:a.uy to form words And all the
distinctive features for recognizing these anids, These,words

are then visually in the § or

syntax of the language by utilizing gaps or spaces in the

print. - Also inéor: in the pp6nic 1 on is

_the way that sentences are cued visually for the reader.

Thus it is helpful .for the rgadér to know that a sentence

begins with a capital letter, thatit ends with some sort of

‘but that sandwiched between these cues he/she
'

" will find individual sight words separated by spaces, that r/-‘
5

carr‘y sohe sort of ¢eep-structural message. Thus the reads
needs to be aware of the surface stmct\;re of the language
and have some ‘mea‘ of how-it is cued Yi-ua;fy to him as he
reads. ' )

Goodman's article, "On the Psycholinguistic Method
of Teaching”, reveals that:

Linguistic analysis also shows that
language has two levels - a surface of
structure, that is, the sounds or * 1
written of the ,1 - .
and a deep structure - thaj if meaning. -
These two levels of language are.related
in a complex way through the system of
rules that is grammar, .or syntax.

(p. 179, 1971)

4

€
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havé the automation that comes ‘with practice and macunty. .

To be a proficient’ reader oné needs to rely 1éss on
the vxsualz;graphophcnlc cueing ‘system and increase the use
of the nonvisual syntactic and semantic cueing systems..
Thomas Wheat and Rose Edmond believe that:
. The proficient reader is the one
who makes the most out of the redundancy .
of written language and relies more on .
the syntactic and semantic processes . e
than on the graphophonic process in
reading. (p. 525, 1975) g g LE
All these factors indicate that the reader's mind
must be alert and active-rather than passive when involved N

in the-reading act. Continually when reading the mind must

be involved in attempting to predict the graphic’display of

the writer. Goodman notes:

The meaning ‘that the reader will
eventually derive originates in his N
head rather than on the page and h¢

_utifizes only as much visual

JAnformation as he requires to cnnfx\g'm :
a correct prediction. '(p. 22, 1970

ALl of these factors are especially lmpottant when

one cnnsiders the beginning reader. This 1nd1v1dual has not

_as yet internalized the reading act and therefore dues\mt

\. In a sense, the beginning reader is-handicapped when
first asked Yo, process’ the message presented to him in the
visual code, This is not necessarily bacause .thers is
something wrong with his innate abilities but mainly because
he has had 1ittlé or no’practical experience with print. fThe

béginning reader is not in the habit of attending to letter

.




i
i

]

|
f£ollowing:

’
Y. , | L
or vord units and therefore has had no feason to categorize
their digtincc_)ye features in his 1'ong7&em memory for,
future referende. This will take a certaxn amount of time,
practide, and experience with setial words and-sunteicas in
contexthfore fluéncy occurs. Consequently, a beginner's
sight ey IR Sl i Nl spegkxng vocabulary and
his rate for processmg the print is slow‘ *

Added to this, the béginning caaks hawitew, U8any,
word identification skills, and fe\kwrltxng skills at his/her
aisposal; generally he/she is an imature [logical thinker,
and has less prior knowledge, to aid him m‘ this new situation.

He needs help until® such time as he obtalnl; r,he 1nformation

- and-experience necessary for mature reading. He needs help . .

so as to prevent overloading the learning Fask, Consequently,’

at this stage, there is a greater tendency |to read wora-by-word
rather fhan reading in chunks of pnrases'o'rl sentences. .

The, effect. this has on the heginning reader is that
it limits his ability to get meaning from ‘the print and
inhibits hi hillty'ta get the practice 111 sentence form
(:hat he so desperately needs. 1 . ’

It is the opinion’of this writes that what:such a

reader needs is for supports to be built into the reading act

| that take into account the Deginning reader's assets as well :
S

.as his spetific needs. This writer believe that some of
thid support could be accomplished by interspersing picture

rebuses with traditional orthography to help' increase the

=

|
|
|
|
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reading for meaning; |
predicting new words in context;. .
q Y o
incPease. vocabulary development!that woéu 3
otherwise present difficulty in learning

through the traditional method of total

alphabetical writing.
. J T
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CHAPTER IIT’ . = U

PHONICS VERSES SIGHT T
RN ¢

In the past’ two detades of initial reaqu instruction,

the mhjor support built into the heginning reading act has

centered aronnd the use r!nd misuse of phonics.

‘was spearheaded by Jeanm”chau in her book, Learning to: Read:

[BeYerRaY Debaté” (New Yorks MeGEaw Hill Book Company, 1957),

And also, by the research work of R.G. Sta\lffer ('The First

Grade Reading Studied:

“Newark, Delaware, International ‘Reading Association, 1967).

Both of these widely published researchers inplied that a -

code~enphasis approack such as phonics was a superior method

to teach reading in'Grades K - 4 than a meaning emphasis

approach such as look-say or sight. However, due ta the fact

. that all of this research was carried out via classroom

studies, the internal validity of their work is questio’nable.

According to Elizabeth Goetz and Barbara Etzel three major

threats exist in this ‘research and they are as” follows: ..

1.

The Hawthorne Effect was present in that the

teacher' s preferred personal techhique was not

controlled across thé methéd under examination.®

Sometimes the methods themselves were confused.

in the actual implementation of the studies in
: .

that some whole words and sofie phonics words

were taught within-an individual method.

This approach

Findings of Indxvldual Invest:qauans',

o
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3. »Pddsibly the standardized reading tests used
. _"at that time may not have assesgsed the
completé reading act adequately. ’ (pp. 3, 4,
' Aug. 1978)° : ’
While these researchers acxnuwledged the ptoblems of
thel redsasch many pro-phonics, band-vagon enthusiasts S
dian*t, and thus propagated heavily this reseatch and others
done in the same vein as_evidence for the swperiotity. of the

phonics,nethod over the look-say'dr whole-word approach. |

Consequently, 'The Great ebate', as Chall-dubbed it; took : :

Off. - since. 1967,. however, the phonics approach has! underqons 5

the test of‘time and researchers have beexf. nbl to scrutmzze
this approach closely. In the llqht of recent practlce and
theory, a-heavy phonics appxoach has been weighed in. the

balance and' has been found vanting by a ‘majority of -

interested persons. As Emmet Betts.states: gl
3 1
In short, phonics —* long a magic_.. .
ubiquitous word -- is fast losing
its- glamor under the spotlight.of
_reality. (p. 20, May 1976) e )
- To observe the probiems that exlst with the phmucs

approach bne must. understand the role of ‘English orthogruphy

and also the role of word perception. ok T ;

The Role of Ellqllsh

- Written English is, phen;m:.cally ba!ed byt ‘in’ a lot of

cases it does not have a ome-to-one corresponderice betwéen

the sound of the letters and their visual orthographic. form.




This is evident in’the following words whose ~underlined
detters ard silent:

bonb) ., autumn
& ' come . debt: ) i : L.

In fact, for some sounds such as the 'ph':in phone and the =

x

s - L ‘
'gh' in laugh, there is no: wrrespondsqeﬂ between the: .,
Tl

'souna of the lettérs and thelt JI.'I.Sual fo:

his

‘is due to
st ;

. . three pasic reasons:

1. Many of our English wm:éé axe’-bozmwéd‘ from

ottier languagas such as Greek; Lat), F:er?éh,

and Ind;\.an. %

’ E?aqush afalects are com-_inus.n kgo‘char’nqe over

tine anid through: hsage from country to country.
3. The! Engllsh alphabet has not kept pace with

the actual changes 1n sound/

~ Written English-has evpl’ved rthmugh three major cycles'
_Qld Engl).lh (whb:h is dated fxcm\ 500 — 1065 A.D. ), Mldﬂle

Enqlish (whith i, dated from 1100~ 1500 A. Df/) + and Hodern' ",
For an mdiuquu who

'Engliah‘ (whi&h i ated from 1500).

. i Y
wishes to read 01 and

adle Enqlish, both must. be studi;d‘ .
as: foreign languages ave to the fact that thair sounds “are
so far removed frcm pxesenr. pxonunciatxens; It is, “not’ just
mere coincidence that Cdxton’ introduced his printing press in

1477 and that Modern English is.dated by languagh historians

“as bega.nninq shortly thegeafter in 1500, for ‘caxton is -

baliaved to have standardized h:.! visual aIphubet to othe




- . . :
AR " Honfon diatectiof his day. ‘vhis Wlsual fovm gradualiy becans
. L the dialect of the educated upper class in Ehgland. However,
with the rise of an.educated middle class and.with
industrialization's need for an educated lower working clas;
the relationship of, print to sound hds been eroded with

usage. The sound or speaking of the language has been

changing while the v:lsual prmr.ing,'of the language has

, xehained stanonary, thus enshrining its archaic spelling

patterns into its visual form., K ~ . -
s . S *
4 . : . suﬂe r.ms standa:duauon of ths 1anquaqe in 1500,

© Modern: English has undergone two major changes. hrst, its

word' oxder rather than its speumq hecame the most. 1mportant

E‘eatuze “for+ élgnalllng meaning; and sechd, a great vowel . Lo

shift uccuxred in usage withott a shift i the ‘actual.. . © . S
spellmg form. Consaquently, 1n thé‘ Engllsh language we

fina 1xregulat vowel chanqes in verbs:such'as the fouowmg. . B

(i) sing, ‘s}.nqs, sinqlnq, Sang, sung

. (ii) swim, swims, swimming. swdm, ‘swum

“(iii)  svind, swings, ‘swinging, swarg, swung

() \113, lies, 1ying, lay, lain.

AL “Also. we fmd irregular changes in the forming of .. .- ' ' i

Plurals of nouns as seen in the inuowin

box " - boxes © ., lady, - Tadies

‘man -.mén ) *"chila - children -

. ’(’lg:a‘rj'd‘eer ol leaf - ‘1aaq,es e " iy .




| . :‘ . .pialect, too, can create a S p——

and‘ﬁritlnq. The English'hfricanl speaker will propounce il

] 'law' as 'low' changing the short vowel sound:. The English’
British spéaker will prono.{mce'tne word '1adaer; as 'latter' .

changing the»do‘ub'le ‘consonant sound in the middle of the

word. Howeveg this writer's own Newfoundland dalect i

e t 5
also noted for such irregularities. Some examples are as
' - \

follows: TR o . bl i

"ot

7] ‘cauqht is’ pronounced as
(1) "butter is prohounced as 'budder'

1 (iii) 'mt- is some*areas is pronoénced as oc' R

iv)” 'this, thﬁt, the§e,,thosa' in some areas '

are pronc\mqed ag 'dis, dat, deeze, and

gozg’

s # . Role of Word Perception. . .

' Each of thesé previously mentioned factors can have
. ot -

thé combined gfféct of making it perceptually difficult to

learn to read such an ox shic system, sespecially if it

is taught throughia stricv_ phanetxc appk‘cac . The reader . (=S

gt & - may depehd upon: the visual print dnformatisn toc nuch and

this feel deceived when the phonic rules just don't apply.

Reading;. if this manper,, then hecomes dn exact outsid

—in * .3

.
‘process where one has to know the- sound and abcode tp sound
i . ih order to obtain meaning. . THS type of an #proach. can

lead to 'auditory discrimination problems, biending probfems, =4
: s A 9 ;
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¥ as well as -the deveigpiﬁg of readers who are word.callers -

that is, readers who ¢an' pronounce all the words but Who .

W have very little comprehension of,the meaning being e“xpresged.
- For some readers, the fict that the same visual .represex\:tati.on'
can represent totally different sounds (as the oo in'moon and
look) and the fact that many different visual representations
. may be used to represent the samé sound (as the.dr sound in

5 her, bizd, ;:eard ‘hurt, word) throws: them into adecading

nightmare, especially if these wozds are presented in

isolation. Added to ms, there are’ some words: that absolutely

"‘defy even the most basic ~phon1c vowel "rules’ and so must bé

learned as sxght words jet they are to be ledrned at dll.

L Some examples of th.\s pmblem aré'as follows' . '

. have versus, gave, s

versus ail

Vowel Ruli

1fithere are two vowels:in onesyllable, the
¢ i first is long and the second is sifent. (So
what does the reader do with have, said, and
Cyoin) g . ' "
. “ v, i) éne versus on/ 2 N <
Lo ’ ’ . ' . Here the voWwel sound changes corpletely to
- the gonsonant sound' of w. : '
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(iii) laugh sounds like £ .
. s ‘Ehox}e sounds like £ N
was sounds like z°
" cofe, cent sounds like s or k
= gave, gym sounds like guh or j even though

\
the alphabet calls this letter jee.
.

(iv) some letters must be perceived in combin%tions
T GEdeE £5.ohEKYH Ehisle proper sound, for g
example sh, th, ch, wh. - o ¢
To make matters even worse, it is our most common
priht_ed words -that contain these irregular spelling pattet’ns,
and,these dre the words most often used in beginning basal )

readegs. UJama M. Mason in "Refining Phonics For Teaching

Beginning Reading" states:

An analysis of the 200 Dolch List

indicé\tes that at least 40 percent of
- the words cannot be pronounced by using

the most frequently occurring sound of

the vowel. ' In that sense, the words

are not regular. (Reading Teacher,

Nov. 1977, p. 1) "

What, then, is the value of phonics at all? It is
the opiniontof this writer that phenics, at its best, can

s ;

only act as a relatively minor cueing system to a word, with
the others being sight words, context clues, and structural
analysis. If used as a word recognition strategy for some
beginning réaders, it should only be resorted to after they
hdve tried a sight approach and have applied the use of

context clies.  Even then a heavy emphasis on phonics is not
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récommended. Patrick Groff in his article "Views on Phonics
of Reading Clipicians" (Reading World, Dec. 1977) points out
the fact that some children can read very well but do poorly
on phonics and vice versa, that some children/®ill score
well on phonics tests but are very poor readerd. This is
becaus@ reading is an inside-out process where the reader
quickly samples the visual cues looking for redundancy of the
letters or words and the stability of the sounds. He then
checks this information quickly with previous information
stored in the long-term memory thus assimilating it direcusy.
Consequently, the brain does not depend upon one, or two
factors but rather uses a hetwork of ifterrelations, selgcting
only those factors which are critical for detemin\in; meaning.
Thus a reader may or may not need phonic information. If
phonic. information is used, it usually is the cfnsonant
information rather than the vowel information. .Bette Leeds
determiped from her study of the distractor errors in her
research on the factors influencing word recognition that: -
"the letters in the initial position are the most frequently
used letter cues" (July-Sept., 1977, p. 4).

Patrick Groff confirms this fact in his \aniul‘e,
"Sight Words: The Humpty Dumpty of Reading Trettuctiont,. vuk
he includes the information found at both the beginning and

ending of the word (Reading World, Dec. 1977).

Martha Williams and June Knafle in their research
titled "Comparative Difficulty of Vowel and Consonant Sounds
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For Béginning Readers" found that cnnsonaim:s were easier
than"vowals to learn to utilize in the reading act.  This
they feel is because "Consonants have also been found to
carry more information than vowels in spgech and in reading"
(Reading Improvement, Spring, 1977).

Some children have been known to Learn'to read
throuqh‘the sight method. This method is also referred to
as the look-say method or the whole word method. It is for
some children a quicker and a more eff;cia;\t method for
learning to read. M‘ichele Guiue'ma:tg_ did research titled
"A Study of the Effectiveness of Sight Reading Verses
Phonetic Instruction Por Children With Auditory Learning -
Disability" (Jan. 1979). This is an excﬁxemqtudy in that
sanple bias with regard to age, intelligence, reading
achievement, and self-concepts were strictly controlled.
Added to this, the population for this research were studidd
over a three-year period as they progressed from Kindergarten
to Grade Two. At the time of termination all auditory °
leadning disabled children involved in this study were given
phonics testing. Gul.llemette states that:

Phonics testlng at thﬂt time indicated -

that the sight children were, in fact,

not behind but 'slightly ahead of the

g}-mnz;:xc group in this skill. (Jan. 1979,

However, the difference was not significant at the .0y

statistical level: This led Guillemette to recommend that:
\

[ N ——

|
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Given a child with auditory perceptual /
dlfflculty, he be placed ih a sight Y
@ reading program where he will not -
. . experience the frustration which leads
to a poor self-concept. (Jan. 1979, p. 14)

She also suggests that: ’ )
Daily phonic instruction for such a
child doeé not produce the desired gains
in this skill but merely causes the child .
to develop a poor self-image. ‘(Jan.-1979,
p. 14) . :
What, then, is the sight method? It is a method
. i whereby the reader looks at a word and immediately perceives,,
thifks, or says this word without going through any type of | :
analysis. Rather meamngful context and syntactical
. infornation are utilized to trigger recognition. Goodman,

in his article, "The '13th Fasy Way To Make Learning To Read '

N Difficult”, (Summer, 1973) asks the question:

If'one can learn speech without a /t©§
- fally developed phonemic organization
& . why can't one learn reading without i
» it? (Reading Research Quarterly, 8, R % :
Summer, 1973, p. 489) . i

% Harriet Fayne and Maribeth Gettinger, from their
research titled "Narrowing the Gap Between. Research and
N Practice in Sight Word Reading Instruction", report that:

The results indicate that the
. procedures were effective in teaching
' children to read, on the average,
between 92% and 963 of the sight words
. taught and to discriminate and reject
correctly between 78% and 89% of the

. - miscue words, (Psychology in the -
Schools, April, Vol. 18, N
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. , In thib research approximately 740 learning disabled children

} were taught to read ten new sight wprds and also to read
[ _stories containing words._ .
. Margaret Richek_(1977-78) examined both the sight-
X word and sound-symbol methods of instruction in her research
titled "Readiness Skills That Predict Initial Word Learnin§\

Using Two Different Methods of Instruction’. She found that

the specific factors negessary for predicting success for
the sound-symbol method were first, the ability to proddce
letter sounds and second, the ability to"blend words
together. Also she‘foun;i that the .specific factors necessary . o
- for breAlornG FugoAEN iFh & lgheEE method were visual
discriminaﬁj‘.q‘n and digit span memory. However, it was her
_ third conclusion that is the most impressive. Here she
. states that: ’
' Most children in this sample

exhibited a marked preferemce . : 5
for learning words by-a sight- . :

o word method. -(Rea Research

A Quarterly, ol ZoTSTITE. B 21)

. Danny. Steinberg, in a paper presented to the Ame‘/ican s
Psychological Associ_étion at its-1978 annual meeting in
Toronto, favoured a whole-word first approach for reading.
instruction. From his research with preschool children, he
‘found meaning to be a more influential vaxidple than visual’
perceptual complexity, thus.confirming thel fact that :

| " meaningful items are easier to learn -thx. nonsense ones.

His results also suggest that the optimum teaching method-

ology is to teach via whole words first. If the sounds of

:>(‘_ ’ '




the letters are not learned by way of induction, he feels
they may be taught at a much later date So as not to
inhibit reading acquisition. (August, 1978, "Why Children
Can't Read: Meaning, The Neglegted Factor!)

Robert Marzano in his research titled "Elements of
the Word Recognition Process: AVTwo Part Study" (Oct., Dec.
1975) examined the strength of sound/synbol and whole-word
charatteristics as predictors of word recognition difficulty
for both beginning and adult readers. From a multiple—
regression analysis it was determined that whole-wo:d
characteristics were strong predmmrs of recognition at all
"levels o(zeaaing. His heqmnmq readers were s£ound to use
-both sound/symbol and whole-word cues and that they bacane
less reliant on the sound/symbol {iforuation s they

I3 .
progressed in their reading ability. Marzanostates that:
Up to the third or fourth level ofs

difficulty, the more a word is composed

of vowels '(the less of consonants) the

harder it is to recognize. Beyond that

point (roughly third or fourth grade) i

readers do not key on_sound/symbol’ycues .

and hence, vowel complexity is not a .

factor. (Oct., Dec. 1975, p. 10) :

Mnrzanc found experience and exposure to the word-to be a
uiy significant aspéot of the word ‘recognitjon process.
Indeed, in his concluding .paragraphs he ;nakes a very stronq e
statement that "Indeed a heavy.émphasis ¢n phonics {s

’questioned by r.ne results of this study:" (Oct., Dec. 1975,

p. 15). ) : ; g N
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. .
Finally, Elizabeth Goetz and Barbara Etzel in a study titled
“Functional Analyses of Acquisition, Maintenance and
Generalization by Reading" examined three reading procedures
for learning isolated words. They were a whole-word approach,
a syllable-blending approach, and a phonics-blending approach.
They report that
’ the whole-word procedure resulted in the
most rapid acquisition for recall, fewest
training errors and.most freguent recall
of trained words in compound words, and

in dentences and stories read to the child
by the experimenter. (August, 1978, p. 8)

¥

. . Conclusions

" As can be seen from the previously stated information,
children do not have to be proficient in phonic instruction '
in order to learn to read: In fact, for some learning’
disabled children, phonics is actually a hindrance to their

reading act and therefore they should be encouraged virtually

to ignore phonic instruction if they g to ‘succeed in

‘reading.

Tt is felt by this writer that use of the rebus

de¥ice might be an excellent mode for developing the sight

method, especially for very young children. Brenda Kolker
- N .

and Paul Terwilliger in their research report titled "Sight

Vocabulary Learning of First and Second Graders" state:

/



The imagery-gystém contains the

semantic inférmation, whereas,

' " linguistic system has to tap or probe
. the imagery system for relevant

meaningful mfomgion. since

the other, and an apparent inter-
.connection between the two exists....
The research on imagery ifiplies, in
~ part, that when children begin to,
learh a new task they use establiShed
. memory devices such as imagery.
' > (Reading World, May 1981, p. 252)

activity in one s:

These two people alsd note thatj

Hiuey proposed that adults probably

. think mainly in terms of words, whereas,

) : the young child's learning involves more
substantially the imagery aspect.
(Reading World, Hay 1981, b 252]

tem can activate

This writer sees the rebus not enly for its imagery

. value but also for its potentlal to reinforce the psycho-

linguistic goals.«,If placed in a gentence construction,

‘this writer feels that the rebus:would:

1.

Encourage young children to develop the important

strategy of generating predictions.

Be an aid for word recognition development.

%

Encourage young children to make use .of the

cloze procedure, which is so essential for

comprehension development.

For the child who can utilize phonxl: infoimation

without experiencing problems, he can zero in on

the most critical part of the word for recognition

purposes, namely the ipitial consonants.

In this

way the phonic information will not be taught in

isolatjon.

£}
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It is in the light of these assumptions that this
writey decided to work with two groups of Grade 1 students

" .
attending a local school within the area of St. John's.

32
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- CHAPTER IV

THE EXPERIMENT

A. Preparation and Administration

©
~ This'writer selected the bottom reading group from

each of the Grade Oge classrooms at Bugene Vater's Academy

to conﬂuct an examnatmn of. the rehus techmquo. This

school v ohesein Belaidie ks wtudante wete reaéuy-avanable 3

to ‘this examiner and also because they -fitted the ¢riterion

needed for this study, namely, that they were'at ‘a beginning
readinq level, Both Grade One, classrocm teachers were 3
equally co-operative: in this venture-and bath wers wuhng
to adjust their schedules to the convenience of: «:hié st\ldy.
Hhis wotion sendingigroves dn-enphiclasstoon ware?
selected because this examiner felt they would present an.
adequar_e tést to the ideas bean put, forth and thpxefo:e,

if the material succeeded with this type of student, it would

_gi\‘e more, credence to the argument. These children were

"placed in each bottom group based upod the kindergarten '

teachér's professional opinion and therefore entersd cne‘ir'

Grade One classes, ah@y grouped. ’
This. examiner tested each of-the cmldxen J.n’these

ﬁocg:m groups Lndlvldually using the Peabbdy PVT and ‘the

Peabody Individual Achievement Test, Subtest 2: ‘Reading

Recognition and Subtest 3: Reading Comprehension to insure

cveapar 3




that these children were indeed grouped properly and were
at the reading level in which they were dssigned. -
o H s This examiner found both groups of students to be

very accurate in their group placements. The PPVT was

{' , ihcluded to ascertaingwhether intelligence (as measured)
Y I rather than reading might be a contributing factor as to
. % why these children were not reading at a moderately average
pace. . @ o 8 e N -

ok Each student was testefl early in the moyning within
the testing time ranging from 8:45 a.m. to 9345 a.m..  Phis

‘. was to insure that other factors Quch as fatigue or mental
and physical, exhaustion dig not interfere with thg ‘test . .
results. Tc the best of th;s examiner's kx;o\w_l;adge, all
children approached the testing situation with-éagerness and,
“in no’testing situation (including both the mre-testing and
the post-testing situations) did this examings encodnter -
fearfulness or any. other form o\f anxiety from any of the

: ) - subjects selected for thxs study. Credit for thls &ct
must go to the classroom teachers for the excellent vay they
prepareﬂ t})e\u students to participate. in this study ami for
the keen interest and motjvation they were able ‘to create on
‘the part of each .student.] o Wi

' The fimst class to be tested contained twelve students

contained only seven students in the bottom reading group. -

The first class was,chosen to be the "Tréatment Group" simply

in'the bottom réading group-while the second classroom tested =




be::ause they were more in number while the second class was
. chnsen to be the "cantrol .Group". It was felt that it HDuld

be better to have the group with the greater riumber as the

Treatment Grm:p as some may have to be deleted rdué to the

nozmal threats to any study's population. & - %

Subjects

The results afe as follows.

MA

1. dody 5.9 ‘«s‘.f' S 3
2. Tanya 44 S.L 80 1.3 €13
3. cory 4.% v 57 2 1.3 X
4 Niehele 41 sa 8" 11 11
Laila 6.0 - 6.4 : 10 Lo
Karen / BN 9. 2.2 2.2
7. eather 57 ._'5.11 Lo V14 14
s David \5\_3 6.0 T 18
9. tori sl 6o 11
.10, Stephen 6.0 6.0 1.3,
1, Rer 66 6.7 L
12. % 11
= . \ o o
. ‘Tréa:mém Group °
¢
"
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\ : Peahody Teséing
. 7
Subjects ‘
Kimberly
" pion.
L' ‘Pquy ¢
" Scott i

5. \Rnberta . BAE

g 9 1.4
. N o Bog . . v g
.. 6. Richard 657 104 1.3 13
7. Lisa ' 6.4 810 5. 106 R T T '
D e g
: \ + ' Control G:oug's-hctivities .

& . was decided that while the freatment group was
receiving the ‘experimental imstruction, it would be . "school

as usual® fox the control.group. This group only paxeicipated

in the_testing, procedure and'a conscious effort was made to
. keep-all experimental insgruction outside of their experiente.
~ 7“To, the’best. of this examip®r'y knowledge. the classroom teacher
co-operated with this exgminef in obtaining this goal.

.
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The students participating in this study came from

homes ranging from low-to-middle socio-economic situations.

Generally all parenth show an active concern for their . *

. child's well-being and no child could really be classified
as being neglected. However, some of these children had
varied amounts of books and toys angd consequently they had:
varied amounts of book-related or language and reading
experierices to draw from. (Source: ' Cumulative Records)

For the. ‘treatment group, the subjects' chrzonological
ages ranged from five years, seven months (5.7) 4o six years,

" ‘seven months (6.7) while their mental ages ranged grom four
years, four months (4.4) to seven years, one month (7.1)
thus relating an I.Q. range from eighty-two (82) which is a
slow learner category to one hundred and nine (109) which is
the average catégory. The reading scores ranged from Grade
One, the first mgnth (1.1) to Grade One; the fourth month

/ (1.4). ' '

For the céntrol group, the subjects’ chronological
ages zam}ea \from ‘f.)'.ve‘ years; ten months (5.10) to six years,-
seven months (6.7), while ‘their mental ages ranged from four

“yedrs, ten mopths, (4. 107 to six years, seven months (5.7).

¢hus relating an 1. range. from eighty’.(80) which is a
s1ow-learnar cate‘g&ry- to pne hundréd and six (106) which is
the average catégox‘y. The reading scores ranged from Grade

one,. £irst month (1.1) to G:ads one, the fourth mor_nth (1.4).




As can be seen, the treatment group and‘, the control
group have some areas in common and some -areas in which they
differ. With respect to the chronological ages, the
treatment group had some subjects who were younger than the
control group by two months. I\n terms of their mental ages,
the Treatment Group had-some subjects that were younger
mentdlly than the control group by six months and some
subjects that were 6lder than the control group by four )
months. Also the range of mental ages within the Treatment

Group was two yéars, nine months (2.9) whereas the range of

mental ages within the control group was only one year; nine

months‘l.g). However, the I.Q. scores of both groups were
similar in that both groups ranged within the slow learner
to average I.Q. categories. Also, both groups were equal in
reading abilfty owing to the fact that both groups ranged:
the same, from Grade one, first month, t:) Grade one, fourth
month 1-1.4). ’ : i

Thus, in summarpewboth groups were equal in I.Q.
potential and reading ability byt differed in the ahzono-

logical and mental ages.

L
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To select the words to be used as rebus words this
examiner used the following procedure:

This examiner checked the Grades 1 and 2, of the
Nelson Reading ‘Seriés presently in ase in the school.
curriculun for randon words to be used as target vords.
These words were then categorized as to whether they would
be used as a noun, a verb, an adjective, or an adverb.
These same words were then cross-referenced with the words
found in The Standard Rebus Glossary to determine if a rebus
was readily available for each word. For any 'w;;rds that did
hot appear in The Standard Rebus Glossary this examiner made
up her own. No words were selected from the reader, Surprise!
Surprisel which the students were presently being instructed
in and* neither weré any words selected from the next reader,
Kittens and Bears, which the classroom.teachers said they o
might get into during the‘ duration 'of this study. ,If a
target word chosen was found to be present in either of these
EeRdEDE, L6 WAE/CHNe5 EH0 the Alet WS AN & insure that thef
list word 'being taught was an unknown sight word'and not ‘one
hey wold LiReLy, Be LARgHE Vin Grassroo instruction during
the treatment period. The books from Which the 1ist words.

were chosen are as follows:

Grade 1 Books- : Grade 2 Books

Whiskers Magic Story-box

Toybox saturday Magic o
. Heads & fails

. Make-Believe Time

o v
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1
C The list words chosen at random are as follows:

Grade 1 Words Chosen At Random From Readers - . 1
7

Nouns Verbs Adjectives Adverbs

paint old away - (Place)
book . get bad good "~ (Manner) ¥ v
elephant work happy far - (Place) .
giraffe laughed - long first - (Place)
: car . take * small well - (Manner) . 2
H apple eat i
cow stopped v .
hens . milked : =
barn _rides
- horses time . .

o
2
)
z

L
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Grade 2 Words Chosen At Random From Readers

Nouns Verbs Adjectives
snow show hungry
windows watch & warm
mittens hoy s pretty
owl fly or flying cold,
wings write juicy
leaves roared
forest ©  crawled
apples shouted ¥
store pick = w
claws .
stars “ ¥
Elovers . . »
cart . '
mountain

.

Adverbs
Adverbs of Manher

sadly
noisly
quietly
afraid
high

Adverbs ofé@

out

outside
upstairs
indoors
outdoors
there .
everywhere
somewhere
nearby .

Adverbs of Time
yesterday
today
tomorrow

now 7
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A selection of four words were then chosen from each

category of the Grade One list of words and four words from

- each category of the Grade Two list of words. These words

were then printed on dindividual 2 x 5 iffch white cards and
then used to pretest individually each child in bdth the
Treatment and the Control Groups. This was to.insure that
the target rebus word was not already known to an individual
child as a. sight vocabulary word.

The words selected for pretesting are a;‘ollows:

. Grade 1 Words Chosen At Random To Pretest

Nouns; Verbs Adjectives Adverbs
\ L 2
book laugh ola away (Place)
house ride happy good (Mapner)
giraffe eat long first (PXace)
car sleep bad well (Manner)
Grade 2 Words Chosen’At Random To Pretest
< s ¥
‘Nouns, Verbs Adjectives Adverbs
wina®% fly warm - quietly  (Manner)
mittens write pretty there {Place)
stars | crawled Juicy today (Time)
flowers pick . hungry yesterday (Time)

staate

1




ohe dnistrtotions for pratestiiywere s follovss
"I am going to show you a word on each of the cards
that I havé in my hands. If I come to one that you know or
can read, I want you to tell me what it is." :
A record sheet similar to the one included was kept
on each individual student. If the child could read the
word a mark was placed beside the correctly read word.
From the pretesting, it was discovered that the
wWords "book", "house" and "car" listed in the noun category
of Grade One word# were already known to some of the students.
" In'addition? subject 6, (a girl) and subject'S (a boy) of the

Treatment Group knew most of the words in each of the other .

categories.

T~ 10 overcome these problems, it was decided by this

examiner to disqualify subjects 6 and 8 from the study and -
to delete.the nouns 'book, house, and car'. In their place
were choseh the words 'barn', 'hens', and 'apple’.

(K11 the remaining children in both groups were again
pretested to insure these new words were not already known
as sight words. The results of this testing was that no
child in either the Treatment or the Control Group was able
to read any of the words selected. p

Again an individual record sheet similar to the one
Mncluded was Kept on-éach student-and the same prodedure as
before was repeated. It was from this final pretest list
that the words to be uséd as rebus words ‘were selected. Two
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Name: : Date:
i & hd
. Grade 1 Words S
Grade ] Words
’ T coo

Nouns Verbs Adjectives Adverbs

book laugh © old , WAy ipiagel
house e *-ppy \ good  (Manner)

. ;
Giarks _— ~ long first (elace)
car s1eep S well (Manner)
| Grade 2 words '
¢ C e

Nohns Verbs Adjectives Adverbs

window fly warm quidtly . (Manner)
mittens  write - pretty there (Place)

( .

stars crawled juicy . today (Time)
Elowers pick hungry yesterday (Time)

L d

Individual . Student Record Sheet 1




i
Name: pate:
: L |
Grade 1 Words L) 1
Nouns ' Verbs Adjectives Adverbs
s :
' barn laugh old Laway  (Place)
-
+ . hens nide . happy good  (Manner) ;
! giraffe eat .- long first (Place) * E
apple sleep” Qbad - well (Manner)

Grade 2 Words . & - :
1
A - ~ {.
\ Nouns Verbs Adjectives Adverbs !
o
[ . N
“window  fly warm quietly (Manner) .
: © ‘mittens write pretty . there (Place)
stars orawled juicy today (Time) ¥
. flowers pick hungry ' ' yesterday (Time)
i . 1

' <
: ’

Individual Student Record Sheet 2
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words were selected from each category of the gﬁzade One words
and two words were selected from each category| of the Grade
Two- words. The reason why the words were n:hoJen in this
manner was to enable this examiner to observe whether or not
‘Grade One words were any harder to “learn than Grade Two words.
If they jwere, then in‘whac' areas would they be m,ré\ difficult;
s dBat de) wowd Tebs Lnthe Eateqozy of the nojun, verb,’
adjective, or adverb? = \ e

: ’ "The final words selected to be the taryet rebus words
i L 4

i N\, were as follows:

Einal Words Selected as Rebus Words_|

Grade 1 Words

-
Nouns Verbs Adjectives - Adverbs . :
" barn Aaugh happy . . avay (Place)
apple  \_ slegp old good  (Manner)* k

v |
Grade. 2 Words |
= T
Nouns Verbs ' Mdjectives . Adverb:
v\, i : B " . B
) mittens pick “warm \ today - (Time)
. window. write - pretty there (Place)
s 5 A - quietly -
ey .
| T AR v
! o
{ 5
i - b : .
® ' T
L A .




" contained only the orthographic English words for the rebus

The next thing this examiner did was to have a’ rebus’

picture for each of the target words chosen reproduced on A,

duplicating stencil. Then a second duplicating stencil was
- .
made out similar to the ?irst but this sheet also contained

the English word along with the rebus. Yollowan this a

third duplicating stencil: was made out and thi! sheet

being presented. ‘For each of the.three stencils made up, ° K %
one copy was then duphqted for each of the students® in the .. |‘~
treatment group to work with. o g ?
Liowing this, sentences yere made up By the . . : i
exmine:&co contain thev,As word. These _sentences 5
i

were then placed.on a duplicating stencil in sudM~a manner

as to include only one category (i.e., nouns, verbs, = _
adjectives, adverbs) on each stencil. A black line was left *

in place of where the i?érget febus word should have been.

“One copy of each stencil per lesson was then duplicated for -, |
each o§ the subjects to work with. ¢ . :
rouowmg this, a schedule was:set up whereby the “

actual treatment could beqln. It was/aqteed with* the f

classroom teacher that the treatment group would be seen by

the examiner three (:in\es per week on Mondays, Wednesdays,

0d Thursdays for for_ty-f.l.ve _iu.nu(:es commencing at 9100 AM. >

and continuing \mtil' 5145 AM. . It was ielt by this

examinexr that this indeed was an optimun ‘time, as most A
young children are receptive to leaming at the vexy.

begiming of the school day. ~°© .  © -




Fine in'each sentence.

]

These.‘ subjects were exposed to a treatn:\ent period
totalling four weeks. During the first week the rebus was
usea m\q{\/ sition of a noun, during the second week, it
was used in the, position'of the vérb, in the third week it

was used in the position of an adjective, and in the fourth.
wedit itan uned sn iBesponleiono aitaavers, At the snd

of ‘the fourth week all children, both the Tréatment Group

and ‘the Control’ Qroup were retested individ-;’a].l'y to find out
which of th‘e “tazget words Sach child‘could read from sight.
ot aenerauy the procedure was the same for each week

"of teaching.: Lesson.One of each unit was presented on Honday, ;

'Lesson TW6 on wednesdays ‘and‘eason Three on ’rhursdays.
buring fesson One, the s:uéencs received theéir -

dupucated sentences Eon the day as we'u as:a copy of their

rfbus chcures, @ pair of scissors, a small bottle of glue;

and'a paper towel. The rebus pictureé— were 'disci;ssea s0 as

: A
‘to make sure ‘that evexyone would use the correct target word

for each plchure. 'I'he ch).ldxen were then asked to read the

sentences before tham, to cut out :he picture that made the,
best sense fo: each santence ind to pﬂste 5 3 on the blank
. . L

5

For Lesson. Two, the students were required o bl‘ing
along a pencil and an eraser, xf they had « one. I\gain‘ they
received their duplitated s;ne\ances ‘for the day and a copy

of their rebus pictures but this tine each’ rebus was

ied ne wuh ‘its ic word. The

".children were hsked ‘to :eaa the sentences pluced beforg r,&\
~ £

1 4 {

¥
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activities were exposed to the contPol group and also to

and to print in the vord that made the best sense_for each
sentence.’ = . : ”~

For-the Third Lesson, the children vere again
required to bring along-their pencil and eraser. As usual
they received their duplicated sentences for the day but
this time they received only the orthographic printed words.
This time they had no picture to help them. ALL students'
were asked to read the sentences before them, to choose the .
word that made the best sense,in each sentence, and to print
it on the blank space provided. . .

At the end of each lesson all worksheets were

collected by the:examinér.to insure that none of the

insure that.where possible all children in the Treatment
. .
Group received the same{mount of éxposure to the target
o
words. ’

" puring all the lessons, emp!;a§iswas placed on the

. sentencds making sense to_the individual and that if they

‘didn't make sense then this was a clug to the subjects that .

\
they had chosénwrongly or had made a mistake. This Examiner
circulated the classroom helpmg cmmren to. devslop the '
correct- strategy.

At the end of each session wlien the whole' group had

 finished; ‘all the sentences were read orally.as a group in

choral fashi:m. . This.was -done s0-as to. present a ‘gestalt to

“the ) activ'itxeu and to providé practice as well as

| réinforcément to whatever learding that had taken place.
by eriing gk s sags ~




2.
3.

4.

Nouns
Jill looks out the window.
A big red apple is good to eat.
The cow is in the barnm.
Ted said, "Come and see my new blue mittens".

I can see the window in the house.

Jack said, "I see a red apple".
Kim sees something in the barn.

Ted said, "Look at my new blue mittens".

Verbs

Jack and Jill pick the flowers. '
Jack and Ted laugh at the funny cat. .

I like to -\“ug ‘in a new bed.

I can write my name here.

I pick one floyer for Kim. - -
Jill and K&luugh’ at Sandy.
"L can sleep here", said Jack.

I can write my name in the book, '

51
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. Adjectives b
% i
/Y. here is.a pretty girl.
2. Jack said, "Come and See the warm fire". x
3. The happy boy sees the surprise. - L. Y
4. The old man sees something funny.
1. I can see a pretty girl here.
. , ' 2. Kim said, "I can make a warm fire".
i “ i i = ®
i . 3. Ted is a happy boy.
| ! G
| s 4. "come and see", said Jill. '"I can draw an old man". .
\ g
! i g ® B 4 )
y
it 2 5
: ) Adverbs
i 1. Today I can make something. . =
r 2., Ted reads guietly. !
o 3. Kim colours good. g a .
# 4. "Oh Look", said Kim, "There it is." ;
¥ 5. Jack runs avay.
* .o i . |
2 1.. I can draw it today. 7 ]
g » |
2. Jack jumps guietly. i
3. Jill can draw good. .
s | . :
A (4. “mhe new dog is there", said Ted. L)

5. The funny‘mn runs' away. : =

/" 1."\ '
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"
Day 1
The children entered into thi’s activity with quite
a bit of enthusiasm, were very relaxed and many expressed

——the fact that "this is fun" or "this is easy".

Dy 2

Again ‘the children entered Lnta this activity with
the same type of motivation and qeneral].y had no problem ;
with the work being presented.

-
Day'3 , .

There ‘was a h\;m of activity when the material was
passed arcund and the ghildren realized that this time they
had no picture clues to refer back too. Anxiety was definitely
raised to a small degree, towevas (hle ERatneE explained to
the group that by now they didn't really need the picturés
and that they were to approach this'page using the same method
that was presented to them i‘n‘ the other two lessons; that is,
they vere “to choose the word that makes the best sense in the
sentence.

One child called this exanune; to his desk because he

appeared to have a problem. He felt /there were two words éat

{ could fit in the one sentence d make‘sense‘ He .said: “"Kim

seés something in the window when i:' should of been 'barn'".
This exaniner complimentda mm on the fact that his choice

was indeed a good mean:mgful Dhe uhd 4bat 1E941E neke sense,




however she also pointed out the fact that he had already

low" in another sentence and that he was

used the word "wi

i to use each word only once, therefore the issue was which ..

other of his rebus words could possibly fit in its place.

This student self-corrected without any further help.

p FPearing that this might be a problem with some . i
other children this examiner brought this'situation to the
attention of the whole group. She explained it in'similar ,

. k fashion to the whole group and then circulated to observe

-whatever she could.- Another student had chosen 'mittens’ g

for number one but had a problem when he ggt to number four ]

because the only word he had left was "window" and that didn't ¥

it his understanding very well. Consequently, this

seem to- .
child completely self-corrected his seatwork without requiring }
. any interference from this examiner. Rather, this examiner ' -
T . just quietly-watched behind him as this problem solving was i
taking place. " _ 1
. All three lessons were completed correctly with no

errors to report.
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bay 1 .
. This lesson was conducted in the same manner as day

one of the previous week. However, three of the students

made errors with sentencis three and Ecur which used the

target words 'sleep' and 'write', sentences three and four ' e

read: 3. "I can here", said JacK, 4. I can

my name in the bdo
. While ¥t is trfle either word 'sleep', or 'write''
would £it in number fhree, this is.pot so for semtence four ' N

and therefore if the|subject had been reading for meaning,

he/she should have observed this fact and should have self
.corrected. None of these subjects observed their epror
independently.. Rather it had to be pointed out to them'by 4 :

the examiner as she was about to collect in the papers. ALl 4

three subjects immediately perceived the error onée it was |
pointed - ana'i;nmediately were able to rectify it. . L

This examiner feels that there was also another j
factor operating which tended to cut ‘down on the student's-

ty to concentrate on the task at hand. When the .

abi
subjects filed into the room to! begin the ,1““" they appeared

to be unusually noisy. As the lesson began there was a i
general hum of activity and the examiner: ind £o: spdiiith

several of the subjects to stop talking to their neighbour .
and to get on with their’own work. On this particular .

x}‘gzriing the ground outside was aprinkleg with snow and

while thé lésson was going on it was lightly snowing oul¥tae.




o g ° i
I .

In addition to this, the local Santa Claus Parade was held

on the Saturday before this Monday and:many of the children

seemed to want to talk about this to their neighbour. It

appeared to this examiner that the overflow of axcltement

“trom the parade coupled with the dhcitement of the first

snow-fall for the season, tended to interfere with the

progress of the lesson. The result of alljgthis was that t

some children did not attend as carefully as they should . -

have to the meaning of their sentences. - = i

This lesson went along mch more smoothly. The -
subjects were much more attentive than in the previous-lesson 1
and definitely worked more iidependently. ALL subjects
utilized their context clues and all seeried to be attending |
. to meaning. No errors were made on the worksheets.
bay 3 P
P As the exainer circulated among the students apring.
the lesson she observed two children who were doing their
worksheets incorrectly. As she observed these children she
noticed that neither of tfiege subjects was even bothering

“to read the sentences but xather they werg just putting

(ZS) down any ol answer Ethey happened to see. Rathex than have »
these children take the tlme to erase their HOIk the exammex

tooR\ their papers away and gave them a fresh start with
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another blank copy. This examiner explained to these
students what she had observed and. explained to them that

just putting down any old answer wasn't good enough; rather,

they must read and understand their sentences and choose the

correct word from the.ones given them. This examiner then

observed both of these students redo their worksheets without i
any further interruptions, error free. i
i
{ : .
3 . i
/ ' ' i
) i
a .
-1
’
~
. . z
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«Day 1

A children found this lesson relatively easy but
it did require them to put more thought into their choice as
the distinctions were more subtle. For example, a subject
could have the 'old man' and the 'happy man', however if he
used the word 'happy' to modify the word 'man' he must then
ask himself if the word 'old' could be used to modify the
word 'boy' in the sentence 'Ted is a ____ boy." To this
exapiner's surprise no subject made this type of error in
Cht ARG ot BatE 15 LAIGACEITEAE Saeh wisyaes
intuicively felt the word 'old' was a better modifier for
the word 'man' and that 'happy' was a better floaitier for the
word 'boy'.

§ ~ 4

Day 2 ’ -

In this lesson one subject did make the-obviQus
etror and chose 'old' to modify 'boy' and 'happy' to modify

-

.'man’

in sentences three and four. This subject stated:
3. 'Ted is a old boy. . ’
4.2 I can draw an happy man. -

This particular individual was not able to'self—cu:rect
because she was not drawing on the intuitive knowledge that'.
in the English language one uses 'a' as a detérminer: if it

Al
precedes a word that begins with a consonant and 'an' as the

determiner’ if it precedes a word that begins with a vowel.

For most of the subjects this did not present a problem,

£
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however, at this particular time and for this particular
subject it did. On the basis of this, this’ examilzer was
led to feel tmpxe:entinq vocabulary in this manner might
* not work for a, group whou d.\.alect or word drder would be
slightly abarast ko the one being presented in the rebus
technigque. Phis question could ‘well be -nar_har topu: for

®' some future research.

This lesson presented a challenge for'the subjects
but all managed to complete their w:;rksheec- coz_r.ectly
including ghe one student who experienced such difficulty

i A A

the lesson before. &

R
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"+ Mostiof the subjects experienced aifficulty with
this activity. As,usual, this e)}winer went over each
picture and' {dentified the correct target vord to .

each picture. However, when this examine! began to circulate

she abserved that some of the sub]ects were substituting

their own words for the pictures, For example:
For the rebus picture off the word 'Good' some were
subst¥tuting the word 'yummy,. This eryor wasn't too bald_

because when this word was. put i the conteit of the : s

. sentence the error cquld be cleaned up.’ However,this was

not so for the error being made with the rebus piature for

"the word ! away". ' Some of the Subjects were suhsutumng a

new word 'fast' for thls particulur pxcture, und to make-

matters: even wotse,when they placed it in “the context of the "
e

- of error the exanunar d\ld not. call the subjects wrong but

sentence it also made agood, m;nnlanul sense. For ‘this type *
v
rather complmented them on the fs"t that theu new word ®
made,sense. Howevex, thxs examiner repeated the correct )
'target word. for the {ﬁcture and l:Aa.d each subjéct ‘read the

word in ‘context aloud to her. The reason for this was ‘to
avoid the v‘u;gng assosiation £rom taking place with the rebus’
pigtire of the u&d away- and the i’ccuax'taxge{ word being {
taught.  This problem seemed to. indicage that where the
meaning of the pictu:e clue, is not pre:ise then maybe the

rehus method might nwt be bEnt mode to pteﬂent the
% b ’
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vocabulary word. Also this problem might indicate that
pobsibly the function of the adverb 'may be too abstract
a cancept for children, to-handle at this point of their  *
conceptual development. This too couldABe another question
to be asked in future researclt.
o A

Dayz ™ ¥ ”~ i

Most subjects were'still having trouble predictind
the words properly. Generally they needed a lot of individual
help and most had to be'.gmmp:ea or guided into making the
correct selection by asking them the quea';icns‘ when? where? -

and/or how? 7 .

Day 3 : - \ A

¢ Most subjicts had Siffiq\uuy remembering what the
target wirds were without their pictures. Nost could not
utilize the process of elimination as they.had with the other

sentences and the fact that some words-could fit in sdveral

5 ) ‘ .
places and others’ in only one place tended to make’ this™ .

activity even more difficult. It se€med, to this examiner
that this activity was conceptually beyond them and she felt
that it was a degree of-abstraction for whichithese

individuals were not ready.
. ; .




Report of Results
7 TN

In this particular experiment, a Gain score is
derived from“she difference between Pre-test and the Post-test
Tl T testing developed by this examiner. This
difference is believed to be the result of learned sight words
and is therefore a gain to each subject. Consequently, the
higher the Gain Score, the stronger the relationship expressed,
as construed here for purposes of this study. ¢ ¢

\The total Gain Score for the Treatment Group was
122 while the total Gain Scére for the Cum:rc;l Group was
only 6. There exists quite a strong impressive difference’

between these two scores and this tends to Lndicate to this

exafiiner. that’ the method of (xsing a rebus interspered in

contextlcn\ud indeed be considered as a serious instructional
tool to teach sight vocabulary especially to beginning
.t.‘eaders. All subjects including those con‘side;d to be slow
learners ‘benefited from this method, and, as evidenced from

A

-each subject's Gain Score, learning did take place. In
addition, each subject, for the moéc part, enjoyed what he
was doing and tended to get a certain amount of satisfaction
from it.  fy Vs . N

In examining t! attonship 'of the Gain-Scores to
1.{. this examiner did not observe any direct relationship
between these scores. However, because the numbers used in i
both the Treatment and Control géoupalwere;.uppsuall& small,
they May not be truly representative of the total population.
It 4§ impossible that the small number used in this sample may
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have skewed this relatfonship to some degree. Consequently,
this examiner is unable to generalize to any greater boundary
than this particular sample.
@ ’ ° In examining whether Grade 2 words were harder to
grasp than Grade 1 words, this examiner did find this to
be so for both the Treatment and the Control Groups. In
the Treatepnt Group the Gain Score £Jr the Grade 1 words was
- '63 while the Gain Score for the Grade 2 words was 59. In the
@Qontrol Group, the Gain Score for the Grade.,l words was 4
‘while the Gain Score for the Grade 2 words was only 2. -
bY ause the difference in each group is small, it 'is quite
possnﬁe that the argument of Grade 1 verses Grade 2-
vncabularly may not be too severe nor signlficant. Although
. the evidence for these Gain Scores tend to indicate it might
be, the argument is certainly not conclusive when reading
from these scores. Consequently, this examiner feels that
this could be a topie for further research at another time.

As can be seen from examination ‘of the Category Gain

Scores the _ar’dez of difficulty that exists (from'easy to
_ most difficult) is as follows:
1. Noghs' 2. Verbs 3. Adjectives 4. Adverbs
As already reported under the nnit‘!xepc:cs, the

adverb was the most difficult area for the subjects to deal

with. This examiner feels this is because 'the adverb

contains. the greatest dqgree of ahstra;tion and also bec‘a:}se
. \?; 1t’1s the last of the four cateqories to develop in speech

anﬂ wx‘iting. It Ls rather interesting to note that this

T T . LT ———————

|



order of difficulty follows the same pattern as does the

development of normal

1. speech and 1

This
too could be a topic for .further consideration in anot&if N

piece of research. .
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Treatment Group - Post-test e

Report Sheet -
= ?
Subjects " Nouns - Verbs Adjectives Adverbs m""“‘lﬂ
Grade 1 Grade2 Grade 1 Grade 2 Grade'l Grade 2 - Grade 1 Grade 2
.1. Joay -0 1 [) 1 1 1 2 3 9
2. ‘Tanya 0 [ [ 0 - 1 1 2 2 8!
3. Ccory o 0 [ 0 1 1 2 2 6
‘4. Nichdle 0 0 0 0 0, 0 1 2 3
5. Laila 0 0 0 35 0 0 Y 2 4
6. Disqualified \ . .
7. Heather 0 0 0 0 L0 0 0 0 0
8. Disqualified : ~—
9. tLori 0 0. ° 0 0 = 0 0\ 2
10. ‘Stephen 0 0 0 0 0 o 1 3 b4
11. Roger 0 ] 0 1 0 1 B | 4
12. Gregory 0 0 1 1 5 L -2 2 3, 20
Total Errors 0 3 &Y i .4 8 12 18 .. 48
. . 12 30 =
. ' /
L 3 .
i ~= i penctnir. b P somandiz Y

oL
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! .
! Gain Score Report Sheet for Subjects
| . r . Treatment Group
. \ . . " .
.
o
Subjects Pre-Test ., Post-Test Gain 0
t Errors , = Egrors - Score N
{ 1. Jody X ‘11, 9 8 82
3 g
2. Tanya 17 - 6 1n 804
3. Coxy 17 6 " 11 87
35" 5 ¥ B # .
4. Nichole 17 - 3 14 88
* 5. Iaila 17 L4 13, 96 N
- 6. Disqualified s o
7. Heather . 17, -« .0 17, . " 91 !
Lo ‘8. ‘Disqualified : . ;
g 9. rori 17 2 150 .99
i 10. Stephen 17 . S 13 ioo N
.
H 11. Roger 17 4 .13 100
. 12. Gregory 17 o0, 17 109
H 2 .
“Total Gain Score 122
: . .
~ e
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. \ .
. . . ~
— Gain Score Report Sheet for- Subjects ~ .
' Be * " control Growp . . . %
! : " R
Subjects Pre-test Post-Test  Gain: 10 L
. Errors Errors ' Score
»1. Kimberly 17 1T v 0 ~80
2. Dpion 17 u 3 87
i 3. Peggy L 17 15 -2 89~
i 4. Scott 17 s 0 193 ]
{ . v
1 5. Robérta 17 § oLt 0 99
'+ ‘6. Richard 17 16 IR B 1 ol
4 7. Lisa ) G Aew 8 0 106 s y
. s o ). et
i £ = 5 7 : -,
; Total Gain Score . 6
: !
1 . g ’
; . i -
. ! h
.
. ! 2 ‘/
| R4 e < %)
. i p
A £ =1 ® by
’ L3
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i 3 Categoiy Gain Score Report/Shest . <7, d
’ C (‘n‘ased on_Treatment Group Scores) .
N 7 ‘IA o :
. .7 Total Total
Categories Pre-Test Post-Test .
- . . Errors Erzors ko
g - e - - :
| Nouns: Gradel.. « ‘20 g 0 i ‘20 B
i N, verbsr cradel o t200 . v i1
I'“ ¢ .. . adjectives: Grade 1 ., z'ivs e g I6. - i
Lo Adverbs: Grade l:. - 20 : Y28, [ 4
§ g e Total Grade 1’ "' - L ¥R R
l‘ s : - i 5 4
A i o i >
i { H < . 5
: T - 2
- : p 3 e
. * . Nouns: Grade2 . - . 20 1 1
) - . Verbs: Grade 2. .20 ‘4 6 .
3 Adjectives: Grade 2 . - 20, v W % ) !
2 o Al . . tey - ¥ . ¥ * 5
' Rdverbs: Grade 2. <730 L 18 A g R
’ . Total Grade 2 59 t
by I % :
{ 5 .
] ‘ : T A
{ " . ;
i
L
{ A3
{ oy
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N i 8 ’ - yr :
Category Gadn Score Report Sheet
~ “ = N . =
(Based on Control Group Scores) .
. 4 > o C Y g € Fo g B E
: £ Total ‘o'  Total Gair
Categories ~ ‘Pre-Tést Post-Tést  * Scores
- . Erxogs . Errors .
. 2 x
< 'Nouns: Grade 1 14 14 0
Verbs: Grade 1 145 L, oM L 0 -
Adjectives: - Grade. 1l . , 14 YO e / .3
Adverbs: Grade 1 s 13 : X .
b v < CaNEE. - e = » *
Total-Grade 1 756 o 527 4, 8
. s 5 "
a, o7
i % . ¥
Nouns:.* Grade 2 | :
Verbs: Grade 2
L
7 .Adjectives: Grade.2 .

&= ‘Adverbs: Grade 2

Total Grade 2 :
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5 . CONCLUSION -

K .
In conclusion; uus exam(.ne; wishes to state that

S ik xncereaf,lng 4nsights and queulonu were raised-

is also recommended to the :‘eade:

A f_hls renea:dh, caution

for_ cqn ation’ to be giv;n reqaxdinq the umitations of
thisvstudy. Thi's examiner feels that _the control Group diﬂ
,)restrain to' some degree the effects: of history amd - p

maturatxon in’ thnt they were equally mam!estad in both ’

groups. Inltxumntatmn was contrglled in thgt, all te

was relatively f_ha same and took place within_the same ;xme
&

e - "apan.of the one hour scheduled for the study. .Also wheriever

*and 3 possible, contahinat was controlled even

. . though a pretest vas issued. Thi examiner feels that the

Y prétest zn% fot influence the tesultl m\py way because
'\vﬁatevez influence did exist,- 1\mua-ud itself equallyu‘

“% - in both the treatment and the control groups and : pm—efm—e

Ahould Prelent no pmbl.am. - - ”

Su i In spite of this there arg, some seiious ltmications

_to this "design. u:u, the children uueadn thid_study were'

> not nandomly aelncted and neithér were thay randomly assigne

" to their grqups. In-:ead, they ‘weré taken as intact units

. within each Grade One classroom.. This may have cr¥ated a




&

L R

4 :
truly t!presancative ot ‘the general popu).acxon. 'co'n'se;uenuy,

,n: v dxfﬁculc to gene:auze beyond the boundanes of thu

-putxculag nchool. .Also this

did ot i
uxccxtxc measures to guard against . the threats of dlfferent

‘ w'dle

Jar, 1c'1a felt by this" exan‘ner that replxcation

effect.

Of this atudy, with greater Figor and improved statistical
design, produced on a larger scale, could generate gzang(:

“insight- ihto thé questions pased in this study and may prove

. more cépqll‘nuv'é].y‘ ii)ms observations expressed by thi's

examiner. = * " < ’ A <
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Jill 1doks out the i -~
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A big Ted is good to éat.
The cow is in the : Y -
1 s . - "
“Ted said, "Cone and see ny.mew blug 3
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1 v
l | . 1. I canseethe -’ — in thé house.
| i i S 5
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1 e " -
| ! ) i : k -
i ! 12, Jack said, "I see a,red . - e
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i
| 9 nﬁ‘>=es something in the L
.
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2 4. Ted said, "Look at my new.blue ) §
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“The cow is 'in the

Jil"looks out -the
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good ‘to 8at:

Ted said, "Come .and see my new blue _
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the floweks.

-

Jack and Jill

i
i B

at the funny. cat. '
. .

e . in a new bed.’ el ¥
. ) ’ \
«
- . nor ‘: |
. 3 v ’
4. |
.

Lpick S agh oy o wite
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4, 1" can 1. my name in tha book, .
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1. Jack and Jill N " . the flowers.

2. Jack and Ted __- 2 8 at the funny cat.
: % Ky v \
i \
o I
5. Iliketo in'a new bed.

ny name_here.

‘ : pick 2 lmgl . "..-m ) slesp




one flower for Kim,
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wr 2 il and Kin at Sandy,
3 * / 4
3 Mewm here," 'safd Jack,
P y
. .
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4, 1 can ny name in- th botit.
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1." Jack and Jill the flowerS. -
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2. Jack and Ted at.the funny cat.
B i faw s
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) 3. 1 like to \ | . | in.a-mew bed.
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4, I can my name here.
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2, Jack said, "Come, and see the . fire," 4
. i 5 >, o
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-3, The —boy sass ““the m;isa.
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Here is” a girl,

, : N
Jack said, "Come ‘and sse the fire,"

The - - boy sees the sirpriss, '_\Dﬁ-; %
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Jack jumps "
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1. | can mnake sowething,

2, Ted reads _ : .
° < e
% L) to
3,  Kin colurs . ;
‘N
4, "or..&look,'" said Kin, "__ s
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