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CHAPTER I 

INTRODUCTION TO THE STUDY 

Purpose of the Study 

The purpose of this study was to investigate, 

analyze, and describe the extent to which and the process 

by which Mexican American first-grade children taught by 

a spelling-pattern approach to reading instruction 

(a) change in their control of the phonemes of English, 

(b) internalize generalizations concerning the orthographic 

representations of the speech sounds of English, and 

(c) become motivated and remain motivated to participate 

in the reading-learning activities used in the experimental 

classrooms. 

Definition of Terms 

The following terms are defined in order to clarify 

the meaning of each within this study. 

Decode—To translate orthographic symbols (the 

letters) into the speech sounds which they represent. 

Grapheme—Any written letter or letter combination 

which represents a phoneme. 

Internalize—To develop a functional understanding 

of the structure of English which may or may not be 
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accompanied by the ability to verbalize generalizations 

concerning that structure. For example, the child who 

consistently decodes the letter a as the phoneme A?/ as in 

fat may have internalized a generalization concerning the 

relationship between the orthographic symbol and the speech 

sound. Additional discussion of internalization of gen

eralizations concerning sound-spelling-pattern relationships 

is given on page 7 of this dissertation. 

Pattern words—Rasmussen and Goldberg (23) dis

tinguish between pattern words and exceptional words. A 

pattern word is a word containing a spelling-pattern which 

is formally taught by means of the linguistic word-attack 

method used in the Basic Reading Series. (21) An excep

tional word is one which does not contain a spelling-pattern 

formally taught in the series or which is a member of a 

relatively small set of spelling-patterns. Examples of 

exceptional words are and, he, and fly. Examples of pattern 

words are Dan, flag, and bell. 

Phoneme--The basic sound units of language. A 

phoneme is the smallest significant speech sound that signals 

a change in meaning. Phonemes are divided into tv/o classes, 

segmental phonemes and supra segmental phonemes. The supra 

segmental phonemes are those of pitch, stress, and juncture. 

The segmental phonemes are those represented orthographieally 

by a grapheme or by a combination of graphemes. In this 



study, however, the term phoneme refers only to the seg

mental phonemes. 

In English there is not a one-to-one correspondence 

between phonemes and orthogrciphie symbols. In some eases 

a phoneme can be represented by more than one symbol as 

in the ease of the phoneme /k/ in eat and kite. Conversely, 

certain letters, particularly those representing the vowel 

sounds, are used to represent several phonemes. For 

example, the letter a is used to represent several phonemes 

including the /?>/ in fat, the /ey/ in fate, and, in combi

nation with the letters ugh, the /d/ in caught. A list 

of all segmental phonemes with which this study was con

cerned is given on pages 67 and 68. 

Phoneme-control—The ability to hear and produce 

accurately the segmental phonemes of English. 

Spelling-pattern—A sequence of orthographic shapes 

(letters) which regularly represents a particular sequence 

of phonemes. The sequence of phonemes may be a v/ord or 

be a segment of a word. For example, the sequential 

occurrence of the phonemes /d/, /ce/, and /d/ is represented 

by the spelling-pattern dad, while the sequential occurrence 

of the phonemes /?> / and /d/ is represented by the spelling-

pattern ad (word segment) and by the spelling-pattern add. 

Fries (11:171-182) describes three major sets of 

spelling-patterns that form the basis for modern English 

spelling. Spelling-patterns that fall within these three 



major sets may be classed as regular spelling-patterns in 

that they include the most frequently used orthographic 

representation of each phoneme. These tliree major sets of 

spelling-patterns are the CVC (eonsonant-vowel-consonant) 

set, the CVCe (eonsonant-vowel~eonsonant--final e) set, 

and the CWC (eonsonant-vowel-vowel-consonant) set. The 

CVC set is illustrated by words such as fat, than, gush, 

cleft, tiff, branch, and strand. These words are markedly 

different in appearance, yet each has the general shape of 

consonant-vowel-eonsonant (11:171), that is, each contains 

a single vov/el grapheme inclosed by two or more consonant 

graphemes. Thus, each is described by the general formula 

or pattern CVC. The CVCe set is illustrated by words such 

as fate, slope, and duke. Words in this set use the final 

e to differentiate them from the set of words in the CVC 

pattern. (11:177) The CWC set is illustrated by words 

such as peat, weed, bait, stay, goat, and scout. These 

words are representative of the set in which the vowel 

phoneme is spelled by a diagraph. (11:180) 

If the set of spelling-patterns is large, as is 

the case with each of the sets described above, the large 

set can be divided into various subsets. For example, the 

words fan and big each are members of the cvc set, but 

fan also belongs to a subset composed of C-an words and 

big belongs to a subset composed of C-ig words. 



Spelling-pattern approach to reading—The reading 

program developed by Leonard Bloomfield (2), and/or other 

reading programs whieli are very similar to his program. 

Although B.l cornfield developed his program over thirty 

years ago, the spelling-pattern approach has not been used 

extrensively until recently. it constitutes a radical 

departure, both theoretically and methodologically, from 

the reading programs most widely used today. To illustrate, 

the spelling-pattern approach to reading instruction 

(a) places less emphasis on reading for meaning in the 

early stages, (b) places greater emphasis on letter recog

nition, (e) makes minimal use of context, picture, and 

configuration clues, and (d) concentrates on teaching 

regularly spelled words such as Nan, Dan, fan, and man 

rather than high-frequency words such as look, come, go, 

and to. (7:13-29;17:47-50) 

The spelling-pattern approach to reading is based 

on the proposition that "writing is basically a process 

of coding speech with graphic symbols." (23:1) Bloomfield 

says, "In order to read alphabetic writing one must have 

an ingrained habit of producing the phonemes of one's 

language when one sees the written marks which conven

tionally represent these phonemes." (2:26) According to 

Fries: 



. . . one can "read," insofar as he "can respond" 
to the language signals represented by patterns 
of graphic shapes as fully as he has already 
learned to respond to the same language signals 
of his code represented by patterns of auditory 
shapes. (11:119) 

This habit of producing the sounds which are 

represented by a spelling-pattern is developed by presenting 

material for the practice activities which has been "sub

jected to rigid criteria of selection and programmed into 

a progression of small, coherent steps through the major 

spelling-patterns." (11:202) First, the child is taught 

to recognize and name the letters of the alphabet. Next, 

he is taught to decode the regular spelling-patterns of 

English. Finally, he is taught to decode the irregular 

or exceptional spelling-patterns. 

The spelling-pattern approach to reading instruc

tion utilizes inductive processes. The teaching procedures 

and the practice materials are designed to enable the child 

to discover and internalize generalizations concerning 

sound-spelling-pattern relationships. The ability to 

decode unfamiliar words develops as a concomitant of the 

internalization of generalizations. 

Recently, Fries (11) and Rasmussen and Goldberg 

(23) have developed reading programs which are to some 

extent unique but which are in most respects very similar 

to that proposed by Bloomfield. (2) The following assump

tions are common to all three programs. 



1. Children taught by a spelling-pattern approach 

to reading will internalize certain generalizations con

cerning the orthographic representations of the speech 

sounds of English. A prototype of these generalizations 

may be stated as follows: the orthographic symbol a 

represents the phoneme /ey/ when the symbol appears in 

the spelling-pattern ade as in words such as wade, fade, 

and made.* 

2. Children taught by a spelling-pattern approach 

to reading will become motivated and remain motivated to 

learn to read. The source of the motivation is the learn

ing process itself. Stated another way, the spelling-

pattern approach is intrinsically motivating. 

The reading programs of Bloomfield (2), Fries (11), 

and Rasmussen and Goldberg (21) are described in detail 

in Chapter II of this dissertation. 

Scope and Limitations 

This study v/as limited to Mexican American pupils 

in the four first-grade rooms at Tubbs Elementary School 

in Lubbock, Texas. It included only first-year, first-

grade pupils, and it included only those students who 

*The generalization actually internalized by a 
first-grade child is likely to be less specific and, thus, 
to some extent, inaccurate. It would more likely be as 
follows: the letter a represents the phoneme /ey/. 
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received a minimum of seventy-five days of formal reading 

instruction in one of the experimental classes. 

This study gathered data on fifty--tv70 pupils. 

Twenty-five of the subjects were female and twenty-seven 

were male. Complete data were gathered on only forty-

eight of the fifty-two subjects, since four subjects 

moved during the final week of the study. 

Data were gathered by means of data-gathering 

instruments developed by the investigator. Data related 

to the internalization of generalizations concerning the 

orthographic representations of the speech sounds of 

English were gathered by means of a series of Word-Decoding 

Tests. Data related to motivation were gathered by means 

of a Motivation Rating Scale. Data related to phoneme 

control were gathered by means of a Phoneme Control Test and 

by structured interviews. The form and use of each of these 

data-gathering instruments is described in detail in the 

Data-Gathering Instruments section of Chapter III. The 

only data-gathering instrument used in this study which 

was not developed by the investigator was the Cumulative 

Reading Test; Levels A-D. (21) This instrument was used 

to provide additional data related to reading achievement. 

All testing and observing was done by the investigator. 



Need for the Study 

There is a need for research designed to explore 

the effectiveness of the spelling-pattern cpproach to 

reading. This approech is currently being advocated by 

a number of people, but it has not been thoroughly 

evaluated. According to Spache (27:263) research evidence 

supporting the assumptions underlying this approach is not 

entirely convincing. He states that the only assumption 

supported by definitive research evidence is that of the 

significance of the child's comprehension and use of 

language for success in beginning reading. (27:265) 

Chall (7) makes several statements concerning the relative 

effectiveness of code-emphasis and meaning-emphasis 

approaches to reading; however, she stresses that in some 

cases the evidence is meager and that her generalizations 

are really hypotheses for further testing. (7:131) 

There is a particular need for research designed 

to explore the effectiveness of the spelling-pattern 

approach with Mexican American children. According to 

many writers, including Ching (32:22-27), Wakefield 

(50:622-624), and Timothy (49:235-237), Mexican American 

children typically experience greater than average diffi

culty in learning to read English. Ching says, "Effective 

reading instruction of the bilingual child is a primary 

concern of many educators throughout the nation." (33:622) 
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This study was designed to provide information 

concerning the responses of bilingual children to the 

spelling-pattern approach to reading instruction. The 

information obtained from this study should be of interest 

to educators concerned with curriculum development, with 

classroom instructional procedures, and with teacher 

training. 

Basic Assumptions 

The following assumptions are basic to this study: 

1. The ability to decode nonsense words indicates 

that the generalizations concerning the orthographic 

representations of the speech sounds have been internalized 

2. The presence or absence of motivation to engage 

in reading learning activities can be inferred from the 

observed behavior of the individual in the learning 

situation. 

Background 

Typically, the first-grade Mexican American child, 

like children of other disadvantaged groups, is educa

tionally handicapped. (31:28) That is, he has character

istics that impede successful functioning in the schools. 

The magnitude of the handicap and the failure of the 

schools to compensate adequately for the handicap are 

apparent from the high incidence of failure and dropout 



11 

among Mexican American students. According to Bernal, 

"The average Mexican-American drops out of school by the 

seventh grade. In Texas, almost eighty percent of students 

with Spanish surnames drop out before completing high 

school." (31:51) 

According to Fantini, "The 1 actors v/hich keep all 

of the disadvantaged in the cycle of despair are at work 

on the Mexican American." (13:28) One of these factors 

which has important implications for education is language. 

Fantini says that language is the chief medium through 

which a person learns his world. (13:47) Yet, children 

in the socially disadvantaged areas require many language 

disabilities which are present in their speech patterns 

when they enter school. (8:120) In discussing Mexican 

American children, Burma states, "From the standpoint of 

the children themselves, probably their chief educational 

problem is their linguistic handicap." (4:89) Crow points 

out that lower-class children tend to utilize restricted 

communication codes. (8:121) Fantini describes such a 

linguistic code as being " . . . characteristically rigid 

in its syntactical expressions and (tending) to avoid 

descriptive modifiers and, in many cases, specific verbs 

and nouns." (13:49) Fantini further comments: 

. . . the child equipped with a restrictive 
language code, and a consequently more limited 
perceptual orientation, is relatively more 
dependent upon his immediate perceptual 
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experiences, as gross and generalized as these 
may be. He has a relatively limited capacity to 
think deductively and inductively, a more limited 
capacity for abstraction, and consequently, a 
more limited capacity for thinking. (13:50) 

Crow lists a number of specific deficits in the 

language arts of children who are deprived. Several of 

these deficits are as follov/s: (8:122-125) 

1. Restricted listening 

2. Inability to follow the language used by the 

teacher 

3. Poor auditory discrimination 

4. Restricted vocabulary 

5. Utilization of non-standard grammar 

6. Incorrect pronunciation 

7. Faulty word association 

8. Inability to enunciate and articulate sounds 

correctly 

9. Lack of acuity in observing likenesses and 

differences 

10. Lack of background needed for interpretation 

Additional understanding of the linguistic handicap 

of the Mexican American child can perhaps be obtained 

through a brief consideration of bilingualism. According 

to Meyerson, "Bilingualism is essentially the use of two 

languages in one's environment." (42:525) Associated with 

bilingualism is the phenomenon of interference, which. 
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according to Troike (65:6) is the occurrence in an indi

vidual's speech of features or elements of one language 

while he is speaking a second language. Troike continues, 

"Problems of interference may be phonological, grarrimacical, 

or lexical in nature." (65:7) 

One aspect of the phonological problem is the 

absence of the English consonant phonemes /v/, /e/, /<̂ /, 

/h/, /s/, /z/, /z/, / j / , and /rt/ in Mexican Spanish. 

(65:9-10)* Troike says: 

The problem is complicated by the fact that some 
of the sounds occur in Spanish phonetically, but 
not phonemically, hence Spanish speakers will 
find it difficult to preceive them as distinct 
sounds. . . . Although both /n/ and /yj/ occur 
phonetically in Spanish, they never contrast 
to signal a difference in meaning as they do in 
English. (65:10) 

Politzer explains the interference between English and 

Spanish consonants in this way: 

The Spanish speaker learning English will 
have to learn the separate phonemic value of 
English /v/, which he will confuse with his 
allophone {X/ of /b/; and of English /^/, which 
he will confuse with his allophone /d/ of /d/; 
he will have to learn /d-i/, judge and learn that 
it is a separate phoneme from /tj/ church; he 
will have to learn /J/ shall and /^/ treasure. 
If he is Castilian or has had contact with 
Castilian speakers, he will easily learn /e/ 
thin; but he may have difficulty discriminating 
7e/ thin from /s/ _sin if he is a Latin American. 
(19:69) 

*A key to the phonemic symbols used in this 
dissertation is shown on pages 67 and 68. 
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Politzer further says the Spanish speaker learning English 

will encounter problems with English consonant phonemes 

such as the following: 

He will have to learn to hear and pronounce f j.nal 
consonants such /m/ some, /k/ tack, and /g/ dog, 
and (still harder for him) final consonant clusters 
such as /sk/ ta^k, /rt/ art, and dozens of others 
which characterize English and are absent in 
Spanish. (19:71) 

Troike makes the following comment concerning the 

interference between the Spanish and English vowel phonemes: 

. . . the Spanish speaker learning English has to 
divide his system of five vowels into the eleven 
vov/els of English, which is to say that he must 
more than double the number of distinctions he 
makes in his native vowels in order to understand 
and be understood in English. (65:10) 

The five vowel phonemes common to English and Spanish are 

/ey// /iy// /ow/, /uw/, and /a/. English has the additional 

vowel phonemes /i/, /os>/, /e/, /9 /, /O/, and /u/. (19:83)* 

Of these only the sounds foj and /e/ are found in Spanish, 

and these do not signal differences in meanings. (41:82) 

The interference created by the phonological 

differences in Spanish and English often makes it difficult 

for the Spanish speaker learning English to distinguish 

between certain English words. A typical example is sheep 

and ship. (65:7) Other word-pairs which the Spanish 

*LeFevre also lists /ay/ as a phoneme of English. 
(18:211) 
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speaker may find difficult to distinguish are listed 

below: (65:11-12) 

watch—v/ash chGap--chip 

sip--zJp bait—bet 

sin—sing cut--cot 

bat—vat pool—pull 

tin—thin sin—thin 

den—then coat—caught 

One grammatical problem facing the Spanish speaker 

learning English is the use of in, on, and at.. Troike 

says, "The problem exists because Spanish has only one 

preposition en, corresponding to all three English preposi

tions in different contexts." (65:7) Another problem area 

produced by grammatical interference is the formation of 

interrogative sentences. The Spanish speaker is likely 

to substitute I_s a car? for ^ that a car? (65:7) A third 

type of grammatical error caused by interference has to do 

with pronouns. The Spanish speaker is likely to substitute 

she for it when referring to an object such as a table. 

To illustrate the kinds of lexical problems that 

frequently occur, Troike (65:8) points out that students 

often fail to recognize that words do not have fixed unitary 

meanings, but that the meaning is often relative to the 

context. The following sentences illustrate this problem 

of shifting of meaning: 
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1. I took the bus. 

2. I took the coat. 

3. I took the examination. 

Troike also says that false cognates are a mild lexical 

problem for the Spanish speaker learning English. An 

example, according to Troike (65:8), " . . . is the 

Spanish speaker's use of assist in talking about assisting 

to a class, where English uses attend a class; . . . " 

In discussing problems associated with bilingualism, 

Timothy says, "The child whose home is bilingual usually 

lives in a culture different from that of the other children 

and of his teacher, and so feels less secure in his rela

tionships at school." (49:236) Timothy continues: 

Before the child with a foreign language 
handicap can begin to read successfully, he must 
command a meaningful English vocabulary based on 
the interests of his age group and including the 
concepts needed in beginning reading. The task 
confronting the teacher of a child such as this 
is much greater than that of a teacher of 
English-speaking children. (49:236) 

Meyerson states, "It is crucial that the teacher 

develop some insight into the sound system of English and 

of the mother tongue of the bilingual child." (42:526) 

Bumpass explores the problems of teaching a foreign lan

guage to young children and outlines a program designed 

to provide " . . . aid to teachers of English as a second 

language, . . . " (3:v) Ching has developed an annotated 
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bibliography designed to help teachers of bilingual 

children. (33) 

In summary, the Mexican American child has greater 

than average difficulty in lê arning to read and in general 

achievement in school. These difficulties are a conse

quence of factors typically associated with the disadvan

taged, but the problems of the Mexican American child are 

compounded by the additional factor of bilingualism. 

I i 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

This literature revie.w is divided into three major 

sections. The first section reviews literature pertaining 

to the relation between oral language development and 

reading achievement. The second section reviews four 

reading programs v/hich utilize a spelling-pattern approach 

to reading instruction. The third major section reviews 

research studies related to the use of the spelling-pattern 

approach. 

Oral Language and Reading 

Definition of Oral Language 

From a review of the literature it is possible to 

view oral language as (a) basically speech or (b) as a 

composite of speaking and listening. Writers such as 

Loban (61) and Christensen (54) seem to take the first 

view in that they make speech synonymous with oral language 

Fleming says, "The content of oral language is speech. 

. . . " (37:24) This view is consistent with current 

linguistic definitions of language. Carroll says: 

Modern linguistics teaches that a language is 
a structured system of arbitrary vocal sounds 
and sequences of sounds which is used in 

18 
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interpersonal communication and which rather 
exhaustively catalogs the things, events, and 
processes of human experience. (5:744) 

waiter Petty says, "Basically the linguist considers lan

guage as speech, a system or code which has two primary 

parts—the phonological and the grammatical." (64:1) 

While Petty (64:1) acknowledges the position of 

the linguists, he and other writers such as Worley and 

Story (51) apparently take the second view mentioned earlier 

in that they include both speaking and listening in their 

discussions of oral language. This view is apparently 

based on the idea that language is communication. Petty 

says, "Language is a social process concerned largely 

with communicating ideas and feelings. It is a tool of 

man." (64:1) In this review oral language will include 

both speaking and listening. Oral language proficiency 

will mean the degree of skill possessed or attained in 

both areas. 

Components of Oral Language 

Oral language is a very complex phenomenon. As 

previously stated, it can be divided into speaking and 

listening. In addition, each of these components can be 

divided into three major parts. Carroll describes these 

parts as follows: 
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The phonology of the language (i.e., the system 
of distinctive phonetic elements used in the 
language), the grammatical structure of the 
language (including mori^hology and syntax) , and 
the lexicon of the language (the "vocabulary" 
of forms used in the language with their 
"meanings"). (6:1061) 

Although Carroll's description refers to spoken language, 

it is equally applicable to the language heard and 

understood. 

The complex nature of oral language is further 

illustrated by the fact that many researchers, such as 

Ames (29), Giles (56), and Strickland (48), select for 

study elements of oral language which are even less complex 

than the components mentioned above. Strickland, for 

example, measured children's use of movables and elements 

of subordination, two factors which are included in syntax. 

(48) 

The Relationship of 
Reading to Listening 

Ruddell (43) cites several studies which support 

the position that listening and reading comprehension are 

related. He summarizes the findings of the studies in his 

review by saying, "Listening and reading are related but 

not perfectly. Each skill may contain verbal factors 

individually unique." (43:15) Norton (63) takes a more 

positive position. She says, "As a result of studying 

the reported material, it seems evident that the teaching 
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of beginning reading is almost entirely centered around 

the listening skills of the child, and for this reason, 

instruction in listening is of ultimate importance to 

success in beginning reading." (63:38) 

Carroll points out that, "It is generally agreed 

that reading and listening ability are closely related." 

(5:837) However, Carroll continues, "Listening ability 

is difficult to measure, so that many of the studies 

contradict other studies." (5:837) 

Gibbons found that ability to understand the struc

ture of sentences was closely associated with reading 

level, so that lack of this knowledge proves to be a 

handicap in reading. (38:45) Hildreth reported that 

"The oral language with which a child is familiar provides 

the basis for his learning to recognize words." (40:173) 

Kelty (59), according to Ruddell (43:13), investi

gated the effect of training in listening for certain 

purposes upon the ability of fourth-grade pupils to read 

for the same purposes. He found that " . . . practice 

in listening to note the details of a selection produced 

a significant gain in reading for the same purpose." (43:13) 

Smith reported several studies done about 1940. 

These studies found "a high relationship existed between 

hearing comprehension and reading comprehension." (26:63-65) 

One of the studies mentioned by Smith concluded that 

children who do poorly in listening also do poorly in 
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reading. (26:63) More recent studies tend to confirm this 

relationship. For example, Hampleman (57) found that the 

listening comprehension of fourth-, fifth-, and sixth-

grade students was superior to their reading comprehension, 

while Christine and Christine (34) reported that poor 

auditory discrimination is a causal factor in reading 

retardation. 

Strickland says, "Not until a child can listen, 

put meaning into v/hat he hears, react to it and throw it 

into some sort of meaningful perspective is he ready to 

apply the same sort of process to reading." (47:334) This 

statement seems to summarize the findings and opinions 

presented above. 

The Relationship of 
Reading to Speaking 

Ruddell says, "The relationship between oral lan

guage development and reading achievement is evidenced 

either directly or tangentially from a number of signifi- | i 

cant investigations." (43:11) After reviewing a number 

of studies he concludes, "The research reviewed here 

strongly suggests that facility in oral expression, parti

cularly vocabulary knowledge and an understanding of 

sentence structure, is basic to the development of reading 

comprehension skill." (43:13) Strickland says, "It appears 

true, in studying the problems of reading in the elementary 
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school, that a child will read no better than he talks." 

(47:336) In one of her studies Strickland found a signi

ficant positive relationship between the use of movables 

and elements of subordination in oral language and oral 

reading interpretation. (48) 

Goodman gives the following general hypothesis: 

"The more divergence there is between the dialect of the 

learner and the dialect of the learning, the more difficult 

will be the task of learning to read." (39:853) Green and 

Petty make this comment concerning the culturally dis

advantaged child: 

Poverty of vocabulary will affect the child's 
ability to learn to read, since he cannot be 
expected to read words which he has never heard. 
Furthermore, his level of language development 
will not prepare him for the complex sentence 
patterns that he will hear in stories, and, later, 
be expected to read. (15:485) 

This statement is supported by a study reported by 

Christensen (54:10) in which a relationship was found 

between success in reading and the richness of the child's 

language background. Progress in learning to read was 

found to be largely dependent upon the child's previous 

experience with the spoken language. 

Conclusions 

The following conclusions concerning the relation

ship between proficiency in oral language and proficiency 

in reading are supported by the literature reviewed. 



24 

1. Proficiency in speech and proficiency in 

reading are each dependent in large measure upon the 

quality of the language that is heard and understood. 

2. In order to expei-ience success in beginning 

reading the student's "oral language ability must be very 

near or above the level of the language in the reading 

materials." (54:10) 

3. Speech which is a dialectic variation of the 

material to be read impedes success in reading. 

4. improvement in the quality of the language 

heard and understood, and improvement in the quality of 

the language spoken will be accompanied by improvement 

in the quality of reading. 

Representative Reading Programs 

The reading programs developed by Bloomfield (2), 

Fries (11), and Rasmussen and Goldberg (21) have been 

designated by the investigator as spelling-pattern approaches 

to reading instruction. In the literature these and similar 

programs are commonly referred to as linguistic approaches 

to reading. From one point of view this is an accurate 

description, but it does not seem sufficiently definitive. 

Linguistics is the "scientific study of language" (11:36), 

and any reading program which is based on linguistic 

findings is a linguistic method. The approach to reading 

instruction proposed by LeFevre (18), for example, is 
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based on linguistic principles, but it is not a spelling-

pattern approach. LeFevre says, 

What is proposed here is a new sentence method 
of teaching reading, applying a linguistic 
description of American English utterances at 
the sentence level to their graphic counterparts, 
written and printed sentences. (18:xviii) 

As Bartkov7iak points out, "Talking about the linguistic 

approach to reading is like talking about the best way to 

teach reading. As yet, there is no unified, one way for 

either." (30:386) 

The spelling-pattern approach, then, is one among 

several linguistic approaches to reading instruction, and 

just as there is no single linguistic approach, there is 

no single spelling-pattern approach. Several programs 

have much in common, yet differ in certain significant 

aspects. Four of these programs are discussed in this 

section. Rasmussen and Goldberg's (21) program is dis

cussed because it was used in this study. The programs 

of Bloomfield (2) and Fries (11) are discussed because 

of their similarity to the program of Rasmussen and 

Goldberg. (21) The fourth program discussed was developed 

by Richardson, Smith, and Weiss. (25) It is included 

because of the contrast it presents to the other three 

programs. 
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Bloomfield 

The reading program developed by Leonard Bloomfield 

(2) grew out of two basic factors. The first of these was 

Bloomfield's disenchantment with the reading programs most 

commonly used at the time of his writing. He expresses 

this disenchantment as follows: 

Literacy is the most important factor in keeping 
up our civilization, and teaching children to 
read is the most important task of our schools. 
We perform this task clumsily and with great 
waste of labor and time. Even at the end of 
eight years many of our pupils cannot be said 
to read; yet eight months ought to suffice. (2:19) 

Bloomfield believed that much of the ineffectiveness 

of the commonly used reading programs was accounted for by 

the fact that each was based on faulty assumptions con

cerning the relationship between speech and reading. Of 

the so-called phonic methods Bloomfield remarks, "The 

pronounce." He feels that the advice v/hich is given about 

phonetics and other matters of this kind is usually 

unnecessary and even confusing. In addition Bloomfield 

feels that the phonic methods suffer from a second serious 

fault, that being the isolating of the speech sounds. (2:28) 

He says that English speaking people are not accustomed 

to making the kinds of noises that are taught by the phonic 

methods, and, furthermore, learning to make such noises 

inventors of these methods confuse v/riting with speech. [ 
( 

They plan the work as if the child were being taught to 
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is "something in the nature of a stunt, and has nothing 

to do with reading." (2:28) 

Bloomfield also held the v/ord-method in disdain. 

He said, "The word method teaches the child to utter a 

word when he sees the printed symbols for this word; it 

does not pretend to any phonetic breaking-up of the word." 

(2:28) Although the child learns to name the letters 

that make up the word, no attempt is made to take advantage 

of the alphabetic principle.* 

The word method proceeds as though our writing 
V7ere word writing. Every word has to be learned 
as an arbitrary unit; this task is simplified 
only by the fact that all of these word characters 
are made up out of twenty-six constituent units, 
the letters. In order to read a new word, the 
child must learn the new word character; he can 
best do this by memorizing the letters which make 
up this new word character, but these letters 
are arbitrarily presented and have nothing to do 
with the sound of the word. (2:29) 

Bloomfield feels that the most serious weakness of 

no distinction "between regular spellings, which involve 

only the alphabetic principle, and irregular spellings, 

which depart from this principle." (2:29) 

*The alphabetic principle underlies writing systems 
such as English, in which the characters or graphemes 
represent unit speech sounds. In a perfectly alphabetic 
system there would be a one-to-one grapheme-phoneme 
correspondence. 

the word method is that the words are presented in an order k 

which conceals the alphabetic principle. This method makes ' 
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Finally, Bloomfield expresses criticism of the 

ideational, or sentence,' methods. These are methods which 

"attem.pt to train the child to get the 'idea' or content 

directly from the printed page." (2:30) These methods 

are apparently based on the idea that speech sounds play 

no part in the process of reading and that the printed 

marks lead directly to ideas. Bloomfield feels that this 

is an erroneous assumption. (2:31) He says, "The idea

tional methods, in short, shov; us the age-old confusion 

between the use of writing and the ordinary processes of 

speech." (2:32) The ideational method was developed 

because of concern over the unfortunate fact that many 

children "fail to seize the content of what they read." 

(2:32) Yet, Bloomfield contends that "the child who fails 

to grasp the content of what he reads is usually a poor 

reader also in the mechanical sense," and that the idea

tional method provides no remedy for mechanical weakness. 

(2:32) 

In voicing criticism of the ideational method 

Bloomfield distinguishes between the problem of reading 

and the problem of meaning. He says that the ability to 

respond correctly to visible marks by uttering speech 

sounds is a different thing from the ability to respond 

correctly to speech. (2:34) However, in making the dis

tinction between reading and meaning, Bloomfield is not 

suggesting that meaning is of no importance. He says. 

http://attem.pt
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"The only practical value of responding correctly to the 

letters of the alphabet lies in the messages which reach 

us through the written or printed page." (2:35) 

Bloomfield summarizes his ideas concerning the 

problem of understanding of content in the following 

paragraph: 

Reading is so familiar to us that v/e are 
likely to forget hov; difficult it is for the 
beginner. The child has so hard a time forming 
a connection between visual marks and speech 
sounds that he cannot attend to the meaning of 
what he reads. We must help him to establish 
this connection, and we must not bother him, for 
the present, with anything else. We can best 
help him by giving him the most suitable words 
to read, and these are short words in which the 
letters have uniform values. We present as 
many as possible of these, without regard to 
their meanings. The child will get the meanings 
only when he has solved the mechanical problem 
of reading. (2:42) 

The second basic factor out of which Bloomfield's 

reading program grew was his conviction that a reading 

program based on the alphabetic principle would improve 

the efficiency of the reading-learning process. He says, 

"The great task of learning to read—one of the major 

intellectual feats in anyone's life—consists in learning 

the very abstract equation: printed letter = speech sound 

to be spoken." (2:36) The problem of teaching a child to 

read alphabetic writing is, as has been stated previously, 

one of developing within the child an ingrained habit of 

producing the phonemes of his language when he sees the 



30 

written symbols which conventionally represent these 

phonemes. (2:10) This habit can be developed by first 

presenting regularly spelled phonemes and then phonemes 

in various irregular spellings. (2:29) Accordingly in 

the beginning stages of teaching, each grapheme is assigned 

only one value, called the regular value, and the material 

to be read is organized initially so that letters of the 

alphabet never appear in a spelling-pattern where they 

have an irregular value. The only exceptions in the early 

stages are the words a and the. 

The material is so programmed that there is a 

movement from the simple to the complex spelling-patterns. 

The first group of lessons introduces words containing no 

pattern more complex than the CVC pattern. Next, the CCVC 

pattern is introduced. As pattern complexity increases J 

it is important to note that the graphemes continue to ; 

appear only in their regular value. It is not until lesson 

ninety-eight that Bloomfield introduces irregular patterns. 

(2:206) 

Bloomfield stresses that the introduction of material 

in which graphemes have more than one value must wait until 

the child has thoroughly mastered the regular spelling-

patterns. Words which fit a particular regular pattern 

are representative of a general rule. Thus, any word, even 

a nonsense syllable, which contains only graphemes in the 
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regular values is suitable for practice. However, each 

irregular word demands separate practice and separate 

effort. (2:206) 

Bloomfield's program begins with the printed letters 

of the alphabet. He states that the child should be 

familiar with all the letters, capital and small, before 

reading is begun. (2:35) He describes the teaching proce

dure in this way: 

The letters are presented in alphabetic 
order and their names read off from left to right. 
Then other combinations of letters should be pre
sented, including actual words. The child need 
not be told that the combinations are words; and 
he should certainly not be required to recognize 
or read the words. All he needs to do is read 
off the names of the successive letters, from 
left to right. (2:36) 

After the child has learned to name each letter when it is 

shown and can name it in proper (left-to-right) sequence ( 

he can then begin his first reading lesson. (2:36) 

The methodology of these first lessons is basically 
r 

drill. (2:41) A child is shown a word and asked to name • 
I 

the letters. He is told that he has spelled a word. The ' 

teacher and then the student pronounces the word. Next 

the child is shown a second word differing from the first 

only in its initial consonant. The procedure used to intro

duce the first word is then repeated. Finally, the child 

is asked to distinguish between the two words. In this 

manner the child is introduced to a number of words 

differing only in initial consonants. The drill should 
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continue until the child can read correctly any one of the 

words V7hen the teacher or parent points to it. (2:42) In 

order to test the child's mastery of the pactern being 

taught, Bloomfield suggests the use of nonsense syllables. 

He says, "If the child has learned the pattern in the list 

of actual v7ords, he should be able to read nonsense syl

lables using the same pattern." (2:41) He also feels 

that mastery will be speeded by using nonsense syllables 

in teaching. (2:42) 

Bloomfield believes that it is unnecessary to 

explain grapheme-phoneme relationships to children. 

All we do is to present such words (can, fan, man) 
together; the resemblance of sound and spelling 
will do its work without any explanation from us. 
Only, we must remember that this takes a great 
deal of time and repetition. (2:42) 

Barnhart states, "Leonard Bloomfield was the first 

to point out that success with his system of teaching to 

read depended first upon the child's having an interest 

in the process of learning." (1:10) This statement seems 

to indicate Bloomfield's awareness of the importance of 

motivation in the learning process. In his own v/ritings 

Bloomfield seems to assume that children using his materials 

will become motivated and remain motivated by success as 

they learn, for he says: 

purely formal exercises that would be irksome to 
an adult are not irksome to a child, provided he 
sees himself gaining in power. In the early 
stages of reading, a nonsense syllable like nin 
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will give pleasure to the child who finds himself 
able to read it. . . . " (2:34) 

Charles Fries X 

Fries says, "My special interest in the problem 

of reading was aroused by conversations with Leonard 

Bloomfield nearly thirty years ago. . . . " (ll:xi) 

Since that time. Fries has worked to build a "satisfactory 

and linguistically sound approach to the teaching of 

reading." (ll:xi) The culmination of this effort up to 

this time is a beginning reading series which is described 

as "a new approach to the teaching of reading—an approach 

that is at once thoroughly scientific in its construction 

and extremely simple in its application." (12:3) 

Fries' program is based on the proposition that 

"learning to read is not learning to know something, it 

is learning to do something." (12:3) The first step in [ 

learning to read involves "developing a considerable range j 

of habitual responses to a specific set of patterns of r 

graphic shapes." (11:121) It involves the transfer from 

the auditory signs for language signals to the visual signs 

for the same signals. (7:120) The basic material out of 

which a language is made "consists of audible modifications , 

of the breath-stream-vocal sounds." (11:77) Thus, Fries ! 

explains: 
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All "writing" is the substituting of patterns of 
graphic shaioes to represent the language signals 
of a code for the patterns of sound waves that 
have been learned as representing the same lan
guage signals. One can "read," insofar as he 
"can respond" to the language signals represented 
by patterns of graphic shapes as fully as he has 
already learned to respond to the same language 
signals of his code represented by patterns of 
auditory shapes. (11:119) 

The second step in learning to read is to a large 

extent "a process of learning to supply rapidly and auto

matically the portions of the oral signals that are not 

represented in the graphic signs." (11:130) The graphic 

representations of a language do not include language 

signals such as intonation, stress, and pause. Therefore, 

these must be supplied by the reader if he is to make a 

full response to the graphic shapes. (11:130-131) 

The first two steps in learning to read constitute 

the reading process itself, and, as such, are completely 

distinct from the use of reading. (11:132) Fries says. 

"We certainly confuse the issue if we insist that this ^ 
f 

use of reading in stimulating and cultivating the tech- I 

niques of thinking, evaluating, and so on constitutes 

the reading process." (11:118) However, Fries identifies 

a third stage in reading, which he describes as that stage 

in which the reader learns to use reading "in acquiring 

and assimilating new experiences." (11:208) He states, 

"Reading at this stage stimulates a vivid imaginative 
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realization of vicarious experience." (11:208) It requires 

an ability which must be learned. (11:210) 

It should be noted that the process of reading 

described above assumes an individual who has learned to 

"talk" his native language. Fries says, "Learning to read 

is not a process of J.earning new or other language signals 

than those the child has already learned." (11:119) 

Learning to read begins with and builds upon the oral 

language control already achieved by the pupil. (12:5) 

Fries comments, "From the evidence available, we believe 

that we can assume that any child can learn to read v/ithin 

a year after he has learned to 'talk' his native language 

satisfactorily. . . . But learning to 'talk' must come 

first." (11:187) Hence, oral language,activities that are 

appropriate to the environmental factors and to the maturity 

of the group and that provide for growth at each level are 

regarded as a vital part of the program. (12:5) 

Fries states, "Learning to read . . . means devel- j 

oping a considerable range of habitual responses to a 

specific set of patterns of graphic shapes." (11:121) 

Since habits develop only out of practice, the child must 

have many opportunities to practice making the desired 

responses. Fries says, "The first set of recognition 

responses to be developed are those for the letters of our 

alphabet." (11:190) He believes that "instant recognition 

and discrimination of the letters of the alphabet in any 
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sequence whatsoever is essential preparation for reading." 

(12:5) The capital letters should be presented first, and, 

since the identifying features of particulax- letters are 

alv/ays features of contrast, the "teaching and learning 

practices . . . always deal with the contrasts of two or 

more letters at a time, not with single letters." (11:192) 

The child should be taught to make the correct response 

of "alike" or "different" when (a) presented two letters 

such as F and T, (b) when presented two pairs of letters 

such as Ii; and IT, and (c) when presented V7ith two groups 

of three letters such as FIT and FIF. Fries states. 

This ability to identify the difference between 
three-letter groups is so important a basic skill 
at this stage that the variety of practices 
necessary for its full development should become 
the chief activity of the pre-reading child. 
(11:193) 

While it may seem that extensive practice of the kind 

necessary to develop high-speed recognition responses to 

the letters would enable the child to "name" the various 

letters. Fries says that the development of the recognition 

responses does not necessarily require that the child know 

the "names of the letters." (11:194) 

The second set of automatic recognition responses 

to be developed are those for the major spelling-patterns 

of English. (11:194) Fries describes these patterns as 

follows: 
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The major spelling-patterns consist of 
consonant frames which contain one or more of the 
five vov7el letters. The consonant letters of the 
frames have a rather simple and regu.1 ar corre
spondence with consonant phonemes, "'and the vowel 
letters within the frames occur in spscial arrange
ments that identify them as representing one of 
the eleven vowel phonemes or three phonemic 
diphthongs. (11:198) 

The beginning reading materials must be "subjected 

to rigid criteria of selection and programmed into a pro

gression of small, coherent steps through the m.ajor 

spelling-patterns." (11:202) The materials must conform 

to the following: 

1. It must include only those words within the 

actual linguistic experience of the pupil. 

2. It must include only those grammatical signals 

within the linguistic experience of the pupil. 

3. It must include only those words for which the 

spelling-patterns fit those that have been introduced and ^ 

practiced or those that are being introduced. ^ 

4. It must be programmed so that each new item j 

of whatever length is tied by a simple contrast to an item 

formerly practiced. (11:202) 

In addition to meeting the criteria listed above, 

the beginning reading materials "must also make provision 

for making conscious to the developing reader the range 

of language signals that at the present time our system 

of graphic devices does not represent, or represents very 

inadequately." (11:206) This is to say that the reading 
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program must provide for "total cumulative understanding." 

(11:207) Thus it is important to provide opportunities 

for children to leo.rn to read with expression, for Fries 

says, "Reading witn expression seems to be nothing other 

than this supplying of the signals that lie in the appro

priate intonation and stress patterns for word groups 

marked by pitch pauses." (11:207) He suggests: 

Teachers should never allow to pass any oral 
reading of any sentence that does not display in 
the features of pitch sequence and stress an 
understanding of the total meaning. The very 
least that teachers should accept at the beginning, 
is the "saying" of a sentence, after it has been 
"mechanically read," as the child would talk it 
to a companion. Later, intonation patterns can 
be marked on material that is to be read aloud. 
(11:207) 

Fries stresses that the basic principle of teaching 

and learning should always be contrast within a frame. 

(11:202) Like Bloomfield (2:141), Fries begins instruction 

by presenting a set of three letter words differing only in 

initial consonants. (12:5) The method used to introduce 

new words involves pronouncing in normal talking fashion 

each new word and each pair of contrastive words as it is 

introduced. After a set of words has thus been presented 

the same words are presented in stories using sentences 

having normal grammatical structure and cumulative meaning. 

(12:10) The sounds of individual letters are never pro

nounced. (11:203) Fries points out that " . . . the 

understanding of the difference that any particular letter 
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makes in a spelling-pattern is built up out of the expe

rience in their spelling-patterns." (11:204) He states 

that the reading materials ntust be programmed so " . . . 

that each nev7 item of whatever length is tied by a simple 

contrast to an item formerly practiced." (11:202) Hov/ever, 

not every v7ord that is introduced in his materials m.eets 

this criteria, and Fries makes the following explanation 

concerning these exceptions: 

The introduction of a limited number of high-
frequency words (sight-words) that do not conform 
to the spelling-patterns being developed at the 
time is vital to provide reading material that 
has normal sentence patterns. However, since the 
main emphasis should be on the "regular" spelling-
patterns being presented, the written form of such 
sight words should not be given special attention, 
(12:5) 

According to Fries, motivation is the product of previous 

success. Interest grows out of success in each step of 

making connections between spelling-patterns and speech 

sounds. His belief that his program will motivate students 
r 

is expressed as follows: 1 

The cumulative satisfaction of accomplishment ^' 
in each "word" and combination of "words" that 
is recognized as written will create a powerful 
incentive that needs only to be fed by a series 
of materials so well chosen and organized in 
simple contrastive sequences that each small new 
step takes up and uses all the recognition con
nections that have been made, and never causes 
any confusion or frustration. (11:199) 

Fries further states: 

In extensive classroom research, it has been 
found that pupils are so delighted V7ith their 
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own ability to read that they need nothing more 
to maintain their interest than such uncom
plicated narratives evidencing cumulative meaning 
as now appear in the Readers. (12:6) 

Rasm^ussen and Goldberg 

The view of Rasmussen and Goldberg concerning the 

nature of the reading process is reflected by the following 

definitions: 

1. An alphabet is a system of graphic symbols— 
a code—which is designed to represent the 
sounds of a language. 

2. Writing is basically a process of coding 
speech with graphic symbols. 

3. In many respects reading is the opposite of 
writing. It is the skill of putting back 
quickly into oral form or into speech sounds 
what has been recorded by writing. 

4. The act of reading may therefore be viewed 
at least in part as a process of decoding. 
(23:1) 

These writers distinguish between learning to read 

and reading to learn. They state, "Learning to read can 

be called the decoding or structural phase of reading: 

the pupil concentrates on developing word-attack and word-

recognition skills." (23:1) Some mastery of this decoding 

process is prerequisite to genuine comprehension in the 

functional stage of reading. (23:2) 

The primary aim of Rasmussen and Goldberg's 

materials, the Basic Reading Series (21), is the develop

ment of skill in decoding—in.changing symbols back into 
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sounds. (22:1) These materials are based on the belief 

that decoding facility is best developed by systematic 

or "linguistic" word grouping and by inductive teaching 

procedures. Rasmussen and Goldberg make this comiaent 

about reading programs that do not use linguistic grouping: 

Most reading programs begin by building a sight 
vocabulary: a selection of meaningful words 
directly related to the experience of the child. 
There is no consideration of sound-spelling 
patterns or of writing as a coded representation 
of a message. In such programs the sound-spelling 
similarities and differences in words are hap
hazard, . . . The child must memorize the con
figuration of each word and he must memorize its 
sounds as separate entities. (28:2) 

The spelling-pattern approach simplifies the task 

of learning to decode by sequential presentation of vocab

ulary such that contradictory data "that could confuse 

the child are excluded until he has gained confidence and 

certainty with the sound-spelling-pattern relationships 

that are most common in English." (22:2) 

Rasmussen and Goldberg point out that the effec

tiveness of the discovery method has been demonstrated in 

the modern mathematics and natural science curricula. (23:10) 

They also point out as evidence of the effectiveness of 

induction that oral language as learned by a child is 

learned inductively. Induction is defined as follows: 

. . . the process of observing a number of con
crete situations; perceiving the common and con
trasting elements among them, and arriving at 
generalizations about them. These generalizations, 
which he has formulated for himself, are 
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automatically put to work by the child in new 
situations. (22:2) 

In order to make induction possible the first materials 

are arranged such that the child systematically encounters 

the similarities and contrasts within the spelling-patterns 

of groups of v7ords. The program starts with the simplest 

patterns, using words that differ only in initial conso

nants, and gradually introduces additional contrasts and 

more complex patterns. Concerning exceptional v7ords 

Rasmussen and Goldberg say: 

A few words that do not fit the early patterns 
must be used in stories and poems if the stories 
and poems are to be interesting and coherent. 
These are introduced, a few at a time, as sight 
words. They cause no difficulty because they 
are relatively small in number. (22:2) 

The alternative to the inductive method is the 

deductive method wherein "the child is taught many defini

tions, axioms, and rules to apply at appropriate times." 

(23:3) Most phonics programs, according to Rasmussen and *, 

Goldberg, are deductive in method, but unfortunately, these 

programs assume a consistency in the language system that 

is not there. (23:3) Since there are many inconsistencies 

in the language, every rule has its exceptions, and the 

child is often confused as to whether to apply the rule 

or its exception. Rasmussen and Goldberg further criticize 

the deductive methods as follows: 

0 » 
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Another problem with a deductive "rules" approach 
is that the many rules and their many exceptions 
present a formidable memory task; and abstract 
generalizations accepted on faith from others 
are rarely as meaningful or as readily applied 
as generalizations that a child makes for himself 
on the basis of observation and discovery. (22:2) 

Tl̂ ^ Basic Reading Series (21) includes an alphabet 

book, six readers, supplementary teaching plans for each 

level, and a workbook to accompany each reader. The 

alphabet book is designed to give children practice in 

identifying and in discriminating among the letters of the 

alphabet. It also provides practice in reading from left 

to right. (23:24) Concerning letter knowledge Rasmussen 

and Goldberg state, "The names and shapes of letters are 

the tools for describing the similarities and differences 

between words. When children know the names and shapes 

of letter, they can be taught to read more easily." (23:24) 

These writers point out, however, that absolute mastery 

is not essential. (22:5) 

The first two readers of the Basic Reading Series 

(21) introduce simple three letter pattern words in which 

there is a one-to-one correspondence between letters and 

sounds. In subsequent readers the complexity of the 

sound-spelling-pattern relationships increases. Pattern 

words are introduced in which there are four and five 

letters and with a one-to-one correspondence between 

phonemes and graphemes. Words containing diagraphs and 

trigraphs are presented. Suffixes, compound words. 
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multi-syllabic words, and the CVCe pattern are also intro

duced. A complete description of the spelling-patterns 

included at each level is given in the Supplementary 

Teaching Plans for level A. (22:124) /.t all levels the 

materials are programmed so as to enable the chijd to 

proceed from the knô n̂l to the unknown (23:6), and the work

books at each level are correlated with the readers so as 

to provide additional opportunities for the child to 

practice and develop his decoding ability. 

Rasmussen and Goldberg state that oral language 

competence as well as acquaintance with the alphabet is 

a prerequisite for learning to read. (23:4-5) If the 

language contained in the reading material is unfamiliar 

to the child, then language instruction should precede 

reading instruction. According to these writers: 

Formal language instruction should not be combined 
with reading instruction while a child is first 
discovering sound-spelling relationships. During i 
this initial period a child must already know 
whatever language he is asked to decode. The child 
will get no sense of accomplishment from decoding 
something that turns out to be nonsense to him; 
he will feel successful, and his motivation will 
remain high, only if correct decoding yields the 
instant reward of meaning. . . . /The child/ should 
not be asked to learn the language and to learn 
to read it simultaneously. This double task 

virtually dooms him to reading failure. (22:9) 

In working with students to develop word-attack 

skill the teacher uses the following procedures: 

1. Pronounces whole words in a normal speaking 

voice. Does not sound out letters in isolation. 
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2. Makes certain the child knows the meaning of 

the words to be read. 

3. Does noc give the child context clues or 

configuration clues to help him figure out what the word 

is. 

4. When the child cannot read an exceptional word, 

the teacher simply tells it to the child without naming 

the letters. 

5. If the child cannot read a pattern word, the 

teacher does not tell the child the word. Instead, the 

teacher names the letters to him. 

6. If the child cannot read a pattern word after 

it has been spelled, the teacher has the child read other 

words from the same pattern and then attempt the problem 

word again. (22:6-7) 

Rasmussen and Goldberg indicate that their program 

has two intrinsic rev7ards which motivate the learner. 

First, he is motivated by the thrill of learning a new 

skill and by success in using it. (22:8) Second, as he 

develops skill, he is motivated to read nev7 and interesting 

materials by his knowledge that he can do so successfully. 

(23:10) These writers suggest, "By capitalizing on the 

child' s desire to unlock new doors and conquer nev7 

challenges, and by making him feel successful in so doing, 

you will maximize the build-in interest and motivation 

factors of Level A." (22:8) They explain that the desire 
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to learn to read will carry the child through a few stories, 

but they also stress that it is important that the stories 

be interesting and meaningful. (23:iv) Their m.aterials, 

therefore, are designed to be carefully controlled in the 

vocabulary presentation and yet be as interesting as 

possible. 

Richardson, Smith, and V7eiss 

These writers state that learning to react to a 

group of letters by furnishing the utterances for which 

the letters stand is the primary and the most difficult 

task in learning to read. (25:6) They point out that, 

since the writing system for English is not a perfect 

reflection of the speech system, any reading material 

presented to the child must be carefully controlled. Thus, 

in their materials, the Linguistic Readers (24), the 

vocabulary is controlled such that the vowel letters 

represent speech units in a patterned and consistent way. 

Conversely, unpatterned speech units are introduced and 

utilized only when essential to the story. (25:10) 

Children using this reading program are taught 

a basic sight vocabulary composed largely of words con

taining a graphonic base, that is, " . . . one or more 

letters representing, in a way that can be patterned, a 

set of speech sounds." (25:146) After the basic sight 

vocabulary has been learned thoroughly, it is assumed that. 
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by the process of substitution, the children will discover 

new words not in their basic sight vocabulary. (25:143) 

For example, having learned a basic sight vocabulary 

containing the words little. Pud, and cat, the chiJdren 

should be able to read the new words puddle and cattle. 

(25:143) The design of the teaching program of the 

Linguistic Readers is as follows: 

1. Basic sight words such as Pud and big are 

introduced as whole v7ords. (25:143) 

2. Attention is called to the initial consonant 

of the new word. (25:143) To accomplish this the teacher 

writes and speaks the nev7 word and then writes and speaks 

other words beginning with the same letter. (25:17) 

3. Attention is called to the structure of the 

word-terminal, that is, to the graphonic base of the v7ord. 

(25:143) 

Richardson, smith, and Weiss make three additional sugges

tions concerning methodology. First, teachers are advised 

never to isolate the speech sound represented by a particular 

letter. This suggestion arises from these writers' belief 

that the phonological value represented by any given letter 

is best understood within the whole word. (25:18) Second, 

teachers are advised never to present unpatterned words 

concurrently with the visual presentation of a new pattern. 

(25:16) Finally, teachers are urged to emphasize in their 

teaching the contrasts and similarities between v;ords. 
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Although these writers state that mastery of initial 

consonant letters in relation to initial consonant sounds 

is one of the objectives of the preprlmer stage of reading, 

they give no explicit instructions concerning hov7 or V7hen 

the letters of the alphabet are to be taught. (25:22) 

It appears from an analysis of suggested procedures for 

vocabulary presentation that the nam.es of the letters are 

taught as they appear initially in new words. (25:17) 

These writers are also vague as to the nature of 

a desirable readiness program. Their most explicit comment 

in this area is as follows: 

It is presumed that the children have been 
through a pre-reading stage and that they know, 
in a general V7ay, what is meant by reading. 

Always be assured that the children have the 
language (oral-auditory) and the story's concepts 
before directing their attention to the printed 
page. This point-by-point "readiness" will 
prevent many occurrences of reading disability 
in the future. (25:16) 

Summary of the Representative 
Reading Programs 

Analysis of the four representative reading programs 

reveals a number of similarities and a fev7 important dif

ferences. These programs are in agreement that in the 

initial stages of reading, each letter of the alphabet 

should have only one value, specifically, the value each 

has been assigned in the regular spelling-patterns of 

English. The material to be read is composed almost 

http://nam.es
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entirely of these regular spelling-patterns. Irregular 

patterns are introduced as needed, but these patterns 

are taught in a somewhat different way than are the regular 

patterns. 

Bloomfield (2), Fries (12), and Rasm.ussen and 

Goldberg (21) begin with the CVC_ pattern and progress to 

more complex patterns. New words are grouped according 

to sub-set membership, such as C-an or c-ang words. One 

sub-set is presented and mastered, and then a new sub-set 

is introduced. Richardson, Smith, and Weiss (24) also 

begin with the CVC pattern, but they do not adhere to the 

idea of contrast within a frame (11:202) as the basis for 

selecting nev7 vocabulary. Thus, the first three pattern 

words presented by these writers are Pud, Zip, and jump. 

(25:7) It should also be noted that Rasmussen and Goldberg 

(21) and Richardson, Smith, and Weiss (24) introduce 

irregular spelling-patterns earlier and more extensively 

than do Bloomfield (2) and Fries. (12) 

Each of these programs stresses an inductive 

approach to instruction. Children practice the carefully 

programmed materials and eventually discover for themselves 

certain phonetic generalizations. In addition these pro

grams seem to assume that the spelling-pattern approach 

to reading is intrinsically motivating. While Richardson, 

Smith, and Weiss (25) are somewhat vague on this point, 

the writers of the other programs under discussion feel 
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that success at each stage will cause the child to want 

to read more. Rasmussen and Goldberg, however, attach 

more importance to the use of interesting materials than 

do Bloomfield and Fries. 

Bloomfield attaches great importance to the use of 

nonsense syllables. (2:41) Fries prefers to use meaningful 

words. (11:126) Rasmussen and Goldberg also prefer to use 

meaningful words which the child knows, but they mention 

the usefulness of nonsense syllables in evaluating student 

progress. (23:11, 29) 

Each of these programs stresses the importance of 

an adequate language background. Fries (11) and Rasmussen 

and Goldberg (23) stress the relationship which exists 

between competence in oral English and achievement in 

reading. Fries is concerned with the process of reading 

as it applies to one's own native language. (11:118) 

Rasmussen and Goldberg state, "This series attempts to 

teach the child to read the language that he already knows.' 

(23:11) Bloomfield's definition of reading implies that 

the student cannot make proper response to the letters 

presented unless he knows the speech sounds of the 

language. (2:36) 

Finally, the writers of each of these programs 

are concerned that children know the names and recognize 

the letters of the alphabet. Three of the programs 

consider such knowledge to be prerequisite to success in 
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reading; thus, these programs make the development of letter 

study a major part of the readiness activities. Richard-on, 

Smith, and Weiss apparently do not present letters for 

study until the letters appear in vocabulary words. 

Studies Related to the Spelling-Pattern Approach 

The literature includes a number of reports of 

research related to the spelling-pattern approach to 

reading instruction. One of these investigated the value 

of a letter knov7ledge program for beginning students. 

(35:2-6) In reporting this study Durell states, "Early 

instruction in letter names and sounds produced a higher 

June reading achievement than did such instruction given 

incidentally during the year." (35:5) The method used in 

this study to teach the letter sounds was not the method 

of the spelling-pattern approach. 

Catterson compared the relative merits of inductive 

and deductive methods of teaching word analysis at the 

fifth grade. (53:2170) She found that the group taught 

inductively and the group taught deductively shovred greater 

achievement than did the control group, but her findings 

in comparing the two methods were inconclusive. Britton 

made a comparison of inductive and deductive group approaches 

in teaching selected phonic generalizations to second grade 

children. (52:2141) She stated, "This study indicated 

that differences in retention and ability to transfer 
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knov7ledge were not significant when comparing the inductive-

deductive groups and the control groups." 

LaPray reports an investigation of the linguistic 

approach to beginning reading with respect to word percep

tion. (60:3118) Four groups of first grade children were 

taught by four different linguistic reading texts. Three 

of the four books were found to be of doubtful value. 

LaPray concluded that this was because of their focus on 

word-patterns and on minimal differences. The study did 

not present evidence to support this conclusion. 

Fidelia reports a study in which she compared the 

effectiveness of Bloomfield's (2) materials to the effec

tiveness of a phonics program. (55:12-15) She states: 

The generalizations made on the strength of these 
findings were that the Bloomfield plan, although 
lacking commercially prepared materials, was as 
effective at the first grade level as the Phonics 
We Use program on (1) total reading, (2) paragraph 
meaning, and (3) word meaning, (55:14) 

Lauriana reported a study which compared anticipated reading 

achievement scores and actual achievement scores. (41:305-312) 

The students in the study had been taught by Bloomfield's 

plan, but some irregular words were introduced before 

complete mastery of the regular words. Since most of the 

students had an actual reading achievement score more than 

a year above the anticipated score, the reading method was 

judged to be highly effective. (41:310) 
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Edward (36:511-515) found that the students in her 

experiment who were taught by a basal reader plus a modified 

linguistic method v/ere suxjerior to students taught by a 

basal reader method in (a) word recognition, (b) ability 

to analyze words visually, (c) phonetic ability, and 

(d) use of context clues. Sheldon (45:576-579) did a more 

carefully controlled study and found that neither a lin

guistic nor a basal reader method was more effective in all 

areas of reading instruction. The linguistic method 

appeared superior in the area of comprehension. (46:732) 

Schneyer (44:647-651) also compared a linguistic approach 

to a basal approach. The linguistic materials used were 

based on the ideas of Fries. (11) At the end of the second 

year of study, no great differences were found between 

groups. Each method appeared more effective in certain 

areas. 

Marcus (62:2611) and Harris (58:223) each reports 

an experiment involving the use of linguistic materials 

with retarded readers. Marcus compared a linguistic and 

a basal reader approach. In his study each of the teachers 

taught each of the methods for a given period of time. 

He found the teacher variable to be a highly significant 

factor. Harris also compared a programmed linguistic 

approach to a conventional basal reader approach. Results 

tended to favor the linguistic materials. 
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To summarize, most of the studies related to the 

spelling-pattern approach to reading have been primarily 

interested in comparing this ir̂ ethod \7ith som.e other. Thus 

far the findings appear to be inconclusive. 

file:///7ith


CHAPTER III 

METHODS AND PROCEDURES FOR THE STUDY 

This study used a case study method of investigatioin 

The English-phoneme control, the reading achievement, and 

the motivational patterns of each subject were studied 

through the use of intensive, highly structured observa

tional procedures. The data obtained were organized and 

analyzed so that (a) a description of the responses of each 

subject was developed, (b) generalizations concerning the 

responses of six sub-groups were formulated, and 

(c) generalizations concerning the responses of the total 

group of subjects were formulated. The sub-groups were 

(a) all of the subjects in each of the four experimental 

classrooms, (b) all of the female subjects, and (c) all of 

the male subjects. Data were collected on fifty-two 

subjects, twenty-five female and tv7enty-seven male. The 

data collected on four of these subjects v;ere incomplete 

because these V7ithdrew during the last two weeks of the 

study. 

The Reading Materials Used 

The reading material used in this study was the 

Basic Reading Series by Rasmussen and Goldberg. (21) As 

55 
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has been mentioned, this series includes an alphabet book, 

six readers, supplementary teaching plans for each reader, 

and a workbook to accompany eacli reader. These materials 

are described on pages 43 through 46 of this dissertation. 

In addition to these materials the Basic Reading Series 

Satellites (21) were available for students to use in 

independent reading. This material is designed to supple

ment the Basic Reading Series readers. 

The components of the Basic Reading Series (21) 

that were actually used were determined by the rate of 

progress of each subject. Subjects who progressed rapidly 

completed four of the six readers and the accompanying 

workbooks. Other subjects completed much less material. 

The Experimental Classrooms 

Each of the four first-grade classrooms at Tubbs 

Elementary School in Lubbock, Texas, was used as an experi

mental classroom in this study. In order that the reader 

may identify references to a particular experimental room, 

each room has been given the letter name A, B, C, or D. 

The Teachers of the 
Experimental Classrooms 

The teacher of each of the experimental classrooms 

had had at least one year of experience as a first-grade 

teacher. The teachers of rooms A and B had had one year 
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of experience in the use of the Basic Reading Series. (21) 

The teachers of rooms C and D had not had previous experience 

with this material. 

The Assignment of Pupils 
to Rooms 

on the first day of the school year the first-year 

Mexican American children were assigned to rooms in the 

following manner: 

1. The enrollment cards for all children in this 

category were grouped according to the sex of the student. 

2. The cards in each of these sub-groups were 

alphabeti zed. 

3. The investigator then began with the first card 

in each of the alphabetically arranged sub-groups and dis

tributed the cards alphabetically among the four teachers. 

As a result of this procedure each room received 

approximately the same number of boys and girls, and all 

of the rooms received approximately the same number of 

subjects. The first-year Anglo American students and the 

students repeating the first-grade were distributed among 

the four rooms in exactly the same manner as were the 

first-year Mexican American students. There was one excep

tion to this general procedure; that is, no repeating 

student was assigned to the teacher who taught him the 

previous year. Although each of the experimental rooms 
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began the year with approximately the same number of students, 

at the end of the study, room A had only eleven subjects 

while room D had fifteen subjects. This difference \7as 

the result of differences in the number of subjects in each 

room who withdrew from the school before the study was 

concluded. 

The Instructional Program 

At the beginning of the school year all children 

in the experimental classrooms were involved in activities 

designed to develop readiness for reading. These activities 

were similar to readiness activities used in first-grade 

classes in other Lubbock schools having a high concentra

tion of Mexican American pupils, except that (a) the 

readiness materials for the basal reader were not used and 

(b) the Basic Reading Series Alphabet Book (21) was used. 

As soon as several children could recognize and 

name most of the letters of the alphabet, both capital 

and small, the teacher formed a group and began formal 

reading instruction V7ith that group. All four teachers 

followed very closely the detailed suggestions presented 

in Supplementary Teaching Suggestions for the Basic Reading 

Series. (21) The method of teaching and learning used in 

this series was discussed in chapter II of this dissertation. 

Each reading group worked with the teacher for 

approximately twenty minutes each morning and twenty minutes 



59 

each afternoon. Most of each group session was spent in 

teaching and practicing decoding skills. Basic activities 

included chalk-board exercises, group and individual oral 

reading, and group and individual silent reading. A fev7 

minutes each day were spent in explaining, assigning, or 

evaluating pages in the accompanying worl^ooks. 

While the teaclier worked with a group of children 

at the reading circle, the other children in the room 

worked independently at their desks. The independent 

activities included working assigned pages in the workbooks, 

doing handwriting and number exercises, and reading from 

the Satellite materials. (21) 

Within each classroom students were organized into 

three reading groups. Some groups were able to move through 

the materials quite rapidly, while other groups moved very 

slowly. As the year progressed, differences among individ

uals made it necessary to move students from one group to 

another and to form nev7 groups in order that each individ

ual ' s instructional needs were met insofar as possible. 

With the exception of the activities described 

above, the instructional program in the experimental class

rooms followed the recommended curriculum for first-grade 

for the Lubbock Public Schools. 

As has been stated above, the four teachers in 

this study followed the teaching suggestions presented in 

the supplementary Teaching Suggestions for the Basic 
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Reading Series. (21) However, there were differences 

among the teachers in (a) the extent to which each deviated 

from tiie suggested procedures and (b) the amount of time 

which each allotted to the various basic decoding activ

ities. The investigator's observations and conclusions 

concerning these differences among teachers are included 

in Chapter IV. 

Inservice Education for Teachers 

During the first two weeks of school the investi

gator conducted a series of three inservice meetings with 

the teachers of the experimental classes. These meetings 

were designed to (a) familiarize the teachers with the 

rationale of the Basic Reading Series (21), (b) familiarize 

the teachers with the components of the Basic Reading 

Series (21), and (c) familiarize the teachers with the 

teaching activities to be used. 

The first meeting consisted of a presentation and 

discussion of the ideas contained in the introductory 

section of the Teacher's Handbook for the Basic Reading 

Series. (23) The investigator presented the ideas and 

guided the discussion. In the second meeting the investi

gator explained and the teachers thoroughly examined each 

of the following components of the Basic Reading Series: 

(a) Basic readers for levels A, B, and C, (b) Supplementary 
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Teaching Plans for level A, (c) the Alphabet Book, and 

(d) workbooks for levels A, B, and C. (21) 

In the third session the investigator presented 

through lectu.re and through chalk-board demonstration the 

basic teaching procedures which v7ere to be used in the 

experimental classrooms. The information presented in 

this meeting was taken from pages 4 through 11 of the 

Supplementary Teaching Plans for level A (22), and from 

pages 30 through 56 of the Teacher's Handbook. (23) In 

this meeting the investigator also presented and elicited 

suggestions pertaining to reading-readiness activities. 

In all of these inservice meetings the teachers 

were encouraged to ask questions and to contribute ideas. 

The teachers who taught the Basic Reading Series (21) the 

previous year were encouraged to share experiences which 

would possibly be helpful to the teachers who had not used 

these materials previously. 

In addition to the meetings described above, the 

inservice program included a series of eight teaching 

demonstrations, two in each of the experimental classes. 

The investigator conducted each of the demonstrations, 

using as the participants the students v7ho had repeated 

the first-grade and who, in the opinion of the teacher, 

were ready for beginning reading instruction. In the 

first demonstration in each room the investigator follov7ed 

the teaching plan for section one of the level A reader. 
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h Pig Can Jig. (21) This teaching plan is found on pages 

13 through 21 of the Supplementary Teaching plans for 

level A. (22) The second demonstration w?is also conducted 

by the investigator and followed the teaching plan for 

section three of A Pi_g Can Ji_g. (21) This plan is found 

on pages 31 through 38 of the Supplementary Teaching Plans 

for level A. (22) 

The first demonstration in each room was followed 

by an individual conference between the investigator and 

the teacher in that room. In addition, the investigator 

observed each teacher present section two of A Pig Can 

Jig (21), and then had a conference with the teacher to 

discuss her performance. 

From time to time throughout the year the investi

gator and the teachers in the four rooms met together to 

discuss problems which arose, and to discuss suggested 

procedures for facilitating instruction. These meetings 

occurred as the investigator and the teachers felt such 

meetings were needed. Throughout this study the investi

gator attempted to provide similar training and guidance 

related to the use of the Basic Reading Series (21) for 

each of the teachers. 
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Selection of the Subiects 

The subjects of this study met the following 

criteria: 

1. All subjects were Mexican American. 

2. All subjects were first-year, first-grade 

children. 

3. All subjects received a minimum of seventy-

five days of formal reading instruction in one of the 

experimental classrooms. 

All of the first-grade students at Tubbs Elementary 

School who met the above criteria were included as subjects 

in this study. However, no student was included as a 

subject (a) if the student enrolled in the experimental 

class after the first month of the school year, or (b) if 

the student dropped from school prior to taking the second 

Phoneme-Control Test. 

Data Gathering 

Data pertaining to the oral language development, 

the reading achievement, and the motivational patterns 

of each subject were gathered in this study. Specifically, 

data were gathered pertaining to (a) the subject's ability 

to hear and to pronounce the phonemes of English, (b) the 

extent to which the subject was able to internalize 

generalizations concerning the orthographic representations 
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of the speech sounds of English, (c) the difficulties 

encountered by th^ subject in internalizing generalizations 

concerning the orthographic representations of the speech 

sounds of English, and (d) the extent to which each subject 

became motivated and remained motivated to participate in 

the reading-learning activities used in the experimental 

classrooms. 

Most of the data V7ere gathered by means of data-

gathering instruments developed by the investigator in 

consultation with members of his advisory committee 

specifically for use in this study. Each of these data-

gathering instruments was originally used in a pilot study 

conducted by the investigator during the 1968-1969 school 

year. During the pilot study each of these instruments 

was evaluated and revised several times in order to obtain 

the highest possible degree of validity, reliability, and 

practicability. The form of each instrument used in this 

study was the product of the evaluations and revisions done 

during the pilot study. 

Additional data related to reading achievement were 

gathered by means of the Cumulative Reading Test; Levels 

A-D. (21) This was the only data-gathering instrument 

used which was not developed by the investigator. 
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Phoneme-Control Test 

This instrumenh was composed of a set of seventy-

seven English words. Sixty-three of the words are one 

syllable words, while thirteen words are composed of two 

or three syllables. The set is structured so that it 

includes all but two of the forty phonem̂ es of English 

listed by LeFevre. (18:210-212)* The two phonemes listed 

by LeFevre which are not considered as distinct phonemes 

in this study are /i/, the first vowel sound in below, 

and /o/, the initial vowel phoneme in the complex vowel 

nucleus found in the word go. (18:210) The phoneme /i/ 

is not included because it is often interchangeable with 

the phoneme /d/ as in but. (18:210) The phoneme /o/ is 

not included because, according to LeFevre, it is rarely 

heard alone in English. (18:172) LeFevre gives this 

explanation: 

A complex vowel nucleus is a rapid sequence of 
vowel phonemes—a simple vowel followed by a 
semivowel--in which it is virtually impossible 
for the ear to note where the simple vowel 
ends and the semivowel begins. Native speakers 

*When /r/ follows a vowel, the sound of the vowel 
is altered so that it does not precisely match any of the 
phonemes listed in Table 1. Dictionary writers typically 
consider such sounds sufficiently distinct to warrant a 
graphemic symbol. In this study, however, the vowel sound 
which is produced when a vowel is followed by /r/ will 
be considered as an allophone of one of the phonemes 
listed, rather than as a distinct phoneme. 
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tend to hear each complex vowel nucleus as a 
single significant sound. (18:211) 

While /o/ appears as a simple vowel in a few English words 

such as poet, it more typically appears in combination with 

a semivowel as in pole. This is also true of the vowel /u/. 

(42:30-31) 

Table 1 shows the English language phonemes that 

are included in the set of words which compose the Phoneme-

Control Test. The phonemic symbols used in Table 1 are 

those used by LeFevre. (18:210-213) The dictionary symbols 

used in Table 1 are from Webster's New Elementary 

Dictionary, 1970 edition, published by American Book 

Company. (28)* 

Thirty of the words in the Phoneme-Control Test 

contain consonant clusters; that is, distinctly heard 

sequences of consonant phonemes with no intervening vowels. 

(18:181) Table 2 shows the consonant clusters that are 

included. 

The Phoneme-Control Test was administered twice 

to each subject. The first testing session occurred during 

the fourth and fifth weeks of the school year. The second 

administration occurred during the thirtieth and 

*The investigator obtained access to information 
contained in the 1970 edition of this dictionary prior to 
its publication through Dr. Neville Bremer, the investi
gator' s major professor, who is associated with the 
publisher as an author. 
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TABLE 1 

PHONEMES INCLUDED IN THE PHONEME-CONTROL TEST 

/ ^ / 

/oy/ 

/aw/ 

/b/ 

/ « / 

/&/ 

/f/ 

/g/ 

/h/ 

/iy/ e 
\ 

phonemic Symbol Dictionary Symbols Key Words 

/oe / a fat 

/ey/ a pate 

/a/ a pot 

/e/ e bet 

beet 

/i/ i pit 

/ay/ i pike 

/ow/ o pole 

/^/ 6 caught 

/uw/ *̂  P^^l 

/u/ u put 

a but 

oi point 

au pound 

b baby 

ch chip 

d dare 

f fork 

g goat 

"h hot 
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TABLE 1—Continued 

phonemic Syiribol 

/ j / 

/k/ 

/ ! / 

/m/ 

/n/ 

/g/ 
/P/ 

/r/ 

/s/ 

/V 
/t/ 

/e/ 

/ / / 

/v/ 

/w/ 

/y/ 

/z/ 

/I/ 

Dictionary Symbols 

j 

k 

1 

m 

n 

ng 

P 

r 

s 

sh 

t 

th 

t22 

v 

w 

y 

z 

zh 

Key Words 

jet 

kite 

lap 

map 

nap 

sing 

pat 

root 

sip 

ship 

tip 

thin 

the 

vat 

way 

yet 

zip 

vision 

thirty-first weeks of the school year. The same set of 

words was used for each of the testing sessions. The exact 

date of each administration of the Phoneme-Control Test for 

subject was determined in the following manner: 
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CONSONANT CLUSTERS INCLUDED IN THE 
PHONEME-CONTROL TEST 
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Cluster 

/bl/ 
/br/ 
/dr/ 
/fl/ 
/fr/ 
/gi/ 
/gr/ 
/hw/ • 
/kl/ 
/kr/ 
/ks/ 
/kst/ 
/kw/ 
/Id/ 

Key V7ord 

blend 
brake 
drum 
floor 
freeze 
glue 
grass 
why 
clock 
crumb 
box 
next 
quick 
yield 

Cluster 

/nd/ 
/nj/ 
/nk/ 
/pl/ 
/pr/ 
/r^/ 
/sk/ 
/si/ 
/sn/ 
/sp/ 
/st/ 
/tr/ 
/er/ 

Key Woid 

blend 
change 
think 
plum 
print 
church 
scout 
slow 
snake 
speech 
sting 
train 
three 

1. The names of all subjects were placed in a 

box. 

2. Names were drawn from the box one at a time 

and were listed on a sheet of paper in the same order in 

which they were drawn. 

3. Beginning on the first day of the fourth week 

of school, the investigator administered the test to the 

first five subjects on the list who were present. On each 

subsequent school day the investigator administered the 

test to the next five to eight subjects on the list until 

all subjects had been tested. 
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4. If a subject was absent on the day that he was 

to be tested, his name was re-entered at the end of the 

list of subjects. 

5. Beginning on the first day of the thirtieth 

week of school the above described procedure was repeated 

except that all subjects tested on any given day were from 

the same room. This change was made for the convenience 

of the teachers involved. 

The testing procedure required the subject to listen 

to and repeat each of the words after it was pronounced 

by the investigator. Student responses were recorded on 

magnetic tape. After the testing sessions for each day were 

completed the investigator listened to the recordings, and 

recorded the performance of each subject on an Examiner's 

Scoring Sheet. A copy of the scoring sheet for the Phoneme-

Control Test is included in the Appendix section of this 

dissertation. 

Table 3 shows the phonemic transcriptions and the 

dictionary symbols for each word which is included in the 

Phoneme-Control Test. The respellings are those found in 

the 1970 G. and C. Merrian Webster's New Elementary 

Dictionary (28), except that indicators of syllabication 

and stress have not been included. 
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TABLE 3 

THE SET OF WORDS COMPOSING THE PH0NEI4E-C0NTR0L 
TEST AND THE PRONUlvICIATION OF EACH 

Test Word Dictionary Respelling Phonemic Transcriptions 

baby 

babies 

bite 

blend 

box 

boy 

brake 

bubble 

catch 

caught 

change 

choose 

church 

clock 

cot 

crumb 

daily 

dead 

division 

drum 

fix 

(babe) 

(babez) 

(bit) 

(blend) 

(baks) 

(bii) 

(brak) 

(bab^l) 

(kach) 

(kot) 

(chanj) 
• * 

(chuz) 

(charch) 

(klak) 

(kat) 

(kr^m) 

(dale) 

(ded) 

(dSvizh8n) 

(dr5m) 

(fiks) 

/beybiy/ 

/beybiyz/ 

/bayt/ 

/blend/ 

/baks/ 

/boy/ 

/breyk/ 

/babSl/ 

/kcec/ 

/kot/ 

/ceynj/ 

/cuwz/ 

/c5rc/ 

/klak/ 

/kat/ 

/krPm/ 

/deyliy/ 

/ded/ 

/d^viz^n/ 

/dr^m/ 

/fiks/ 
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TABLE 3—Continued 

Test Word Dictionary Respelling phonemic Transcriptions 

flop 

foot 

freeze 

gate 

glue 

goat 

grass 

haul 

hush 

jello 

jig 

ladder 

lather 

leaf 

look 

mask 

measure 

mission 

mother 

next 

noon 

plum 

pound 

(fl*ap) 

(fut) 

(frez) 

(git) 

(giu) 

(got) 

(gras) 

(h6l) 

(hash) 

(jel5) 

(jig) 

(ladar) 

(lathar) 

(lif) 

(luk) 

(mask) 

(mezhar) 

(mishsn) 

(msthar) 

(nekst) 

(nun) 

(piam) 

• 

(paund) 

/flap/ 

/fut/ 

/friyz/ 

/geyt/ 

/gluw/ 

/gowt/ 

/gr«5 s/ 

/hOl/ 

/has/ 

/jelow/ 

/jig/ 

/Icedar/ 

/i^a r/ 

/liyf/ 

/luk/ 

/mcesk/ 

/mez^r/ 

/mis9n/ 

/maJar/ 

/nekst/ 

/nuwn/ 

/pia m/ 

/pawnd/ 
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TABLE 3—Continued 

Test Word Dictionary Respelling Phonemic Transcriptions 

print 

pull 

quick 

raise 

scout 

shoes 

sing 

sip 

slow 

snake 

speech 

sting 

then 

think 

though 

thought 

three 

train 

travel 

van 

vision 

voice 

vote 

(print) 

(pul) 

(kwik) 

(raz) 

(skaut) 
• • 

(shuz) 

(sing) 

(sip) 

(slo) 

(snak) 

(spech) 

(sting) 

(then) 

(thingk) 

(tho) 

(thot) 

(thre) 

(tran) 

(traval) 

(van) 

(vizhn) 

(vols) 

(vot) 

/print/ 

/pul/ 

/k̂ vik/ 

/reyz/ 

/skawt/ 

/suwz/ 

/sly 
/sip/ 

/slow/ 

/sneyk/ 

/spiyc/ 

/stiYj/ 

/^en/ 

/eiTjk/ 

/5ow/ 

/eat/ 

/eriy/ 

/treyn/ 

/trcPvai/ 

/ween/ 

/vizn/ 

/voys/ 

/vo\>rt/ 

Ji. 
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TABLE 3—Continued 

Test V7ord 

wash 

why 

wife 

wig 

wings 

yellow 

yield 

you 

zip 

zoom 

Structured 

Dictionary Respelling 

(wosh) 

(hwi) 

(wif) 

(wig) 

(wings) 

(yelo) 

(yild) 

(yu) 

(zip) 

(zum) 

Interviews 

Phonemic Transcriptions 

/was/ 

/hway/ 

/wayf/ 

/wig/ 

/wiT) z/ 

/yelow/ 

/yiyid/ 

/yuw/ 

/zip/ 

/zuwm/ 

The investigator worked with each subject indi

vidually in two structured interviews. These interviews 

were recorded on magnetic tape, and were for the purpose 

of obtaining additional data related to changes in control 

of the phonemes of English. Each subject was interviewed 

during the sixth or the seventh week of school and again 

during the thirty-first or thirty-second week of school. 

The exact date of each interview of each subject was 

determined by precisely the same procedure as the date 
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of administration of the Phoneme-Control Test. This pro

cedure is described on pages 

Each interview was composed of two parts, each part 

lasting approximately five mJnutes. The first part con

sisted of a question-and-ansv7er situation designed to 

establish rapport between the subject and the investigator. 

This question-and-answer situation also had the purpose 

of eliciting from the subject samples of his English 

speech in a conversational setting. The questions used in 

this portion of the interview included the following: 

1. What is your name? 

2. Who is your teacher? 

3. What have you been doing in school today? 

4. How do you get home each day when school is 

over? 

5. What do you do when you get home? 

6. Who lives at your house? 

7. What kind of pet do you have? 

As the interview proceeded, the investigator 

inserted additional questions as needed in order to encour

age the child to expand and vary his verbal responses. 

The investigator also asked a series of questions asking 

for the names of various objects and body parts. The 

investigator would point to an object and ask, "What is 

this?" The objects included a chair, a desk, a rubberband, 

a shoe, a sock, a pencil, a watch, a ruler, a shirt. 
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a book, and a piece of paper, other objects were included 

occasionally. The parts of the body included the teeth, 

face, hair, eyes, nose, and ears. 

The second part of each interview consisted of 

shov7ing the subject a series of three pictures and asking 

questions about each of these. A fourth picture was used 

if the subject's responses to the first three were very 

limited. The questions asked included the following: 

1. What is happening in this picture? 

2. What do you see? 

3. What is this? What color is this? (In this 

case the investigator pointed to a specific object in the 

picture.) 

The pictures used in the interviews were Large 

Story Cards from the Peabody Language Kit A. (10) The 

pictures used were Family Scene, Street Scene, Circus 

Scene, and Fire Scene. After the interview sessions for 

each day were completed, the investigator listened to the 

recordings and listed each phonemic error on a scoring 

sheet. 

Word-Decoding Tests 

Data related to the internalization of generali

zations concerning the orthographic representations of the 

speech sounds of English were gathered by means of a series 
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of six Word-Decoding Tests. Each test consisted of three 

parts and was designed to indicate the degree of difficulty 

subjects had in decoding in three kinds of situations: 

(a) when confronted with nonsense words which contain a 

spelling pattern that has previously been taught, (b) when 

a new spelling pattern was initially introduced, and 

(c) when story material was being read orally. The series 

of decoding tests was correlated with the Basic Reading 

Series (21) in that each test was given when a particular 

point in the reading material was reached. Test I was 

given when the subject completed page 31 in A pig Can Jig, 

Test II was given upon completion of page 55 in A Pig Can 

Jig, Test III was given upon completion of page 76 in 

A pig Can Jig, Test IV was given upon completion of page 37 

in A Hen in a Fox's Den, Test V was given upon completion 

of page 86 in A Hen in a Fox's Den, and Test VI was given 

upon completion of page 92 in Six Ducks in a Pond. (21) 

The investigator administered the decoding tests to each 

subject. The number of tests taken by each subject varied 

according to the rate of progress in the reading material. 

Some subjects took all six tests, but a number of subjects 

took only three tests. A copy of the scoring sheet for 

each of the six Word-Decoding Tests is included in the 

Appendix of this dissertation. 
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When two or more subjects reached a test point in 

the Basic Reading Series (21) at the same time, those 

subjects were scheduled alphabetically for testing. No 

one was present during a testing session except the subject 

and the investigator. 

part A of each test was composed of thirteen nonsense 

words which the subject had not encountered in the reading 

material but which contained a regular spelling-pattern 

that the subject had previously encountered, other criteria 

which were observed in selecting the nonsense words included 

in Part A of each test were: 

1. The initial consonant of each nonsense word 

was one which the subject had previously encountered in the 

reading material. 

2. Spelling-patterns that were included in previous 

tests were not included. 

3. In the case of the first four tests, all regular 

spelling-patterns which had been taught since the previous 

testing were included an approximately equal number of 

times. Since more than thirteen new patterns were eligible 

for inclusion in tests V and VI, the investigator eliminated 

those patterns illustrated by the fewest pattern words in 

the Basic Reading Series. (21) 

In administering part A of each test the investi

gator asked the subject to read orally each of the thirteen 

nonsense words. As the subject read, the investigator 
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recorded each decoding error on the Examiner's Scoring 

Sheet. The subject was asked to make an attempt to decode 

each word. If the subject did not m.ake an attempt within 

a few seconds, or if the subject decoded the word incor

rectly, the investigator provided one clue. For example, 

if the subject missed the nonsense word zed, the investi

gator said, "T, E, D spells Ted. Wliat does Z, E, D spell?" 

If after a few seconds the subject still failed to respond, 

or responded again incorrectly, he was asked to proceed 

to the next word in the test. The examiner assisted the 

subject in no way other than has been described here. 

Part B of each test was composed of a set of words 

containing the spelling-pattern introduced next in the 

Basic Reading Series. (21) These words V7ere used because 

(a) they were the next step in the sequential program of 

the reading material and (b) they appeared in the material 

used in Part C of the same test. Nonsense words were not 

included in part B. The set of words for each test is 

shown on the Examiner's Scoring Sheet. If the set contains 

a word which begins with a consonant not previously taught 

in the reading material, that word is listed first. All 

other words are listed alphabetically. 

In administering Part B of the Word-Decoding Test 

the writer presented the new spelling-pattern to the 

subject and provided opportunities for the subject to 

decode words in the pattern which had not been taught. The 
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teaching procedure used by the investigator in adminis

tering Part B v/as basically the same as the procedure 

suggested by the authors of the Basic Reading series. (21) 

This procedure is described on pages 6 and 7 of the 

Supplementary Teaching Plans for level A. (22:6-7) 

The investigator presented the first word in the 

set and then provided the subject an opportunity to decode 

the second word in the set. If the subject could not 

decode the word, the investigator re-taught the pattern 

and then provided the subject an opportunity to decode 

the third word in the set. This procedure of teaching 

and making provision for decoding was continued until all 

words in the set had been presented. A detailed descrip

tion of the procedure used in administering part B follows: 

1. The investigator pointed to the first word 

listed on the Examiner's Scoring Sheet, Part B. 

2. The investigator named the letters of the word 

and then pronounced the word. The subject was then asked 

to name the letters and say the word. 

3. The investigator pointed to the second word in 

the list and said, "What is this word?" If the subject 

hesitated for several seconds or misread the second word 

in the list, the investigator said, "̂ Name the letters 

and then try to say the word." 
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4. If the subject was still unable to decode the 

second word, the investigator wrote on the scoring sheet 

another word which had previously been taught, and that 

varied from the word to be decoded only in the final letter. 

For example, if the set-word were cap the investigator 

wrote cat or can. The investigator then named the letters 

and pronounced the clue word, named the letters and pro

nounced the previous set-word, and named the letters of 

the set-word being presented. He would then say to the 

subject, "What is this word?" 

7. If the subject was still unable to decode the 

second set-word, the investigator named the letters and 

pronounced the words. He then asked the subject to name 

the letters and pronounce the word. 

8. The investigator then presented the first and 

second set-words again, naming the letters and pronouncing 

the word. He would then point to the third word listed 

on the scoring sheet and say, "What is this word?" 

This procedure was continued until all the words 

in the list had been presented. The subject was given 

credit for a correct decoding response if the correct 

response was made at any point in the teaching procedure 

prior to the investigator's pronouncing the word. 

part C of each of the Word-Decoding Tests consisted 

of material in the Basic Reading Series readers which 

immediately follows the page introducing the spelling-pattern 
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used in Part B of the same test. (21) The material used 

in Part C of each test included one or more words con

taining the spelling-pattern presented in part B. Part C 

of each test also included most of the regular spelling-

patterns previously presented in the reading materials. 

Word-Decoding Test I did not include Part C. All other 

tests were composed of all three parts. 

Part C of Test II is found on page 57 of A pig 

Can Jig (21) and included forty-eight pattern words, 

part C of Test III is found on pages 82 and 83 of A pig 

Can Jig (21) and includes 67 pattern words. Part C of 

Test IV is found on pages 40 and 41 of A Hen in a Fox's 

Den (21) and contains sixty-seven pattern words. Part C 

of Test V is found on pages 2 and 3 of Six Ducks in a Pond 

(21) and includes eighty-three pattern words. Part C of 

Test VI is found on pages 96 and 97 of Six Ducks in a Pond 

and includes one hundred sixteen pattern words. (21) 

The investigator showed the subject where to begin 

reading, and then recorded on a scoring sheet each decoding 

error that was made. When the subject made a mistake, the 

investigator pronounced the word correctly and the subject 

continued to read. After the test was completed, the 

investigator calculated the per cent of all pattern words 

which the subject had decoded correctly. Approximately 

fifteen minutes was required to administer all three 

sections of the Word-Decoding Test. 
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Motivational Rating Scale 

The investigator developed a rating scale which 

was used to gather data related to motivation to participate 

in the reading-learning activities used in the experimental 

classes. The rating scale is composed of two parts. The 

first part includes ten statements which describe behavior 

judged to be indicative of motivation to participate in 

the reading-learning activities. The second part includes 

six statements which describe behavior judged to be indica

tive of lack of motivation to participate in the reading-

learning activities. In formulating the statements which 

are included, the investigator utilized the advice of 

Dr. Neville Bremer and Dr. C. L. Ainsworth of the College 

of Education of Texas Tech University. The scale developed 

utilized a scoring system similar to that used by Harris. 

(16) A copy of the Motivation Rating Scale is included 

in the Appendix of this dissertation. 

The investigator observed all subjects ten times 

during this study, with the exception of five subjects 

who were observed only nine times and one subject who was 

observed eight times. Each observation met the following 

criteria: 

1. It occurred between 8:40 A.M. and 10:00 A.M. 

2. It was approximately twenty minutes long. 
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3. It occurred while the subject and the reading 

group in which he was a member V7ere working with tlie 

teacher in the reading circle. 

4. It began at the time in the daily schedule 

that the subject and the group usually were with the teacher 

in the reading circle. 

5. Not more than four subjects were observed 

during one twenty minute observation period. 

The following guidelines were used in identifying 

the subjects to be observed during any given, week: 

1. The first observation occurred approximately 

four weeks after initial instruction in the Level A book. 

(21) 

2. The remaining observations occurred on a bi

weekly basis until all ten observations had been completed, 

or until such time as it was necessary to begin weekly 

observations in order to complete the full series of ten 

by the end of the thirty-third week of the school year. 

No observations occurred after that time. 

The exact date of each observation of each subject 

was determined by the follov7ing random selection procedure: 

1. The numbers of the subjects to be observed 

during a given week were written on separate pieces of 

paper and placed in a box. 

2. The investigator drew one subject's number 

from the box and then determined the name of the subject's 



85 

teacher and the time of the subject's reading circle. 

The investigator then entered the teacher's name, the 

subject's nam-, and the subject's reading circle time on 

a sheet of paper titled First Day. 

3. The procedure described in the preceding 

paragraph was repeated until all numbers had been dra\̂ ^̂  

from the box and all subjects had been scheduled for 

observation. 

When a conflict in scheduling occurred, the subject 

whose number had previously been listed in the schedule 

was given precedence over the student whose name had not 

yet been entered. Conflicts in scheduling occurred for 

two reasons. First, no more than four subjects were 

scheduled at any reading-circle time. Second, it was not 

possible to observe two students at the same time who 

were in two different groups. Each time that a conflict 

occurred, the subject v7hose number had not yet been entered 

in the schedule for the v/eek was scheduled at the earliest 

time that there was no conflict. 

l^en a subject was absent on the day that he was 

scheduled for observation, his observation was changed with 

that of the first student from the same reading group who 

was scheduled for observation on a later day in the same 

week. In the event that no change was possible, the 

subject who was absent was observed as soon as possible 

after his return to school. 
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After each observation the investigator calculated 

the per cent of observed behavior which was indicative of 

motivation to participate in the reading-learning activity, 

Data Organization 

Each time a subject was tested, interviev7ed, or 

observed, his performance was recorded on a scoring sheet. 

The information thus compiled was organized and used in 

the ways described below. 

Data Gathered by Phoneme-
Control Tests 

The data gathered by the phoneme-Control Tests 

were organized and analyzed so as to provide the following 

information: 

1. The number of times each phoneme was missed 

during each administration of the test. 

2. The number of times each phoneme was missed 

in a particular way. 

3. The number of pronunciation errors made by 

each subject on each administration of the test. 

These data were used (a) to determine which phonemes 

were missed most often on each administration of the test, 

(b) to determine the most frequent types of phonemic 

variation, (c) to determine the extent to which the total 

group and each sub-group changed in phoneme-control. 
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(d) to test for differences among the mean scores of the 

four experimental classes, (e) to test for differences 

between the mean scores of m.ale and female subjects, and 

(f) to determine the extent of correlation between phoneme-

control and reading achievemoit as measured by the 

Cumulative Reading Test. (2) 

Data Gathered by 
Structured Interviews 

The data gathered by the Structured Interviews 

were organized and analyzed so as to provide the following 

information: 

1. The number of subjects missing each phoneme 

during each interview. 

2. The number of phonemes missed by each subject 

during each interview-

3. The most frequent types of phonemic variation. 

These data were used in the same ways as were the 

data gathered by the Phoneme-Control Tests. In addition, 

these data were used to determine the extent of correlation 

between performance on the Structured Interviews and 

performance of the Phoneme-Control Tests. 

Data Gathered by 
Word-Decoding Tests 

Data gathered by the Word-Decoding Tests was analyzed 

and organized to provide the following information: 
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1. The number of correct responses made by each 

subject on each section of each test. 

2. The mean score on each section of each test 

for (a) all subjects taking that test and (b) for subjects 

taking that test but taking no subsequent tests in the 

series. For example, a mean score V7as calculated on each 

section of Test IV for all thirty-one subjects taking the 

test. A mean score was also calculated on each section 

of Test IV for five subjects within the group of thirty-

one who took no subsequent tests in the series. 

Two additional mean scores were calculated for 

each section of Test III. These were (a) the mean score 

on Test III for subjects taking Test V but no subsequent 

tests, and (b) the mean score on Test III for subjects 

taking all six Word-Decoding Tests. 

Data Gathered by the 
Motivation-Rating Scale 

The data gathered by the Motivation-Rating Scale 

were organized and analyzed to provide the following 

information: 

1. Each subject's score on the first half of each 

observation, and each subject's score on the second half 

of each observation, 

2. Each subject's total score on each observation 



89 

These data were used to determine the mean score 

for each room and for the total group of subjects for each 

of the follov7ing: (a) the first five observations, 

(b) the last five observations, (c) the com.plete series 

of observations, (d) the first half of all ten observations, 

and (e) the last half of all ten observations. These data 

were also used to determine the correlation betv7een moti

vation to participate in the reading-learning activities 

and reading achievement. 

Data Gathered by the 
Cumulative Reading Test 

Data gathered by the Cumulative Reading Test (21) 

were used (a) to determine the mean performance of the 

total group and of each of the six sub-groups, (b) to test 

for differences in the mean performance of the four experi

mental classes, (c) to test for differences in the mean 

performance of male and female subjects, and (d) to determine 

the correlation between reading and motivation, and between 

reading and phoneme-control. 



CHAPTER IV 

PRESENTATION Al̂ D AKIALYSIS OF FINDINGS 

Phoneme Control 

Extent of Control 

Table 4 shows the mean number of errors for the 

total group and for each sub-group on the first and second 

Phoneme-Control Tests. Scores on the first test v/ere 

compared with scores on the second test by means of a 

t-test procedure. (9) As the table shows, the mean of the 

total number of errors for all subjects was significantly 

lower on the second test than on the first (.01). In 

addition, the mean of the total number of errors of both 

male and female subjects was significantly lower on the 

second test (.05). Although the mean number of errors 

of each of the experimental classes was lower on the 

second test than on the first, only room D had a statis

tically significant reduction (.05), Room c had the lowest 

mean number of errors on both the first and the second 

test but his room also had the least reduction in phonemic 

errors. 

The analysis of variance technique described by 

^oppin (20:179-186) was used to compare the mean scores 

of the four experimental classes on the first Phoneme-Control 

90 
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TABLE 4 

mm NUMBER OF ERRORS ON FIRST AND SECOND 
PHONEME-CONTROL TESTS 

Groups N X- X2 

Total 
Males 
Females 
Room A 
Room B 
Room C 
Room D 

52 
27 
25 
11 
13 
13 
15 

25.05 
25.92 
24.12 
25,72 
27,46 
19,30 
27,46 

18.46^ 
19,llt> 
17,76^ 
17.90 
19.30 
16.23 
20.06^ 

Reduction 

6.59 
6.81 
6.36 
7,82 
8,16 
3.07 
7,40 

Reduction in errors significant at .01. 

deduction in errors significant at ,05. 

Test, The results are shown in Table 5. This technique 

revealed no significant differences among room means; 

however, inspection of room mean scores suggested the 

possibility that room C was significantly lower than the 

other rooms by a series of t-tests. (9) The only difference 

found to be significant was between the mean scores of 

rooms C and D (.05). 

Source of 
Variation 

Between 
Within 
Total 

ANALYSIS OF 
FIRST 

df 

3 
48 
51 

TABLE 5 

VARIANCE OF ROOM SCORES 
PHONEME-CONTROL TEST 

Sum of 
Squares 

596,89 
5649,94 
6246.83 

Mean 
Square 

198,96 
117,71 

ON 

F Ratio 

1,69 
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These same procedures V7ere used to compare mean 

scores of the four room.s on the second phoneme-Control 

Test. No significant differences were revealed either 

through analysis of variance or by t-tests. Results of 

analysis of variance of scores on the second test are shown 

in Table 6. 

Source of 
Variation 

Between 
Within 
Total 

ANALYSIS OF 
SECOND 

df 

3 
48 
51 

TABLE 6 

VARIANCE OF ROOM 
PHON ET^E-CONTROL 

Sum of 
Squares 

116.00 
4164.93 
4280.93 

SCORES 
TEST 

Mean 
Square 

38.66 
86.76 

ON 

F Ratio 

,44 

Mean scores of male and fem.ale subjects on both 

Phoneme-Control Tests were compared by t-tests. (9) No 

significant difference was found between male and female 

means on either test. Females made fewer errors on each 

test; however, the reduction in mean number of errors 

was slightly greater for males than for females. Results 

of comparisons of male and female mean scores are shown 

in Table 7, 
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TABLE 7 

SCORES OF PiALE AND FEMALE SUBJECTS ON THE 
FIRST AJSID SECOND PHONEME-CONTROL TESTS 

Test 1 
Test 2 

Reduction 

Male X 

25.92 
19.11 

6.81 

Female X 

24.12 
17.76 

6.36 

Table 8 shows the mean number of phonemes missed 

for the total group and for each sub-group on the first 

and second Structured Interviews. An incorrect phoneme 

was credited as one error even if it was mispronounced 

more than once. For example, if a subject missed the 

phoneme /d/, he was credited with one error, even though 

he missed the phoneme in several words. No significant 

differences were found between scores on the first and 

second interviews when mean scores were compared by t-tests; 

however, all groups except females and room B showed some 

reduction in mean number of phonemes missed. 

There were no significant differences among mean 

scores of the four rooms on either the first or second 

interviews. Room C had the lowest mean number of phonemes 

missed on each interview, and also had the greatest reduc

tion in number of errors. Female and male subjects did 

not differ significantly on either interview. Females 
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TABLE 8 

MEAN NUMBER OF PHONEiyiES MISSED ON FIRST AND 
SECOND STRUCTURED INTERVIEWS 

Groups 

Total 
Males 
Females 
Room A 
Room B 
Room C 
Room D 

N 

50 
25 
25 
11 
11 
13 
15 

Xl 

10.20 
11,00 
9.40 
10,18 
10,27 
9,76 
10,53 

^2 

9.58 
9.28 
9.88 
9.72 
10.81 
8.38 
9,60 

Reduction 

,62 
1.72 
,48+ 
,46 
,54+ 

1.38 
.93 

+Indicates an increase in mean number of phonemes 
missed, 

missed fewer phonemes on the first interview, but failed 

to show any reduction in number of errors. Males missed 

fewer phonemes than did females on the second interview. 

The Pearson r-correlation technique (9) was used 

to determine the extent of correlation between scores for 

all subjects on the first Phoneme-Control Test and the 

first Structured Interview, A positive correlation was | 

found (r=.65) which was significant at the .01 level. 

Types of Phonemic Errors 

The investigator counted all phonemic errors 

detected on each of the Phoneme-Control Tests in order to 

determine the total number of times each phoneme was missed 

on each test. For example, the count revealed that the 

phoneme /i/ as in bit was missed fifty-four times on 

'i 
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Test 1 and nineteen times on Test 2. The investigator 

also counted the num̂ ber of subjects missing each phoneme 

one or more times on each of the interviev7S. For example, 

/i/ was missed by twenty-three subjects on Interview ] and 

by sixteen subjects on Interview 2. Table 9 shov7s the 

vowel phonemes most frequently missed in this study, while 

Table 10 shows the consonant phonemes most frequently 

missed. Phonemes not listed in the columns under Test 1 

or Test 2 were missed fewer than ten times. Phonemes not 

listed under Interview 1 or Interview 2 were missed by 

fewer than eight subjects. 

T e s t 1 

/3/ 
/ e / 
A/ 
/o/ 
/ u / 
/ce/ 
/ i y / 
/ a / 

VOWEL PHONEMES 

TABLE 

MOST 

I n t e r v i e w 1 

/<? / 
/ e / 
/ i / 
/ u / 
/ce/ 
/O/ 

9 

FREQUENTLY 

T e s t 2 

/o/ 
M 
/e/* 
/iy/ 
/i/* 
/oe/* 
/<?/* 
/ a / 

MISSED 

I n t e r v i e w 2 

/<?/* 
/e/* 
/i/* 
/ce/* 
/ u / * 
/O/ 

*Reduction of 25% or more in number of errors detected 

As is shov/n in Table 9, the rank order of most 

frequently missed vowel phonemes is almost identical for 

the first and second Structured interviews, and for the 

first six phonemes of the first Phoneme-Control Test, The 
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Test 1 

/c7 
/&/ 

/?/ /V 
/ / / 

/o/ 
/t/ 
/v/ 
/s/ 
/§/ 
/g/ 
/O/ 
/r/ 
/k/ 
/I/ 

TABLE 

CONSONANT PHONEMES 

Interview 

/z/ 
/d/ 
/c/ 
/e/ 
/e/ 
M 
/P/ 
/g/ 
/s/ 
/r/ 
/o/ 
/b/ 
/I/ 

1 

• 

10 

MOST FREQUENTLY 

Test 2 

/z/ 
/c/ 
/2/ 
/d/ 
/i/ 
/ # • / * 

/e/* 
/t/* 
/s/ 
/r/ 
/^z 
/v/* 
/g/* 

MISSED 

Interview 2 

/z/ 
/d/ 
/&/ 

/S/ 
^M 
/t/ 
/i/ 
/e/* 
/r/ 
/I/ 
/g/* 

*Reduction of 25% or more in number of errors, 

phonemes listed under Test 2 are identical to those listed 

under Test 1; however, the rank order is considerably 

changed. None of the most frequently missed vowel phonemes 

included in Table 9 are found as phonemes in Spanish, 

except for the phonemes /iy/ and /a/. (19:83) These two 

phonemes were rarely missed on the interviews, but /iy/ 

was missed more frequently on Test 2 than on Test 1,* 

*The phoneme /iy/ is not really identical in 
Spanish and English, for the /iy/ of English is diphthongized 
to a greater degree in English than the /ly/ of Spanish, 
(19:82-84) 

S] 
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Table 9 also shows that there was a reduction of 

25 per cent or more in the number of errors detected for 

several of the vowel phonemes. Three of these phonemes 

showed the 25 per cent or more reduction on both Test 2 

and Interview 2. 

Table 10 shoves several similarities and contrasts 

between consonant phonemes most frequently missed on the 

Phoneme-Control Tests and those most frequently missed 

on the Structured Interviews. The phonemes /c/, /d/, 

and /v/ ranked high on both tests and both interviews. 

The phonemes /k/, /e/, and /t/ ranked high on Test 1 and 

Interview 1, but all three of these phonemes had an error 

reduction of at least 25 per cent on Test 2, The phoneme 

/e/ also had this reduction on Interview 2. The only 

other consonant phoneme having the 25 per cent error 

reduction in the interview situations was /g/. The 

phoneme A / was missed more frequently on Interview 2 than 

on Interview 1. While the three most frequently missed 

vowel phonemes showed an error reduction of at least 

25 per cent in both the test and interview situations, 

none of the three most frequently missed consonant phonemes 

showed this amount of reduction in either situation. 

The phonemes /z/, /v/, and /s/ ranked high among 

the most frequently missed consonants on Test 1, but were 

not ranked on Interview 1. The phoneme /p/ ranked high 

on interview 1, but was not ranked on Test 1. Other 
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phonemes ranked in one situation but not in the other 

include /k/ on Test 1, and /b/ on Interview 1. 

Table 11 shows how the phonemes listed in Tables 9 

and 10 were missed. Vowel phoneme errors typically involved 

the substitution of a vowel phoneme common to Spanish and 

English for a vowel phoneme found only in English. For 

example, the English phoneme /d/ often became /a/, a 

phoneme in both Spanish and English. Substitution errors 

which did not follow the above described pattern included 

(a) the substitution of English phoneme /e/ for English 

phoneme /ce/ In ladder, (b) the substitution of English 

phoneme /o/ for English phoneme /d/ in hush, and (c) the 

substitution of English phoneme /9/, a phoneme which does 

not exist in Spanish, for the phoneme /a/, a phoneme 

found in both languages. (19:82-83) This substitution of 

/d/ for /a/ typically occurred in cot. 

Consonant phoneme errors v/ere of two types— 

substitution and omission. For example, subjects often 

omitted the phoneme /d/ in blend, but subjects also changed 

the final phoneme /d/ in dead to /t/. Omission of a 

consonant phoneme typically involved a final phoneme in a 

word, or involved one of the phonemes in a consonant blend. 

Substitution errors often involved the substitution 

of a consonant phoneme common to Spanish and English for 

a phoneme found only in English, as in the case of /s/ 

being substituted for /z/ in freeze. Substitution errors 
I t 
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TABLE 11 

HOW THE PHONEMES V7ERE MISSED 

Phoneme 
Missed 

/d/ 
/e/ 
/i/ 
/o/ 
M 
/ce/ 
/a/ 
/iy/ 
/ « / 

/d/ 
/z/ 
/ | / 

/ ^ / 

/6/ 
/t/ 
/v/ 
/s/ 
/s/ 
/g/ 
/H/ 
/r/ 
/k/ 
/I/ 
/p/ 
/b/ 

Most Frequent Types 
of 

/a/. 
/ey/ 
/iy/ 
/a/ 
/uw/ 
/e/ 
/d/, 
/i/ 
/§/ 
{ ), 
/s/ 
/ j / 
/d/. 
/f/. 
( ) 

/b/ 
/es/, 
/cV, 
/k/ 
{ ), 
( ) 

( ) 

( ) 

( ) 

( ) 

Errors 

/o/ 

/o/ 

/t/ 

/v/, /I/ 
/t/, /s/ 

. ( ) 

/s/ 

/nk/ 

Words in 
Errors 

hush 
jello 
sister 
haul 
foot 
ladder 
cot 
leaf 
choose 
blend. 
freeze 

V7hich the 
Occurred 

dead 

television 
then, lather 
think 
next 
vote 
snake. 
shoes. 
jig 
sing 
church. 
mask 
pull 

speech 
mission 

ladder 

popcorn 
rubberband 

( ) Indicates the phoneme was omitted. 

sometimes involved substituting a voiceless phoneme for 

a voiced phoneme, as when /s/ replaced /z/, and when /k/ 

replaced /g/. More often, however, substitution involved 

two consonants of the same class; that is, voiced were 

substituted for voiced, as in the case of /d/ for /<^/, 

and voiceless were substituted for voiceless, as in the 
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case of /f/ for /e/. The phoneme /z/ was typically 

changed to / j / . Neither of these phonemes is found in 

Spanish. The phonemes /c/ and /s/ were used interchange

ably by the subjects in this study. For example, a subject 

might begin chair with the phoneme /s/ and then begin 

shoes with /c/. 

Several words which were frequently missed by the 

subjects in this study were particularly interesting to the 

investigator, Rubberband was often pronounced /ruwben/, 

/rarbcpn/, or /r<9b5bcen/. popcorn became /pak^rn/, while 

carrying became /karin/. The phoneme /e/ in teeth and with 

often was changed to /d/ or /s/, and the phoneme /i/ in 

sister often became /iy/ as in beet. The word tennis 

was used by many subjects in response to the question, 

"What kind of shoes does the boy in the picture have on?" 

An appropriate answer would have been tennis shoes. Most 

of the subjects pronounced tennis as /toeniyz/. Church 

was pronounced /s<5rs/, /s(9rc/, and /cars/. In addition 

the /^/ in church was often changed to /a/ or /o/. The 

phonemes /sk/ in mask frequently were reversed so that the 

word was pronounced /mceks/. Speech was changed to /piyc/, 

/spiys/, /espiyc/, and, in addition, the /iy/ was often 

changed to /i/. 
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phoneme-Control and Reading Achievement 

Table 12 shov/s the mean score of the total group 

and of each sub-group on the Cumulative Reading Test. (21) 

A t-test was used to compare the mean scores of male and 

female subjects. Females scored higher than males, but 

the difference was not found to be significant, 

TABLE 12 

MEAN SCORES ON CUI^LATIVE READING TEST 

Group N X 

Total 48 43.31 
Females 24 44.04 
Males 24 42.58 
Room A 10 42,20 
Room B 11 40.36 
Room C 12 45,58 
Room D 15 44.40 

An analysis of variance technique (42:179) was 

used to compare the mean scores of the four experimental 

rooms. No significant difference among means was found. 

Room C, the highest scoring room, was the room having the 

lowest mean number of errors on both the first and second 

Phoneme-Control Tests. Room D ranked second highest on the 

Cumulative Reading Test (21), but had the highest mean 

number of errors on the second Phoneme-Control Test, 

Table 13 shows the results of the analysis of variance. 

n 
%: 
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ANALYSIS C 
ON 

Source of 
Variation 

Between 
Within 
Total 

df 

3 
44 
47 

TABLE 13 

• F V^JIIANCE OF ROOM 
CUMlTL/vTIVE READING 

Sum of 
Squares 

187,65 
9684,67 
9872.32 

: MEAN SCORES 
TEST 

Mean 
Square 

62,52 
220.10 

F Ratio 

.29 

The Pearson r-correlation technique (9) was used 

to determine the extent of correlation between scores for 

all subjects on the first phoneme-Control Test and the 

Cumulative Reading Test (20), and to determine the extent 

of correlation between scores for all subjects on the 

second Phoneme-Control Test and the Cumulative Reading Test. 

In both cases a positive correlation was found (r=,507 

and ,628) which was significant at the .01 level. 

Word-Decoding Tests 

Table 14 shows the mean score on each part of each 

Word-Decoding Test for all subjects taking that test. This 

table shows that the number of subjects taking each test 

became smaller with each successive test in the series. 

Of the fifty subjects who took the second test, only six 

took the full series of tests. This table also shows that 

mean performance on each test was higher than performance 

on all preceding tests. The only exception was Part B 
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of the sixth test, V7hich was lower than the mean of the 

previous two tests. 

MEAN 

Test 

6 
5 
4 
3 
2 

SCORE 

N 

6 
26 
31 
46 
50 

TABLE 

FOR EACH 

Part A 

6.83 
6.38 
5.77 
2.55 
.84 

14 

V70RD-DEC0DING 

Part B 

4.00 
4.88 
4.13 
2.45 
1.02 

TEST 

Part C 

89.83 
86.27 
79.23 
67.40 
62.86 

N includes all subjects taking the test. 

Table 15 shows the mean score on each part of each 

test for all subjects taking that test, but taking no 

subsequent tests in the series. For example, twenty-six 

subjects took the fifth test, but the mean scores shovm 

for that test in Table 15 were calculated for the tv/enty 

subjects who took that test but who did not take the sixth 

test. This table shows that mean performance was higher 

for groups taking more tests in the series. 

While the improvement in mean score at each level 

of the test series may be attributed in part to the fact 

that fewer slow achieving subjects were included at the 

higher levels, the data presented in Tables 14 and 15 

also suggest that decoding ability improved as subjects 

moved through the reading materials. To illustrate this 
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MEAN 

Test 

6 
5 
4 
3 
2 

SCORE 

N 

6 
20 
5 
15 
4 

TABLE 

FOR ALL 

Part A 

4.61 
3,19 
2,50 
,95 
.25 

15 

WORD-DECODING 

Part B 

3.39 
2.33 
1.50 
1.27 
1.00 

TESTS 

Pert C 

86.33 
75,05 
68,86 
47,83 
61.81 

N includes only subjects taking no subsequent tests 
in the series. The means given were calculated by adding 
all scores made on all tests in the series by all members 
of the group. For example, the mean 3,19 for Part A of 
the fifth test is the mean of the scores of the twenty 
subjects in the group on that test and all previous tests. 
Since means given in Table 15 reflect scores on previous 
tests, these means are lower than means in corresponding 
positions in Table 14. 

position further, the six subjects v/ho took all tests in 

the series had a mean of 86,33 on part C of the sixth 

test, but scored 80.83 on Part C of the third test. The 

twenty subjects taking five tests (Table 15) scored 3.19 

on Part A of the fifth test, but scored 2,95 on Part A 

of the third test. 

The investigator found that the decoding errors 

made by subjects in this study typically involved the final 

letter or letters of the word. The word mad often was 

decoded as man, but rarely was decoded as bad or sad. 

The nonsense word ban often was decoded as bat or bad, but 

rarely was decoded as can or fan. His often was decoded 

as hat or hit, but rarely was a consonant phoneme 
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substituted for /h/. since decoding errors rarely involved 

the initial letter of the word even in the early stages 

of instruction, it appears that the subjects in this study 

became aware of the significance of initial letters much 

more quickly than they became aware of subsequent letters 

in the pattern. 

Motivation 

Table 16 shows the mean score for each group for 

the first half, the second half, and for the full series 

of motivation observations. As the table shows, motivation 

scores decreased for all groups during the second half of 

the study. The decrease was very small for females and 

for room B. The decrease was greater for males than for 

any other group, 

TABLE 16 

MEAN MOTIVATION SCORES FOR THE FIRST HALF, 
THE SECOND HALF, AND THE FULL 

SERIES OF OBSERVATIONS 

Groups N First Half Second Half Total 

Total 
Male 
Female 
Room A 
Room B 
Room C 
Room D 

52 
27 
25 
11 
13 
13 
15 

75,11 
74,31 
75,92 
75,00 
72,04 
68,54 
83,58 

72,22 
68,92 
75.80 
71.76 
70.03 
64,76 
80,94 

73.68 
71.66 
75,87 
73,56 
71,04 
66.63 
82,18 
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Table 17 shov/s the mean score for each group for 

the first half and the second half of each observation in 

the series. It also shows the mean score for each group 

for the full series of observations. The tabic shows 

that the motivation scores during the second half of each 

observation period were lov/er for all groups. The decrease 

was smallest for rooms A and B. The decrease during the 

second half of the observation period was twice as great 

for room C as for any other group. 

TABLE 17 

MEAN MOTIVATION SCORES FOR THE FIRST AND SECOND 
PiALF OF EACH OBSERVATION AND FOR THE FULL 

SERIES OF OBSERVATIONS 

Group 

Total 
Male 
Female 
Room A 
Room B 
Room C 
Room D 

N 

52 
27 
25 
11 
13 
13 
15 

First Half 

76.81 
74.45 
79.36 
73.93 
72.77 
73.96 
84.89 

Second Half 

70.90 
68.91 
73.07 
73.48 
69.60 
59.63 
79.92 

Total 

73.68 
71.56 
75.87 
73.56 
71.04 
66.63 
82.18 

A t-test (9) was used to compare the mean scores 

of male and female subjects for the full series of observa

tions. The results of this test (t = 1.92, df = 50) 

indicated that the difference approached significance at 

the .05 level. Tables 16 and 17 shov; that each mean for 

females is higher than the corresponding mean for males. 
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The decrease in scores for male and female subjects was 

similar for the second half of each observation (Table 17), 

but males had a much larger decrease in mean score for the 

second half of the study than did females. 

The mean score of room C v/as compared to the mean 

of the total group by a t-test. (9) The mean for room C 

was found to be significantly lower (.01). The same 

procedure was used to compare the mean of room D and the 

mean of the total group. Room D was found to be signifi

cantly higher than the mean for the total (.01). 

The Pearson r-correlation technique (9) was used 

to determine the extent of correlation betvzeen scores for 

all subjects for the full series of motivation observations 

and scores on the Cumulative Reading Test. (21) The results 

of this technique (r=.256, df=46) revealed a positive 

correlation which approached significance at the .05 level. 

Analysis of Findings 

Analysis of the findings of this study indicates 

the following: 

1. The subjects in this study had difficulty 

hearing and producing a number of the phonemes of English. 

The mean number of phonemes missed at the beginning of the 

study was 10.20, while the mean at the end of the study 

was 9,58. Although subjects improved significantly in 

phoneme control as measured by the Phoneme-Control Tests, 
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improvement in the Structured Interview situations v/as 

very small. 

2. The subjects in thj.s study h'r.d difficulty with 

both vowel and consonant phonemes. Errors typically toolc 

the form of substitution of an English-Spanish phoneme 

for a phoneme not found in Spanish. Another typical error 

involved the omission of a final consonant phoneme, or 

omission of one phoneme in a consonant blend. 

3. The subjects in this study showed greater 

improvement in control of vov;el phonemes than on consonant 

phonemes. Control of the phonemes /D/, /e/, /!/, /g/, and 

/e/ improved by more than 25 per cent in both the interviev/ 

and test situations. 

4. The phonemes /c/, /d/, and /v/ were frequently 

missed on both tests and both interviews. The limited 

reduction in number of errors for these phonemes indicates 

that these phonemes were particularly difficult for subjects 

in this study. Specifically, subjects in this study had 

difficulty distinguishing between /c/ and /s/, and between 

/v/ and /b/. They also had difficulty hearing and pro

ducing /d/ in consonant blends. 

5. The phonemes /z/, /v/, and /s/ were frequently 

missed on the Phoneme-Control Tests, and, therefore, may 

be considered as problem phonemes for the subjects in 

this study. However, these sounds were rarely missed in 
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the interviews because words having these sounds \iere 

seldom used by the subjects. 

6. The high positive correlation bet\vaen scores 

on the Phoneme-Control Tests and scores on the Cumulative 

Reading Test (21) indicates that subjects having better 

control of the phonemes of English tended to be more 

successful in reading. 

7. There was a wide range of achievement in 

reading among the subjects in this study. Scores on the 

Cumulative Reading Test ranged from twenty-five to ninety-

eight. Several subjects in the study completed the 

level D reader in the Basic Reading Series (21) while 

nineteen subjects did not complete the level B reader. 

8. Subjects' scores on each section of the Word-

Decodinq Tests (Nonsense Patterns, Nevz Patterns, and 

Patterns in Context) tended to improve as subjects pro

gressed through the reading materials. Decoding errors 

typically involved the first part of the spelling-pattern. 

9. There was a positive but not significant 

correlation between scores on the Cumulative Reading Test 

and the scores of all subjects for the series of motivation 

observations. The correlation, while not significant, 

was sufficient to suggest that motivation to participate 

in the reading-learning activities included in the 

Motivation Rating-Scale is a factor in reading achievement. 

The performance of room D seems to support this position. 

file:///iere
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The mean score for this room on each Phoneme-Control Test 

was belovj that of the total group, but room D had a mean 

score on the Cumulative Reading Test which was above that 

of the total group. Room D v̂ as significantly above the 

mean of the total group for motivation. 

10. Motivation to participate in the reading-

learning activities varied greatly among the four rooms. 

Room A was significantly below the mean motivation score 

for the total group, while room D was significantly above 

the mean for the total group. Motivation to participate 

in the reading-learning activities decreased slightly 

during the second half of the study. It also decreased 

during the second half of the reading class. For all 

subjects, the mean per cent of behavior indicative of 

motivation to participate in the reading-learning activities 

was 73.68 per cent. 

11. Motivation to participate varied with the type 

activity in progress in the class. Scores were highest 

during classes in which the child had many opportunities 

to decode orally. Scores were lov/est during classes in 

which the child had few opportunities to decode orally. 

12. Females' performance was superior to that of 

males in all areas of this study except phoneme-control 

as measured by the second Structured Interview. However, 

none of the differences in performance were found to be 

significant. 



Ill 

13. Room A V7as suxjerior to each of the other rooms 

on all measures of phoneme-control and on reading achieve-

m.ent as measured by the Cumulative Reading Test. (21) 

However, differences in performance were significant in 

only one iiistance. The performance of room A v/as signifi

cantly superior to that of room D on the first Phoneme-

Control Test. 



CĤ .PTER V 

SUiiil̂ .RY AlN̂D CONCLUSIOiTS 

Suinaary of the Study 

The purpose of this study was to investigate, 

analyze, and describe the extent to which and the process 

by which Mexican American first-grade children taught by 

a spelling-pattern approach to reading instruction 

(a) changed in their control of the phonemes of English, 

(b) internalized generalizations concerning the ortho

graphic representations of the speech sounds of English, 

and (c) became motivated and remained motivated to partici

pate in the reading-learning activities used in the experi

mental classrooms. 

All fifty-two first-year Mexican American students 

at Tubbs Elementary School in Lubbock, Texas, were the 

subjects in this study. Twenty-five subjects vrere female 

and twenty-seven v/ere male. There v/as an approximately 

equal number of subjects in each of the four first-grade 

classes in the school. All subjects received a minimum 

of seventy-five days of instruction in the Basic Reading 

Series. (21) 

The investigator conducted an inservice training 

program for the teachers of the experimental classes. 

112 
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The inservice activities v.̂ere designed to facilitate the 

teacher's use of the reading material. Throughout this 

study the investigalor attempted to provide sindlar training 

and guidance related to the r.-ading material to each of the 

teachers. 

Data related to phoneme-control were gathered by 

^ Phoneme-Control Test and through structured interviews. 

Each subject was interviewed and tested in October and in 

April. Speech responses were recorded on magnetic tape 

and were analyzed by the investigator. Mean performance 

scores were calculated for each test and each interview 

for the total group of subjects and for six sub-groups— 

males, females, and four classrooms. Differences in means 

were tested for significance by t-tests (9) and by analysis 

of variance. (20) 

Data related to internalization of generalizations 

concerning the graphic representations of the speech sounds 

were gathered by a series of six Word-Decoding Tests 

developed by the investigator, and by the Cumulative 

Reading Test for Levels A-D of the Basic Reading Series. (21) 

Each of the Word-Decoding Tests consisted of three parts 

and was designed to indicate the degree of difficulty 

subjects had in decoding in three kinds of situations: 

(a) when confronted with nonsense words, (b) when confronted 

V7ith a new spelling pattern, and (c) when story material 

was being read orally. 
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The investigator determined the mean scores for 

each part of each test in the series of Word.-Decoding Tests. 

Mean scores were also detej.nLlned for each part of each test 

for subjects taking that test but taking no subsequent 

testF in the series. In each case the mean score3 v/ere 

compared by inspection, and changes in decoding ability 

were recorded. The investigator also analyzed the responses 

of the individual subjects on the Word-Decoding Tests, and 

then determined the response patterns of the group. 

Mean scores for the total group and for each sub

group were determined on the Cumulative Reading Test. (21) 

Differences in means were tested by t-tests (9) and by 

analysis of variance. (20) The Pearson r-correlation 

technique (9) was used to determine the correlation between 

performance on the Cumulative Reading Test and performance 

on the Phoneme-Control Tests. 

Data related to motivation to participate in the 

reading-learning activities were gathered by a series of 

observations of subject behavior during the reading class. 

Each item of behavior that v/as observed v/as recorded on a 

Motivation Rating Scale developed by the investigator. As 

many as four children were observed during each classroom 

visit, and all but six subjects v/ere observed ten times. 

Mean scores for the total group and for each sub

group v/ere determined for the first half, the second half, 

and the full series of observations. Mean scores were 
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also determined for the first half and for the second half 

of each observation in the series. Scores for the first 

half of the ser.ies v/ere coiup- red by incpcction with scores 

for the second halt of the series. Scores for ine first 

half of the reading class were compared by inspection to 

scores for the second half of the class. Maj.e and femaD.e 

scores for the full series of observations v:ere compared 

by a t-test. (9) Differences among room means for the full 

series of observations were also compared by a t-test. 

The Pearson r-correlation technique (9) was used to compare 

motivation scores with scores on the cumulative Reading 

Test. (21) 

Conclusions and Recommendations 

The findings of this study suggest the following: 

1. Differences in the sound-systems of Spanish 

and English result in interference in the English-phoneme 

control of first-grade Mexican American children. 

2, The children in this study improved significantly 

in their ability to hear and reproduce the phonemes of 

English. This indicates that phoneme control can be 

learned. However, the habitual speech that was used in 

the spontaneous responses of subjects in this study changed 

only slightly. This suggests that the subjects needed 

additional opportunities for correct practice of the 

sound-patterns of English. 



116 

3. The findings of this study indicate that efforts 

to teach phoneme control .should be directed tov/ard those 

phonemes v/hich are frequently pronounced incorrectly, and 

which are frequently encountered in reading and speaking. 

4. Although this study found a significant positive 

relationship between English-phoneme control and reading 

achievement, additional research is needed to determine 

whether a causitive relationship exists, and to determine 

the effect on reading achievement of programs emphasizing 

phoneme control. 

5. The spelling-pattern approach to reading instruc

tion' is effective with some Mexican American first-graders; 

however, many of the subjects in this study made little 

achievement in reading. This fact suggests that there are 

important factors other than reading materials that deter

mine reading achievement. The results of this study suggest 

the possibility that two such determinants are phoneme 

control and motivation to read. 

6. Children taught by inductive procedures such 

as were used in this study will internalize generalizations 

concerning the sound-spelling patterns of English. The 

generalizations will become increasingly accurate and 

complex as children move through the reading materials. 

7. It appeared to the investigator that motivation 

to participate in the reading-learning activities used in 

the experimental classes was a function of the type activity 
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in progress more than a function of sex or of reading 

achievement. Children v/ere most motivated by activities 

involving oral participation. 

The results of this study support the findings of 

other researchers that (a) Mexican American children 

encounter great difficulty in learning to read, and 

(b) that oral language development and reading achicveraant 

are related. This study suggests that the spelling-pattern 

approach to reading is effective for some children, but it 

does not sufficiently compensate for the educational handi

cap of many Mexican American children. 

Investigator's Comments 

As a result of this study, the investigator has 

developed several impressions v/hich cannot be fully or 

directly verified by the data that were collected. However, 

these impressions are the product of many hours of observa

tion of first-grade children and teachers, and may be 

among the most significant contributions of this study. 

First, it appears to the investigator that dif

ferences in materials are not primary factors in reading 

success. There is no evidence from this study that the 

spelling-pattern approach to reading is superior to other 

approaches. Hov/ever, the investigator has observed that 

the spelling-pattern approach and the basal reader approach 
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are very effective for some first-year Mexican Am.erican 

children; but neither method is effective for many such 

children. The range of achievement that has been observed 

as a result of both approaches emphasizes that differences 

among children rather than differences among methods are 

the crucial factors j.n reading success. The extent of lov/ 

achievement observed in both approaches empliasizes the 

need for compensatory educational programs prior to formal 

reading instruction. 

A second impression resulting from this study is 

that active participation in the reading-learning activities 

used in the classroom facilitates and probably enhances 

reading achievement. Furthermore, high levels of enthusiasm 

and participation result from (a) frequent opportunities to 

give correct oral responses, and (b) from anticipation of 

opportunities to give such responses. In this study, parti

cipation typically was high when children were reading orally 

as a group. It was high v/hen brief individual oral reading 

was followed by group oral reading, and it was high v.lien the 

probability of being asked to read orally or to answer a 

question orally v/as high for each child in the class. 

Silent reading situations produced high participation 

when (a) the material to be read was very brief, and 

(b) when the silent reading was followed immediately by 

oral responses. Restlessness and inattention developed 
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when opportunities for oral response became infrequent. 

This occurred in extended v/aiting situations, as v/hen the 

teachei wrote extensively on the chalkboard, or v/hen one 

child read orally at some length. RecLlessness and 

inatnention also occurred when the probability of being 

called on diminished, as v/hen the child had had his turn 

and did not expect to be called on until all others had had 

their turn. 

The comments in the preceding paragraph point 

directly to the importance of teacher technique, and it 

appeared in this study that the teacher variable v/as 

extremely important. The teacher of room D seemed par

ticularly adept at actively involving both high and lov/ 

achieving students for the major portion of the reading 

class. The techniques used by the teacher of room C, 

however, resulted in children spending much time waiting 

for the next activity. 

This study has indicated the extent and the nature 

of the difficulties v/hich Mexican American children 

encounter in hearing and producing the phonemes of English. 

It further indicates that most first-grade Mexican American 

children are motivated to participate in the reading-

learning activites, but the level of motivation is affected 

by the amount of opportunity for active involvement v/hich 

the teacher provides. Finally, this study indicates that 

curriculum improvement involves much raore than a chan.cfe 
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in reading materials. The investigator believes that these 

findings may have s.i gnif icance for educators responsible 

for curriculum develoxjnent and for teacher education. 
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APPENDIX A: PHONEÎ iE-CONTROL TEST 

E x a m i n e r ' s S c o r i n g Shee t 

S u b j e c t Number_ 
D a t e 

I n s t r u c t i o n s ; C i r c l e t h e l e t t e r o r l e t t e r s t h a t r e p r e s e n t 
a phoneme which h a s been o m i t t e d o r f o r 
wh ich t h e r e h a s been a phoneme s u b s t i t u t i o n . 
I n c a s e s of s u b s t i t u t i o n i n d i c a t e t h e phoneme 
wh ich was s u b s t i t u t e d . 

b a b y 

b l e n d 

b r a k e 

f i x 

f r e e z e 

g o a t 

h u s h 

c l o c k 

d a i l y 

d r u m 

p l u m 

p u l l 

t r a v e l 

s h o e s 

s l o w 

l e a f 

m i s s i o n 

t h o u g h 

c h a n g e 

b a b i e s 

b o x 

c a t c h 

f l o p 

g a t e 

g r a s s 

j e l l o 

c o t 

d e a d 

n e x t 

p o u n d 

q u i c k 

r a i s e 

s i n g 

l a d d e r 

l o o k 

m o t h e r 

t h o u g h t 

c h o o s e 

b i t e 

b o y 

c a u g h t 

c h u r c h 

f o o t 

g l u e 

h a u l 

j i g 

c r u m b 

d i v i s i o n 

n o o n 

p r i n t 

b u b b l e 

s c o u t 

s i p 

l a t h e r 

m a s k 

t h i n k 

t h r e e 

::!: 

I I 

) ) ' 

I I I ! 
M M 

( i ii 
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PHONEME-CONTROL TEST — Page 2 

t r a i n 

v o i c e 

w h y 

w i'n g s 

y i e l d 

s t i n g 

z o o m 

v a n 

v o t e 

w i f e 

y e l l o w 

s p e e c h 

z i p 

m e a s u r e 

v i s i o n 

w a s h 

w i g 

s n a k e 

y o u 

t h e n 
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APPENDIX B: WORD-DECODING TESTS 

TEST ONE 

Examiner's Scoring Sheet 

part A: Circle each word v/hich is decoded correctly, 

ban cad dat fag han wat mag 

nad pag rad san tat vag 

Part B: Circle each word which is decoded correctly. 

1, lap 

2, cap 

3, map 

4, nap 

5, rap 

6, sap 

7, tap 

Comments: 

Note: WORD-DECODING TEST ONE has no Part C. All other 
decoding tests include Part C. Part C for each 
test is composed of a selection found in the 
Basic Reading Series. (21) 
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TEST TWO 

Examiner's Scoring Sheet 

Part A: Circle each word which is decoded correctly, 

gam fap sab cam kal hab dit 

nal wit jap tal vap rit 

Part B: Circle each word which is decoded correctly. 

1. in 

2. bin 

3. din 

4. fin 

5. pin 

6. tin 

7. win 

part C: Subject is to read page 57 of A Pig Can Jig. (21) 

Total pattern words; 48 

Percentage correct: 

Comments: 
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TEST THREE 

Examiner's Scoring Sheet 

part A: Circle each word which is decoded correctly, 

vin hig jid bim rin wid lin 

kig mid fim sig pim tig 

part B: Circle each word which is decoded correctly, 

1. zip 

2. dip 

3. hip 

4. lip 

5. rip 

6- sip 

7. tip' 

Part C: Subject is to read all of page 82 and the first 
three lines of page 83 of A Pig Can Jig. (21) 

Total pattern words: 67 

Percentage correct: 

Comments: 
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TEST FOUR 

Examiner's Scoring Sheet 

part A: Circle each word which is decoded correctly, 

ket fip vot dut jeg bog ren 

cug hon zet wog yun mun 

Part B: Circle each v/ord which is decoded correctly. 

1. bed 

2. fed 

3. led 

4. ned 

5. red 

6. ted 

7. sed 

Part C: Subject is to read all of pages 40 and 41 
of A Hen in a Fox's Den. (21) 

Total pattern words: 67 

Percentage correct :̂  

Comments: 
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TEST FIVE 

Examiner's Scoring sheet 

part A: Circle each word which is decoded correctly, 

zed nub fod rep vop tes kem 

lup hus gob jum kox yom 

Part B: Circle each word which is decoded correctly. 

1. Bill 

2. fill 

3. hill 

4. Jill 

5. kill 

6. pill 

7. will 

Part C: Subject is to read all of page 2 and the first 

six lines of page 3 of Six Ducks in a Pond. (21) 

Total pattern words: 83 

Percentage correct: 

Comments: 



136 

TEST SIX 

Examiner's Scoring Sheet 

Part A: Circle each word v/hich is decoded correctly, 

blift clast v/ock flemp glund bust jilk 

vant meld yapt plond freck zimp 

Part B: Circle each word which is decoded correctly. 

1. Brad 

2. crab 

3. drag Note: In this set of words 
the pattern being 

4. fran taught is the consonant-r 

5. grab 

6. trap 

7. frog 

blend, 

Part C: Subject is to read all of pages 96 and 97 of 
Six Ducks in a Pond, (21) 

Total pattern words: 116 

Percentage correct: 

Comments: 

11111 



APPENDIX C: MOTIVATION RATING SCALE 
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Date: _Portion of cjass period observed: 1 2 

Instructions: Record each observation of behavior 
described by one of the statements belov/. 

Subject Number 

Part A: Behavior indicating motivation 
toward reading 

1. Looked at the teacher while the 
teacher was speaking or reading. 

2. Looked at the object to which the 
teacher directed student attention. 

3. Attempted to follow teacher directions 
upon single invitation. 

4. Smiled, laughed, or otherwise showed 
pleasure throucfh facial expression. 

5. Volunteered a comment. 
6, Volunteered to read orally. 
7. Volunteered to answer a question. 
8. Read orally with the oroup. 
9. Read silently while another pupil 

read orally. 
10, Read silently while there was free 

time in the readina circle. 

Note: Silent reading will be assumed when 
one or more of the follov/ing behaviors 
are observed.: 
1. Student keeps the place with a 

marker or finger. 
2. Student forms the words with 

his lips. 
3. Gives other indication as 

described below. > { \ 

Comments: 

I II 

I ii 
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MOTIVATION RATING SCALE Page 2 

Part B: Behavior indicating lack of 
motivation tov/ard reading 

Subject Number 

1. stared blankly. 
l . Looked bored or annoyed. 
6. Looked av/ay from the reading group. 
4, Slouched in seat. 
b. Talked or made other distracting noise. 
6, Aimless motion: squirming, shuffling 

feet, coloring pictures, turning pages, 
picking at clothing. 

Total behavior from Part A: 

Total behavior from Part B: 

Percent of all behavior that v/as indicative 
of motivation toward learning to read. 
(Total Part A - Total Parts A plus B) 

Comments: 

I I I 1 

WW 

1 1 1 ) 
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