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CHAPTER I 

THE SPELLING DILEMMA 

Introduction 

There have been numerous studies of spelling "core" 

lists following Thorndike's 1921 study. As the author read 

in the field of spelling and methods of teaching it, the 

names of such pioneers as Thorndike, Dolch, and Horn appeared 

frequently. These early researchers developed lists of words 

that pupils needed to have mastered at the various levels in 

their education. These mastery lists became the "security 

segment" of the modern spelling curriculum, for educators 

agreed that students should master a basic core of high-

frequency words needed in writing. The controversy was not 

found in which words to teach but in the methodology of 

teaching them. 

Several studies (Fitzgerald, 1951; E. Horn, 1939; Horn 

and Otto, 19 54) have shown that after the basic core of sev

eral hundred words had been reached, and as the student 

approached nearer to the 3,000 to 4,000 high-frequency word 

mastery, the law of diminishing returns set in to a marked 

degree. Therefore, it seemed to the writer that as the 

student experienced less and less success and growth in 

spelling, other things had to be taken into consideration: 

(1) increased knowledge and awareness of affixes and roots. 

TW^W 'N 



(2) the ability to apply the various spelling generalizations, 

(3) increased ability to predict the correct spelling of 

various graphemes and/or phonemes because of their positions 

in words, and (4) a renewal of interest in words as a means 

of communication and of conveying shades of meanings. It 

was evident that teaching needed to be directed toward these 

areas in order that students achieved a measure of success 

at the junior high school level. 

Horn's (19 67) theory of diminishing returns seemed to 

supply a partial answer to a major problem faced by elemen

tary and junior high school English teachers, that of mis

spelled words in written work other than spelling tests. 

The problem appeared magnified when students misspelled v/crds 

they had written correctly on the previous week's spelling 

test. There has always been a problem of motivation, and 

the solution to motivation in the area of spelling seemed to 

be centered around making the words more meaningful to the 

students. Keeping in mind Horn's theory, it seemed that 

teachers would prompt greater motivation in the secondary 

schools by teaching word meanings, thereby increasing the 

students' writing vocabularies, and by attempting to make 

the students more "word conscious" rather than merely "spell

ing conscious." 
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The Purpose of the Study 

The solution attempted in this study was to de-emphasize 

the word "spelling" and to teach vocabulary and spelling 

words as the need for specific words was encountered. Cog

nizant of the two opposing philosophies of word lists versus 

phonetic letter relationships, the writer proposed to take 

the best of both systems and combine them into a spelling 

curriculiom which could be tailored to fit the needs of the 

individual students. Mastery of personal "spelling demons" 

through a variety of approaches became a goal. It was hoped 

that through inductive teaching of spelling generalizations, 

the students would arrive at a better understanding of the 

American-Enalish lanauage. It was also hoped that an atti-

tude test (see Appendix A) administered at the end of the 

school year would reveal gains in interest in words and in 

word derivations. It was further hoped that the effect of 

the use of the literature book as a source for spelling and 

grammar instruction could be measured and that a renewed 

interest in words and their meanings would lead to an in

creased interest in reading. 

In view of the general disinterest in spelling and in 

words shown during the first eighteen weeks of the school 

year, it was the conclusion of the writer that abolishing 

the spelling text with its lists to be memorized and resort

ing to an inductive approach in teaching spelling 



generalizations could only improve the motivation of the 

students. Spelling would be more productive if students 

found their work more interesting and if they saw a purpose 

for learning. It was also felt that understanding and ap

preciation of the literature would be enhanced if the stu

dents became more word conscious, and improved spelling 

would be an incidental, not a primary goal. 



CHAPTER II 

A SURVEY OF THE LITERATURE 

Early Work 

Spelling improvement has always been a matter for con

cern, and the last half century has not been an exception. 

Thorndike, Horn, and Dolch are names of researchers that have 

appeared with great frequency, although these early research

ers were hampered because they did not have access to the 

tools readily available to present-day researchers such as: 

(1) the content and techniques of descriptive lin
guistics; (2) the benefits of computer-based data 
processing; and, (3) the modern views of "struc
tured learning." (Hanna, et al., 1966) 

Dedicated researchers painstakingly counted thousands 

of words to determine the frequency with which certain words 

were used at different ages and/or grade levels, and these 

words became the core for spelling lists which comprised the 

bulk of spelling texts. Although the lists showed inconsis

tencies caused by differences in subject matter scanned, by 

regional differences in words used, and by grade levels at 

which words were used, certain high-frequency words appeared 

on all lists: "time, they, to, she, was, and when" were 

included in all first groups of 100 words (Rudorf, 19 65). 

The extensiveness of the early high-frequency studies was 

borne out by the fact that in his classic, A Basic Writing 



Vocabulary, published in 19 26, Ernest Horn had listed 95 per 

cent of the words used by Benjamin Franklin from five to ten 

times in his numerous writings. According to Rudorf (19 65) 

Thorndike's 19 21 and Horn's 1926 lists agreed on all but 170 

of their first 5000 words. 

Advantages of Computer Processing 

The introduction of computer-data processing methods 

allowed word lists compiled by earlier workers to be broken 

down and grouped according to sound, structure, and predict

able graphemes. As work progressed and certain patterns 

emerged, American-English spelling was found to be far more 

consistent than had been believed earlier. Consequently, 

Hanna and others (19 66) felt that spelling improvement could 

be achieved "by developing the pupil's understanding of the 

structural principles underlying the orthography." 

Limitations of Studies 

In spite of the advances in recent years, due to the 

rapidly expanding studies in linguistics and the formulations 

of generalizations possible because of computer-data process

ing, problems in interpretation of research findings persisted 

and the principal problems were discussed by Thomas Horn 

(19 67; 19 69). He found that studies contained inadequate 

descriptions of methods and materials. The problem of the 

varying degrees of carry over of learning in other areas has 



been overlooked or was difficult to describe. Various cul

tural elements were frequently present but not provided for; 

chief among these were socioeconomic levels and the changing 

values placed upon education by the different bicultural 

groups such as Spanish, French, Indian, and Negro. Horn also 

found that teacher variables were difficult to control because 

of provisions for in-service training of experimental but not 

of control teachers. If faced with a dual experimental-

control teaching situation, the teacher could inadvertantly 

allow elements of the methods or materials from the experi

mental group to be used within the control class. Horn also 

found the following problems difficult to control or assess: 

. . . characteristics of the classroom and school, 
financial support of the school, supportiveness 
of the principal, and differences in class size; 
and instrumentation, particularly in studies with 
disadvantaged pupils. (Horn, 19 69) 

Arguments Against Phonetic Approaches 

One of the problems Yee (1966) attempted to clarify was 

highly controversial. Is competency in spelling obtained 

through the learning and application of spelling generaliza

tions, or is it achieved by memorization of lists? 

There has always been disagreement about the confusion 

caused by irregularities in any set of spelling rules. Yee 

(1966) reported the findings of three researchers: In 1912 

Cook investigated seven rules and found only one to be valid, 

changing the i£ to y. before adding the suffix -ing; Turner 
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(1912) found the drill method superior to that of learning 

and applying rules; Archer (19 30) actually reported negative 

transfer in the application of spelling generalizations and 

suggested that "spelling rules must be justified in (their) 

lack of ambiguity in application." 

Ernest Horn, one of the foremost proponents for learning 

to spell a core list, admitted the necessity for the study 

of phonics. According to Yee, Horn stated that the study of 

phonics should be an aid to spelling and must not be a sub

stitute for a "systematic study of the words in the spelling 

list," 

In Support of Sound-Letter Relationships 

Other authorities have suggested that teaching spelling 

generalizations based on sound-letter relationships was the 

solution to the spelling dilemma and as such, phonics should 

be stressed. Yee turned to Paul Hanna and J. T. Moore for 

evidence that consistency in the American-English language 

existed. Hanna and Moore (1959) studied a list of 3000 

words and found that approximately four-fifths of the pho

nemes of the words used by an elementary school child while 

writing were represented by regular or predictable spelling 

patterns. Because consistency in language existed, it would 

be practicable to teach spelling generalizations. 

Various other factors underlying spelling ability were 

identified by Hunt and others (19 63). They found the follow

ing: 



Previous workers in the field of spelling seem to 
have identified four factors, besides general in
telligence, that affect the ability to spell Eng
lish words. The factors are: the ability to 
spell words that are phonetic, the ability to 
spell words that involve prefixes, suffixes, and 
the rules for combining them, the ability to 
look at a word and reproduce it later, and the 
ability to spell the demons. 

An understanding of the linguistic components in spelling 

was represented by the first two factors, and the necessity 

for using a multi-sensory approach was indicated by the 

third. The fourth and last factor recognized the necessity 

to isolate and correct those words which were found person

ally difficult. Hunt et al., while favoring a sound-letter 

relationship, suggested that some visual approach was neces

sary in the teaching of spelling. 

Rudorf (19 65) proposed a hypothesis that should be 

tested: 

If the phonological structure underlying the orthog
raphy were expressly taught in schools . . . these 
abilities might well be strengthened in elementary 
school children and research would then even more 
strongly identify these abilities as of paramount 
importance in learning to spell. With pupils who 
have been taught to spell by relying alm.ost ex
clusively upon visual methods it whould not be sur
prising that their ability to use aural-oral cues 
has not been developed significantly. 

It would be difficult to determine to what extent a 

child has learned spelling by the visual method, i.e., by 

memorizing words on a list. Competent spellers employed all 

four of the factors mentioned in the Hunt et al. study. 
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Rudorf's hypothesis would seem to be substantiated by obser

vations made by the writer while teaching remedial English 

to eighth grade students. They were lacking in sound-letter 

skills which prevented them from attacking new words suc

cessfully while reading and made them unable to write a 

phonetic representation of an unknown word. It was concluded 

that they had been taught spelling by a visual approach in

stead of by a combined visual-sound-letter relationship 

method. 

A Compromise 

While examining the evidence of the research, Yee (1966) 

questioned the 19 59 Hanna-Moore study which found about four-

fifths of the phonemes of an elementary school child's writ

ten vocabulary regular or predictable in spelling. He 

compared their study with that of Horn (1939) and felt that 

Hanna et al. had reported too high a frequency of regular 

spelling. Yee went on to state that although a preponder

ance of studies found a strictly phonetic approach question

able, more valid spelling generalizations could be made and 

spelling rules could be used more effectively as computer-

data processing was utilized. Yee also pointed out that 

most modern spelling texts have provided for some instruc

tion in phonics; consequently, most spelling instruction was 

a compromise of the two basic approaches to the study of 
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spelling in spite of the fact that most texts favored the 

visual approach. 

Study-Test Versus Test-Study Approach 

The study-test method of teaching spelling required 

that students study a list of words before the test was 

administered at the end of the week. The student pronounced, 

and studied the entire list regardless of the number of 

familiar words it contained. Thomas Horn (19 60) favored the 

test-study approach in which a pre-test was administered 

with each new list of words after which the student corrected 

his test and studied the missed words. According to Horn 

this was the "most efficient single procedure for learning 

to spell." He found the presentation of spelling words in 

context to be an inferior method and suggested that spelling 

words in spelling texts had been carefully selected and were 

already part of the students' speaking, understanding, and 

reading vocabularies. Horn found the list presentation of • 

words via a test-study method a practicable and efficient 

use of students' time. 

Teacher Motivation 

A recent study conducted in Lincoln, Nebraska, was in

troduced by a "short course for teachers." Olson (1969) 

aimed at acquainting all teachers, not just those in the 

field of language arts, with the problems involved in 
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teaching spelling. Each day every teacher was given a small 

blue card upon which was written one of fifteen spelling 

generalizations about problems encountered in the area of 

spelling. Some teachers used the cards as a means to inter

est their students in investigating possible solutions to 

the problems. Olson found that problem-solving served as a 

means of rekindling the dwindling interest of secondary 

students in the art of spelling. 

Spelling Reform—The Wijk Study 

Wijk (19 59) devoted an entire book to a complicated 

reform of American-English spelling. In an appendix to his 

book Regularized English, Wijk listed suggested spellings for 

the first 3000 words as given in the Thorndike-Lorge list. 

The Teacher's Word Book of 30,000 Words, although he recog

nized that there was little likelihood of a plan such as his 

being adopted. There would be insurmountable difficulties 

encountered in trying to teach his new spelling to those who 

had learned traditional spelling. In addition, there was 

the ever-present problem of homonyms such as ball or bawl, 

pail or pale, sail or sale, see or sea. The list continued 

ad infinitum and would have entailed renaming many of the 

things homonyms now represent. Also the commercial night

mares of print, typewriters, and books would cause too much 

resistance. 
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In spite of the interesting studies and the attempts to 

reform the system, in all probability reform will come about 

in the traditional manner, through gradual evolution caused 

by changing times, customs, needs, and usage. 



CHAPTER III 

A PRACTICAL APPROACH TO THE SPELLING CONTROVERSY 

Planning the Experiment 

Background Preparations 

Cognizant of the difficulties enumerated by Horn (19 69) 

in finding groups of students for research in the area of 

teaching spelling by visual methods as opposed to sound-

letter relationships, the writer tried to be as objective 

as possible in organizing a valid testing situation. With 

the assignment of two classes of English students of compar

able class size, student ability, and gender, it seemed the 

ideal time to experiment with a method of teaching spelling 

that would result in the greatest amount of student growth. 

Permission was received from the principal of the junior 

high school and the school system's language arts consultant 

to begin a study commencing with the nineteenth week of the 

school year. 

General Description of Subjects 

The experiment involved two classes of average eighth 

grade students. A third group of twenty-four "basic" or 

remedial students was included in the study with the hope 

that they would find some stimulation. Horn's law of dimin

ishing returns seemed especially applicable to the basic 

14 
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group, and although it was not originally intended as part 

of the experiment, the results in the basic class were suf

ficiently dramatic to be included in the findings of this 

study. 

The fact that the eighth grade English classes were 

ability grouped was merely coincidental and not a planned 

part of this study. The top-ranked students were not in the 

writer's classes and could not be used in this study; there

fore, the students involved were of average or below-average 

ability in language. 

Group I—The Experimental Group 

The class chosen as the experimental group consisted of 

ten boys and fourteen girls who took both the SRA (Science 

Research Associates) achievement test in the eighth grade 

and the DAT (Differential Aptitude Test) at the beginning 

of their ninth grade year. Four students participating in 

the class were absent for one test or the other and there

fore could not be included in the statistical treatment (see 

Tcible 1, page 16) . The entire class enrollment of twenty-

eight was used in determining the average number of words 

missed on the English fundamentals test given in May and in 

interpreting the results of the attitude survey given the 

last week of the school year (see Appendix A). 
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ô  
• 

r H 
i n 

0 0 

• 
CVJ 

^ 

G 
0) (0 
Cr̂ -H 
C 'd 
(d 0) 
« S 

0 0 
CT> 
1 o 

TJ« ^ 

i n 
<T> 

1 
CO r^ 
H ' i i ' 

i n 
<j\ 
1 ro 

<T> i n 

C 
rd 
<U 
S 

f O 

• 
i H 

'^ 

CN 
• 

04 
i n 

ro 
• 

nH 
i n 

0) 
G 
ed 

D^-H 
C 13 
cd 
Pi 

CO 
CN 

1 
f H 

O 
i n 

1 
r H 

CO 
CN 

1 
CM 

(U 
S 

i H 
P H 

( N 
f-i 

r-« 

C 
rd 
(U 
S 

H 
• 

o> 

i n 
• 

VD 
r H 

O 
r H 

c 
0) rd 
CT>-H C 
C 'O «d 
Id 0) (u 
cti s s 

CO 
• 

i H 
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A further breakdown of Group I revealed that five were 

Latin-American and nineteen were Anglo-American. They ranged 

in I.Q. scores (determined by the California Mental Maturity 

Test taken in their seventh grade year, or from their test 

record cards in their cumulative folders if they had not 

taken the CMMT) from 78 to 119, with a median of 100 and a 

mean of 99.9. In the spelling portion of the SRA, they 

ranged from 18 to 91 percentile, with a median of 54.5 and 

a mean of 51.9. In grammar. Group I ranged from 7 to 9 8 

percentile, with a median of 48, and a mean of 41.7 (see 

Group I, Table 1, page 16). 

Group II--The Control Group 

This group also included a number of students not pres

ent for both the SRA and DAT tests. The same procedure was 

used for reporting final scores in that five students were 

not included in class statistics except for reporting spell

ing averages on the fundamentals test and for the attitude 

study interpretation. 

Group II also consisted of five Latin-American and 

nineteen Anglo-American students; thirteen boys and eleven 

girls were present for both tests. Their I.Q. ranged (CMMT 

or test record cards) from 65 to 126 with a median score of 

101.5 and a mean score of 99.4. On the SRA test the group 

ranged in spelling from 18 to 9 5 percentile, with a median 
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of 47 percentile and a mean of 52.2. In grammar, their 

scores ranged from 4 to 98 percentile with a median of 40 

and a mean of 41.3 percentile (see Group II, Table 1, 

page 16). 

Comparison of Reading Scores 

Group I was chosen as the experimental group because of 

its smaller range in I.Q. scores and its lower average in the 

reading comprehension and vocabulary portions of the SRA test 

Their reading composite scores ranged from 8 to 99 percentile 

with a median of 50 and a mean of 42.8 percentile as compared 

to the scores of the control group: a range of 9 to 9 5 per

centile, a median score of 53, and a mean of 51.3 percentile. 

Group III—The Basic Group 

Only eleven of the twenty-four basic English students 

were present for both the SRA and DAT tests. Students in 

this remedial group were not given the same English funda

mentals test as the other groups; therefore, no comparison 

could be made. The basic group was not given the attitude 

survey taken by the other groups at the end of the school 

year. However, in order to make the groups as consistent as 

possible, only the scores of the eleven taking both the SRA 

and DAT tests were used in reporting the statistics of I.Q., 

spelling, grammar, and reading. 

The basic group consisted of seven boys and four girls; 
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seven were Latin-American and four were Anglo-American. The 

group ranged in I.Q. scores (CMMT or test record cards) from 

65 to 93. The median score was 79 and the mean score was 76. 

The range in SRA spelling scores was 1 to 50 percentile, 

with a median of 12 and a mean of 16.5 percentile. In gram

mar, the group ranged from 1 to 28 percentile, with a median 

score of 11, and a mean score of 9.1 percentile. Their read

ing comprehension and vocabulary composite scores ranged 

from 2 to 2 8 percentile with a median of 7 and a mean of 10 

percentile. 

Additional Statistical Controls 

In order to have a better comparison of the experimental 

group, the scores for all eighth grade students who took both 

the SRA and DAT tests were calculated. Reading scores were 

not included for the group because reading was not measured 

in the DAT test. One hundred and seventy-seven students took 

both tests. Their I.Q. scores (CMMT and test record cards) 

ranged from 65 to 140 with a mean score of 101.3. The median 

score had not been calculated. The spelling mean for the 

group of 177 students was 53.2 and their mean in grammar was 

41.8. 

Methodology 

Again keeping in mind Thomas Horn's list of variables 

as reported on page 7 of this paper, the writer tried to 
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remain as objective as possible and tried not to jeopardize 

the results of the experiment by allowing successful experi

mental ideas to be introduced into the spelling curriculum 

of Group II. This task, admittedly, was one of the most 

difficult of all the tasks encountered during the study. 

Background and Preparation 

During the first eighteen weeks of the school year all 

three groups received the same traditional visual method of 

spelling instruction. Horn's (1960) test-study method was 

followed: the words were introduced, pronounced, and a trial 

test was administered on Monday. The exercises in the spell

ing text were assigned as homework which was due at the be

ginning of the class period on Thursday; at this time the 

exercises were corrected in class and then picked up by the 

teacher for evaluation purposes. The areas of weaknesses 

and/or strengths were noted for further work. On Friday 

there was a formal spelling test covering the twenty-five 

new words on the spelling list. Every sixth week was a 

review week with a test on the cumulative words on Friday. 

Vocabulary words from the literature and reading books 

were always discussed in all three classes, and unfamiliar 

words were written on the chalk board, defined, and both 

written and used orally in sample sentences. 
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Introducing the Study to Group I 

At the beginning of the nineteenth week, the basic and 

experimental groups were told to return their spelling texts 

to the bookroom because they would not be needed for the 

remainder of the year. The announcement was met with mixed 

reactions: poor spellers were enthusiastic; students who 

usually made A's or B's on weekly spelling tests were un

happy, although they too looked forward to no "spelling 

homework." 

The students were told to bring a new word to class 

each day, a word encountered in conversation, schoolwork, 

reading, or television. The only stipulation made was that 

words not be considered vulgar and therefore unacceptable 

by the teacher. A few minutes were devoted to presenting 

and discussing the new words each day. The teacher had no 

forewarning and after delivering a matter-of-fact answer 

without embarrassment the first few times questionable 

words were brought to class, the students stopped testing 

the teacher. 

Student-Initiated Words 

The student pronounced his word, spelled it if that 

were possible, and gave the context of the word; the teacher 

then asked for volunteers to spell and/or define the word. 

If there were none, the teacher defined the word, wrote it 
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on the chalk board, discussed the root, and questioned the 

bringer about context. Example sentences were given orally 

and if the word was one commonly confused with another, 

examples of both were given and ways of ending confusion 

discussed. At no time was it suggested that any of the 

words were to be given as "spelling" words at the end of the 

week. This introductory period each day rapidly turned into 

a "stump the teacher" time, and a dictionary was kept by the 

lectern and was consulted frequently as a reminder to the 

students that there was nothing disgraceful about having to 

consult a dictionary. 

Introduction of Affixes 

At no other time had the teacher ever encountered so 

many of the "teachable moments" discussed in prior methods 

courses. If a word had an interesting prefix or suffix, 

that moment became the ideal time to teach that particular 

affix. The teacher asked for words with the same affix in 

order that students could see it used with other roots and 

thus better understand and remember its meaning. Prefixes 

and suffixes became part of a master list to be used in word 

studies (see Appendix B). Syntax was taught indirectly by 

using other forms of the words, by adding appropriate suf

fixes, and by using the words in example sentences (see 

Appendix C). 
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Not all students brought words to class each day, but 

enough were introduced to keep the students interested for 

as long as fifteen or twenty minutes on some occasions. 

Use of Dictionaries 

Dictionaries were placed in each desk so that a student 

would not have to leave his seat to use one; however, at no 

time was a student told to look up a word himself if he had 

asked the meaning of it. After the first few weeks had 

passed, some students began looking up words as they were 

presented by other students. Although the teacher realized 

that it was partly a check as to her accuracy in defining a 

word or determining its root, it became an opportunity to 

teach etymologies. The students were delighted to be able 

to add to the discussion of word meanings and derivations. 

Classroom Atmosphere 

Students were encouraged to interrupt the reading at 

any time to ask about meanings or to question usage. They 

did so frequently and with great enthusiasm, especially in 

the basic group. It seemed incredible that this group did 

not know the meanings of many of the words they could spell, 

and it was apparent that many of the words the teacher had 

used during explanations to both the basic and experimental 

groups had not been part of their vocabularies. It also 

became apparent that in the past students had been 
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conditioned not to interrupt to ask the meanings of words. 

This reticence could have been caused partly because of fear 

of the teacher and partly because of fear of being laughed 

at by their peers. No word was considered too small or too 

insignificant to be brought before the group. If a student 

laughed, he was usually put into his place by his classmates 

with a not-too-gentle reminder that he had asked "a silly 

one last week." 

Individualized Mastery Lists 

Hunt and others (19 63) pointed out the value of isolat

ing and learning words which presented problems to the 

individual. During this study each student was asked to 

keep a card or sheet of paper onto which he transferred all 

words he had misspelled on any written work. Each list had 

to contain a minimum of ten words per week, and if a student 

had not made that many errors in spelling, he included on 

his list enough of the words he would like to know how to 

spell in order to reach the required ten. On Fridays the 

students paired off and drilled each other on the individual 

lists. After each student of the paired groups had called 

the spelling list to his partner, he wrote sentences using 

the words on his own mastery list. The students then traded 

papers and each corrected the sentences of his partner; each 

also corrected any errors found in spelling, punctuation, 

usage, and construction. The papers were then handed to the 
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teacher who corrected them again. The benefits derived from 

this activity were two-fold: as the students drilled each 

other, they were exposed to ten additional spelling words; 

as they corrected their partners' papers, they practiced 

the various language skills needed. At the end of each week, 

every student's mastery list was added to a cumulative list 

kept in the back of his English folder. At the end of the 

nine week grading period, he was held responsible for all 

of the words on his own cumulative list. 

Class Mastery List 

If the teacher noted that several (approximately twenty 

per cent) of the students misspelled or misused the same word 

on any set of themes or papers, that word was placed on a 

chart kept hanging in the front of the room and became one 

of the week's spelling words for everyone. These words were 

dictated by the teacher and written by the students before 

they began work on their own master words. Some "demons" 

such as their, there, or they're had to be placed on the 

chart several times before students were sufficiently aware 

of their differences to use them with some degree of accuracy 

Despite all efforts, some students never did manage to cor

rect their usage of all these words. Oral drill was used 

extensively, with the students being required to use the 

troublesome words in sentences. If the words were homonyms, 

the students were required to state the correct spelling. 
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On some occasions the teacher used the overhead projector on 

which she wrote sentences with the students supplying the 

correct answers. Written exercises were given for reinforce

ment (see Appendix D). 

Mnemonics as an Aid in Mastery of Words 

It was discovered that although the differences in 

spellings and meanings of words were pointed out by writing 

the troublesome words on the chalk board and discussing their 

meanings, the most successful method of actually teaching 

these words was through the use of mnemonics. Embarrass was 

a word that often confused them, but after hearing that "two 

robbers were embarrassed at being caught and sent to Sing-

Sing," few ever missed that particular word again. Students J 

seemed to enjoy the little sentences or phrases used as j 
) 
I 

memory devices and the following list taken from Clanfield 
I 

(1961) comprised part of those used: j 
I 

affect This verb has an a. for action. 
all right... It would be all wrong to write this 

word as one word. 
believe Strange but true, there is a lie in 

believe. 
capitol In the spelling of this building there 

is an £ as in its dome. 
friend This word ends in end. 
girl Every G.I. has a girl. 
grammar Write gram; repeat the last three letters, 

but in reverse. 
hear I hear with my ear. 
marriage.... One must be of a certain age to have a 

marriage. 
meat We all eat meat. 
meet You greet those you meet. 
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2iB^ This is a pie to cut and eat. 
principal... He is a pal of yours. 
stationery.. There is an er in this word as in the 

paper for stationery. 
^^JJ^ Don't let the ir irk you. 
iJl£££ This usually tells you where, or here, 

or there. 
^̂ j-ch Which witch has the sandwich? 

This method of remembering the spelling of troublesome words 

gave the students a memory "crutch" to be used until the 

spelling of the words became automatic. 

The Use of Visuals 

Interest in words was encouraged by bulletin board dis

plays of root words and various affixes (see Appendix E). 

Contests were held to determine which student or group within 

the class could make the longest list of new v/ords from the 

root word. In order to prevent guessing, the student or 

group had to be able to define the word, use it correctly in 

a sentence, and identify it as being a noun, verb, or modi

fier. The root word was given on Monday and the contest was 

held on Friday. This activity was enjoyed by Group I and 

was considered one of the favorite activities by the basic 

group. Perhaps it was enjoyed because it was not a quiet 

time, for it was to the benefit of all of the class except 

the one submitting the list to have the words disqualified. 

The dictionary was the source used for making final decisions 

Students were encouraged to watch for forms of the root word 

during the entire week as they worked in literature, reading. 
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and grammar books, or as they read newspapers or magazines 

outside of class. 

Oral Work 

The teacher pointed out the various levels of language 

used, and both the basic and experimental groups agreed that 

sub-standard usage was out of place in the classroom. During 

oral work all students listened for errors in other students' 

speech. They progressed from identifying single word errors 

in usage to observing sentence fragments or errors in verb 

tense. An unfortunate slip of ain't or he don't was usually 

met with a groan and with a few classmates' correcting the 

culprit gleefully. Response could almost be used as an indi

cator of the classes' attention at that moment. Again this 

activity was pursued more vigorously and enthusiastically in 

the basic class, although Group I also enjoyed it, especially 

when there was some rivalry among members of the class. 

More than hâ if of the class time in both groups was • ' 

devoted to oral work. The students responded more, and more 

actual practice could be achieved in spelling and grammar by 

using the oral method rather than by assigning written exer

cises which would be picked up, graded, and corrected. Dur

ing oral drills the chalk board, bulletin boards, posters, 

and the overhead projector were all used extensively. 
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Written Work Used as a Teaching Device 

Themes were frequently written in pencil in order that 

transparencies could be made from them by using the Thermo-

Fax Copier. The themes were then projected with the over

head projector in order that the students could correct them. 

They seemed able to recognize the mistakes of others more 

easily than their own errors, and although the writers' names 

were deleted while making the transparencies, handwriting 

was occasionally recognized. There seemed to be more care 

taken in writing when a pencil theme was assigned, as few 

students enjoyed having their work criticized by the class. 

Care was taken that not too many pencil assignments were 

given so that the students continued to write freely. The 

themes selected for projection were chosen by the teacher 

in order to illustrate a particular point or to guide the 

class toward verbalizing the concept she wanted to teach at 

that time. At least half of the time the examples were 

chosen because of their excellent usage, proper construction, 

unusual descriptive words, or novel development of a topic. 

Inductive Teaching of Spelling Rules 

Students in the experimental and basic groups were en

couraged to make up their own spelling rules. A leading 

question by the teacher would result in a student's asking, 

"Why did you drop the £ before adding that suffix?" Again 

with proper direction from the teacher and response by the 
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students, the chalk board would soon be filled with words. 

The students were unaware that as they called out the words, 

the teacher had grouped them on the board. Finally, she 

asked the students what each list of words had in common. 

Within a reasonable time some student realized that all of 

the suffixes beginning with a consonant retained the final e. 

Another noticed that the suffix -able retained the final e 

in noticeable but did not retain the e in lovable. This 

further revealed that certain vowels made a £ or a g hard in 

sound. Therefore, in spite of the fact that most English 

words dropped the final e before adding a suffix beginning 

with a vowel, £'s and ĝ 's were an exception to the general 

rule. Exceptions were always uncovered and brought into full 

view rather than pushed aside, and usually the reason for 

the exception was disclosed. An example of this would be 

the d£ combination. Attempts were made to pronounce the word 

judgment with a hard £ sound, and the conclusion was reached 

that it was impossible and therefore it was permissible to 

drop the final £ to write judgable or judgment. After the 

students had verbalized their rules, the rules were written 

on the board and tested extensively. If they were found to 

be largely reliable, the students copied them into their 

English notebooks. Written exercises in application of the 

generalizations were given as follow-up exercises. 

The j. before £ rule was also taught inductively. Most 
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of the students were familiar with the little jingle "i. be

fore £ except after £," but they were unaware that they had 

not carried it far enough. Lists of words with ie or ei 

combinations were written on the chalk board as the students 

called them out, and again the teacher grouped them accord

ing to their spelling and pronunciation (see Appendix F). 

In response to the question, "What do all of the words in 

this list have in common?" the first and instant comment was, 

of course, that they all contained the £i vowel patterns. 

Several pronunciations of the list elicited the response that 

the £0̂  had a long £ sound. Once on the proper track, the 

rest of the lists soon fell into place and the students wrote 

their own generalizations for these troublesome vowel com

binations . Fiery and hieroglyphics were found to be almost 

blends instead of true diphthongs which eliminated them as 

exceptions to the rule. A list of these exceptions were 

compiled over the period of one week with the assistance of 

the teacher after which time the list was copied upon a chart 

and prominently displayed on the wall for the remainder of 

the year. It seemed to give the students a sense of accom

plishment and confidence to discover that their rules were 

just as valid as those they found in reference books. Again, 

written exercises were given as a follow-up and reinforcement 

of what had been learned (see Appendix G). 
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Methodology in Group II 

Spelling was taught in the control group in the manner 

described earlier, i.e., the visual approach suggested by 

Horn (1960). There was a trial test on Monday followed 

immediately by correction and study of missed words. The 

spelling exercises in the book were assigned as homework 

which was corrected in class on Thursday; the formal spell

ing test was administered on Friday. Grammar was also taught 

by more conventional methods. There were fewer oral drills, 

more written work, more filmstrips demonstrating parts of 

speech, more films on spelling, outlining, and reading than 

in the experimental classes. 

Literature 

Literature was taught in a similar manner in all three 

classes in that students were acquainted with the different 

genres, conflict, characterization, point of view, tone, 

imagery, values, and figurative language. New words were 

placed on the chalk board as they were introduced, defined, 

and illustrated by other examples. Comprehension was checked 

regularly and all stories were discussed in class. Attention 

was called to vocabulary posters and bulletin boards, and 

students were encouraged to make lists of words using the 

different affixes and roots; however, there was no competi

tion encouraged among members of Group II. 
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In the other groups the literature book also became the 

source for writing and language studies, and it became the 

key that commenced many of the interesting oral language 

exercises of these groups. 

Attitudes 

The attitude survey given the last week of school indi

cated some areas of differences between Group I and Group II 

(see Appendix A). In Table 2 the responses were charted. 

The test was deliberately written with only four possible 

choices of answers so that each student had to choose either 

to be mildly in favor of or to mildly disapprove of every 

statement. This structuring of the rating scale eliminated 

the automatic choice of the neutral answer and required that 

the student think about the statement before he responded. 

In some areas the statements were deliberately worded so 

that most students would be expected to respond in a similar 

manner. This procedure was followed in order to check the 

reliability of answers given to other key statements. Cri

teria for measuring attitudes as discussed in Wrightstone, 

et al. (1956) were observed. 

Statements 1, 2, 3, 12, and 14 were general ones in

cluded to help check the veracity of the students: 

1. It is easier to spell if you know the meaning 
of a word. 

2. It helps to know some of the spelling rules. 
3. Spelling is easier for me now than it was last 

year. 



34 

12. I can usually spell a word correctly if I can 
hear it pronounced correctly. 

14. I like to read. 

Because these questions were answered in a similar fashion 

as shown by the graph in Table 2, it would appear that the 

majority of the students reacted to the statements in a 

thoughtful manner. In keeping with Wrightstone's admoni

tions the survey sheets were not signed, and except for an

swers to statements 19 and 20, which dealt with favorite 

subjects and the part of English class enjoyed most, there 

was no writing required so that the students were assured 

of anonymity. 

Statement 4: I prefer to study spelling by memorizing 

the word lists in the book and doing the accompanying exer

cises . The responses indicated strong disapproval of the 

statement by twenty-four of the twenty-eight in Group I, 

while only fourteen of the twenty-nine in Group II strongly 

disapproved. 

Statement 5: I like to study spelling by making up my 

own list of "spelling demons." This statement met with 

strong approval by twenty of Group I while the remaining 

eight approved mildly, and in Group II this statement met 

with strong disapproval by seventeen students. This result 

indicated an interest in overcoming personal deficiencies in 

the first group and a lack of interest or motivation in the 

other group. 
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TABLE 2—Continued 
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Statement 6: I find it easier to learn the meanings 

of words if they are taken from the literature book. Twelve 

of Group I agreed strongly and only four disagreed strongly, 

while only four of Group II agreed strongly and fourteen 

disagreed strongly. This rating was interpreted to reveal an 

increased interest in words and in motivation by students 

in the first group. 

Statement 9: I like to find a word I've studied before 

when reading new material. In Group I twenty-one indicated 

strong approval and only two checked strong disapproval. 

Group II was almost evenly divided, twelve strongly in favor 

of and ten strongly disapproved of the statement. Again 

this rating was interpreted by the writer as indicating an 

increased awareness of words and their meanings within the 

experimental group. 

Statement 10: Learning the meanings of new words in 

English class also helps me in my other classes. The re

sponses to this statement again indicated that members of 

Group I appreciated the value of learning new words. Twenty-

six of them checked strong approval while one mildly approved 

and one mildly disapproved of the statement. However, in 

Group II only eleven strongly approved, while seven indicated 

strong disapproval; ten approved mildly and three disapproved 

mildly. Again the first group's awareness of the importance 

of vocabulary improvement was considerably greater. 
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Statement 11: I liked spelling the first half of the 

year more than the second half of the year. This statement 

was aimed directly at determining Group I's feelings regard

ing the different approaches to teaching spelling. Only 

four of Group I agreed strongly with this statement and 

twenty-one disagreed strongly, while two mildly disapproved 

and one mildly approved. In Group II nine responded with 

strong approval and only eleven with strong disapproval. 

It was believed, therefore, that in spite of the greater 

emphasis placed upon spelling with the experimental group, 

most of the students favored the methods employed during 

the second half of the year. 

Statement 15: I like to try out new words on my friends 

Group I again expressed their approval of this statement. 

Sixteen of them expressed strong approval as compared to 

eight of the control group. Six in the first group strongly 

disapproved while eight of Group II disapproved strongly. 

Expected behavior of this age group would be aimed at peer 

approval; yet over 50 per cent of the experimental group 

obviously enjoyed displaying their knowledge while among 

friends. 

Statement 17: I like to impress my teachers by using 

new words. Once more Group I demonstrated their willingness 

to try out new words to a greater degree than did the con

trol group. Thirteen of the first group approved strongly. 
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six approved mildly, four disapproved mildly, and five dis

approved strongly. However, only seven of Group II ex

pressed strong approval, five checked mild approval, seven 

indicated mild disapproval, and ten showed strong disapproval 

of this practice. 

Statement 18: Spelling was easiest for me in grade . 

The responses to this statement were not charted since all 

grade levels were represented in both groups. However, a 

mode of 6.5 was chosen by Group I, and Group II selected 4.3. 

Statement 19: My favorite subject in school is , 

and Statement 20: My favorite part of English class is . 

These statements appeared significant also. Only two of the 

students in the control group reported English as their 

favorite siibject, while eleven of the experimental group 

found English to be their favorite class. Even more signifi

cant to the writer was the fact that in response to State

ment 20, eighteen of Group I listed literature as their 

favorite part of English class and four preferred spelling. 

Of the control group sixteen enjoyed the literature most and 

six preferred spelling. In spite of having much of their 

grammar and spelling taken from the literature, more students 

in the experimental group liked the literature than did 

students in the control group. 



CHAPTER IV 

CONCLUSIONS 

After careful evaluation of the program it seemed that 

valid conclusions could be drawn in several areas: 

(1) The rewards or gains achieved were largely in the 

attitudes of the students in Group I. Discipline problems 

were non-existent and day-dreaming was less apparent in this 

group. The students in the experimental group entered the 

class room with an air of anticipation rather than with re

luctance. This behavior was especially noticeable among 

the boys. 

(2) Attitude toward English was improved. Only two 

students of Group II checked English as their favorite sub

ject, while eleven of Group I reported English as their 

favorite class. It should be noted that of the control 

group sixteen found literature to be their favorite part of 

English class and eighteen of the experimental group preferred 

it. Also,six of Group II as compared to four of Group I pre

ferred spelling. 

(3) In spite of having much of their grammar and spell

ing taken from the literature, more students in Group I 

liked literature than did in Group II. Therefore, it was 

the conclusion of the writer that literature did not suffer 

a setback in popularity because of the experiment. 

40 
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(4) It was also concluded that the Group I's spelling 

growth was not adversely affected by their failure to memo

rize lists of words from the spelling text. They scored 

51.9 on the SRA test as compared with 49.8 on the DAT for 

a difference of -2.1 percentile (see Table 3, page 42). 

Group II averaged 52.2 on the SRA and 4 8.7 on the DAT for a 

difference of -3.5 percentile. Of the 177 students taking 

both the SRA and DAT tests (see Group IV, Table 3, page 42) , 

the difference was -4.0 percentile as they had scored 53.2 

on the SRA and 49.2 on the DAT. It is evident that Group II 

fared somewhat better than the school-wide group of 177 

eighth graders when comparing their composite scores in 

spelling and grammar. It is not knov/n whether this differ

ence is due to student performance differences or a pos

sible carry-over of teacher techniques and enthusiasm to 

the control group. 

(5) It was also apparent that the basic group experi

enced the most dramatic growth during the year between the 

administration of the SRA and DAT tests (see Group III, 

Table 3, page 42). While the balance of the students showed 

a minus achievement in spelling, the basic group increased 

in ability from 16.5 on the SRA to 22.7 on the DAT for an 

increase of 6.2 percentile. This finding is concluded by 

the writer to be further support for Horn's law of diminish

ing returns. Undoubtedly, renewed interest in spelling must 
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TABLE 3 

A COMPARISON OF STUDENT GROWTH IN SPELLING AND 
GRAMMAR AS CALCULATED BY THE DIFFERENCES IN 

PERCENTILE SCORES BETWEEN THE SRA 
AND THE DAT TESTS 
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CHAPTER V 

RECOMMENDATIONS FOR FURTHER STUDY 

Based on the fact that the experiment conducted had 

positive results, it is the suggestion of the writer that 

further studies should be made in the area of motivation 

of basic students through oral participation and drill. 

The basic students are deficient in reading, writing, vo

cabulary, spelling, and usage skills. It is suggested, 

therefore, that writing skills be deemphasized in favor of 

oral skills, as few of these students will continue through 

high school. Most basic students are reluctant English 

students partly because of their record of failure in ac

quiring the needed skills. If they could be led to a re

newed interest in the language, they could be taught to be 

more proficient in its use. It would be enlightening to 

take a group of basic students through the seventh, eighth, 

and ninth grades using an oral approach and inductive teach

ing methods and compare their success with that of a group 

taken through the same grades using conventional methods. 

Although a great deal of time would be needed to complete 

the study, it would also be interesting to note the drop-out 

ratio of each group. 

It is also suggested that similar studies as the one 

just completed might be carried out in various parts of the 

45 
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school district to discover if the same results would be 

obtained in districts with more children from upper-middle, 

middle, lower-middle, and low-income families. 

The writer believes that the oral approach should be 

successful in teaching children with language barriers be

cause of the additional practice received in the class room. 

Also, the writer would like to conduct this same experi

ment in the future and then check the findings at three- or 

four-year intervals in order to check the reliability of 

these findings. Were the increased interest in words and 

the solution of the motivational problem products of teacher 

enthusiasm for the program or products of methodology? 

Another question raised by this study was why students 

showed a decrease in percentile in both spelling and grammar 

between the eighth and ninth grades. Was it merely the law 

of diminishing returns or was it caused by boredom and a 

foreknowledge of what the week's program would be? 

There is much work to be done in the area of teaching 

language arts. It is hoped that the present study and the 

questions it has left unanswered will stimulate others to 

\indertake their solutions. 

file:///indertake
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APPENDIX A 

AN ATTITUDE SURVEY 

Check the boxes that apply: 

Boy f—J Class: 2nd { \ 

Girl tZl 3rd CZJ 

Grade you usually get in English A B C D F 

Grade you usually get in spelling A B C D F 

If you agree with a statement very strongly, mark your paper 
with a 1. 

If you disagree strongly, mark it with a 4. 

If you disagree mildly, mark the 3. 

If you agree mildly, mark the 2. 

Place an x over the correct number. 

1. It is easier to spell if you know the 
meaning of a word. 1 2 3 4 

2. It helps to know some of the "spelling 
rules." 1 2 3 4 

3. Spelling is easier for me now than it 
was last year. 

4. I prefer to study spelling by memorizing 
the word lists in the book with the 
accompanying exercises. 

5. I like to study spelling by making up 
my own list of "spelling demons." 

1 2 3 4 

1 2 3 4 

1 2 3 4 

6. I find it easier to learn the meaning 
of my spelling words if they are 
chosen from the literature book. 1 2 3 4 

7. I find it easy to remember the meaning 
of words studied from the spelling book. 1 2 3 4 
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8. I think it is important to know the 
meaning of what I read. 1 2 3 4 

9. I like to find a word I've studied before 
when I am reading new material. 1 2 3 4 

10. Learning the meaning of new words in 
English helps me in my other classes. 1 2 3 4 

11. I liked spelling the first half of the 
year more than the second half of the 
year. 1 2 3 4 

12. I can usually spell a word correctly if 
I can hear it and pronounce it correctly. 1 2 3 4 

13. My spelling hasn't improved this year but 
I am more interested in words and their 
meanings. 1 2 3 4 

14. I like to read. 1 2 3 4 

15. I like to try out new words on my friends. 1 2 3 4 

16. I like to try out nev7 v7ords on my family. 1 2 3 4 

17. I like to impress my teachers by using 
new words. 1 2 3 4 

18. Spelling was easiest for me 
in grade 1 2 3 5 6 7 8 

19. My favorite subject in school is 

20. My favorite part of English class is 



52 

APPENDIX B 

SOME COMMON AFFIXES AND ROOT WORDS 

The following lists of common affixes and root words 

have been taken from Cramer and Dorsey's (1971) and 

Pickett's (19 69) excellent works on word studies: 

ab- from 

ante- before 

anti- against 

apo- away from 

arch- chief 

auto- self 

bi- two, twice 

biblio- book 

circum- around 

de- down, away from, off 

dis- apart 

dis- apart 

en- in 

ex- out of, past 

epi- upon 

graph- write 

hyper- excessive, too much 

hypo- under, not enough 

sxib- under 

in- not, in, into 

inter- between, among 

micro- small 

mini- small 

mis- wrong 

mono- one 

non- not 

octo- eight 

para- beside 

per- through, for 

peri- around 

poly- many 

post- after 

pre- before 

pro- before, forth, for 

re- back, again 

retro- backward, back, behind 

semi- half 

ultra- excessive 

trans- across uni- one 
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Listed below are some common suffixes. When one of 

these is attached to a word, it causes the word to change 

form, i.e., to be used as a different part of speech. 

Noun Suffixes 
Adjective 
Suffixes Verb Suffixes 

-ace 

-acy 

-ade 

-age 

-al 

-ance 

-ar 

-arch 

-ard 

-ary 

-cy 

-dom 

-eer 

-ence 

-ent 

-ery 

-ess 

-hood 

-lan 

-ier 

-ion 

-ism 

-ist 

-ity 

-Ie 

-ment 

-ness 

-ster 

-able 

-al 

-an 

-ary 

-ate 

-ed 

-en 

-ent 

-ecus 

-ful 

-ial 

-ible 

-ic 

-ious 

-ish 

-ive 

-less 

-ory 

-ous 

-th 

-ize 

-en 

-ify 

-ate 

Adverb Suffixes 

-long 

-ly 

-sides 

-time 

-ward 

-way 

-ways 
J 

-where 

-wise 

-ial 
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act: act, to do 

aqua: water 

agri: farm 

audio: hear 
sound 

ceive: take 

diet: say 

duct: lead 

factus: do 

frater: brother 

lat: carry 

miss: send 

port: carry 

script: write 

astro: star 

bene: well 

bio: life 

chrono: time 

cide: causing 
death 

dent: tooth 

geo: earth 

graph: to write 

logy: study of 

mal: bad 

mid: middle 

multi: many 

Oct, octo: eight 

spec: watch, look pan: all 

Origines: first 

rupt: break 

mentia: mind 

vers ion: turning 

here: stick 

cept: take 

quire: seek 

flict: strike 

gress: stress 

nex: tie 

sume: take 

strict: bind 

cestor: one who has 
gone before 

annual: year 

solus: alone 

sta: stand 

ped, pede: foot gam: married 

ply: fold dense: press 

tract: draw from • • join: join 

utili: useful move: move 

vent: come tact: touch 

video: see 
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APPENDIX C 

EXERCISES IN USING AFFIXES 

Using only your list of common root words, write the meanings 

of the following: 

1. audiology _ _ _ _ _ _ ^ 

2. fratercide 

3. multiply 

4. benejoin 

5. geography 

Using prefixes and root words from your lists, write words 

that have the following meanings: 

1. twice a year 

2. to carry across 

3. not able to be moved 

4. to lead into 

5. to write after 

6. to break among or between 

7. to take again 

8. to write (list) words 

9 . to be married to eight ^ 

10. to press together 

Without consulting a dictionary, can you decide what these 

words mean? 

1. monogamy 

2. inquire 
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3. aborigines 

4. astrology , 

5. incredible 

Fill in the blanks with words beginning with the prefix 

super-: 

1. The of schools visited our class 
today. 

2. Many people shop for food at a • 

3. _^____ ^^s been a popular fictional radio 

and television for a number of years. 

4. That girl is unpopular because of her haughty and 

^ manner. 

5. In our composition work, we are trying to eliminate 

words. 
6. The star of the show was at her best and gave a 

performance. 

7. Transportation by motor vehicle and plane is rapidly 

transportation by railroad. 

8. Some unusual people seem to have 
energy and endurance. 

9. As I had little time then, I made a hasty and 

examination of my bank statement 

10. It is said that ignorance and 
go together. 
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APPENDIX D 

EXERCISE IN USAGE: TROUBLESOME WORDS 

Fill in the blanks with the appropriate word 

1. accept, except 

Although I had planned to 

everyone went to the party 

2. affect, effect 

Study habits 

The 

the invitation. 

me. 

the grades you receive 

are, or, our 

Either Mary 

delegates to 

of studying cannot be overlooked 

Alice is going. Both girls 

convention. 

coarse, course 

Of the gravel must not be too 

choose, chose 

I John yesterday; today I you. 

capital, capitol 

Have you seen the dome on the 

Washington, which is the 

clothes, cloths 

Mary packed several wash 

at 

when she packed 

the rest of her 

8. angle, angel 

Ohl She is really an « 

figuring the of a triangle, she's a genius! 

When it comes to 
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9. desert, dessert 

In order to eat with the sheik, he rode 

his camel twenty miles across the . 

10. formerly, formally 

Although we used to dress for our 

parties, casual clothing has replaced what we wore 

11. its, it's 

a pity the driver lost the race because the car 

lost wheel. 

12. know, no 

Did you that there is way to 

recover lost time? 

13. lead, led 

Because he was to a correct decision, he 

was able to his people to the 

mine. 

14. diary, dairy 

She writes an entry in her ., about all 

that happens in the ' 
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WORD-BUILDING BULLETIN BOARDS 

OR POSTERS 

COOLD YOO OSE HIS 
DAY'5 CftTCH ? 
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How MArtV 

WORDS CftN 

VOO MAKE? 

^ / 

/ > -v. 
^K 

^,,»«» - e « 

L II waPlVI 
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COULD THIS BE YODT 

U;ron<f numker^—This i5 '^t 
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APPENDIX F 

A POSSIBLE LISTING OF IE AND EI VOWEL COMBINATIONS 

LISTED ACCORDING TO THE SOUND OF THE GRAPHEME 

after c 

veil 

rein 

inveigle 

weight 

rein 

freight 

eight 

eighth 

weigh 

sleigh 

neighbor 

seize 

either 

neither 

weird 

caffeine 

leisure 

protein 

sheik 

seizure 

codeine 

receive 

ceiling 

perceive 

deceive 

receipt 

conceive 

deceit 

niece 

grief 

grieve 

believe 

field 

pier 

yield 

siege 

chief 

die 

tie 

vie 

fiery 

hieroglyp 

V» •! o >- a T- Q}-I \ 7 

i A 
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APPENDIX G 

SOME EXERCISES IN APPLYING IE, EI GENERALIZATIONS 

Supply the proper grapheme in the blanks provided (ie or ei) 

1. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

9. 

10. 

bel 

v 

hyg 

f 

cone 

s 

h 

inv 

s 

ve 

n 

ne 

ry 

: v 

ge 

ght 

ght 

gi 

ze 

11. r n 

12. r gn 

13. ach ve 

14. th 

15. rec Pt 

16. 1 sure 

17. n ghbor 

18. h rarchy 

19. fr ght 

20. ther 

1. rec ve 

2. consc nee 

3. defic ncy 

4 . perc v̂e 

5, effic n̂t 

6. 

7. 

8. 

9. 

10. 

rec pt 

c ling 

omnic J 

dec t 

anc nt 

nt 

A A 
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APPENDIX H 

ENGLISH FUNDAMENTALS TEST 

Do not mark in the test booklet. Use the answer sheet 
provided. 

Section I—SPELLING On your answer sheet you will find the 
letters A, B, C, and D after each ques
tion number. Place an X through the 
letter representing the misspelled word 
or words for each question number. Do 
not circle your answers. 

Example: 1. eigth eighth 

On your answer sheet mark 1. %, '^ C D 

eighty eight 

1. accessory 

2. always 

3. beginning 

4. compliment 

5. desperit 

6. embarass 

7. grammar 

8. libary 

9. occasion 

10. receive 

B 

achievment 

ambitious 

beleive 

comparison 

dining 

familar 

hurriedly 

literature 

occurrence 

relieve 

allegiance 

athletics 

college 

deceive 

disapear 

families 

illegible 

mischievous 

principel 

soldier 

D 

all right 

auxiliary 

coming 

definate 

disappoint 

fourth 

inital 

neccessary 

privilege 

writing 

A A 
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SENTENCE PATTERNS: On your answer sheet place an X over the 
letter representing the pattern of the 
sentence. 

A B O D E 

N-V N-V-N N-V-N-N N-LV-N N-LV-Adj 

11. Paul Revere was an important figure in Revolutionary 
America. 

12. Debra received a letter. 

13. Margot Fonteyn dances beautifully. 

14. The little bird flew from its nest. 

15. Mother gave Jerry his books. 

16. Tom broke the lamp yesterday. 

17. This steak is delicious. 

18. The pattern was difficult to sew. 

19. Judy read the children an exciting story. 

20. Mrs. Hunter appointed Dale a helper. 

EXPANDED SENTENCES: Answer as necessary. Indicate which 
sentence fits the pattern. 

21. Write a N-LV-Adj sentence in which a subordinate clause 
modifies the subject. 

A. The judge was very considerate when he passed 
sentence. 

B. The justice who presided over the traffic coirrt 
was lenient. 

C. The old judge in the tattered robe appeared tired. 

22. Write a noun-verb-noun sentence in which the subject 
is the headword in a noun cluster. 

A. The blue umbrella hanging in the closet has a tear. 
B. The door slammed when a gust of wind caught it. 
C. He slammed his books angrily. 

>#•.«•»• 
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23. Write a NVN (and) NVN sentence. 

A. The carpenters constructed the house before the 
painters painted it. 

B. The girls sang and danced while the boys applauded 
C. The students took the test and the teacher graded it. 

24. Write a NVNN sentence in which a prepositional phrase 
modifies the objective complement. 

A. The superintendent of the plant appointed John 
manager. 

B. The principal appointed John manager of the building. 
C. The principal of the school appointed John custodian. 

25. Write a NV sentence with a prepositional phrase modify
ing the verb. 

A. The ball hit the fence. 
B. The ball flew over the fence. 
C. The ball with the battered cover was lost. 

SIMILARITIES: One word in each of the following groups of 

words does not belong. First word is A, etc. 

26. bacon, spareribs, ham, hamburger, pork chop 

27. violin, guitar, piano, cello, banjo 

28. automobile, airplane, roller skates, bus, train 

29. calendar, hour, week, month, day 

30. grocery, bank, shoe store, dress shop, bakery 

SEEING RELATIONSHIPS: Discover the relationship for the first 
two words and then choose alternates (in paren
thesis) that bear the same relationship as the 
underlined words. 

Example: Sour is to lemon as sweet is to (cool, candy, 
delicious, sweet). You would mark your answer 
sheet B for candy. 

31. Car is to garage as airplane is to (hanger, airport, 
automobile, control tower). 

32. Moon is to Earth as Earth is to (satellite. Mars, sun, 
universe). 
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33. Happiness is to birth as mourning is to (cryinq sad
ness, death, illness) . ~~~' 

34. Laughter is to kites as screaming is to (fear, anaer 
ball game, kites). ^ ' 

35. Criminal is to crime as athlete is to (robbery, tennis 
sports, races). ' 

In the following pairs of words, determine whether the word 
pairs are: 

A. similar, B. opposite in meaning, C. examples of 
each other 

36. dog: canine 

27. igniting: firing 

38. generous: miserly 

39. periodical: magazine 

40. diesal oil: fuel 

MEANING FROM CONTEXT: Select the word from the words in 
parenthesis which most closely matches the underlined 
word in meaning. 

41. The salesman tried to cajole the housewife into buying 
his product, (force, coax, bully, condone, admonish) 

42. The boy was quibbling over a small point of logic, 
(stammering, muttering, arguing, chattering, rasping) 

43. The witch ranted because the princess was awakened from 
the magic spell. (killed herself, talked wildly, sang, 
fell unconscious, was silent) 

44. The excited.child was babbling to the stuffed animal. 
(chattering, satisfied, whining, rasping, sighing) 

45. The girl's shoes were scuffed. 
(polished, scraped, sandals, wet, gaily colored) 

PREFIXES AND SUFFIXES: Remember to answer on your answer 
sheet. 

46. Wrong or bad is indicated by using the prefix 
A. im- B. re- C. un- D. mis- E. ante-

mip 

^ 
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47. Back or again is indicated by using the prefix 
A. re- B. ante- C. ill- D. over- E. im-

48. Without is often shown by using the suffix 
A. -able B. -less C. -ful D. -ness E. -ous 

49. Full of is often shown by adding the suffix 
A. -ly B. -less C. -ful D. -ness E. -ment 

50. Excessive is shown by using the prefix 

A. ante- B. anti- C. ultra D. hypo E. micro-

LIBRARY USAGE: Again be certain to use the answer sheet. 

51. Dewey decimal numbers are found on 
A. all books 
B. on non-fiction books 
C. fiction books only 
D. all books in the library 

52. To find the population of Lubbock for 19 65 you would 
consult 
A. an encyclopedia 
B. an atlas 
C. an alm.anac 
D. card catalog 

53. Fiction books are shelved according to a system. On 
which shelf would you find Huckleberry Finn by Mark 
Twain? 
A. H for Huckleberry 
B. F for Finn 
C. M for Mark 
D. T for Twain 

54. The card catalog is a cross index for finding materials. 
How many cards are in the file for each book? 
A. one for the author 
B. one for the title 
C. two for author and title 
D. three for author, title, and subject 

55. If you need to find a map of Europe, you will look 
A. in a history book 
B. in the encyclopedia 
C. in an atlas 
D. in an almanac 

»H*lU^ 
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USING STANDARD ENGLISH: One sentence in each group has an 
error. Indicate the sentence with an error by placing 
on the appropriate letter an X. J r- y 

56. A. Each of the boys has responsibilities. 
B. Each of the boys have responsibilities. 
C. Bill knows all the answers. 
D. Bill knew all the answers. 
E. The bicycle tire was flat. 

57. A. The citizens pride themselves on their clean city. 
B. You should of warned me about the test. 
C. Neither Mary nor Jane wears a size six. 
D. The bark on the trees was marked for cutting. 
E. Claudia and she baked the cupcakes. 

58. A. Jerry gave Betty and I tickets to the game. 
B. We girls will make all the lemonade and sandwiches. 
C. Have you and he entered your posters yet? 
D. The sailor took us scouts on a tour of the ship. 
E. Each of the suspects was questioned about his 

actions. 

59. A. He and I own that surfboard. 
B. Everyone should have his eyes examined. 
C. Gary and me want to wrestle. 
D. Look at those old pictures of him and me. 
E. They were worried about Jack and me. 

60. A. Joan and Mary are looking for her book. 
B. Can you give the results to me? 
C. Are you going to the game with him? 
D. Each one will do his own report. 
E. Whatever you decide will be fine with me. 

MORE USAGE: Select the correct word to fill the blank (A, B) 

61. Mother and father (doesn't, don't) want to go. 

62. The boys (knew, knowed) the ball game schedule. 

63. Someone left (his, their) hat in my locker. 

64. The sour milk smells (bad, badly). 

65. Minnie speaks too (rapid, rapidly). 

66. Flowers smell (Fragrant, fragrantly). 

j^:z. 
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67. Roger plays the saxophone (good, well). 

68. Her dress fits (perfect, perfectly). 

69. His radio doesn't work (good, well). 

70. The boy fell and hurt (hisself, himself). 

71. We (should of, should have) painted the fence earlier. 

72. Mickey Mantle gave (us, we) boys an autographed ball. 

73. Herman (past, passed) his driver's examination. 

74. Sidney (threw, through) the ball left-handed. 

75. They fell and injured (theirselves, themselves). 

76. The broken doll (laid, lay) on the floor all day. 

77. (Don't, Doesn't) Mary have the measles? 

78. In art class we (drawed, drew) pictures. 

79. I had never (sang, sung) that song before. 

80. The boy had (grown, grew) radishes in his garden. 

CAPITALIZATION AND PUNCTUATION: If the sentence contains no 
errors, mark your answer sheet A. If there is an error, 
mark your answer sheet B. 

81. He asked, "Have you taken your final exams?" 

82. What event will you be in. 

83. She said, "I don't see any lights in the house," 

84. The man leaned out the window and shouted, "Firel" 

85. "Yes," Roberta answered, "It rang five minutes ago." 

86. The waves were over twenty feet high 

87. The birthplace of Abraham Lincoln was a cabin in 
kentucky. 

88. Last June my Brother joined the boy scouts. 

^^L 
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89. Junior High School is fun if you go to a school like ours 

90. Several famous Americans have belonged to the Methodist 
Church. 

91. We ordered sandwiches, potato chips, ice cream, and coke. 

92. However, I am not going to attend the convention. 

93. To both his friends and his enemies. Bill tried to be 
fair. 

94. In the summer time goes fast for most children. 

95. Are you going to do as I asked John? 

96. If there is any doubt about the outcome you must write 
immediately. 

97. I am planning to go to England next year, however, I 
may get to go this summer. 

SENTENCES: Which of the following sentences are: 

A. compound B. complex C. simple D. fragment 

98. Mary and John sang and danced all evening. 

99. Since Jane was the only one with her homework finished. 

100. While he was searching for his glove, Billy found 
another ball. 

mmmm 
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