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INTRODUCTION

Althouch the Ialtlal Teaching Alphabet itself has appeared relatively recently
on the educatlonal scene, we can already begir to revlew the "history” of ln-
ternational i.t.a. confurencss. The flrst Internatlonal 1.+ 2. Conference

was held at Oxford Unlversity in Ergland In 1he summer of 1964. Thre next
year, Lehigh Unlversity in Bethlehem, Pennsylvanla served as host. In 1966,
the conference again re-urned to Great Britaln where 1t was he'd at Cambridge
University., It was the Third International Conference and on thls occaslen
was sponsored by the |.-.a. Foundatlon of England. This year, the Fourth
Internat.onal I.t.a. Conference Is being held through the graclous cooperalion
of McGl1 1| Untversiiy in Montreal, Canada and coincides with both EXPO €7

and Canada's Centennial Celebratlon of Confederation. In attendance are

almost three hundred de.egates, largely from the United States and Canada,

but from as far away as Singapore and South Africa. Looking ahead to 1968,
the FIfth fnternational Conferenee wiil return to the Unlted States with ihe
host belng Hofstra UnTverslty in Hempstead, New York.

Perhaps, by way of Introduction to thls Fourth Conference, 1t would be appro-
priate to document the current status of {.t.a. throughout the world. As

s well known, the fIrst British experiments were conducted by the Unlversity
of London and began In Graat Britaln tn 1961, Two years later, the flrst
large~scale experiment in I.t.a. In the United States was undertaken at
Lehlgh University under a grant frum the for¢ Foundation., Two years after
that, In 1965, 1.t.a. bejan to be used on a relatively large scale in 2 number
of Canadian citles. Thus, i.t.a. Is an Intart. It Is oniy six years old

in Great Britaln, fcur in the United States znd fwo in Canada. Certalnly, it
Is a very much older idua than that, having Its roots in the early works of
Sir Isaac Pltman, Benjamlin Franklin, and othcr educators and 1lnguists. Even
the present form of I.t.a. Is muck older than the beglinning of ary of these
research projects. Sir James Pitman spent much time and effort systermatical-
Iy evolving this alghabot and drawing upon the experlence of both the
successet *nd fallures of his predecessors.

Like all infants, |.t.a. ls experiencing remarkable growth. In 196{, 20
schools In Great Britalr volunteered to participate in the flrst study. As
of August of 1967, 2,205 schools are known to be using the alphatet to teach
beginning reading In Great Britaln. While no comparable figures are avall-
able for elther the Unlted States or Canada, 1.t.a. programs are bsing con-
ducted In every state Ir the United States and elght Canadlan Provinces. The
number of school systems adopting 1.t.a. as the medlum for the teaching of
beginning reading for all first-grade chlldren Is increasing rapidly.

In the short period of time, which we can cat! 1.t.a.'s "experimental® as
opposed tu tts "developmantal" history, I+ has attracted the attention and
commerclal involvement of over B5 indapendent corperatlions in the United
Stztes, Great Britaln, uid Corada. At present, over 900 titles ore avallabdle
in l.t.2, not to mention auxiilary equipment Including teaching alds, fitm-~
strips, movies, T.¥. kinascopes, etc. In addition, there are tive corpora-
tions producing 1.t.a. tvpewriters,

T.t.a. Is also a much dizcussed and highly controversfal toplc. There have
bezn over 500 articles publlished in tre maJor mass media [exclusive of news-
papers} and profes<fona! ' rnals.

There are other Indicaticns of the growth and alffusion of 1.t.a. Thus far,
the 1.t.a., Foundation Tn America Is aware of aluost 40 different studies
tnvolving the use of experimental and control groups to assess the etfective-
ness of F.t.a. The total rumber of children fnvolved in these studies
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approaches 20,000 and their combined cost would be close to 3/4 of a million
U. S. dollars. Of these studies, approximately 25 have shown that the
T.t.a.-taught children read significantly better than their T7.0.-taugnt
counterparts. Thirfeen of *he studies have found no slignificant differences
betwean the two ¢roups. WNo etudy thus far has shown that there is any

danger that j.t.z. children will score significantly lower than chlldren
taught In the conventlenal alphabet on any general reasure of reading ability.
Most of these studles have focused entlrely on reading; vyet 1t Is clear as
an alphabet, 1.t.a. may be us2d both passively In reading and activaly in
writing. Most studies, whiv. have been concerned to any degree wit- the pro-
biems of writing, admittedly have not completely controlled for the oppor-
tunity for* T.Q.-taugnt children to write. In most cases, this seems to

have been the conscious deciston of educators who recogr.ize the fact that,
given the inconsistencles of Engllsh, it does not readily permit very young
children ‘o express themselves with 7.0, Those studles that have dealt at
all with writing indicate clearly that children tend to write much longer

and more Interesting storles than children taught with traditicnal orthogra-
phy.

The fears origlually expressed (l.e., that i.t.a-taught chlldren will spell
more poorly) seem largely to tave been dissipated. Typlcally, at the end

of the first year, children taught with I.t.a. spell Zless well on traditienal
standardized measures of spelling achleverent than thelir T.0, counterparis.
In those few studlies, whare spalling according to T.0. standards was studied
based upon children's written work (l.e., where the chlld chose the word to
be spelled rat .er than belng presented with a standardized list}, the data
suggests that i.f.a. chitdren tend to spell better at the end of the first
year thaa T7.0. children. After two years of Instruction, when trarsition
has been completec, the evidence is clear that 1.t.a. chlldren spell

at least as well and in many studles, slgnificantly better than 7.0.-

taught children.

Finally, the subjectlve reports of classroum teachers concerning helghtened
anthusiasm toward school, toward reading ard the development of cenerally
more positive self-concepts are testimonials to the value of using 1.t.a.

Delegates to thls conference and readers of the proceedings may be aware of
2 general shiff In the nature of the intere:ts of educators and l.t.a. In
compariscn with earlier conferences. Based upon the titles of papers pre-
sented at these meatings, there has been a nmove away from traditional
studles of experimental groups using 1.t.a. and control groups using T.0.
in ¢irst-grade reading. There is an Increatlng concern with the use of
T.t+.a. for speclal groups; the disadvantaged; reading fallures among both
children and adults; and the use of I.t.a. In dealling with exceptional
children. There Is concern about when to use 1.%.a. and how 10 use it.
Perhaps most Important, thera i3 concern with i.t.a. as a medium for commm-
toation. Reading Is not disresarded, but Is recognlzed as only ons channel
for comunlcation. Continuing reference Is mada to the more active means
of cormunicationr of toth writing and speakiny (in the use of 1.t.a. tc
assist speech articulation). This shift In Interest does not appear to re-
present a reduction In interest in the ute o 1.+.3. for teeching beglnning
reading to "normai™ chifdren. Pather, it seems to be (n recognition of the
vary largs number of studies of this probl'em which have already been con-
dicted. |t appears to represent a search for additional uses for this
Irportant medium of communlcation. 1ike the Increase in number of ccrpora-
tlons invoived in the production and distritition of 1.t.a, materlals,
there Is an Increase in the number and range of professional disciplires
interested in Investigating the possible uses of I.t.a. in thelr own areas
of concern.

It is my hope that this conference (and the proceedings which will be pud-
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Ytshed) will prove to bs challenging. | balleve that the characieristics of
I.t.2. and the assumptions bullt into materials using the alphabet should
provide us with reason to re-think even our most cherished and establlshed
concepts in language arts education. Perhaps, some of the Issues which have
been clearly idenvifled as "dead and burfed" should be exhumed in the [1ght
of the now characteristics of this medium. The chlld of the 60's and 70's
Is likely to be a very lingulstically different animal (if only as a result
of televiston) than was his older brother or sister (or perhaps his parents
and even grandparents) upon whom these "principles of reading" were evolved.
The time may well have coms to serfously re-examine these Issues even If
f.t.a. had not provided us with 2 tool fcr language which was not readily
avallable before. [t remains to be seen ,jow effectively we can work with ii.
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PART 1 - HISTORICAL BACKGROUND

In order fo fully appreciate I.t.a., 1t is important ‘o apprecfate the

nature of the man who has developed 1+ - hls *thought processes durlng lts
development - and the hlstorlcal precedence from whlich he drew hic concepts
and concluslons, Th's sectton of the proceedings deals with two Tadividual
papers presented at McGill UniversTty and a panel sesslon discussing the his-
torical background from which [.t.a evolved.

Mr. Theodore Dolmatch, the President of Pitman Publishing Co., was Invited
to address the conference as the banquet speaker, His paper, which Ts first
In this voluma, will give the reader some insight Into the man who deve!oped
i.t.a. and the context In which It finds Itself In contemporary education.

The papers by Sir James Pitman, Dr. Godfrey Cewey and Or, Willfam Glllocoly
were presented in a session entitled Historlcal Backarounds. Sir James!
paper wlli give the reader a personal insight into the thinklng, planning
ard persuasion from which i.t.a. evolved. Sir lames has been a representa-
tive in the Bouse of Commons and tre alrector of a major pubilshing hcuse.
He is a serious and dedlicated scholar., This combiration has led to the
planned avolution of the 44 characters we know today as [.t.a. As Sir James
notes, he and hls col leagues carefully considered the dzslgn of eazh charac-
ter in the light of tnelr vast combined experience and clearly delineated
goals. Of the 1lterally hundreds of artificial alphabets which have been
deslgned In the past, none have developed so carefully and systematically
over so |ong 2 perlod of time out of such a fertile background.

Some critics of i.t.a. have sujgested that T.t.a. is a spelling reforr In
disguise. Some proponents of [.t.a. have suggested that it should be used to
reform the spelling of English. Or, Godfrey Dewey (s the "Oean” of spefling
roformers in the United States. His exceptionally scholarly paper attempts
to put the issue of 1,t.a., as a speliing refc.'m in perspective. He notes In
the second sentence of his introduction, "Those very features, both of

symbol forms and speliing rules, which make it a better Initisl teachlng
medium (1.t.m.) than any othar herefo®ore devised, would be rightly adjudged
detrimental In a spefffng reform notatlion.”

Or. Gillooly's paper dea’s with a review of an early study of a forerunner
of {.t.a. Essentially, he concludes that the early success fallowed by
later abandonment of this approach tc 1each beginning reading was largely a
result of the Hawttorne effect. Further, be suggests that this is the majo
explanation for the success of i.t.a. In the editor's paper dealing with
criticisms of {.t.a, in this volume, the problem of the Hawthorne effect is
dealt with at some length. The present author has also dealt with the
reasons for failure of earffer initial teaching alphabets In the proceedings
of the Second International i.t.a. Conference (Block, 1966}, In addition,
tn this volume, Dr. Yera Chanlan discusses *the imollcatfons of i.t.a, as
they relate to earller researca wlth the teaching of readlng representing
either phonic or look-say approaches. Or, Dewey's pager In this sectlon
suguests at least eight reasons for the tatlurs of previous Initial aipha-
betic systems. The second paper by Sir James Pltman partially reviers some
of his considerations in the attempt tc dlstinguish between [.t.a. a3s a
reading ¢5 opposed to a writing system. He deais with the problems of
sounds versus characters; the problems ¢f Individual accents and local
dlalects; and idlosyrcrasies In speech,

REFERENCE
Blotk, J.R, i.t.a. -- The American Scene., in A, J. Mazurktewics (Ed.},
i.t.a. and the vorld of Dmplisk. Hempstead, N.Y.: i.t.a. Foundation, 19L5
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f. FALSE PROFESSIONALISM AND THE £IGHTH VIRTUE

Theodore B. Dolmatch

F.¥.a. Publications fnc.
New York, New York

My coacern s lass with 1.t.a. and more with what a ¢roup of French theo-
fogians call the eighth virtus. We've long accepted {he seven deadly sins,
and contrast them with seven more or less conventional! virtu .. W, H.
Auden called his generation's time the "Age of Anxiety." Perhaps It was he
who provided the hint that the French Viicentlans needed. For tae eighth
virtve, they sald, may be called anrfety. 1+ Is rot the kind of anxiety
which psychlatrists treat, that dngst that wells up out cf nameless fears.
1t Is, rather, that anxisty which does not allow some people to accept what
18 as that which must be. It is dissatisfaciion with the conventlonal
wisdom, with th- obvlous, the "approved." [t is rarely popular.

f.t.a. was the creation of a man with thls strange virtue, and with few of
the Imprimaturs possessed by the professionals In education. Although Sir
James Pitman fi1ts well within the British tradition of the "amateur," we In
the Unlted States have po such category In which to place him. Particularly
since he has had several careers In #lelds as dispsrate as government and
pubfishling, it Is difficult to accept him as an “"educator." Indeed, he 1is
not one in the traditlonal sense, and as difficult as it is to fit him into
any neat category, perhaps the propec word for Pltman Is "innovator." He
Is not the Inventor of a phonemically-conslistent alphabet (thare have been
many such alphabets) but I+ was *hrecugh him that his alphabet began to get
the attention it deserved throughout the Eng!ish-speaking world.

His early efforts to gain a hearing for i.t.a. were successful only bacause
of the force ¢f his own persistence, his position as a member of Parllament,
substantial erpenditure of his own money, and an informal retwork of en-
thusiasts, very few of tham professional educators. None of these, with

the exception of money -- always such a marvelous motivator -- is a conven-
t1onal mechanism for educational Innovation.

What made matters worse was that he took a completely new tack =-- one not
evan considered by most speclalists. For ysars they had been attempting to
deal, by a variety of methods, with the difficulties of learning to read.
All of thelr attempts Implicltly aisumed the fact that the mediwm -- the
alphabdet 1tself -- was Immutadle. With a lack of caution that could be con-
s'dered as impelitic as It was trreguiar, Sir James suggested that many
reading difficulties have thelr roots In what Coleridge called "our lying
atphabet” Itself,

Of course, tiere were some enthusiasts who had, as early as the l€th
century, traced readling problems to the alphabet and its odd combinaticons of
spelilings. They were the spelling reformers, and they achieved relatively
I1ttle success.

Pltman had whut might ba called a "genetic" Involvement In the spelling re-
fcrm movement since hls grandfather, Sir Isaac P tman, wus one of these
early ploneers; but Pltman's original perception == that the difficulties
of our a'phubet were signiticant at the learning stage and irrelevant once
true Yiteracy was a-hleved -- was one of those simple ldeas which are the
Targest burr undcr the speclalist's saddle. The "reaoing expert” should
not be tlamed too much for missling this cruclal po'nt; the spelling re-
formers did so too, Perhaps their futile fight and quixotic persistence
Is the other side of the coln. One group says change the alphabet per-

2
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marently; +the other says don't change !+ even temporarily.

If the alphabet could be made rational during the teginning perlod in which
decoding skills must be learned, and If it were made as compatible as possible
with traditional orthography so that there would be no transition problems,

Sir James reascned -~ but the rest, .- no poet ever sald, is history. Afl

the 1de. needed was biood, sweat, o \ars, and Pitman had them for his birth-
right. tf Leonardo was the flrsi cran\, as Bernard Berenson once said, here
was another!

What might this mean to the conventional wisdom? Nothing good! The business
of teaching children to read Is a mutti-miilion doltar affair. Scores of
commerclal organlzations have the!r profltability based on reading materials
printed in a conventional way, though designed to surmount problems precipi=-
tated in large part by that conventlonal orthography. Hundreds of speclal-
Ists became speclalists In dealing with difficulties created, in significant
measure, by the very alphabet which they used to try to ellminate thase dlf-
ticultles. Thelr reputations (and thelr Incomes) became rooted 1n the 26-
character alphadet. Thousands of thelr graduate students walked In their
footsteps, and became, In thelr turn, experts themselves. Their research
always focused on meihodology, not on medlum, and =- if the medlum turred out
fo be the crux of the matter -~ that research Itself might come into question.
No :?gder that the hcrse sald, upon seeing the automobile, "I hope it doesn't
WOrk.

So tha Issuo was Joined on grounds +hat are fam'liar to the historlan of
science. He can ciie case after case to show as Yeblen pointed out, that
"the accredited learning class and the seminaries (What a pleasantly archalc
word!} of the higher learnTng have looked askance at all Innovation.” There
was Gallileo and Bruno, Pasteur and Lister, Mesmer and Freud, Semmelweis

and -- but the list is Too lcng elther to cite or to compretend. Of Zourse,
these men |ived long ago, when we were much less ready fo reconsider pre-
sumably eternal truths than we are now. Today's sclentitlc expertise und
telerance for the new are greater than yesterday's, we presume. Or are
they? For exwmple, Or. Vanrevar Bush, a great contemporary who made sub-
stantial contributions to sclence, tes*ified authoritatively before a

Senate Committee In 1945 that a 3,000 mile high-angle rocket would be im=
possible for many years.

The pecple who have been writing these things ... who anncy me ...
have been talking about a 3,000 mile high-angle rocket shot from
one continent to another carrying an atomic bomd so directed as
to be a precise weapon which would land directly on a certain tar-
get which is a clty. 1 say technically I don't think anyone in
the world knows hew to do such a ting, and 1 feel confident that
it will not be done for a very long period of tive to come ...

But we all know that just such a rocket was launched only twelve years
later! And 1f such certitude is @ problem in the physlicai sclences, what of
the soefal sclences, where measurement is less accurate, where phenomen2 are
more subtle, and where data are more filtered through the whole cloth of
personality?

Let e paraphrase John Galbrafth by sudbstituting the word "education™ for
his "economics." He was, of course, talking abeut his own field when he made
8 useful analogy. "tn the phyiical sclences,” te sald,

¢* ange !s associated only with discovery, with the improved state

of knowledge. The matter being studied does rnot change. In

education there is a change both in the state of knowledge, and

in what is being studled. (People in educatfon are not Inherently
3
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resistant to novelty, but they react very differently to the two

types of change. New knowledge, and new interpretations of exist-
ing knowledge, are much welcome. Charnge in the underlying insti-
tutions is miuch more slowly assimilated.

And whal Is more “fnstitutional™ than our traditioral alphabet?

Tt Is not that past truths are no longer true; some of them never were. 1t
s not that the problems cf the present are Imperative; they are n¢ more =---
and no less --- Imperative than the problems of the past, for they are much
the same problens. By thelr very existence they provide festimory to cur
inability tc do something meaningful about them.

What £g different Is the way they now implnge on us. The poor and the
troubled leave thelr ghettos and confront us directly. The wronged no loager
gnaw onfy at thelr cwn vitals, they gnaw at ours. The certifudes of the
middle-class consclence are less cartain now.

Of course, schools were never better. Education never more brozdly based.
Teachers never better trained or better pald. Automoblles, similarly,

were never better, rever safer. Why do we now try to make them still sater?
#hy do we suddenly take aim directly at thls one, old problem? Why do we
na) invent and mandate new mechanlsms to make cars safer stitl? Why do we
now recognize the problem for what 't is, and why do we --- government, manu-
facturers, experts, all of us -- naw, at this point of time, direct ourselves
to issues like Improving the safety ot automobile transporta*ion? While
about 50,000 traffic deaths per year occasioned only cautionary concern In
the past, the time suddenly cane when one private volce, from outside the
auto safety establishment, stirred us to actior

That one private voice no longer cried out in the wilderness. 1t was a
catalyst which was added to 1he dismal reccrd of 50,000 auto deaths a

year. Suddenly, our platitudes about safe driving wZre not enough and some-
thing Tmpcrtant happened. What was Inportant was a change of focus, from
the easy certitude that the most dangerous part of the mechanism was "the
nut behind the wheel" to a more sophisticated perception that ths machTne
itself could be made safer ... that we could dg oniy sc much wlth human psy-
chopathology, and 50 much more with the iaanimate wechanism itself.

As far as education is concerred, a parallel exists. Children were never
better educated? True, but never were more chlidren mlseducated, more
teachers ill-preparea to cope, more schools so in peed of change. With all
of this, never have soclal and political Imperatives peen as pressing. We
have recognized that our world has changed, and knowlsdge, the curtency of
education, has Increased goometrically.

However, we ara always slow to cash Th our Intellectual chips for new cur-
rency. We contirue to 2dd to our Inventory of obsolete weapons In order to
fight & war that we have already fost. And here, 100, {ne nne private volce
-- Pitman's -- has stirred us and has produced from outside the walls cf the
professfon a change in literacy frainlng of great Importance.

What concerns me here is not 1.t.a., as Important as It is, but rather the
phenomenon of charge, particularly change trought about by a force from cut-
side of the establishment. "Establishment" Is a useful word; It defines
those people who are "in" who are, 'n the w.cst basic $ense, in pover.

Every fleld has Its establishmert; every Senate, its "club.™ Gettlng in

is sometimes difficult. Belng out is by itself sometires sufficlent to make
one "wrong,” sftan sufficient to make one Irrelevant.

In educaticn, there are a varlety of Establishrents: For college professors
4
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of English, the establishment Is largely congruent with the Modern Language
Associatlon., for-high school teachers of English, on the other hand, with
the National Council of Teachers of Enqllsh. For reading, with the inter-
natloral Reading Association. The teachers' colleges themselves make up one
special group, because of thelr dual role In preparing people for certifi-
cation and in advising on the standards for certiftcation. When the clrcle
is as complete as It Is in the case of the preparation of teachers, it is
Inde2d dlificult to break. wWitness tha abortlive aitempts of the !Iteral arts
colleges to Influence the preparation ot teachers; only Harvard -- vary
much an establishment on its own -- has so far won this fight,

Cne would have to be a revolurionary -- which I am not ~- t3» suggest that

all establishments are by thelir nature bad. But perhaps tha conventlonal
wisdom is almost always unwise and expertlise almost by |ts nature narrow. As
Admiral Rlckover (who is usually not on my side of the fence) charged, "Our
soclety |s threatened by any man who knows method tut not meuning; technique,
but not principle.” Method and technique! The last refuges ¢f the profes-
sional. What would we be without them?

In New York, we rerently had a Worlu's Falr, too, concelved and executed by
a master of method and technique. Unfortunately, he left meaning and prin-
ciple to others, and produced a grandiose fair with a core of emptiness which
took precedence over everything tn it. On the other hand, the Expo people
were visited some tlme ago by a Japanese delegation, seeking advice on their
own forthcoming exposition. "But you are amateurs,” the Jjapanese safd,
aghast at the Canadlans' approach. ™We were amatours!™ was the reply.

Can we then gavge professionalism by the quality of the accomplishment ang
the serlousness of cencern? Why not?

The true professional, then, [s our opportunity as well as our gadfly. False
professionallsm plays us false. We are forced to te alert to the two kinds
of protessionalism In educatlon because education concerns Itself with that
most ir-clved subject, the raising of our young.

For the young, we provide a number of Inst!tutions cther than our conventlon-
al alphabat, of course. The schoo! Itself is one. ft, In turn, has Its own
sub-Institutions: testing, the marking system, organlzation Into compart-
ments called gredes, curricula, and syllabi. The most signlficant questicn
s whether this Instltution, this chip off Mark Hopkins' old block of wood,
Is the most efficlent instrumentaiity for accorplishing what must be accom-
plicted.

Since so many critics have suggested changes In all of these Instltutions,
it seems reasonable to suggest that they are not perfect. Today, true pro-
fesslonals question mary of the truths that have bolstered us In the past.
False professicnalism Is based on the perpetual valldity of every old instl-
tution, every ol¢ truth. The more fundamental a change, the more the false
professional is threatened, Tho kind of change that Is acceptuble Is
cosmetie. Like the automoblle stylists who take precedence over englneers,
they prefer a new tall tin to a collapsivle st2ering cslumn. 1irrelevant
change, which requires ro change in percettlon, wkich alters stadow but not
substance, Is fine. |t provides the 1llusion of growth, the comfort of pro-
gress. But let sune lconoclast really push Into sacred groves, he subverts
both the sacred ccw and Its cowherd allke.

Ona of the most basic elements In the educational compound Is the concept

of grades {not "grading", which I's still another Institution). Chlliren ex-
15t on grade levels and approach either eége o! these arld platecus at thelr
erll. 1% was a second-grade feacher who sald to an i.t.a.~taught child that
y returnlng to conventional second grade readers, the c'.1ld would "get
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back where she belonged." Back to less exacting vsrbal skills, perhaps, or
simply back to wors that challenged the teacher less. This was, Indes?, a
gecond-grade teachor, but not much different from thoss folk-herces of educa-
tion, the professcrs of pedagogy, who have long preacked that there is learn=
Ing aporopriate for each age rather than for eack child.

Suppose our assumption that & boy "should" weigh 65 pounds at 10 years of age
had sImilar ramlfications. Would we == if we wers overweight == '"skip™ him
and hold an eleveath birthday party? |+ he welghed only 55 pounds, would we
keep him in his ninth year for another "term"? Why do we operate on arlthme-
tic neans and averages for intellectuql growth, tut accept only the general-
1ty of their usefulness for phystcal growth?

Given the genera! accuracy of most physiclan's scales, we can assume that
children who weigh 65 pounds, do so -- on Earth, at least, if not on the
mocn. But can we be as sure that children who score 100 on our conveaticnal
measures of intel [igence have "normal™ intelllgence? We have been using
standardized tests as {f they offered 1ha revealed word. We measure linguis-
tic chility and cali It Intelligence, We give tests of comprehenslon tc in-
sure that our experimental and control groups are equivalent; then give
other tests cf comprehenslon to evaluate the differences between them.

Just the other day, ! read a Kettering Foundation report of a Seminar on the
Chemistry of Learning. The elght distinquished sclentists agreed that what
has passed for “learning theory™ In psychology texts Is ltrrelevant and pro-
tably Tncorrect.

This 1s directly relevant to 1.t.a. for too many researchers have used con-
ventlional measures and assump*lons to gauge l.t.a.'s valldlty -- wlthout con-
sldering whether or not the tests are eltrer approprlate or, most Important,
viable tests of what they purport to measure, or whether thelr assumptlons
hold, elther.

"Norms™ -- 1t they exist -- presuppose equivalencies of orher characteristics,
What is a tirst-grade j.t.a. reacer? If a first-grader reads an i.t.a.

text thzt conforms to third-grade norms in terms of vocabulary load, running
words, and so for'th, what is happenfng In terms of grade level? 1.0.7
comprehension? [f we *est a violinlst's proflclency ty measuring hls per-
rormance on a 'cello, can we really presume that our results wili be meaning-
ful, despite our impressive bark of computers and our very professional .
knowledge of statistics?

But we cannot discount method and technique; they are needed. 5o leave
method and technlque; we reed them both. And in 2ny case, meaning s a
personal concern. Each of us extracts it 3s we are fit to do so. It
urderlies much of what we do, 1f we could only strip away the rococo plas-
terlng to see It unadorned.

8ut still there Is prineciple, which rests on virtues that are as old as
time, and as fleet’ng. These virtues Include the three theologlcal vir-
tues, called falth, hope, and charity. The false professional has little
faith in people different trom himself, ro hope, and small charity for
those who dlsagree with him. The true professicnal has falth In both him-
self and cthers, hope for the hopeless possibllity oi irmprovement In the
condition of man, and charity for others and even for their mistakes.

There are four more -~ traditional, cardina! virtues -- strengih, justice,

prudence, and moderation. | fInd strength the exclusive possession of the

strong, and they are naither right nor wrona, nelther false nor true, be-

cause of thelr muscles. Justice can be ounitive or merciful, ard, there-

fore, of itself not a private virtue of aryore. The fast twe -- prudence
6
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and moderation -- are polite but (In my terms) no ends In ttenselves. Qur

day calls for vigor and the redress of old wrongs. |t Is ha~d to be a prudent
fighter for the right, a moderate opponent of evil. The false professional
can disguise his Traction as prudence, his sterility as mod:ration.

So the key lies In the efghth virtue: anxiety. ® Belng anxlous msans realizing
that life Is a continucus process of creation, not stubkornly adhering to
outwora survivals. The eighth virtue conditions all the other virtuas. ft

Is possessed by the true professional, and all his work is condtioned by
this neural 1tch.

Can one train for anxiety? Can one bufld principle without it7 Perhaps
for th> true professicnal this virtue Is to be honored above all others,
for in anxiety Ites tha distinction between him znd his false cotleague.

2. THE HISTORICAL BACKGROUND OF 1.T.A.

Sir James Pitman, K.B.E.

In one serse it would te correct to say that the history of 1.t.5. began with
my birth., ! was born Into a unique environment - a family daeply rooted in
Education generally, and one with a particular root In comnunication by lang=
vage. Samuel Pitman (1787-1863), {my great-grandfathar and the father of
|saac) wzs resident In Trowbridga, a small English town In ¥iltshire. He was
a weaver there In the days of hand-~loom weaving, and a teacter not only on
Sundays but in the evenings and very early mornings of weex deys too. He

was very exceptional {n his time. In those days of long ago few of the
"working classes" and thelr children were even literate, and tte opportunities
for them to become llterate - much less to become as highly edicated as
Sarue! Pitman and his childrea - were not Instituticnal, and tte time for
home study was very meagre, such were the demands on alf menbers of a family
for unremitting work, even before those davs of "tre hungry forties".

Born to this Samuel and to Maria Pitman on Januvary 4th, 1813 was [saac
Pitman, my grandfather. He was one of seven brothers ang four sisters, all
of whom were outstanding examples of what could be done in higher education,
even when in only very fow centres - certainly not in such small towns as
Trowbridgr In Wiltshire -~ were facilitles for hiyher education avaliable at
all.

) must refer my listeners to the three standard blographles M,2,3) of my
grandfather for evidence of his schelarship In Latln, Greek, Hesrew and
Music, as well as In his chosen subject of what we today call Lingulistics.

My father in the third generation regarded education - of all ciildren as
well as of his own children - as the chfef concern of the adult genaratlion.

He moreover passed on to me for acceptance as an axiom and a tenet of falth
that what Is recorcded whether in zhorthand, In longhand, Tn Morse, In
Brallle, or in any other form ought %o be refated to what meeds to be record-
ed, namely, the peal language, the spoken language, not to Its ndirect ver-
sion, the convention orthography. He also passed on to me a denp veneration

* From "The Eighth virtue: Anxlety," Bulletin des Conferences de Saint,
Vineente de pPaul (1963). .
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of my grandfather, of his scholarship, his ideals, his hard work, his patiance,
and his pcwers of persistent but well-mannered persuasion. To all thesa mar=
1ts my grandfather, who was one of Britain's, and so of the World's, first
trained and practised teachers, added a jreat practical abili+y., He ywas

able happlly to combine together his grest learning and all those tralts cf
practicality with a lifetime's experience as a teacher, a practical printer,
gnd a working Editor.

The specia! ":1aty" of the founder o' Rome towards his father Lecame }rson-
alized ruund my grandfather. He was ry boyhood's hero, and has remalae * my
hero ever since.

Yet another factor of the environment into which | had been born has been
tsaac Fitmen's Library - a working library, unique not only In its comprehen~
sfveness, but Tn thz inclusion of even very rare books which, so far as
duplicates exist, are scattiered as collectors' pieces over the libdraries cf
Britain and America. One book ("A Shert Introduction or guiding to print,
write, and reqde Inglish speech: conferred with the olde printing and
vriting: devised by William Bullokur”. 1581) Is of particular Interest and
Tndeed of value because it is the only copy known In the world, and the copy
in which the author mede margTnal notes 2nd corrections and signed his name.

But of all this wonderful library by far the most helpful, and thus precious,
was the compleie set of SIr [saac's own pubilications from the first Issue

of The Phonotypic Jowrnal in 1842 to the last issue of The Speler In January
1897, published shortly before his ¢eath on 22nd January 18927.

tdited and larqely written by him, sometimes monthly, sometimes everv other
week, but weekly for over forty years, from 1852 to 1894, they are a gold
mine, or even a diamond mine, for the worker in ihis field, and 2 source of
the dimenstons and convenience of an oil fleld. 2ddressed mostly to scholars,
his publications comprehended also In "The Juvenlle Department” & weekly
reading exerclise for classroom use, which In total furnished to &ny teacher

a volure of teaching material almost as great as that avallable in !.t.a.{ 10w
some 800 different titles by over 80 British, American, Canadian, and
Australlan publishers) - and as full of nlneteenth century moral teachlng as
The McGuffey Readers.

In another sense the history of i.t.a. began very much later, because had

I not happened in special circumstances to have met the late Arthur Ltoyd
James, all this environmental potential might wall have enriched no more
than my own life. Arthur Lioyd James and [ had for long been friends, my
father having Introduced us. It was with much rejolcing, therefore, that In
the early thirtics he, his wife, my wife and I, found ourselves pissengers on
2 Cunarder travelling together from America to England. From the many hours
ot plessant company arose not only the challenge from him to turn my poten-
tial into achlevement®, but an offer from him to accept the challesge also
for himself {if | would accept It tor myself} and thus add his very great
expertise anc potential to a common obJective.

We there and then planned a llne of action. We would approach Sir George
Hunter [the Chairman of The Simplified Spelling Soclety), Mr. Thomas R,
Barber (the Secretary), ard Professor Danlet Jones, Harold Orton, Wialter
Ripman ard Professor Sir Glitbert Murray, for the purpose of establishing
what might confldently be put forward on a digr phic basls as a basls of re-

* "What is the use™, he said, "of your having all the right ideas, all the
right upbringing, all the right social, educational, publishing and perscnai
pre-conditicns so that you are the one person who might pull It off, and your
then sitting back and leavine it to Ceorge"?
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cording the English language (1.e. the spoken language) to which no valld
obJectlon could be taken by any leadlng phoreticlan or Ilngulst - at least
by any one who would accept Its princlples as set out on pp. 12-14 of
Simplified Spelling Flfth Edl tion {Rev!sed) 1938, and the over-riding pollicy
as expressed thers on p. 15 «= "In none of our compromises s the convenlence
of the comlng gernzration sacriflced to the hablts of the acdult generation of
fodﬂ(i TI:!s wa ccncelve 1o ber the fundamental condition of a truly simpllifled
spelling”,

We recognlzed that each one of us would have preferences for mlnor varlations
from the general accommodatlcn which we hoped to reach, but that any depar-
tures would Involve no comprxm'se of principle such as might deter us from
standing up te all corers to defend as a recommended system what we would
+hus have agreed In common.

'n the event, our falth was ‘ustlfled. Accommodation was posslbie. Unreserved
agreement was achieved, and “Slmpli¢ied Spellling" was publlshed fn 1938.*
Our expectations of the need 45 jsave open an elasticity for mlror varlations,
but to Insist on agreesenr {n wroad princlple, has also been borne cut. We
conslstently 4all ourcselves, and a!! since who had varfants they wilshed to
push, tiiat the time for cons deratlon of varlants would most certalnly come
later, as soon 25 a declslon In principle to accept a system as a new con-
ventlor had been taken - and that meanwhlle argulng amongst ourselves as to
what new system might be better than another new system, and above all arend-
Ing what we had agreed upon, would be only harmful to the cause of winnlng
general acceptance of the princlple that a new system was needed and could bde
agreed upon.

While from that date, and In 21] 1ts cealing with Indlviduals, the Soclety
has adhered to that convictlan, 1t dId In deallng wlth tha Amerlcan Simpler
Spelllng Association publlish a two-page sheet ¥n 1951 accepting Just such
minor amendments, but thls exceptlon was made In order to establ!lsh complete
agreement between the exlstirg recommendations of the British and +hose about
to be re-mace of the Amerfcan Soclety: moreover they were afl In the dlrec-
tlon of a more perfect appli~ation of the "fundamental condltton™, that the
convenlence of the coming generatlon should not be sacrificed. Moreover we
recognized the Importance of the principle that lf and when any charge should
come, 1t must be not a unllateral, but a unlversal one, coming about In both,
Indeed all, of the great English-speaking countrles. Indeed 11 was clearly
deslirable to end the present barrlers to communlcation In the printed word
throughout *+hat great cormuilty (otherwlise sharling In cormon the printed form
of thelr language) which we-e brought about by the earller wnilateral changes,
minor as they were, {(e.g. cinter, centre; honor, bonour, etc.) Introduced by
Noah Webster, Theodora Roosevelt and Andrew Carnegle, Here sppeared to ba the
opportunity to undo harm fgrorantly done.

The fong and careful work by such a high-powered commlttee was to prove a
perlod of gestation for the Inlftial teaching alphabet sad one of the greatest
possible value to me In my future work and objJective. Although the obJec-
tive of tte Commlttea was Feform 1n Speiling, and not Pnnovation In Education,
the foundatlons of the sulfablllty of |.t.a. as a (temporary) learning medlum
wera |atd during that pericd. Our then purpose - my ther purpose ~ was one

* rgimplified Spelling™ - Fifth edition, revieced. (The key "C8" Indicates
that it was printed in 193f. It therefore ante-dates "New Spellimg” Fifth
edition printed In 19u0). Jt up-dated, and with Ripman's full concordance,
the 1912 edition of Simplified Spelling.
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much more radical than my subsequent less provocative, but essenttally differ-
ent, one, but there c..'d have been no better preparation than the hours and
hours spent in detailee discussicns with such cutstanding scholars in thls
flefd as Sir Gilbert Murray, Daniel Jones, Arthur Lloyd James, and Harold
Orton, spread over some flive years, end all corducted within the framework of
obJective fact and meticulous recearch Inherlted from Walter Ripman and
William Archer.

Another date mark In the history of 1.t.a. was Sth of August, 1947 when
Professor Danlel Jones and | motored to Ayot S+. Lawrence to discuss with
George Bernard Shaw whether he might ~ot cestqnate the Simpli¢led Spelling
Soclety as the beneficiary under his Witl,

Until my visit that day | had no Inkling that Shaw was Intellectually and
imnovably opposed to Spelling Re-orm. Moreover, until then | had not appre-
clated the difference - a very great cne ~ between reform of the Roman alphz-
bet and reform of spellings in tte Roman alphabet. It was thus under & mis-
understanding that we had gone, expecting the great man to allow h!s money to
support a Soclety to whose work, as It socon appaared, he was so strongly
oppused. He was very courteous, very hospitatle, very charming, extremely
knowledgeable, but very firm. He knew what he wanted, znd I+ was not Speiling
feform: HMa knew what he dld not want, and that was anytning to do with
Spelling Reform.*

After our return, In disappointment and surprise at tha unexpected views of
the great man, the loglc of nis case worked |lke leaver on at any rate my
thinking., Thenceforward | saw ttree objectives - none of them cbjecvives of
the Simplilied Spelllng Soclety cr of The Simpler Spellling Associatlon unless
those bodles were radlically to alter thelr policies and declared purpose.

As | thenceforward saw It - and sce it all the more clearly now bacause of
the fuccess of i.t.a. - the three obJectives are distinct.

(1> To take from the objectivss >f the 5.5.5. and 5.5.A. tra} part which is
of help to learning literacy. After all, the value of the alphabet lles in
the learning stages, not In the using stages. Even the Chirese with no
alphabet find ideograms, once they have learned them, of equal use, and are
Just as able to read and write as anyone using an alphabet. The outcome of
this acceptance of a new ard mich more !imited and attainable obJective has
been the development of 1.t.a. fcr those who already speak English, and
Worid i.t.a. for those who need t> learn to llsten and speak Engllish as well
as read and wrlte it.

(i1) To reject that part of the >bjectives o! the 5.5.5. a~d 5.5.A. which
sought to Tmpose a Jess difflcult, but nevertreless new, orthography upen
the child when learnirg %o spell, and to adedt irstead a rew objective -

one to substitute freedom Tn placy of conformity, and to put forward as the
only requiremant of spelling that 1t sheuld be easily understood by any
reader. Such a new freedom in spelling would greatly raduce the time wasted
in Tearning to spell when the trarsitlzn needs to be maje from writina in
I.t.a. 4o writing 1a T.0. | telleve that this will lead 1o no chznge Tn

the spelling of the rost frequently recurring words (*he first 500 cover as
much as 755 of tte words in any passige of contirucus Enailsh and no worse

* I recormend to those who wish "o understand more fully the essential dif-
ference etween Shaw's new alphabet and Spelling Feform with the old Foman
alphabets, - pp. B-16 of The Lafe Dr. Mont Follizk - An Avpratsal, the reprint
of The Iraugural Mont Folllick Lec:ure at Manchester University on 7th February
1964; Also Ardrocles and toe Lica (Shaw Alphabet Td'tion) Fe-pguin Eocks Ltd,
Londen 1962,

12




{

O

ERIC

than & tolerable diversity In the speilings of only some of the remalning 25%.
This wculd meen, of course, no change in printed English - only in the writing
end trpew . tirg of 1hcse who write, non-professlonally, those who In fact
produce very l1ttle writing In the course of the year, mush of which 1s 111
spelled anyway.

In the process of time at a school, and as children grow up and .n the pro-
cess read and write more and more, they will come +5 spell In the exIsting
T.0. convention the very common words, and even most of {he common words;
while some of the less cormon and most of the unusual {ard ditf .ujt)} words,
wlt] be spelled wrongly - as they are now, but even more undersrandably than
they are now by those who attempt what they would ordinarlly evade.

This suggested new aspect of Spelling Reform, which would give the new gen-
eraticn a new freedom, would parallel the two older freedoms in linguistic
communlzation. We do not exact from any cne, young or old, a "copperplate
hand", but are satistied that the consideration of calning readership will
Impose the necessary minimum discipiine. We ¢o not exact elther, from those
to whom we listen, a particular pronunciation. We r-; suppos: that there Is
ihe Queen’s {or tha President's) English, but we decelve ourselves., Variety
s infinite. There Is no single standard to which to conform, and if there
were, no one would conform. Alternative pronunciations, dialzcts and irndivi-
dua! idiosyncrasies, comblne to demonstrate that Ortho-epy doss not ...ist,
ang that Ortha-graphy also might equally ba dispensed with., After all, a
conformity to nefther Orthoepy nor Orthography waulc have no practical value
which Is not ers.red by the discipline of inte!ligitility.*

(111) To teke over from Bernard Shaw the idea that it Is desirable to de-
slgn a new, and non-Romanic, alphabet for personal rorrespordence: one which
will be significantly faster In handwrlting than our present medium, but

not as fast, nor as turdensome fn learning, nor a3 zesthetinally deterring,
as the fast shorthand systems.

¥ The choice before us is a unasty dilemma: either freedom to spell as we
like, but as we krow our reader will understand us; or a continuation of
the grind ¢f "learning to spell”. Admittedly any new orthography which the
beginner will thus need ‘o learn will be a somewhat easier one, but a single
standard of pronuncfation will need to te established and will need to be
learned a& of rote as a basis for spelling - much as spellirg {s learned now.
No-one in their wildest cptimism can expect azreement on pronunciation,

In eny case the result of departing from the new standard [.0. will bc a
great proliferation of variant spellings coiresponding with the variations
in regional and individual propunciations., If a symbol for th: schwa is

not provid-d, ths guesses of the writer whether the e should Le used as in
continent and continental,the a as in metal and metallic will be widely
variant, until we are back again to spalling bees, wondering whether there
ought to e an o in accommodate, ator and cbey. If we have a symbel fer

the schwa the writer will need to know when to use it in the weak forms

of that, for, would and the final syllshle of Porterouth and wlen to use the
strong form. "

If variety is an inevitability why not make a virtue of the ‘necvitadle and
allow it? The other course will nesd the irposition of a new rote learning,
and one linked not tc the universally acceptable couvention of the past, but
to some naw rote which will be based upon pronuncia-ieons which will not be
generally acceptable by all who will either stick to T.0. cr wit' intro-
duce the freedom and variety advocated above in all words cf yhich they do
vou hapben to know the spelling, 1
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1 have spoken at length sbout these three, and have digressed from my main
theme, - but to have done so enables me better to have explalred my posi-
tion about No. () - the development of an Initiai Teaching Alphabef - which,
as ! see it, will not only achleve’ that first objective point, but also pave
the way for the other two objectives to be achieved, as a:hioved they ought
to be, even [f It be long after | and the youngest of my audience may have
passed away.

But | must return to the main stream of my theme. When | accepted the In-
vitation from the Chairman of the Bath Conservative Association, and a
number of members of the txecutlive, to allow my name to be consldered for
adoption as the prospective Parlitamentary candidate for that supposedly very
safe Conservative seat, | had In mind that to become a Member of Parllament
would not hindar, but could be made quite properly to help, what was, behind
everything, my objective: simlilarly in accepting thz position of Chalrman
of The Flnance Comnittee of London University [nstitute of Education, |
supposed that the position and contacts so established would inevitably, and
again very properly, help that objective - assuming of course that the pro-
posal to Investigate the teretits of an Initial teaching alphabet might be
regarded as educationally sound.

The late Dr, G. B. Jeffery had been for some years a friend of mine. He

was Director of The Institute, and he accepted in 1951 on behalf of iha
Institute, a grant of 82,100 (5300 a year for seven years) from the Simplified
Spelling Soclety, which grant | had negotiated with him for an Investiga-
tion usTng Simplified Spelltng to ascertain "whether Engllsh-speaking child-
rer. would more easily pass the barrier to complete literacy If they were to
pass that barrier In a word symbolization which used the letterrs of the alpha-
bet In a logical and wholly conslistent appearance". (Ref. No. ). Or.
Willlam R. Lee was engaged, and ha reported in 1957. HIs report* aid littie,
I'f anything to advance the proposttlon that our tradltional alphatets and
spelllngs with them are 3 maJor handlicap in learning to resd and write the
visual forms of a language already knowr in its auditory form, but 1t was
hefpful to have dcmonstrated that only by a direct trial of a new mediwa
could Judgment be formed and declsions taken,

Meanwhile the two Dills In the House of Commons - the Private Member's BIII
of [Ith March 1949, and The Simplitied Spelling 8111 of November [9th 1532,
vere two inmportant date marks. The first, drafted Ly O, Follick, was
defeated by only three votes; the second, drafted by me with the assistance
of Mr. Maurice Liddeli of Dyson Bell & Co. the well-known Parliamentary
Counsel, was passed by a2 majority of 12 on the second Reading. Both were In
the names of Dr. Follick end of other Members and myself. Di. Fo!lick con=
ducted the flrst, znd | - at his request - drafted end conducted the second.

The most convenlent source for information on this Is *c be found in the
above-mentlened paper - The late Dr. Mont Folliok: An Apprafeal - including
particularly the coplous notes at the end. Tre prorise won from a very
reiuctant Minister of Educatlon that: -

"An; such organization could rely on my Iinterest and good will for
their proposal as for any propocal designed to Investigate possible
improvements In this field of education. Such interest and gond-
will would not imply any prespect of additional grant. It would

be for the organlzation concerned to secure the willing co-opera-
tion of local education authorities, teachers and Parents, and

¥ "Is the Jrregular{ty with which Fnglish is Spelt an Important Cause of
Reading Difficulty" (June 1957).
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these must in my view remain free to decide with what particular
forms of research they wish to associate themselves. All coa-
cerned in any such researches could rest assured of my gocd wishec
for their work.”

was a step forward of the very greatest Importance. [t was irdeed one of
the essential foundation stones, and the most Important for what was to fol-
low. Here again that Paper is the most corvenlent source of information.

Meanwhiie a long pertod for persuasfon was necessary. The persuasion was
two-fcld: lecturing and discussing in what are now called Colleges of
Education, and In educailon of the publlc at large through Publlic Relations.

A selact band of us, of y:hom the present Speaker of The House of Commons,
(Or. Horace King), Slir Graham Savage [shortly before the Director of Educa-
tion (Superintendent in America} of London], Peter MacCarthy (Head of the
Depertment of Pronetlcs of Leeds Unlversity), Ralph Mcrley (M.P. for the
itchen Division of Southampton?}, Maurice Harrison (Oirector ot Education for
the City of Oldham), and myse!f were the most active.

We were al| rembers of tha Simplified Spelling Society, and all capatfe of
deallng with 1he main point at Issue: now that the Minister hac blessed the
project of trying an alternative alphabet and logical spelllngs, ought not the
proposition to be tested in Schools on an experimental basis, or should the
Idea remaln in the limbo? We invarlably asked the audlence to vcte ' 7 a show
of hands, and we even asked the audlence to vote agaln whether they would
allow a chilc of thelrs to be a "gulnea~pig".

The percentage voting in favour - on both questions was invariably in the
ninetles and eighties. Commendably few of the stufunts “chlckened-ocut" even
tn the second concrute and subjective vote, from {helr first objective and
irpersonal one.

The effect on the Principals and on the 'ecturing staff of such an overhwelm-
ing vote was Impressive. |If any Unlversity were to consider getting down to
the hard practicallties of conducting the desired research, at least Its
higher staff could count on a not wholly unfavcurable reaction from a number
of colleagues in the higher ranks in educatlon. Its effect on Her MajJesty's
Chief Ynspector of Education (Mr. Percy Wilson) was of at least equal im-
portance. He attenced one of my lectures - that at {ke Waria Grey College

I'n Twickerham - and his subsequent conviction that an Tnitial tezching
alphabet deserved a trial, was to have a decisive and practical consesience
of very great importance, as will be seen later.

Moreover a steady stream even of embryo teachers entering the staff-rooms

of schools all over Britaln, and the stil! smal! volces of those who cculd
claim to have at least considered the case for and 2gainst 2 research, would
be of potential importance when the time came to seek vclunteer schools and
volunteer teachers for the exparirental classes.

We knew the Tmportance of this work, and looking back, it is clear that
without this period of expositlon no progress would have been possible later.

In the same way my meeting w!th Bernard Shaw, an¢ tre considerzbte corres-
pondence which follewed, led to happenings following his death without

which progress would have been vary much rore difflcult, The impact of his
advocacy, the affect on the public of his Will and all that It led to, was of
very grea* value in 1he ecucation of the Press, the T.V. programrers and

of the public.

Here again | must refer to that pager The late Dr. Mont Folliek. | cannot
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do better *hun to Quote from it a short passage which shows whet Dr. Folllck,
Berrard Shaw and I* seer to have achieved:

" Firstly he had advertised through the Eng!ish-speaking world, and Indeed
throughout non-English-speaking countries too, that the Eng!ish language as
present{y printed with the old roman alphabet was no lorger thought to be
perfect and above improvement, even In (ts own home land. Secondly he had
forced the Government, and the particutar Minister most Tnfluenttal in
English literate activities, to agree that the traditlonal conventions might
te challenged to trial to justlfy their dominance in Infant teaching at any
rate, and to promise to give moral suppori to the act of challenge wherever It
might be mounted. Thirdly he had in thls paved the way for the eventual
action by a major British Untverstty - the leading Institute of Education

and the only body important enough to dare stage such a challenge and, having
stzged 1t, to dare to adjudicate 1ne winner. He had thus carrled the cause
from the negative phase of decrying the old as being bad, to the positive one
of Introducing and testing a to-be-newiy-created and better alternative.

Meanwhile, Bernard Shaw, who was alive during the first of Dr. Follick's
Bills, had supported him, if wlith certain reservations. Moreover, Shaw's
support atter his (Shew's) death was most effective, not only in his Will
and in the bitter contesting of it, but also in the de facto victory on
Appeal against the earller adverse decision in the Lower Court. Shaw had
thus been very active In supporting Follick's obJective, particularly for
that flcst stage of their objective, 2 stage in which they were wholly at one.
Just as the earller news that the British Parliament had voted in favour of
3 new speiling had made frantpage headlines in the British and oversecs
Press, so too, each of these three successlve propaganda explosions of the
cead, but still llving, G.B8.5. achieved, If posslble, even bigger, better
and wider world Press coverage, and discussion,

No ore could any longer maintzin that corslderation of a new conventlon and

a better medium was cther than a [ively one, It might be stupid, 't might be
a Jot else besides, but Tt was very |lively. Generally In the minds of all,
responsible or not, influential or not, was an awareness that a new force had
arisen, one no tonger to be ridicuted and airily dismissed; they bacome aware
of the advent of a new medium of cormunication, which might be seen, if no
bigger than a man's hand rising as a cloud cn the horizon, bringing with It
the possibifity of the new and the better. The uninfluential did not know
how, or why, a rew and better was thus on the horizon; the influential,
virtually al!, pre-judged the result of the challenge and were certain that
the new would not be better - and reconciled themselves 4¢c the tiresome per-
jod of disturbance apparently nsecessary {cr nroving trem rlght. Mearwhile,
let cleen be disturbed as little as possidle, for atter all what hope was
there of flrding any Uriversity, much less @ major ore, so bereft of Its
senses and $o blind to the dece~cies of cultured comrunicatlon, as to te
wilitng, much less desirous, of seiting up the Iists for such a challenge and
acting as the organizer of the challenge ang as the judge?

As wa know, that rext step was achieved,

The actua) design of i.t.a. was a slow evoluticn., Alttough | was reen to
have avallable on the tatle a concrete propesal, it was rob until 1353 that
Alfred fFalrban', one of the greatest cillgraphers and rost knowledgeab!e ot
exparts in characterization, helped me with rmy flrst demorsirable exhibit,

¥ while modesty and regard for the rerory of ny late colleague led me to

suppress in that semorial paper tre leading and very active part which 1
had played, T need in this paper to easure that the achieverents liere men-
tloned arz recorded as the fruit of a collective effort Ly a runter of
people, among whom I had teen the most active,
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| had printed many thousands of copies of it on a foolscap sheet. The alpha-
bet was on one side, and the openting verses of St. John, Chapter |, on the
oiher - ad satis to exemplify all of the characters of the alphabet. This in
practice meant a Jump ahead as far s Chapter IIl to the word "meagure™ for
the character for the sound zkuh. These sheets we gave away at our lectures
at Colleges ot Educatlon and occasfonal Potary Clubs. I suppose they will
have a collectors' value.

1t was only later than 1953 that the Monotype Corporation had sufficliently
caught up on the back-log in alphabet design and production which the 1939-45
War had lefr behind

Much di~ u3slon with Beatrice Warde decided upon Yonotype Ehrhardt Series 453
as the best type~-face around which to desfgn type characters approprlate to
the callligrapuic characters which had been evolved for the then 19 augmenta-
tions. The decision turned In part on the alf-round suttabitity cf that

type face, but more particularly on the availabl 11ty of a semi-bold alphabet
(series 573). Falrbank had accepted my Insistence that the inltial letters
for sentences and proper names should differ only in size (or In degree of
blackness), zad not at all in shape, from their ordinary counterparts. !
could not afford to have over 40 letters reduplicated In a larger (as well

as the smaller) size. However a higher degree of blackness did not seem
satistactory. A "bold" character made the page too spotty, but 2 semi-bold
character looked right enough, and enabled at any rate t1p service to be paid
fo the convention of capitalization. |t was onlv later, when the concept of
1.t.a. had won my complete confidence, that [ hazarded the cost of adding

two more alphabets of over 40 characters each, 2 maJescule ordinary, and 2
maJescule semibold.

1 toyed long ard lovingly with the idea of basing the alphabets directly on
the Fairbank original, and of cutting away from the generalily accepted prac-
tice of printing trom printer's type. An attractive consideration was that
the characters for the child to read, and the ones which he would in fact
write, cduld then -orrespond to 2 greater degree. however, friends with 2
more practical than ldealistic attitude to practical problems advised me

that ! had enough on my plate to make It wiser to refratn from the etfort

to persuade traditionalist teachers not only on the philosophy of 2 new teach-
Ing medium, but also on a secondary issue that the whole of the alphabdet
should be graphic ral-er than Imprinted.

M. C. N. Fellowes, and Mr. J. Goulding and Mr. D. H. J. Schenck of The
Mcnotype Corporatlor, were pattent and painstaking. My ideas had become
crystallized by then, and there wes [l1ttle room for tlexibility at that stage,
but great need for their skili in making the "augmentations” aesthetlcally
acceptable In hemselves and accepteble to bedfellows with the then 23 re-
tentions.

This Is probably not the place, and there Is too little t1me, to develop the
ratlonale behind the final decislons for each of the now 24 retentions and
now 20 augmentations. |t must suffice to say that each decislon and each
consequent form had been very carefully welghed In the light of the very ex-
tensTve knowledge and experience which a lifetime's vp~bringing and a lona
perfod of gestation had stored up and brought to besr. Possibly the over=
busyress of The Monotype Corporaticn during those pcst-war years, and the
need to carry the Cclleges of Educatlon with us, were nct without value.

Clearly 1 have only myself to biare that others do rot anpreclate what con-
sideratiors have laln behind tha cholce of each character - and no choice can
te consltdered on 1ts cwn and apart from its relationship to each one of the 43
otber cholces. | telieve, however, that my critics would have been well
advised to consul® me about my reascns befere tney had comitted themselv=s
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by advancing, as some have done, what seem to be proposals lacking either the
degree of kncwledge requlired for such cri*iclsm, or a sufficient sense of
responsibtllty. The suggestion has even been made that npg ( - mark you -
not aven g!) would be a better characterization than §. Other suggesflons
have been made of an almost equally Insufficlently appreciative nature.

Those who wish to make their own Initial teaching alphabets are free to do
so, but let them design for themselves, and not tinker with what has been
designed ad hoc for its very speclal purpose, and stands or falls on 1ts mer-
its as a balanced whole.

The next step was the printing of TKE ERRHARDT AUGMENTED (40-Sound ----42-
character) lowver-case ROMAN ALPHABET: The reasons and intentions wnderly-
ing its deeign together with a specimen a 24-page pamphlet in which the now
famous speclmen passage appeared at the beginning: -

fie 3x printes in an agmentec remen alfabet
In its proof form it was to play a decisive and historic part.

In April 1939 there met, in a room in the House of Commons, a pzriy of the
six most Important personages In British Educatlon. They were: -

Sir willias Alexander
Mr. Lionel Elvin

. Sir Ronald Gould

Mr. Walter James

. Dr. W. D. wall

. Mr. Percy Wilson

O e N —

I displayed to them the specimens in the proof, and offered the undertaking
that if the desired triat in Schools were to core about, [t would b. backed
by the finance necessary both to carry out the research and to provide read-
Ing materials progressively through the stages of developing reading skills.

The question remained whether thers could pe enough teachers in schools who
might be ITkely to volunteer themselves and thelr classes for a research pro-
Ject, 1f London Untvarsity Enstitute of Educatlon were to launch it.

The decislon was then and there takan that the article which 1 had brought In
proof form, with the first two paragraphs printed In A.R. (as I.t.a. was

then called) should be printed In a coming issue of The Times Educational
Supplement.* That article contalned an appeal to any teachers who might
consider that the research was worth conducting and would be willing *o par-
ticipate actively, that they should write to me.

The rest of the story approaches the days when enough has already been writ-
ten for there tc be no need for me to take It furtrer. | took rouand to The
Director of london Unlversity tnstitute of £ducation a batch of [etters from
some thirty teachers, couched in terms which indlcated not merely that the
qood-wlll was there, but that those who might declde to lzunch a research
were secured from the criticism that an unacceptable - even if idealistic -
fad was being foisted upon a profession which would have nothing of it.

Per contra, the implication from tte letters was one of a duty tc escerfain
whether major progress 1n the tearning of reading would or would ot even-
tuate.

The real work was about to begin. Once the Unlversity had decided its course
of action and the flnancial ends had beea agreed and settled, action was plan-
ned and actlon taken. | drafted and bac printed for approval the little [2-
page leaflet setting out the reasons why the University of London tnstlitute
of Education, In assoctation with The Natlcnal Foundation for £d.-ationai
Pesearch In England ang wafes, was Inltiating an investigation Into the early

* Times Educational Supplement, 29th May 1959,
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stages of learning to read in 2 new medlum.(Z) Advertisements were inserted,
applicants interviewed, and everyfhing possible done to win public, and above
all parental ?ng teacher, support, My paper to the Royal Soclety of Arts In
November |960 3) was an important move 'n winning the sympathy towards the
tdea of a trial of my alphabet and spelling. Then and for rany years after,
fhat paper has influenced not only educators but the public generally. At
all costs the "gulnea-pig" element had to be exorciced. The Britlsh Press
and Televislon could not have been more sympathetic and helpful - and they
and the punlic not a ITttle intrigued.

when Mr. John Downing took up h's dufies on Ist October, '960 he faced a
formidable task in obtalning volunteer head teachers. Here fhe support of

Her Majesty's Chiet Inspector, Mr. Percy Wilson, of his Minister then Sir

David Eccles, of Sir William Alexarder and of Sir Ronald Gould, were deter-
mintng factors. So, 170, was the support ot Mr, Llonel Elvin and of Dr. W. D.
wall. Thelr part deserves the greatest commendation, since Lordon UniversTty's
Institute of Education and the National Foundation for Educational Research

in Ergland and Wales are so outstandingly the most appropriate and most re-
spected institutlons for carrylng out such a research In Britain.

Such has been the spread of i.t.a. since September 1961 that It comes as a
healthy reminder that there could be as few as 20 ploneer schools in 1961 -
at tho same time a measure of the great difficulties of educationz] research
In this highly emotlonal field and @ comp!iment to those, by whose Influence
and hard work what might be sald fo have been a near-miracle was achleved.

Finally a !1ttle bouquet to +he flrm of Sir Isaac Pitman & Sons Ltd., without
whose money, and above all without whose personnre! and organization, all

that has been accomplished would not have taken place. The experience,
knowledge and skill In terms of a toyal menpower deployed, however thinly,
across the whole of 1he English-speaking wor!d, was an essentlal factor In
success, and @ [rice’ess asset for ensurfng that the success was not paro-
chtal but as widely distributed as T7.0.

There was a vicious clrcla - one almost Impossible to cut. However much
might "selI" the [dea of trying a simpler aiphabet and spelllfngs and win
support from teachers, | was "as ore beating the alr". 'Where were the
books?" However much | might talk to publishers about the Impcrtance of a
research and the consequent need for books, | was as one beating even thin-
ner alr. "How mary schools are usTng the alphabet - or likely to use it?"

It was a great help that | was Managing Director and Chalrman of the Board
of @ publishing firm, albelt one which neither Tn Brltain nor in America or
elsewhere had any standing in Infant Education. Nevertheless a pasition Is
not everything. toyalty and support arc a sine qua non. The cool courage
and apparently reckless dacing and disregard of ordinary commercial cvautlon,
particularly of those I . the New York house, demands a very warm tribute,
Those who cut the viclous clrcle stood out among the whole publishing pro-
fession. No other publisher would risk even a penny in those early and
crucial days on such a birarre and Icealistic project. 1t was hard work to
persuade other publishers even to agree to thelir books being transliiterated
and printed, and even when agreement was obtained, It had to be on the basis
that the full cost of all unsold coples would be reccupable.

'asinuations have been not Infrequent that 1.t.a. has been undertaken as a
commercial racket. If so, from my grandfather in 1842 to modern tires
() re have been w0 grezi, so many, and so long expensive tosses that there
‘¢ have been a singular lack of cormercial judgment - and for over 2
IE l(::fury. 14 14 shold be that some of the hundreds of thousands of pounds,
T even on balance In the future, some profit were to return to those who
have had an ideal and > faith surpassing commerce, | for one would reloice
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in the ex post facto evidence of a hlgher justice, which determ!ned that the
loss should be dlmlnlshed and even reversed.

For my own personal part, 1| have often wlshed that | had teen not a publlsher
but, say, @ brewer with a hobby and the means to follow It. | have always
returned to offer thanks that [ have been what 1 was, someone deeply Imbued
wlth a sense of educational vocatlon, and that 1 had become experlenced In
Just what was needed for the tasks In hand. | am glad, too, that my educa-

tlonal experlence was not In the Infant schoo!, but Tn the linguistic suhjects

of Shorthand and Typewrltlng. Had | been an Infant teacher, 1 would have ac-
cepted and stood by the generally accepted dogmas and never thoughi to
question them. Shorthand and Indeed Typewrlting are essentlally lingulTstlic

subjects, and 1t has been as obvious to me In Infant readlng as 1t has been In

shorthand transcriptlon, that the lingulstic competence of the reader or the
transcriber 1s at [east as Important a part of success as any technifcal skill,

! belleve that for +he future the great contribution of 1.t.a. 1s going to be
fn Figh=l1ghtfng the Importance of the language ski!l, In 11stening, speaking,
readlng and writing, and In leadling the way to teaching pollcles and tech-
nigues In which the dellberate teaching of language Ts the objective, and

the medla and mechanisms no more than the tools by which to achleve the ob-
Jective.
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3. 1.T.A. == NOT SPELLING REFORM, HUT CHILD AND PARENT
OF SPELLING REFORM

Godfrey Dewey

Proceedings of the Fourth Internatlional I.t.a. Conrference
VcGI Tl Univershty

Montreal, Canada

PREFACE

Because of my assoclation with slmpler spelllng and spelllng reform for some
60 years, actively for the past 45 years, and wlth Sir James Pl4ran tn that
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and other common Inta-ests for more than 30 years, | have been asked to spply
soma background and perspecilve, possibly looklng forwars as wel) as back, for
the present profoundly Tmportant progress of i.t.a. | do this pladly, alvho
to survey so large a fopic as EnglTsh speliing and spelling reform Involvas

8 hlgh degree of selectlvity and condensation, compressing Into a sentenco or
a parzgraph toplcs which would warrant a separate essay or book, and have,

In fact, seen dealt with In Innumeralbe articltes and many books. My Justifi-
catlon for this over-simplification must be the effort to give a conspectus

of a field l1ttle known to the present generation, much of the materfal or
which Is relatively lnaccesslhle. Such aspects of the situaticn as represent
my ow? concfusions from the premises, | have trled to present briefly but
clearly.

| am indebted to many sourcas, flrst and foremost to my father, Melvil Devey
-- botter known for hils Decimal Ciasslification, used In the overwhelming
majority of Arerican likraries ond in more then {00 countries thruout the
world -- who was largely responsible for the founding of both of the two chief
spelling reform organizations in this country: The Spelling Reform Assocla-
tion in 1876, which commanded the support of many of the foremost philolocists
and lexicogrrphers of that perioed, and the Simpiified Spe!ling Board, to

which Andrew Carnegle gave over $250,000 between 1906 and [919; both merced
In 1945 to form the prasent STmpler Spelling Association. Also, | am greatly
indebted to Dr, Ben D. Wood, whose invaluable services to i.t.a. in this
country are well known, for his Insistence and assistance in this contribu-
tion; fo Dr. Abraham fauber for references from hls unpubllshed doctoral
thests, Spelling Reform in the United Statee, to be published shortly by

the Phitosophical Library;, and t¢ the Grant Foundation for [mportant finan=
clal support of various undertakings directly relevant to the development

of 1.t.a,
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The flnal outcome

Raferences

APPENDT XES

A Princtpls of '76 (American Phllologlcal Assoclation)
8 S S A {Sitmpler Spelling Asscciation) Fonetic Alfabet
C The case agalnst spelllng reform

s} Phonemic notations and the Roman alphabet

E WES (Morld English Spelling)

F T.t.a. - WES transtiteration chart

INTRODUCT ION

The Initlal Teaching Alphabet (1.t.a.%, as SIr James Pitman has rightly
emphasized from the beglnning (39) Is not spefling reform. Those very fea-
tures, both of symbcl forms and spetling rules, which make It a better Initial
teaching medium (i.t.m.) than any other heretofore devised, would rightly be
adjudged detrimental in a spelling reform notation. [f, however, there were

no need of spelling reform, there would be no need for 1.t.a2., and most pre-
vious efforts in this fleld have bzen by spelling reformers. Conversaly, were
It not tor i.t.a., the prospects for eventual reform of Unglish spelling would
be far less bright; for general z ~tlon of 1.t.a. as rhe first stage of
learning to read and write will prc.uce In due course an adult generation
measurably familiar with the number and nature of the sounds of their own lang-
vage, as the present generation emphatically are not, and aware also of the
added burden which our archalc traditlonal orthography (T7.0.) imposes on simple
phonamic writing. Under such conditicns, most of the obstacles which have

held back spelling reform for the past +00 years would wvirtually disappear.

To see the present §.t,a. program in perspective, | propose to outline, very
briefly, tne evolution of English spelling and the state which 1t has reached;
tre long history of efforts for reform; and sore of the previous examples of
using a phonemlic notation as an inltial teaching medlum (T.1.m.), which proved
untform!y successful but d1d not survive. From that past we may, | hope,

galn a clearer view of the present anc perhaps a glimpse of the future.

ENGLISH SPELLING

The fundamental cause of our present chaotic and Indefensible spelling, under-
lyTng all the rest, has been the effort to spe!l a cosmopotitan language,
basically Anglo-Saxon or Teutonic, dut greatly enriched from Fomarce sources,
notably Norman~French, which distlngulshes about 40 sounds, by means of a
Roman alphabet, quite adequate for Latin, for which it was developed, but
contalning a maximum of 26 letters. In fact, during much of the formative
perlod ;gls alphabet contained only 22 letters, lacking distinction of | from
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1, of k fron c, of v from u, and the character w. Sir James has glven us, two
years ago a most Interesting as well as scholarly account of the evolutfon of
the Roman alphabet, both upper case and lower case, and of the forces which
led to abandonment, even before the Impact of printing, of the Anglo-Saxon

characters which might have saved tte day (38), | sha!l confine m¥self here
to summarizing the more Important secondary factors which have ccntributed

to the evolution of the spellings «ith which we are burdened today.

The early scrives struggled valiantly, but IndTvidual istically, Tacking any

unifying authority, with the problen of expressing alphabetically -- so far

as might be, phonetically -~ some 40) sounds with only 20-odd characters, but
their ditficulties led Chaucer to lament In Troilus and Criseyde:

And for ther is so grete dyversite

in Ecglissh, and in writyng of our tonge,

So preye I God, that ncn myswrite the,

Ne the mysmetere, for cefaut oi tonge. (5)

The advent of printing developed gredually, but somewhat prematurely, while
the evolutlionary process was still coing on, a demand for uniformity, at the
same time that it Introduced new prcblems of its own. Many of Cexton's and
other early printers were foreigners, especlally Dutch, relatively unfami-
ITar with English, who tended to solve spelling problems, when they recognlzed
them, according to the canons of thelr own language. Furthermore, until well
Tnto the 16th century, the practice persisted of Justifying Ilnes (stralghten-
Ing the right-hand margin) by addin¢ extra letters, rather than spaces; most
often a final e.

Publication of the King James Bible in 1611 exerted a powerful Inflrence to-
ward Investing with a cartain authority the relatively consistent spellings
which it employed, and to that extert tended to slow down the natural pro-
cess of attempting to conform to thase changes in pronunciation which are an
inevitable phenomenon of the Ilfe ard growth of any fanguage. When to this
influence was added the ponderous prestige of Johnson's dictionary, appearing
in 1755, it may falrly be said that rigor mortis had set 1t, and that a cead
spelting had ceased the attempt to represent falthfully a living language.

Between these dates, one other significant force had entered In to pollute
the well of English undefiled, The scholars and pedants who, Inspired by

the Renalssance, de!lighted to trace all good things back to classical sources,
had devoted some scholarship and more pseudo-scholarship tc discovering clas-
sical et/mologies for English words, and attempting to signalize these Tn
current English spellings. o them we owe such spellings as comptroller,
debt, delight, doubt, foreign, {aiand, sovereign, etc., which In each case
conceal the true derivation.

Such further slight changes bs tave occurred in the last two centuries, In-
cluding the divergencies between British and American usage for which Noah
webster waz chlefly responsible, wi | be betier dealt with under the heading
of spelling reform.

what now are 4he craracteristics of our present T.0., which have produced
the urgent demand which i.t.a. has been created to supply?

An Tdeal spelling would be ghonemic rather than phonetic; that Is, making
only those distinctions betweer sounds which are semanticatly significant

and which are readily recognizabia by the untralned ear. On this phonemic
basis, It would have one and only on2 symbol (grapheme} for each sound
(phoneme) and, altowing for regicnal lifferences in pronunciation, would have
one and only one sound for each symbol. what in fact, do we find?

21
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English heterografy !ists, for the 4l sounds distinguished by the Simpler
Spelling Assoctation Fonetic Al fabet (41) -- the 40 sounds of i.t.a. plus
schwa -- 507 different spellings, an average of 12.4 spellings per sound (8).
Ellls (17}, Indeed, identlfled more than 600 spellings , but he defined a
spellina somewhat differently and included proper names, whereas English
heterografy contines itselt to the 70,000 words in one abridaed dictionary,
excluding proper names (7). Conversely, Englieh heterografy, rearranging the
data given above, finds a total of 262 cifferent spellings or an average of
1.9 pron'inciations per spellfing (9).

The monumenta!l study of English spellings by Hanna, et al. (19) just published,
analyzes exhausttvely, using computer techniques, every phoneme of 17,000
common words, derived chiefly from the Thorndiks-lorge count of 15 milllon
running words; taking into account the position of the phoneme (initial,
medial, or flnal) in the sy!lable, and the degree of stress {primary, secondary,
or none). The study depended on Merriam-Webster's New Collegiate Dietiomary,
6th edition, as its authority for pronunciations, but reduced the 62 phonemes
there distinguished to 52 -~ which is, ot course, still too many. On this
basis, the study found, for these comnon words, 334 ditferent spellings (cf.
507 above) of these 52 phonemes, requiring 170-odd different graphemes (cf. 262
above); almost precisely the 1.9 ratio of pronunciations to spellings noted
above. Altho this analysis was performed on a dictionary basis, disregarding
frquency of occurrence except for a half dozen code numbers for broad groups,
the one figure which Is comparable, the proportion of consonant phoneres,
62.10%, to vowel phonemes, 37.90% (20), strikingly confirms the validiiy of
Dewey's earlier work (I1).

UsTng these data and taking into account firther sc-called environmental
tactors, and the morphologlical factors of compourding, affixation, and word
families, the study then construicted an algorithm or rule of pro-2dure, which
mantpulated 77 difrerent graphemes according to 203 rules. A co .uter pro-
gramemed according to this algorithm was able to spell just under 50% of the
investigated 17,000 words correctly, and ansther 36% wlth only one error!

| can think uf no better or more objective measure of the burden which spelling
reform seeks to |ift from education -- the tesk to which 7.t.a., ad'ressec
itself till that bappy day arrives -- than the foregoing figures.

From such analyses, it is qulte obvlious tha“ most of the vast volume of re-
search on spelling and the teaching of speliing, during the past 50 years,

has been dealing with symptoms, not with the disease, and resembles nothing so
much as efforts to build a modern emergency hospltal at a grade crossing, in-
stead of elIminating the crossing. Furthermore, the various reading methods
which have battled each other with varying {o-tunes over the past century are
revealed as chiefly efforts to rationalize the Irrational; to sweep the dif-
ticulties of English spelling under the rug, where they bulk too large to be
dispcsed ¢f 'n so summary a fashion. Conflrmatica of th's fact Ts found in the
experience with languages such as Italian or Spanlish, the spel!ing of which

is almost completely phonetic. Especially pertinent is the experience of
wales, which has the bilingual problem of Welsh, in which the writ'en language
is, beiieve it or not, almost purely phonetic, and English, Harrison (27),
(28) queried a number of feackers, principals, and inspectors in these bi-
Iinqual Welsh schools and obtalned unanimous testimony that wh:otever rmethod
was empleyed foe the teaching of English, the questicon of anythirg but 2
simple phenic 2oproach to Welsh sirmply did rot arise,

SPELLING REFORM

Efforts at reforming English spelling are practically coeval with the birth
of modern English, commonly taken as the teg nning of the lbth century.

-
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Among several reformers, who publiished proposals during that century, John
Hart, writing In 1554 and again in 1570, when he piblished "A Method of
Comfortable Beglinning for All Unlearred, Whereby They May Bee Taught to
Read", was the first to emphasize speiling reform 3s an aid tc lezrnfng to
read {46). Doas that sound falrly modern? Likewise, Willlam Bullokar, who
published :bout 1580, four books in his "amended" spelling, rade the point
that for "easy confercnce" the ne# orthography must not differ too much from
the old. (47), What yrice compatibllity, except for the nare.

The well-meant efforts of the |7th and 18th centuries need rot concern us
particularly now. The great event of that period #as the paralyzing effect,
already refer-ed to, of Johnson's Dictionary {31), which was an effort, not

at reform but et standardization, which not merely stopped the clock but

even set 1t back a bit. Tzuber (48) gives an interestingly inforrative re-
view of Dr. Jornson's attitude, from which I quote two fragments from the pre-
face to the Dictiocnary:

I have attempted few alterations, and among
those few, perhaps the greatest part is from mocern
to ancient praciice.

I hope that I may be allowed to recommend to
these whese thoughts have been, perhaps, employed
too anxiously on verbal singularities, not to dis-
turb upo~ narrow views or for minute propriety, the
orthography of their fathers... Much less ouzht cur
written language to comply with the corruptions of
oral utterance ...

One significant event of this 17th and 18th century period, precedi~3 the
19th century arsoclation of sh.-thand and spellirg reform thru lsaac Pitman,
was the predominant jnfiuence of shorthand in favor of writing by sound
rather than by spelling. Fere, because the written characters differed com-
pletely from the Roman alphatet, there was no visual nrejudice In favor of
tamiliar letter combinations, and the obvious advantages of writing phonetical-
ly prevailed. |Indeed, the very first alphabetic o~ workable shorthand sys-
tem, that of John Willis, published anonymously in 1602, expressly stated
that “in this Art, not the orthographie, but the sound of the word 1s re-
spected". {13!. The same Instructions, in varying form and degree, appear
in the great majority of the 210 systems of shorthund published during the
next 235 years, prior to Isaac Pitman's Stenographic Sound-Hand in (837, As
early as 1766, we find Holdsworth and Aldridge taking for granted without
argument, In their very definition of shorthand, sirict writing by sound, and
proceeding 1o give a clear, full, and essentially sccurate account of the
minimum 40 sounds recognized from that day to this as essentia!, and thelr
relations to each other.

With Isaac Pitman, the historical connection between spelling reform ang
shorthand may te sald to have reiched its culmination. Thruout his life,
Isaac Piiman was active as a miiitant soelling reformer, and spent the great-
er part of the large revenue from his shorthand publications on spelling
reform experiments zrd propagsnda. As early as 1843, he sunplemented his
Forografie Jowrnai «11h the Fonotipie Journal, and enunciated the propositlon
that "As Forografy tecomes the general ~ec¢lum of written cormunlcation,
Fenotipic printline -ust foilow ... We shall, therefore, advocate Forografy os
a reans for the a‘*tairmert of the grea* need -- Ferotipic Printing”. 1nceed,
we are tofd by Bzker (1}: "From this time, re regzrded his system ot short-
hand chietly as an introducticn to spelling reform; ani to the advocany of

a phoretic nota ton, be devoted the sirenumus efforts of a lifetime and his
own reans withcut stint, while he had also the roral and pecuiary support

of a large nurmter of adherents in all parts of the country.”

Tke unceasing efforts by Sir Isaac Pitman, from 1843 until his death in (897,
23
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Including his active cotlaboration with Alexande~ J. Ellls from 1843 to
1856, are the chief landmark of English spelling reform in Great Britaln in

the 19th century, and his Phonotypy Is one of 1he acknowledged parents of his

grandson's i.t,a. Harrison (2]} glves an Interesting account of his efforts,
Tncluding Ellis's tribute to him as "The Father of English Phenetic Sqel]lng".
I+ is Interesting to note that in the years following their active collabora-
tion, EIllis moved step by step toward a no-new-letter notation, publishing In
1870 his Glossic, in which "comblnations rather than separate letters have
definite sounds" (58); followed in 1880 by hls Dimidiwm Spelling, or Haaf

ov Khet ig Needed (593, which admiited varlous alternative spel!ings in the
effort *o increase Its compatibility with T.0, Glossic may Justly be con-
sidered as the prototpye of the New Spelling of the Simplified Speliing
Society, which may be regarded as the cther parent of I.t.a., since the liga-

tured symbols of i.t.a. derive almost entirely from the digraphs of Wew Spelling.

No less Interesting Is the |ittle-krown final spelting reform publication of
Sir isaac Pitman, "The Speler", published January [895, which emplcyed no rew
letters, and almost no diacritics 60).

In the United States, the first notable effort was Benjamin Franklin's "A
Scheme for a New Alphabet and a Reformed Mode of Spelling", devised in 1768,
but not published til1 1779; best known thru his “Letter to Miss Stevenson™,
written in 1768, and later published Tn the Appendix to Noah Webster's
"Dissertation on the English Language" {49).

Tauber (50) describes Noah Webster's first meeting with Benjamin Frankiin in
1786 and reviews at some length the irnfluence of Webster on Amerfcan spell-
ing, which, ironically, in view of the tremendous Influence of his spelling
books, was largely on the side of orthodoxy.

The flrst serlous and sustained effort in the Unlfted States was undoubtedly
that of Stephen Pearl Andrews, who brought back from London in 1843 scme of
Isaac Pitman's books and pamphlets on Phonography and Phonotypy, and pub!Tsh-
ed In [844 the first American Tnstruction book on Pitman's Phonography, and
In 1846 the First Book of Andrews and Boyle's Series of Phonotyric Readera.
This was six years before Isaac Pitman's brother, Benn Pitman, removed to
Arerica, and undoubredly helped to stimulzte ine series of teachling experi-
ments In the New England area, later referred to. Andrews' crusading zeal
continued thruout a long ¥ifetime, but *he considerable success of the
Andrews and Boyle shorthznd publications was not paralieled by the spelling
reform aspect.

In 1859, Zalmon Richards, the first president of what [s now the Natlional
Education Asscciation, aroused cons’derable Interest by a report of impres-
sive results from teaching reading with a phonetic alphabet, as far back as
1644; and conmittees were appalinted and reported for several years {5l).
Other early supporters of spelling reform at the N.E.A. included Horace Mann
and President F.A.P. Bernarg uf Columbia College.

T~e highwater mark of organized spelling reform in the United States was
reached in a dozen years from 1874 to 1886, under the leadership of the
Arerican Philcloglcal Assoclatlor. In 1874, tre tresigant, Professor Francis
A. March of Lafayette College, made a vigorous attack on what he called, "The
monstrous spetling of the English language” and Tts impact on ecucatien.

This was follewed up o less vigorously In 1875 by hls successor as president,
Professer J. Hamrord Trumbull of Yale College, which resulted in the forma-
tion of a cistinguished cormittee, headed by the t rst president of the
Association, Professor Willlam Dwight Whitey of Yale College, whose report
next year, krown as the "Principls of "7¢'" (Appensdix A) has last nothing of
its valldity In the ensulng 91 years. This was followed, in 1877, by a pro-
posed Standard Fhonetic Alphaber, so soundly conceived that it served, a gen-
eratiuon tater, with insignificant alteration of fundamentals, as tre basls for
the Revised Scientific Alphadet, commonlty kncwn as the N.E.A, Aiphabet, devel-
28
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oped between |24 and 1911, by joint committeas of the Amerlcan Phllologicat
Association, Modern Language Assocfation and National Educatlon Association,
and used as Key | of the Funk & Wagnalis New Standard Dictlonary. A serles
of annual reports followed, dealing with vartous rules and recommendations,
culminating in 1885 in a list of some 3500 amended s?elllngs (lnvolvirg no
new letters), recommended jointly by the Phltologi<al Scciety of London and
the American Phliologlical Association. The class’c history of this whole per-
lod is that of March (32), prepared at the request of the Unlted States Com-
missloner of Education, William T. Harris, &:d published In 1893,

Ouring this same period, an International Convention for the Amendment of
English Orthography was held Tn Philadelphla Tn 1876, In conjunction with the
Centennlal Exposition, with the President of the Amertcan Phiiological
Association, Professor 5. S. Haldeman of the Unlverskty of Pennsylvania, pre-
siding and Melvil Dewey as Secretary, The Convention resolved itself Into a
permanent organization, the Spe!ling Reform Association, which elected Francis
A. March as President and Melvi! Dew:y as Secretary, and which commanded

the support of a distirguished group of scholars, Tnciuding many of those
active In the A.P.A. During the next decade, the 5.R.A. supported, supplemen-
ied and encouraged, so far as limited financial resources would permit, the
spelling reform efforts of the A,P.A, The chief surviving record of I1ts actl-
vities during this early perlod Is found In the bulletins compiied and pub-
lished by Yickroy {55) in I88I.

In 1887 on the Initlative of Dewey, the S.R.A. undertook publication of an
officlal organ, Spelling, which recorded and, in fact, constituted the chiet
actlvity of the succeeding period. The difflcultles under which i+ labored
are expressed In these few lines {fror the first editorial:

It is wel known that refcrmatory jurnals have 'no money in them.”
This jurnal is begun and wil be carried on for a reasonable time, in
the hope that the friends of reform and the public wil find it useful,
and wil giv a sufficient suppert. If, after @ reasonable time, it is
not supported, it wil die; for we reserv the privilege of acknowledg-
ing, should occasion arize, the powerful logic of a big printer's
bil in a 1itl tresury. We make no promises and no predictions. (u3}

Four Issues were publlished during 1887, tive more between 1892 and 1894,

before the pressure of Dewey's multifariouc activities in the flelds of
librarianship and higher education, as woll as the lack of financlal support,
resulted In its ¢iscontinuance. Largely on my Inltiative, the pudlication

w3s revived for a year, as a quarterly, in a different forrat, published joiat-
ly by the Simplified Spelling Society (of Great Britain), the Simpiifled
Spalling Board, and the Spelling Reform Association, In 1925, and again in
1931, but that story belongs to another era (44).

Between 1886 and 1906, the chlet freld of effort shifted to the Naticnal
Education Assoclation, with the driving fcrce ¢coming fncreasingly from E.O.
Yaile of Chicago, a dedicated, indefatioable, and Lndiscourageable spelling
reformer, albeit handicapped by an lrascible disposition. The most important
achieverents of that perlod, to which Tauber devotes conslderable space (52),
were tte adoption in 1898, as an entering wedge, of the famous N.E.A, 12
words,

the thru thoro frogram decalon pedagol
aliho thruout thorofare cataleg deragoa prolog

some 0f which have since established themselves as preferred usage; and ihe

sppointment in 1904, with Vatle as chalrman, of the cormittee which tock 1he

lead in ceveloping the Fevised Sclentiflc Piphatet (N.E.A. Alphabet), pre-

vious!y referred to. This fatter effort was expressly mct spellina reform,
5
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but 1ts proponents rightly belleved that adoption of a2 rational, phonetic
notation as a key to pronunciation in dlictlonarles and textbooks would go

far toward paving the way for future spelling reform -- 2 paralle!, on a

less directly Influential scale, to the potential effectiveness of |.t.a. as
the parent of future spelling reform. velle also published (53} & comnilation
of the most important evidence and arguments of the 19th century sge?llng re-
form movement, including Max Muller's notable paper, On Spelling (35).

The chief event of early 20th century spelling reform was the formation in 1906
of the Simplified Spelling Board, and its activities during the pericd that
funds were avallable. Andrew Carnegle had promised $10,000 a year for 10
years to encourage the formation of the Board, and actually gave them $260,000
within 14 years, but the furds were perscnal subventions, not cndowment, and
lap-ed with his death in 1919; for the Carnegie Corporation, for whatever rea-
sons, refused its support, altho Mr. Carnegie had told Melvil Dewey the last
time they met that he considered the movement one of his most worth-whife
benefactions. The Board consisted of 50 front-rank scholars and educators, as
well as men of letters and men of affalrs, with an Advisory Council of some
250 members, also of recognlzed status or Tnfluence in those flelds. Its
first widely publicized effort was the "List of Common Words Spelled in Two
or More Ways", the famous "300 Words",which President Theodore Roosevelt, a
member of the Board, directed the public printer to use, and then had to

back down under pressure from Congress and confine his usage to White House
correspondence. Other lists of recommended words and rules followed, the
final dictionary list Tncluding some 6,000 words. By means of two or three
tield workers and a substantiat body of publications, includTng 26 circulars
and the Simplified Spelling Bulletin, published quarterly beginning In 1909,
the Board eniisted substantial support for a moderate degree of simplifi-
cation. This Included, at one time, 460 universities, colleges and rurmal
schools, which agreed to use some degree of slmpler spellings officially and/
or to permit their students to use them; 556 newspapers and perlodicals, cir-
culating more than 18 million copies, using the N.E.A. 12 words and most of
the 300 words; and some 40,000 individual sfgners of a postal card pledge to
use some degree of simpler spelling in their own writing. The flnal step of
the Board's ac'ive period was publlcation of the 1920 Handbook (36}, which
exhausted the Carnegle funds which had been their chief support. The members
of the Board and Council retalned thelr Interast and their convictions, but

as 3 group were In no posiiion to provide funds for an actlve program, so the
effect on the public was that the movement had collapsed. Thereafter, th2
Board continued to operate chiefly on its previously acquired momentum, with
occasional unsubsidized meetings to ptan and hope.

During this period, partly to avold confusing the public, the Spelling Peform
Asscctation had purposely remalned completely Imactive. The Board, however,
had of necessity, at Mr. Carnegle's insistence, confined its recommendaticns
tc ITmited piecemeal simplifications, eschewing any radlcal phonetlc re-
form, with or without new letters. when, therefore, the Carnegle support

and influence ceased, the most active reformers (mostly members of the

Board) reactivated the Spelllng Reform Association, in name at least, as a
vehicle for more thorogoing reform, and published in 1930 the S.R.A, Fanotiy
Alfabet, which later became with very sllTght alterations, the present 5.5.4.
Fonetic Alfatet (Appendix B), which thus derives directly from the criginal
1877 A.P,A. Standard Foretic Alfabet, theu the 1911 N.E.A, Fevised Sclentlific
Alphabdbet, ard a further simplificaticon trerecf as a bey alphabet profised ty
the Sirplified Spelling Board in 1922,

Meantime, in Great Britain, the British Simplified Spelting Soci:ty had

been formed in 1908, with the aid of a modest grant from Mr. Carregle and with
a roster 'ncluding many of the most distingufshed llinguistic scholars of

Great Britala; and had published In 1910 the flrst edition of the FPOPOSALS
FOR SIMPLIFYING THE SPELLING OF ENGLISH (26) which tecame in due course the

26



present New Spelling (40) of that organization, from which the ligatured char-
acters of i.t.a. chiefly derive. This evotution was substantlally furthered
by 2 conference In London In 1930, for which | was chlefly responsible, be-

| tween representatives of tha Simplified Spelling Seclety and the Anglic
Assoclation, founded by Professor R. E. Zachrisson of Uppiala University (61).
The mutually beneficial resuits of thet ccnference were embodied In dus

course in the 5th and 6th editlons of New Spelling, the successor of the ari-
ginal Proposals, and recelved the blessing of the Simplified Spelling Board,
which was all that | could offer under the restricted policies still In effect
at that time.

The final stage, up t1l| now, of the organized spelling reform movement in
this country, was the merger in 1946 of tra Spelling Reform Association,
dating from 1876, and the Siwplified Spelling Board, dating from 1906, to
form the present Simpler Spelling Assoclation, wlth a declared purpose broad
enough to include all aparoaches to the spelling reform problem. Thelr first
and most important action was to promulgate World Erglish Spelling (WES),

a no-new-tetter phonemic notation, followlng closely the British New Spelling,
! with only five minor variations, alt of which were later Ironed out at a con-
ference in London in 1955. This move at once shlfted the emphasis from the
two extremes, the plecemeal recommendaticns of the 5.5.B. or the whole hog
phonetic alphabet of the S.R.A., to the mlddle ground of substantially phone-
mic wrlting with no new letters, toward which both Pitman and Eilis had moved;
the ground consistently occupied by tha 5.5.S. from the beg’nning. Right

now, negotiations wlth the $.5.5. are In progress to Incorporate, hopefully

In both notations, a few s'ight further concessions from accurately phonemic
writing, In the light of t.t.a. experience, to raise to an even higher degree
thelr compatibitity with 7.0,

As with our brief examination of €nglish spelling, let us turn now from his-
tory to brlef analysis and appraisal of spelling reform. The arguments in
Its favor fall into three malr categories:

I} Econmomy of time and effort and moneY, now wasted In the writing and
printing of superfluous letters. This was the chief argument which Shaw
deemed worthy of serious consideratton [45), yet in terms of social and
economic values, ! regard It as the least of the three, altho It Is true that -
the possible saving of | fetter Tn & by a one-slgn, one-sound thonetic alpha-~
bet (12), new runs well into billions of dotlars. 1Inctdentally, tke more im-
mediately practicable type of reform, such as World English Spelllng, using
no new tetters, actually effects no saving of letters, since the systematical-
ly used digraphs offset the elimination of silant letters.

2) Facilltating the spread of English as the dominant Internatlonal
auxillary language, or second language, of the world, The supericr fitness
of English for this task, except for its spelling, has been well recognized
for a century or more; 4irst clearly forrulated, perhaps by the emirent
German philologlst, Jakob Grimm (54). That theme has been ably developed
two years ago, by Block (3}, A ruch briefer summary of the case for English,
especial ly as compared with artificial languages, appnars in the fnterna-
tional languags Review (10).

3) The effect on elementary education, and *thru education on luvenile
delinguency, adult illlteracy and urerployability, and on the humar misery
as well as social and economic evils, which trcse Involve, This of course
is the fleld to which T.t.a. addresses [tself, ard while |.%,3, is neither
spelling reform nar a siitadle spellirg reform notation (39), sorme fdea

of the values at stake may be galned from the best results thus far achiev-
J ed. imagine, If you please, the stil] better resulds which will te achiev-
l ed as further research develops new methods to take fullest advantage of

the potentialities of the medlium, ard then Imagine that when tre time for

Q the transition Is reached, there 1s no transition -- the job Is dore.
[E l (: Mos1 of the hoary arguments agalnst spelling reform -- loss of etyrologles,
confusion of horonyms (more accurately, homophones), fecessity for reprint-
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Ing existing books, lack of a standard of pronunclation, etc, == al? minutely
analyzed and refected by the most competent phllologists and linguists before
most of us were born, are rarely heard today, but for thrce Interested, they
will te found, with appropriate comments and quotations in Appendix C.

The real obstacles, which effectively preclude any hope of changing the spell-
ing habtts of the present adult generation, Include:

Unawareness by most of those who have [earned to read and to spell (passably,
at least) of how heavily the burden of T7.0. bears on today's schoo! chlld;

An almost total lack of awareness of the number and nature of the sounds of
thelr ~»wn language;

Total lack * experience (except for shorthand writers) in writing English
phonenical,; n any notation;

Lack of agreement among refermers as to exact detaiis of a notation suffici-
ently compatible with T.0. to bridge the necessary transitlon periocd of use
corcurrently with 7.0, -- an a.pect to which, over the years, { have given
conslderable attention;

Unavoldable distraction from the substance of any written communlcation to
its form, during the transition perlod.

All of these are, of course, inevitably reinferced by the Tnertla which dreads
the etfort of the change.

It should be obvious hcw fargely most of these obstacles would be resolved
for a generation which had arrived at Tts competence In T.0. thru the medium
of i.t.a. '

As my primary topic is I.t.a,, not English sp2lling or spelling reforr, |
forbear to discuss at any length the various solutions offered by the spell-
ing reformers, Thelr nare Is legion, but they fall naturally into three gen-
eral categories, briefly described In a current §.5.A. folder (2)

At one extreme Is the plecemeal approach, to which the S.5.B, commitfed 1t~
self; Ilsts of particuler words, guided by a few general rules, but with no
underlyling phonemlc coce. This solution falls of its own welght because it
yields no return in economy or consistency comgarable to the effort Involved.

At the other extreme lles the ideal solution whicl the S.R.A. espoused: a
simple ore-sign, one-sound phonemic alphabet created by supplementing -

(not ewpplanting) the Roman alphabet, by assigring to each existing letter a
stngle fixed valua consistent w1th present usaga, and creating some 20 more
or less, new characters, In harmony with the canons ot design of the lower-
case Poman alphabet and suggesting, to a degree;, familiar T.0. representations
of the sounds to which they are assigned. This is, Tndeed, an ideal solutiva,
and would have immeciate practics! Lse, to a limited extent, a5 a key to
pronunciation in dictionarles and textbooks; tut even with comp'e.c aaree-
rent on a particular farr, cny gerec ! adoption, such as woulc yleld *he

huge $3virgs previcusly referred to, lies gere-atians in the future, tecause
of the equally encrmous practical prcolems of providirg t:e necessary rew
charscters In hundreds of *ypefaces, 2ach in teveral sizes, In 10,000 print-
ing establistrents and, with drastically rearranged keyboards, cn 10 mit|icon
typewriters,

Between these two extremes, lies the mlddle way, consistently maintalned by
the $.5.5. from its Trception and supperted by the $.5.A. as the rmost fm-
mediately practicable solution: substantially phonemic writing, within the
limitations of the universally available Poman alphatet, by stmdardizing
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it; asslgning to each single letter the single sound most consistent with jt«
T.0. usage, and selecting from T.0. practice, or creating in harmony with T.0.
analoglies, a sufficient nurber of digraphs, each restricted fo a single

sound, to provide for the 40-odd souncs to be distinguished. The problem of
representing, with a minimum departure from T.0., the vowel! sounds in unstres-
sed syllables, makes this solution more difflcult than at flrst appears, but
over a perlod of 60 years, New Spelling and WES have brought this solution
about 25 close to the most acceptable balance between fully phonemic writing
and compatibility as seems practicable. Certalnly this solution offers the
greatest possibility for evelving naturally, as Shaw expressed 1t In pro-
posing a quite different scheme, for which it would have teen quite impracti-
cableﬁ "side by side with the present lettering unti! the better ousts the
worse'.

for 3 fuller discussion of these alternatives, see Appendix D.

SPELLING REFORM NOTATIONS AS INITIAL TEACHING MEDIA

As zlready pointed out, spelling reformers as far back as the |6th century
linked their proposals to ease of learning to read. |t is not, however, untl
the |9th century efforts of lsaac Pitman and his discliples, including, in

the United States, Stephen Pearl| Andrews, and 1saac's broiher, Benn Piiman,
who carried the torch of phonotypy as well as phonography to the Unlted
States, that we fInd records of specific experiments and their results.
Zachrisson (57) guotes, from the publications of Pitman and Ellis, reports of
successful experiments in the 1840's, which undoubtedly influenced and en-
couraged his own undertsking in the 1930's, and darrison (22} cites @ number
of f?vorable reports on experiments in Great Britaln during the 1840's and the
1850's.,

In the Untted States, the same period witnessed a number of experiments,
chiefly in the New England area. 22lmon Richards, first president of the
N.E.A., reported to them that in 1844 he had taught reading with a phonetic
alphabet in one-fourth the time usually required (57), Experiments in and
around Soston achlieved results which elicited from Herace Mapn, in 1851, a
striking testimonlial, quoted by Ellis:

Dear Sir: Having witnessed the exercises of a
class of nine children under your care in reading
phonography, {or phenetic shorthand) and phonotypy,
(or phonetic print) it gives me pleasure to assure
you of the delight which their performance gzave me.
I thirk the nine Muses were never listered to by a
more grateful audience...The children you exhibited
had certainly made most wonderful proficiency, and
were, in several of the essentials of good enuncliation
and reading, years in advance of most children whe
had been taught in the old way.

Yecurs truly
Hcrace Mann (15)

Cre important derorstration, investigated in sore detail by Crockett (5),
follewirg up a brief mention by Eflis (18), cceurred in Waltham, Massachusetts,
from 182 fo 1860. The rofation used was tre Pitman-Ellls 1847 alphadet.

The chairman of the School Committee which authorized the undertaking was
Thomas Hil1, later president of Marvard College, and thelr recorts set fo th

In some detail the advanfages of the program, and even went on to cite and
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refute the principal objections which were encountered. Much tater, a com-
mittee report to the American Philosophical Soclety, In 1893, quoted by
Harrison (23), referred to this Waltham experiment Tn some detall as belng
markedly successful, 1t Is Interesting and significant that this report,
like many others of that period, emphasizes that the classes taught by

the phonetic alphabet were consistently better spellers (in T.0., »n cui~
rent spelling lists) by a wide margin., Af first glance, it is not Tmmediate-
ly obvious why students who have flirst mastered a ratlonal spelling and
then changed to an irrational one, should spell bette- than those who have
concentrated on the irrational one from the beginning, but the phenomenon
occurs repeatedly. My own guess would be that in the course of the transi-
tlon, the i.t.m, student becomes more or less consciously aware of some
characteristics of the irregularities, whereas for the T,0, student, they
remain just one Inextricable confusion, like a heap of jackstraws.

One of the most significant [9th century experiments was that in the St.
Louis schools, commencing in (866, under School Superintendent William

T. Harris, who jater became United Stutes Commissioner of Education. This
used a modified alphabet of some 70-odd characters, devised by Dr, Edwin
Leigh. The characters were a complex mixture of hairlines, boldface and
modifying strokes, applied to the Roman alphabet; difficult or impossible

to write, but exhiblting u very high degree of compatibiiity for reading.
Harris, writing as U, S. Commissioner of Education, Tn his letter of transmit-
tal of the 1893 Bureau of Education circular previously cited (34), singled
out Leigh's experiment for special emphasis, implying that it was still con-
tinuing at that date. |In the same letter, referring also to previous experi-
ments from 1845 on, he stated:

The average results have shown that about two years
ray be saved in learning to read by the phonetic method (33).

References may be founc to a substantial number of other experiments, in-
cluding in the 1870's both Boston and New York (24), but as with most or all
of the |9th century experiments, the reports, altho uniformly favorable,
often in extravagant terms, are too subjective to yield much information
beyond that fact.

One 20th century effort, prior to T.t.a., deserves special attention because
I+ was a half-brother, at least, to the i.t.a. child: a group of experiments
In 16 British schools between 915 and 1924, using the early form of what is
now New Spelling. Harrison (25) points out that the materfals avallable
were almosi unbellevably scanty: & Ferst Feeder, and transliterating T.O.
materials on the blackboard for the first three experiments; with the addi-
tion only of a Sekond Reeder and Jinglz and Storig later on. Nevertheless
the results, as published by the Simplified Spelling Society (42), based on
reports from teachers, headmasters or mistresses and Inspectors, were uniforr-
ly tavorable, in most cases enthusiastic, As with most reparts of 19th
century experiments, however, these were subjective judgren.s rather than
quantative data which could be statistically manipulated. Nevertheless, the
consensus was impressive. A special Interest attaches to these experiments
In that that were using a no-new-letter digreph notation, with no attempt to
ligature or otherwise sigralize the digraphs.

ln tte face of such uniformly irpressive successes, why Jid ncre of these
prolects survive ard take root? For one familiar with tre proble~s of intro-
¢ucing an educational specialty, especially a revelutionary specialty, nto
the schools, the arswers are nct hard to find. For the revolution we are
discussing, a phonemic notation as an initlal teaching redium, here are the
most important:

1) The inherent prima facie unreasonableness of the tasic ldea that to
teach a child two complete systems of reading and writing, first, one which
30
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he will not contlnue to use and then the one which he must use, will give
better resutts more qulckly than to teach the one he must use In the first

place.

2) Thu natural fear that the trarsitlon to T.0. might prove contusing or
ireffective; a fear which dles hard, even today, tho by now it should certaln~
ly be moribund.

3) Leck of standardized tests and objective measures to back up subjective
and therefore controversial judgments.

4) Defects and deficiencies of tte various media employed, which In rost
casas fell far short of the compatitility of i.t.a.

5) Lack of teachers adequately familiar with the phoretic facts of English,
or means for tralning such teachers, once the original protagonist of each
project dropped out of the picture.

6} Paucity of teaching materials, costly and difficult for any publisher to
produce for a limited and highly problematic market. Only a strong publisher,
maved by conviction as well as the tenucas hope of ultimate profit, could

have hoped to take on and overcome successfully all tre other obstacles in-
volved.

7) The dead-weight pressure of conformity, which called for stark courage

as well as flaming convictlon for a school board or principal to s-oulder the
overcoming of the foregolng obstacles, as well as dealing with obje.tions by
parents not sufficlentfly informed, instead o* continuing in the sate, well-
trodden paths.

8) Finally, Tast but by no means leest, the active hostitity of vested in-
terests, intellectual as well as financial -~ a phenomencn by no means con-
fined to the 19th century. The motivation of a commercial publisher who sees
hls marxet for a highly profitable textbock series, representing @ consider-
able investment, threatered, 1s sufficlently obvious, and we are all fami-
Tiar with brass-knuckle tactics Tn that field. There s also, howevar, a
more poignant intellectual vested Intsrest, that of tte educator-author

who has developed his whole educatlional philosophy on the major premise that
the subject matter of elementary reading and writing Instruction it tradition-
ally-spelled English, and has perhaps authored a successful reading series,
based on one or another ot the vzrious "emergency hospital” techniques. The
shock ot having the rug pulled from under hls major premise, thereby invali-
dating much of the supersiructure, is not conducive to dispassionate educa-
tional statesmanship, and when It touches the pocket nerve as wall, via
diminished royalties, the results in too many cases are zll toc predictable.

Agalnst such handlicaps, the astonlshing aspect s not that those earller
efforts did not survive and succeed in establishing a beachhead for phonenic
notations as initial teaching nedia, but that the driving force of thelr
champions suzceeded 50 well, while it was applied.

i.t.a,

R32irst the backarourd of past history, what dees .42, bave going for 3¢
that was rot preseat before?

Firstly, a leader of genlus, intearity, and irmerse erergy, Sir James

Pitman, who combired for the first tirme, three indispensable attributes: 2

dadlcated and technlcally competent understanding of the problem, hereditary

as wel! as acquired; cormand of substantial pubtishing resources; and high-
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the
tacts sufticlent to gersuade the establishment to sanction
é?:g:afo?lssf step, adeguate experimenta*lon In the scheols under unimpeachabfe

ausplces.

Secondly, Sir James' Insistence on the sole purpose of better teaching of
reading and writing, express!ly disavowing the traditional, as well as fam!ly
and personal, link to spellirg reform.

Thirdly, 2 markedly superior medium comblining several Tmportant characteris-
tics: @ structure shaped to the express purpose of an Inltial teaching me-
dium, rather than as a speliing reform notation; 2 tine-tested phonemic
basls, derived from Pitnan and Ellis and New Spelling, as wz2ll a5 from the
century and a quarter experience of Fitman Shorthand; skillfully selected
concesslons from strictly phonemic writing {a more important factor than

most pecple realfze) to achieve maximum compatidillty with Y.0. in the inter-
est of minimum effort of transition; restriction to cne lower-case alphatet;
and design of the additional new characters to retain or, sa far as practic-
able, suggest the more femillar T.0. sgellings of each phoneme, and preserve
the "top coastlTne" of T.0.

Fourthly, a more favorable educational climate, accustomed o standardlzed
tests and objectlve measurements, In which valid research can command Immedi=-
ate attentlon and respect; a climate more hospitable to change in the estab-
lishes order.

Fifthly, assured finarclal support for the beginniny, as a venture of faith,
from the Pitman publIshing Tnterests and from Sir James himse!f, and at one
point from the British Ministry of Education, supplemented by very substantial
aid from foundations such as did not ex!st a century ago, "ncluding the

Ford Foundaetion and the Fund for the Advancerment of Education 2s well as the
Grant Foundation (acting thru the tducational Records Bureau of New Yorkl;

all of whom have recognlzed the transcendent importance of the problem which
T.t.a. has set itself to solve.

wWhat has I.t.a. thus far accomplished?

Firstly, a body of research, sufficient to establish beyond question, fcr
those who wllT examine the evidence without prejudice, the validlty of the
fundamental thesis -- the markedly superlor results to be attained by use of
& phoremic notatlon as an Initial teaching medium -~ and to Indicate some of
the more lmportant oppertunities for further research on various secondary
factors.

Secondly, substantiaf evidence that the galns from i.t.a. gc far beyond im-
proved factlity in reading and writing, Important tho that is. By contrast
with the frustrations of T.0., Tn which the chlld must Incessant{y disregard
analogy and reject the results of observation, the success-motlvated "learn-
ing by discovery™ In applylng the ratlonal J.t.a. code, tends to Influence

the child’s whole attitude toward schoollng. The amazling increase in crea-
tive writing, observed in almost a'l i.t.a. classes, bears witness %o 1his.
Furthermore, the substantial saving of time in mastery of the fundarenial pro-
cesses of reading and writing s an invaluadble resource in reorgailzing a
greatly overburdened curriculum.

Tairdly, a diffusisr, partly experimental but largely datinitive adcpticrs,
which for Creat Britain has teen officially estirated to Include, as of
1965, "I10f of the primary-age children in the couniry” (29); and in the
United States, as of 1905, exterded jnto 49 states, including 20f of the
school districts in New York State.

Production,sate, or distribution of i.t.a. raterials, as of 1965, by over
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B0 commercial organfzations ir the United States, Great Britafn, and Canada,
Including over 700 t1tles available In T.t.a. (30); figures which have, by
row, signiflcantly increased.

What of the roa” shead? There is a wide fieid for further research on teach-
Tng methods to develop the fullest potentialities of the medium. Mere trans-
literation of matarials or trarsposition of theories developed within tre
ITmitations of T.0. falls far short of meeting this goal. Alsc, there Is great
need to develop and standardlze rew tests to measure more justly the real
factors of learning and achievemer.t Involved.

¥hat is emphatically mot needed is tinkering with detalls of the medium It-
self, at this time. Of course, preclse detalls of the configurations of the
added characters are rot sacrosanct for all time. Of course, some of the
spelling decislons on difficult cases, by the Foundation Spelling Committee
charged with the responsibility of matntaining the integrity of the notatlon
and ifs application, may eventually be chailenged in the ifght of accumulated
experience. Righi now, however, the galn in results trom alterling any, or
even all, of these minor factors would te utterly insignificant by comparison
with the harm which would come from what S51r James has referred to as
Babellzation, SIr James' acticn in dedicatirg i.t.a. freely to all publishers
everywhere (30) rather than retaining proprietary rights, was 13e act of an
educational statesman rather than a publitsher; but it was no less the act of
a farsighted ecucationa! statesran to couple that dedication «i1th the sole
conditfon *hat 1t must be used &s intended and directed by a single unlfying
authority (37). Schools consldering the purchase of i.t.a. materia’s from
whatever sources, should be assured that they are in fact authentic and

fully compatible with 1.t.a. materials from any other source; and publlishers
should be egqually assured that t.t.a. materlals which they produce will not
become obsolete before a worth-while perfod of sales., Babelizatlon, once
permitted, could wall become tre secret weapon of those lnierests which would
welcome the disappearance of i.t.a. from the educational scene.

One parallel aspect, not of i.t.a., tut of the underlying T.t.m. thesls, does
merit immedlate, Independent investigation: the possibillty of attaining
comparable results without new characters; that is, employing 2 no-new-letter
digraph notation, strictly within the llmitations of the unlversally avaliable
Roman alphabet -- a problem to which wWorld English Spelling is particularly
addressing itself.

THE ROLE OF WES (WORLD ENGLISH SPELLING)

The early history of WES as a spelling reform notation, derlving directly

from the inltiative of the British Simplified Spelling Soclety, has already
been outlined; together with the case for the middle way, from the sp2lling
reform polnt of view. Also, however, we have examined the reasons which ryte
out the likelihcod of making any signlficant impression on the spetling habits
of the present adult generation. ¥hat, then, is the furction of WES today?

As | see 1t, WES should properly be regarded as a typewriter-oriented version
of i.t.a. To fulfilt this function successfully, it should zbandan its
strictly spelling refcrm character, and make sutsta-tially tte sa-e furiter
corcessiors from fully phonemic writing which i.t.a, has rade, and for the
same purpose, maximum compatibility with T.0. Just such --rcessicrs are, in
fact, now under dlscusston with the Simplified Spelling Scciety, fcr while
the responsibllity for WES rests with the Simpler Spelling Ass--iation, it is
obvious tha* no copyright control can protect the mere resrrangzrent cf the
letters of the Roman alphadet, and complete agreerent tetwcen tkg Eritish

and American organizations might well operate as sorewhat of a <eterrent to
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the compulslive urge to tinker with the structure of a phonemic notation, In-
stead of accepting and using it, which seems to affect nearly every amateu.’
who stumbles into the field. Appendix E exhibits WES with the proposed
changus in effect., Appendix F shows how closely 1.t.a. and WES would corres-
pond.

With those adaptations definitely determined, WES as an i.+.m. should be sub-
Jected soon to controlled experimentation to determine whether the results

to be attained are, in fact, comparable with the results from 1,t.a. | am
not suggesting that we should elther seek or expect better results. Indeed,
| should rathe- expect the pros and cons of the two versions to balance out
fairly evenly. |f, however, this should prove to be the case, such & Roman
alphabet variant of i.t.a. has at least three important contributions to
make:

1) Use of the the standard keyboard typewriter as an instrument of instruc-
tion from the very beginning, as demonstrated by Wood and freeman (56}, under
T.0. conditions, some 35 years ago. Under 7.t.m. conditions, which appear

to make posstble the successful introduction of reading and writing somewhat
earlier than with T.0., there is an added value in the simple motor response
of findlng and pressing a key, as compared with the execution by pencii of
even te simplest letter forms, by labored motions which the child is not

yet raruce enough to control. 1.t.a. typewriters would not be a satisfactory
alternative, for apart from greater cost and Iimited usefulness, a totally
dlfferent keyboard would tend 1o develop confusion Tnstead of carry-over

when the child meets the ordinary typewriter later on, as many do. | am told
that+ in the New York City schools today, the plan is that every child who

reaches the fifth grade will be Tntroduced to the typewriter at that point.

2) Potentially more important, in the larger view, a phonemic notation writ-
able on the standard typewriter opens the way for *he adult individual who

is Impatient with the idicsyncrasies of T.0. to carry ove~ into hls own
perscral writing, which Sir James rightly distinguishes fram wrliting for
reprogsuction, some measure of the phonemic wrlting abilTty which he acquired
in schoo!l; providing, Tn advance of any formal measures of spelling reform,
a little leaven for the 7.0. lump.

3) Finally, and ty far *he most important, WES as a Roman alphabst i.t.m.,
writadle on any of 10 milllon or more standard keyboard typewriters, and
printable at any of 10,000 or more printeries equipped wlih Roman alphadet
type feces, offers an immediate opportunity to advance the already rapld
progress of English as the dominant second language of the world -- In the
Immediate future, without awaiting the slow processes leading to spelling re-
form for the English-speaking peoples. The substantially "sel f-reaclng”
compatibifity of WES, even for one who has never seen the key, opens the way,
for one who has learned English as a second language by the aid ¢f WES to the
point where he can speak i* and read T.0., to shrug off the considerable
added burden of learnlng tc write, t.e., to spell, T.0. (a substantlally
greater burden, especially ¢broad, where ore is not constantly surrounded

by Englfsh In T.0.) and to cuntlnue to write shonemlcally in WES, Just as
billngual scholars often correspond, each wri*lng 'n his own language. 't

Is no answer to suggest that 1.t.a. tyepwriters (with thelr radlcally alter-
ed keyboard) are read!ly avallable, for tre Inhibitlng effect of even a
stight obstacle Is very great.

Let It be emphaslzed In all this that those s=111 undetermlned potentlali-
tles of WES must nct be allowed to Impugn the Impressively cemonstrated ac-
tuallties of 1.t.a., with kts already large and rapldly growlng resources,
and the research whlch promlises to make tueer «tlll more effective. wES Is
to be rejarded as a potentlal sunplerent or extensicn of |.t.a., rather than
as a rlval.



: THE FINAL OUTCOME

: | have tracec, somewhat briefly, the ancestry of i.t.a. and hinted at its

| posterity. As ! see it, the ultimate destiny of T.t.a., a gereration or so

: in the future, 1s to render Ttself unnecessary, thru clearing away the chlef
obstacles to the spelling reform which gave it birth. Meantime, even the most
i entrenched opponents of spelling reform, if some cf that vanishing race are

i still around, should not grudge the present generation the substantial gains

i Tn etfective mastery of reading and writing T.0. Uincluding spelling Tn T.0.1},
i which I.t.a. achieves. In any event, the awakened consciousness of the con-

. fused state of T.0. and the awareness, by contrast with the phonemic writing
of i.t.a., that it is unnecessary, is one of the cumulative factors building
up, not merely a willingress, but an inslstent demand for spelling reform.
Perhaps, if i.t.a. lives and prospers as, on its merits, it will and must,

by the clese of the present millennium, now scarcely a generation away, we

i spelling reformers who have .een wandering for 400 (not 40) years In the wild-
‘ erness of T.0. may be in sight of the promised land.
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RPPENCTX A

fmerican Phillological Assocliation committee report, July 1876; quoted from
(32) in origlnal spelling.

Principls of '76

(1) The true and sole office of alfabatic writing is falthfully and intel-
ligibly to represent spoken speech. So-called "historical” orthografy Is
only a concession to the weakness of prejudice,

(2) The ideal of an alfabet is that every sound should hav its own unvarylng
sign, and every sign its own uavary'ng sound.

(3) An alfabet intended for use by a vast communlty need not attempt an
exhaustiv analysis of the elements of utterance and a representation of the
nicest varietles of articulation; it may wel leav room for the unavoidabl
play of individual and local pronunciation.

(4) An ideal alfabet would seek te adopt for 1ts characters forms which
should suggest the sounds siynlfied, and of which the resembiances should in
sum mezure represent the cimllarities of the sourds. But for general practi-
cal use there Is no advantage in a syster which alms to depfct 1n detall the
fyslcal processes of utterance.

(5} No language has ever had, or Is likely to hav, a perfect alfadet, and
tn changing and amending the rode of wrlting of a language alredy long
writn, regard must necessarlly be had to what Is practically possibl quite
as much 2s to what s Inherently desirabl.

(6) To prepare the way for such a change, tha firs! step s to break down,
by the combined influence of enlightened scolars and of practical educators,
the immense and stubborn prejudice which reqards the establisht modes of
spelling almost as constituting the language, as having a sacred character,
as In themselvs preferadl to others. AJl agltation and all definit proposals
of retorm ar to be welcumd so far as they work in this dlrection.

(73 An alterd orthografy will be unavoldably offensiv tc those who ar
first called upon to uze It; but am sersib! and consistent new system wi|
rapidly win the harty preference of '‘ie mass of writers.

{8) The Roman alfabet Is so widely and tiemly establisht In use among the
leadlng civilizes nations that 1t cen not be displaced; in adapting it

to Improved use for English, the efforts of scolars should be “lirected to-
wards Its use with uniformity and In conformity with other nations.

37




APPENDIX B

“ysyfuy 20] J2QUIY 10 KaQ pur Iplum
g3 jo 38pojmoun Buppiom ONOEI B S0 Yitw Jelnneg (e ¢
auakup At jua APNIS O KINOY M3 Y " APIFIIIOY UOHIIE ST YD
pwas 03 auodur Jqeul Jew a¥ed Bulpaddd ¢l Jo ipapi Jali]

“ae ¢ wayj 1aod Jun
15 "1d2d q ac) 'jdad q pq ‘dad g aa juewwesnd Jwg
pue ‘wepdlyj aa Yizeq mu e aey Jo§ ‘pad aepun “uesou
SIY JEY 1UTA UL PUD ARY JUU [Ty pap z3Y Jvy AJazis 1y
J3Y IM JUY TUOAIP AU JeE3W [N ISU] ¢ ATS DY DLwy ac)
20 Tey M) UCGOAIP ISIANUI O3 2 PI] pleua 22y wal)
ey — sn Jojyiq uowu Ysey e ¢ Ny PABEPIP a3y
Iq n3 sn .—ﬁ,— Jeyva z1 3 “sUCADR m—.._OE 05 Jv} SOy vy
J3Y IC] MY oY 1My ddem IULjun ¢ Ny J3Y payoyIpap 3q
0} ‘Jeyes ‘LiAy ¢ *sn acy Z1 31 I3y P BY Jamy ey
JeA3u Uey I Ing 'JIY 0 IM Jumy Jequoww Gep acu Jou
PI |14 plem g “peaIp J¢ pr m Jewd amd aw anye
1D} 31 poIuD{IsuGY Avy ‘a3y piEans my ‘pap pur Gy
‘UdW AU g CPUIDLS S1Y — O[eY JUUEY 2 — JIUISULY
J0UEY 24 — JLHIPAP JOULY IM ‘SUIS Jello] € ui Inq
‘sl mp Hog 3
ey Jedasd pue Guy Jeya3edc 2 3F  "Al| IPW UBgOLE Jey
1By zAD| oY AGd 22y my zoy ac) soid-0nsa jeun) e ze
PI3] 18y A0 uegiod e JUNIPOP N} winy Ay Im JCm
ey AC pPi-rey 30l € uo Jow Jo 2m ampua Gcf uey
"PADYIPIP OF PUT PAISUEY OF UESDU TUI IC "UCYIU Jey
segamy (13333 ‘3cm [1ae 1033 e ut plodud 40 34 wu
‘em
pamay J0 usw [c ey uesizedoud 4 Ny PANmUPIP
pue ‘nieqy ur paIsue) "uEDU MU e Jueunuay Sl ud
Yi0j jciq 2seyo) 1w ofe ZIA UAIR put JOYRIO

sape Rieqzi1ad z,uexly|

MU WE-I2m0] SO [[RIS MY 01 W
NS NI 1O ‘i3 wpppory 40 aay s wpEIsie 10La] 21100 4

I I0)A| UBIHIES Y A PO W P
- 20 uaniuwaiy w /e nles o,

Auoy usaly sasyeinierog K ex

udndn:r - -
M Cjam oM
(WBwpios)eyy o q q e s <2
sudts Savpusmapldny i

€l

un

LTI E - U

ML) M et

SBpu ey of

L el b L

ES TRTRE T ©

M peay oY

onpund ‘pen oM M

dogruyatpe r £ T

yIna ‘puned ‘| e W

4qpl-ypqe poopo v
admuipfip p

M B P LE N MU EE O W ¥ oRa

Bl T XM P EL N MU ER O n B rs

mep UNUURIY CINoYY 4@ € ¢ | e funes? ¢)
s peois ‘00 WM oMM M JuiTa ‘|raE T
pnoysiyng yu1 o © a3 'jeas ey
MeysJuol ‘unle 0 o O ELT L RNt S ]
vorin yn A N o ysnpy o
awywiglineu-pime ¢ € € Jam ‘urA gt
wu'pps 30 @ a ywscury  of
swiiemcags 3 3 3 B wind o
Luseipmey g1 1| weentmuos oy
oo hmuamale p @ O PR ep g
wiaipe ¥ 8 2 W un o 1
wwurlvuw p» O 0O quacusg o7 q
wluw ye ¢ © ardud of d
fjm01 £ 1 Cjusnerus: p7
wioy Ll A B d ey  Amoy W sed
- samiry =30 snmery
Iy Py TS ]

WQEJIY dSUSI ¥V § S

Aruitoxt provided by Eic:

E\.

Lo




O

ERIC

Aruitoxt provided by Eic:

AFPPENDIX C
The case against spelling reform

The principal arguments agalnst spelling reform, with thelr corollaries,
summarfzed; with appiopriate comments znd quotations

1) STATEMENT: Phonetlc spelling would obscure the derivation of words.

Corollary: to memorialize historic facts of a larguags Is & legi-
timate or primary function of a current orthography.

DOMMENTS
The primary purpose of spelling is to record speech, which £2 the language.

"The true and scle office of alphabetic writing is
faithfully and inte)ligibly to represent spoken
speech." Arerican Phililogical Asscciation, 1875
report,

The etymclogist is the first to repudiate this argument.

"In the interests of etymology we ought to spell as
we pronounce. To spell words as they used to be
pronounced is not etymologlical, but antiguarian.”
W. ¥. Skeat.

Phonetlc spelling would give a contiruous moving picture of the whole history
of each word, whereas fixed conventiona! spelling gives, at best, only a
sTngle stil} picture of one episode.

"The real etymologist, the historic student of lan-
guage, is wholly independent of any such paltry
assistance, and would rejoice above measure to
barter every 'historical' item in our spellirg dur-
ing the last 300 years for a strict phonetic picture
of the language as spoken at that distance in the
past." Willigm Duight Whitney.

Even such etymologlc information as is suggested 1s often In error; the
result of some superficial wrong assumption, e.g.,

comptroller debt delight haughty {aland sovereign
sprightly

Such accurate Information as present conventional spelling gives is now
securely preserved In lnnumerable books, regardless of present or future
spelling.

The scholar does nmot aced, the average layman does not appreciate or under-
stand such information.

2) STATEMENT: Phonetic spelling would cause serious confusion between
words ot like sound (homophones), row distinguished by
difterent spellings; e.q.,

right, rite, write, wright buy, by

cent, scent, sent hear, here
road, rode, rowed hour, our
Sew, S0, SOw knew, new

1z, 100, teo ore, wui, etc., etc,




Corollaries: A spelling is a word.
Such distinctions are an intentional or desirable
feature of English spalling.

COMMENTS

Context makes clear such distinctions in speech, in which spelling glves
no help; still more so fn the more deliberate processes of reading, with
opportunity to glance backward or forward |+ necessary.

As against a few hundred homophones now distinguished more or l{ess fortuitous-
ly by different spellings, there are in traditional orthography many thou-
sands of words of iike sound and spelling (homographs), and there is no
demand to create arti‘icial distinctions for these. A few suggestive ex- !
amples are -~ ‘

bay ( a color, a tree, part of a building, a body of water, a prolonged
bark)

fair (good weather, impartial, an exposition)

right (a privilege, opposite of left, opposite of wrona)

gound ( a condition, a noise, a body of water)

spring (a season, a leap, an elastic device)

staté (to express in words, a condition, a unit of government)

can (to be able, a container)

dam (a direction, soft feathers) :

note (a nmusical tone, a monetary obligation) {

pool (of water, a game) i

present (a time, a gift)

well ( a sta‘e of health, a hole in the earth)

Fries (18) reports that for the 500 most used words of English the Geford
Dictionary records 14,070 separate and different meanings -- an average of
28 different meanings for each word,

There is another group of homogrephs, spelled alike but pronounced different-
ly, occasionally confused in reading, which phonenic spelling would clearly
distinguish, a.g.,

bay (boe, bou); sisliarly mow, row, sow

alose (cloes, cloez);  similarly excuse, house, use, etc. .

aged (ae]d, aejed); s'milarly blessed, (blesi, blessed), belovsd, learned

lead (leed, led); similarly read

tive (liv, llev); tear (taer, teer); wind (wind, wlend); wound
(wuund, wound)

3) STATEMENT: Phonetic spelling would require al! existing books to be
reprinted.

COMMENTS
Most current reading matter is ephemeral.
Books of enduring worth are constantly being reprinted in current spellirg.

No one but the linguistic scholar today reads Chaucer or Spenser, Shakespeare,
or even Milton, In the original spellirg.

Compatibility makes a reading knowleige of traditional orthography relative-

O
EMC ly easy.
i= 4) STATEMENT: Phonetic spelliog would reqsire a fixed standard of pronun-

N ¥ GOy U G U
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clation which does not exist.

COMMENTS

Accurately phonetic writing Is nelther necessary nor desirable. At the
phonemic level, there does exIst an acceptable standard, increasingly estan-
lished by national and international radio and televislon. As early as 1935,
the British Broadcasting Corporation had successfully established a standard,
Broadeast Ernglieh, for announcers.

So far as regional differences are concerned, the Individual tends to project
on to the phonemic symbol his own Interpretation.

The few broad ditferences in pronunclation, between British and American
usage, e.g.,

etther (iether, eether), elerk fclark, clurk), leisure (lezhker, leezhen)
will be no more confusing in phonetic spelling than In speech, or than dfffer-
ences in choice of words, such as Zift for elevator.

Phonetic spelling would be a strong conservative factor In preventing de-
terloration or corruption of language. Present lack of any clearly discernitfe
refatton between the written and the spoken word conduces strongly to varja=~
tlion.

5] STATEMENT: No one has authorlty 1o tamper with the {anguage. "The lan-
guage of Shakespeare .and Mliton is good enough for me."

Corollaries: The wrltten word is the language.
Tre language lor spelling) used by past masters of Engllsh
has remained substantially static,

or

languzge {or spe!ling} evclution Is a natural process, |ndependent
of human control.

COMMENTS

Our fanguage ‘s speech, not speiling: the spelling is, or should be, no

rmore than a picture (now too often 11 Is a cartoon) of the spoken word,
Change, both in language and, untll recently, in spelling has been contimuous,
both before and after Shakespeare and Milton,

Phonetlc spelling would conform to and record actual change and, Incldentally,
would tend to reduce change by glving guidance as 1o pronunciation, now wholly
Tacking.

All evolutlon In spelllng, thus far, has resulted from consclous, deliberate,
Individual cholce ar action.

6) STATEMENT: FPhonetlic spelling is ugly, uncouth, grotesque,

OOMMENTS

No ore would seriously clalm that the particular configurations of traditional
orthography, the successlon of ascending, Seecending, and middle letters, pos-
sess any Intrinsic esthetlc value. The true charge agalnst phonetic spelling

is strangeness.

Many proposed phonetic alphabets have bdbeen esthetically unpleasing, due to
al
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diacritics, wrong fonts, lTaverted letters, non-Roman characters, etc., but
there is no Inherent reason why a phonetlc alphabet cannat be made as esthe-
tically pleasing as the present Roman alphabet, if it observes the same can-

ons of design; e.g., the Simpler Speliing Assocfation Fonetic Alfabet.

The i.t.m. technique, which accustoms the eye to raticnal forms, Is one im-
portant element in breaking down the next generation's resistance to spelling
reform.

7) STATEMENT: [t's foo much trouble. | have learned to spell.
COMMENTS

This, the Inertia which dreads the effort of the change, is the maln reason
why the present adult generation skould not be expected to change.

"It is the generations of children to come who appeal
to us tO save them from the affliction which we have
endured and forgotten." William Dwight Whitney

APPENDIX D

Phonemic Notations and the Roman Ajphabet
Godfrey Dewey

The Roman alphabet is today the most widely used and universally understood
medlum of written communicatfon. With the addition of a few diacritics and

a very few additional characters, it is the alphabet of all Western European
and Scandlnavlan languages, and in rthe Eastern world, it Is the alphabet into
which all others are transliterated to achieve international understanding.

A recent catalog of the University of New Oelhi prints its grinclpal infor-
mation, in the one catalog, In seven different languages, using five different,
non-Roman alphabets, but the fntrocuction and supplementary raterial are in
English [n the Roman alphabet; and an cfficial pronouncement of Communist
Chlna announces as one of Its major educational goals the adoption of the
Roman alphabet.

English orthography, which for substantially phonemic writing should distin-
gulsh about 41 sounds, is at present restricted to the 26 letters of the
Roman alphabet, three of which (c, q, x) are phonemlcally duplicates. In
consequence, ore finds within the 70,000 words, more or less, cf an abridged
dictlonary {exclusive of proper names), ower 500 different spelllings of these
4] sounds; a chaos and confusion disastrous for elementary education and
burdensome thruout adult life, as well as enormously costly thru the writing
and printing of suvperfluous ietters.

The preblem of recucing this confusion to a substantially one-symbo!, one-
sound phonemic notation may be approached In three ways:

1) Standardizing the Roran alphatet by assigning to each single letter,
and to each digraph selected to represent those sounds for whlch the available
single letters do not suffice, a single sound. This approach has the irmense
advantage, for immediate practical purposes, of providing & substantially
phonemlc notation, sufficiently simtlar to the traditional orthography to bte
essentially "self-reading" by one who has never studied the key, whlch re-
malns strictly wlthin 4he resources of the universally availzble Roman alpha-
bet; but, because of the number of consistently used dlgrapghs required, 1t
contributes nothing to reducing the numter of characters to be written or
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printed. The World English Spelling of the Simpler Spellling Assoctatlon,

based on the New Speliing of the British Simplified Spelling Society, pro-
gressively developed over a perlod of more than fifty years by the 3blest
speclalists on both sides of the Atlantic, comes nearest to achleving the
maximum possibllilties of this admittedly cumbersome but Immeclately practicable
solutlon.

2) Swplementing the Roman alphabet by assigning to each of the 23 useful
fetters 2 single Invariable value and creating some i8 appropriately designed
new letters, typographically congruous with the canons of design of the

Roman alphabet. If the new letter forms are rightly chosen, such a one-sign,
one-sound phonemic notation can be, like the first category, essentlally
self-reading, even for one who has never examired the key, 5Such a phonemic
alphabet, which would save one letter in six, as compared with our present
spelling, or about $170,000,000 ouvt of each $1,000,000,000 of writing and
printing cost, Is of course the iceal ultlmate solution, but the dffficulties
of making availatle the necessary new characters on typewriters and composing
machines thruout the worid are so great that while such a notation ca' be
immedlately useful for textbook purposes or dlctlonary keys, gzneral adoption
of this sojutlon probably !ies severzl generations in the future., Its exact
form at that time can, of course, hardly be predicted, but at the moment, the
Simpler Spelling Association phonetlc alphabet, the characters of which were
typographically retined by Frederick W. Goudy, the foremost type desigrer of
his generation, comes nearest to meeting all the criteria for such a solu-
tlon.

To the question, why not just adopt the Internatlonal Phonetic Association
alpbabet, already widely familTar, in somewhat variant fcrms, to linguistic
scholars everywhere, there are two answers: {ts uncouth appearance, and the
excessive number of characters which must be written, largely nutll{ying the
enormous sayings tn writing and printing, on wh'ch Georgs Bernard Shaw laid
chlief emphasis. As employed by Professor Daniel Jones in hfs E-glish Pro-
nouncling Dictlonary, that alphabet analyzes two of the 24 consonants and six
of the |7 vowel sounds of the 5.5.A. alphabet as dipthongs and uccordlngly
writes trem 3s digraphs, and writes four vowel sounds wlth 2 detached dla-
critic, whicy constitutes an additlonal character: with the re.ult that it
eliminates cnly 4.65% of the characters requlred for traditional rthography,
as compared with 16.95% for the $.5.A. phonemlc alphabet.

3} Swpplanting the Roman alphabet by creating and maklrg avallable on typs-
writers and composing machires thruout the world at feast 41 wholly new char-
acters = the solution advocated by Shaw for his FROPOSED BRITISH ALPHABET

(see particularly Shaw's Preface to "The Miraculous Birth of Language" by

R. A, Wilsan} -- Is a fantastic proposal which s, from a practical standpoint,
completely vnrealistic. Slnce the whole purpose of writing or printing Is

1o be read, and since, for the person who had not mastered the key, such 2
notation would be a corpletely unintelligible cigher, It is quite Inconcelv-
adle that any wrlter or publisher would deliberately so obstruct comruni-
catlon with hls desired readerstip. Even a dictator, with power 1o reform
English spalling by decree, as Kemal Ataturk reformed Turkish -- In that case
by adopting the Romzn alphabet -~ would hesitate to cut his country off from
faciie comunicetion with the rest of the world by enforcing a notation
wholly unknown outsice his cwn jurisdiction. &t would almost seem, 4herefore,
25 1t Shaw's declared purpose for his PROPOSED BRITISH ALPHABET, to “use It
side ty side with the present letterirg until the better custs the worse"
must have been written with tongue in cheek.

At andther potnt, alse, in the same Preface, Shaw, who used a sirple fom
of Pitman Shorthand for many years for most of his writing and was therefore
fully consclous of the immense values of shorthand ‘or personal use, was
equally vrreallstic In his conception of hls PROPOSED BRITISH ALPHABET, for
he descrites at some lemgth the characters of Sweet's Current Shorthand

- a3
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as Indicating the tyre ot character he had in mind for writing and printing.
The (dea of substituting shorthand characters for the Roman alphabet for
printing goes back at least as far as {sazc Pitman's Stenographic Sourdhand

in 1837, and In so far as it would at one stroke substitute phonemic writing
for the chaos of traditional orthography, It has a distinct appeal. Unfortu~
nately, there Is an Inherent and inescapable contradiction between the require-
ments of shorthand and print, 1n that one must be appraised nrimariiy fn

terms of the hand, the other In terms of the eye. The characters ot a page

of print are set up once and read perhaps a thousand, perhaps a millfon,
times. The longest character, such as m takes no longer to type or set than
the simplest character, such as o, and the requirements of ietter form should,
therefore, he determired solely by the greatest possible distinctness of

form or minlmum of effort for the eye. A page of shorthand, on the contrary,
is written once and read, In gensral, but once or twice, the writirg being the
process Involving enormously the greater effort and the one Ints which the
time efcment chiefly enters, so that the paramount ccnsideration is to minl-
mize the effort of the hand, preserving only such distinctness of form as
shal] te read!ly and unmistakably perceptitle to the eye. Since colncidence
between the forms of minimum manual effort and max!rum visual distinctlion Is
quite Inconcelvable, any atterpt to comblne the two, a5 called for by Shaw's
speciflcations, must of necessity fall far short of ths best forms for

efther, consldered separately. Also, 1lke any other .otatton of the "sup-
planting" category, it lacks the essentially self-reading quality, attalnable
with efther the “"stardardizing® or "supplementing” category, without which

no solutfon can hope to be transfated from theory in to practice.

In summary:

A substantially phonemlic, no-new-letter code, using digraphs as requlired to
produce an essentlally self-reading notation, can make an Immediate and Im-
portant educational contributlon as an initlal teaching medtum in the earliest
grades, or for teaching English as z second language, at the same time that
it conditions tte next generation to demand or accept a phonemlic notation

for all reading and writIng. Also, for the adult abroad who has teen taught
English as a second language, such a notation offers the exciting possibility
of contlnuing to use Tt as an [ntervational aux!liary medlum of communica-
tion; reading tradltional orthography, but contlnulng to write phonemical ly,
thereby bypassing the considerable added burden cf acquirlag a writing know-
ledge of our present chactic English spelling.

A one-sign, one-scund phonemic notation, supplying the necessary rew charac-
ters In harmony with the Roman alphabet, can render irmedlate practical
sefvice as a pronuncliation key for dictionaries or textbooks, vastly super-
for to the illogical mishmash of diacritic-ridden symbols whlch character-
lzes most American dictionarles; but because of the enormous practical
difflcultles of making the new ctaracters everywhere avallable, such a nota-
tlon Is unllkely to achieve adoptlon for generai use for several generations
to come.

Fhonemic notatlons whlch completely reject the Roman alphabet, whether for

shorthand-type characters or no, are an interesting subject fer phllozophic
speculation, but, cuttlng loose from the rest of the world and facklng the

essentlally self-readingy quality Indlspensable to any gradual or voluniary

Intreductfon, are [lkely to remain In the realm of phifosophlc speculation

for the foreseeable future.



e e R A T T

W oo s ke e 4

APPENDIX £

“gm Ny woly ysuad Jou [roys dead o
105 ‘ydood ap 21q daad 3 A0 wawwiaand Jeyy pue
twiopaayy A0 YUnq Anu B Ay [reys ‘po3 xpun ‘uoysacu
sHQ AR ‘USEA W PAIP ATY 30U [ pop 2q Tl
AJOZaI ALY 133 R IBq IpOYSaQAIP AD JIYZAW ooy
15¥] 9 AREB I PIYMm Joj Zed TN 00} UOYSINAIP
152010U P 33 PIp PAOUO L3IY) WOl IR ST 103G
Aurusewas Yse} eid i 003 PIWEIRIP 10y 23q 00}
s0 10} 1IYIRI Z] Y “ISUCAPY £1qaou 308 JT; STY} ABY JOIY
0y NOY ATYY YA IO ystugun ay 00) 323y pAITI
-1pap 92q 001 “ANpEd “Bupayg ayy ‘sn 10§ 71 3 oY PIP
aup 0y 1adioy 1asu usd i NG “IIY PTS JaM Joym
saquaawas Buof Jou Ja0U I (I plnm I PeRp
10 ppe 001 13nod 100d ano anqe Jej I PAREDISUCD
awy "x09y pEBans oy *pop pue Hupay ‘uaur AvExq A
-puncB sy — 20[[eY J0WE> I2M ~ JPRLVEUOD JOUUBD
23Mm = JOEIPIP JOUUED Am 'SUIE lolre] ¥ uj aNg
SHp nop
pooys 23 en swdod pue Bunyy 1aaBoyne zr 3
-Af] W LOYEIET I IEYR ZAAY 1wy A28 1094 wny
zaow 10§ san(d-Sunsai [euAly B 78 P[3} o1 A0 uoyssod
® WEIIPAp 00 WD ALY 3IM “IABM JEIR AO pRaIEq
eesS B UQ JoUI JE Som "IINPUD Buof ued ‘pAREIIPIP 208
PUE PAIWUOD 20§ UOTEITU £ua 1o ‘uoysaeu JEI WRAYM
Rupisay “anem [IAlS R v up ploedua se 20m nout
‘[EM32 PIAIEIID B UMD
e de uoysrzodoad 4y 00 PRATIHPIP PuT Ay
up PASITUCO ‘UOYSITU Inu B WIURUCY SR U0 [HOJ
%Eaﬁfﬁ&=5»&:§8aﬁtngusﬂé

ssarppe 819qzRe8 z uoouy

o e .

aapopdiud sy nod ‘sud ooguy 330} 5d I (1IIjH 334 o I3
puapyusw i) g st PUIAL HNT

— yduadingy e s prd

20 IWIMUO PPERG RN RIS LR L UL

ﬂ.-&b— .—X:-—-‘~ 4—,“:
pree R ATTRTTTT T RN
N[N IS el 'L

“aulhit] SRR SN AW
ot sesoudand Hingona) g

P T AR T i e B
FLITFILTIR T LA .\3-?4 .\.5—-.-.-

wogh M Y .sp.u_...
ap AT A g (

s e D Y>

Ry T TR A ..c:.a..-_._ “uw Y#

el urmn g oS ‘peas L
s [0 ok s ot e x
LR L B L *dn *
ainu *LaE Li0g GUau TG
i "anus (e “noy ‘ampine
FLICNL A B *1n[i0q ‘wo
2 a7 faany tydne » ajes ..\-...hk.v.:: ~anfjo )

and cAnaad wpgyt ¥ e SWng paNse - ol

Ay "> yp X8 apmb faadne Ly tpaaw “daay

watl ims aymn e 98 waoq *aqud ‘wuoam ey

- Kw tpaag ppes Suad g D [ s ey
any P ‘Auur B U L UASN

(as0) THjoq) sy ‘s WE 3 “aajyea *Sry

mvp "Innqe yse uma w u Ay *Addey *sved

M o o] Cppegs
ap fapzond tprat

{IIm angrs L7 -—v
) BunfHm “aymeefs Y1
23 LA A

038888 883%Y

B o D 0 W

upay u Yy
apuotrd)p pup SPMOA syuvuonny
ISY] FLANAVIM
(SAM)
Buryads Qe PHOM

|
|

IC

E

Aruitoxt provided by Eic:



S - g

S

A
= s

i2s flis yis,




APPENDIX F

Transl iteration chart
from Pitman's Initial Teaching Alphabet to
World English Spelling

i i.t.a. WES i.t.a. key word l.t.a. WES l.t.a. key word
; p p pen 2 a cap
{ b b bed Q aa father
k4 t tree (ar) ar (army}
; d d dog e e egg
‘ [ c cat &2 ae face
K K key tar)  aer (alr)
: 9 g leg i i milk
i f f feet] &« ee key
g v v voice ° [} box
} th the- three a g bal I
: th th the tor) or torder}
§ H s spoon u u up
‘: z z 2ebra oe oe over
‘ X (2} daisy [A) [e] book
) ch chair w uu spoon
i i jug le ie fly
m m man o ou out
n n nest ai ol ofl
] nq ring ue ue use
(k)  ak (ink) * er {over)
| | letter * ur (first)
r r red
L tr) girl
w w window
wh wh when
Y v yes
h h hat
!
!
\
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4.  THE BOSTON READING EXPERIMENT (1866-1879): THE EVALUATION OF AN
EARLY EDUCATIONAL INNOVATION WHICH WAS A FORERQUNNER TC THE INITIAL
TEACRING ALPHABET '

William 8, Gillooly”

The Johns Hopkins UnTversityt
Baltimore, Maryland

INTRODUZTION:

if transitional writing systems (writing systems with grapheme/phoneme corres-
pondences different from traditional orttography and used for a limited period
of tire for a special purpose, usually, to cormence [iteracy instructlion)

were of recent origln, it would not be surprising that so little is known of
their use. However, the fact that several have been tried in America alone
during the past 120 yezrs (Harrison, 1964), makes it obvicus that there Is
need to shed light on certain aspects of their use, especlally the reasons

for thelr repeated abandonment. It 1s imdortant to note in thls regard that
before 3 case can be made in favor of the use of transitional writing systems,
thelr history of ebandonment must be accounted for in terms unrelated to

their efficacy.

As a result of a brief {ocx 8t the use of several ¢ifferent transitional
alphzbets, Harrison (1964, p. 47) has come tc the conclusion that abandonment
resulted from either (1) an insufficiency of specfally printed books, or

(2) the loss of the guiding hand of the one who directed the introduction of
the innovatlon and who supervised Tts use.

This paper presents the results of research on the Tntroduction of Edwin
Leigh's Pronourclng Orthograchy to the schocls In Boston, Massachusetts
beglnning in 1866, It w1l| attempt a brief answer to the question of why
Proncuncing Orthogranhy was abardoned in Boston within a few years of Its
flrst use on a city-wide basis cesplte the early acclaim of those who guided
its use. First of all we will describe Prorouncing Orthography. Then, its
introduction to the schools of Boston will be traced and finally we will

turn to topics related to evaluating its effectiveness as a medium for liter-
acy instruction.

PRONCUNCING CRTHOGRAPHY :

Unlike many other transitional writing systems, Prorcuncing Orthography is
composed of more symbols than there are Enalish phoremes == seventy symbols
In all. As a result, 1t was able to preserve the conventional spellings of
English words while, nevertheless, unamblguous!y representing trelr phonemes
For example, as 2 result of the use of nine "A's", Leigh'’s system was able to
slgnal the various phonemes represented by the traditional "A" without alter-
ing the spelling of the word. Unsounded symbols, incidentaily, were printed
In Itght-faced type,

% The author wishas to express his thanks to the Faculty of Arts and
Sciences, The Johns Hopkins University for Its partiel support of this
research through a Faculty Fesearch Grant.

+ Now at Rutgers, The State University.
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It should be pointed out that this feature of Pronouncing Orthography (re-
talning conventianal spellings) had survival value for it enabled it to avold
the charge that it masked the etymology of tre |anguage--a charge which, by
the way, was consldered to be quite serious when It had been levied agalast
Phonotypy in the 1850's by the influential Rev. R. C. Trench, Archblship of
Dub!in {Bothe, 1966, who cites the Phonotyplic Papers No. V. Waltham
{Massachusetts) Sentinel, February 4, 1859},

PRCNOUNCING ORTHOGRAPHY'S |NTRODUCTION:

Proncuncing Orthography was first used In Boston's Lincoln School District

in 1866 (Philbrick, t872). |n flve years, 'ts use had spread to some of the
schools In || of Bosten's 38 school districts and by 1874 11 had spread o

32 dlstricts. However, It was not until December 6, 1876, ter years after

Its fIrst use, that the School Commlttee requlrec that Pronourcing Crthography
be used on a system-wlde basis (Phllbrick, 1877, ©. 56).

EVALUATING PRONOUNCING ORTHOGRAPHY:

During the acacemic year [873-1874, Boston's Superintendent of Schools,

John C. Philarick, sent a questionnalre to the masters of the schaol districts
asking them about their opinlon of the new writing system. The following quo~
tation from Philbrick's Semi-Annual Fepcrt 1874, {pp. 191-193) presents the
results of the poll:

The aralysis of the replies shows, that of the masters
of the six districts in which it has not been introduced,
five expressed no opinion, and cne thinks the advantages
are counterbalanced by the disadvantages. Of the thirty-
one masters of the districts where the system has been
tried, two are undecided {one of then having had but a
brief period of observation}, and one is decidedly op~
posed to it] cne would not go back to the nld nethod,
but thinks it not favorable to spelling; two who hawvy
not had time to test it fully approve as far as they have
observed; four are rather doubtful as to its advantages;
three express unqualified satisfaction with its results,
and eighteen erdorse it in emphatic terms.

In summary, of fhe 3| voting masters whose districts had tried Prorouncing
Orthography, 4wenty-four pronounced themselves "for", five "against", and
two were undecided about its merits. Such resuits as these must Fave been
a source of great satisfrciion for boin Fronsuncing Orthography's inventer,
Edwln telgh, and his chief supporter in Boston, John D. Philbrick. But this
was prcbably no surorise to them for 1he report of the Boston Schoo! Commlt-
tee two years earlier was also very favourable {Annual Repert, 1B71, pp.
7-8).

We beg leave to say that six years of careful experiment

in several schools in this city have shown the best

results frcm this system. Fupils learn the sounds belong-

ing to phonic type very readlly; and, as those sounds

are unchanging, the labor is much less than in gaining

the mastery of a less number of letters, rost of which

are liable to arbitrary variations. But whether this

reason is satisfactory to doudbters cr not, the fast

leaves no room for dispute. Within six months ordinary

pupils under this system get nearly through the second

reader, ~-- a point which pupils by the old methed are

3lways eighteen months, and often two years in reaching.

This is a constant, unvarying resvlt. It is a moderate

statement that every pupil instructed under this new

methol saves a vear or mere of time in prefsring for the
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Grammar School. Is it not mueh to add a year to the
practical duration of human life?

These comments give no hint of the circumstances which followed. In 1879, two
years after Pronouncing Orthography's use was first required, the School
Committee reversed itself by relnstating the common-type editions of the
Franklin Readers as permissible first readers. Since the editlions using
Lefgh's type were no longer required, Pronouncing Orthography was, 2s a
result, on the wane In Boston.

In order to attempt explaining how 1t was that an Innovation which had been

recelved so favorably could have been rejected In so short a time, ws should,

perhaps, turn first to the two hypotheses proposed by Harrison. The first

hypothesis, you may recall, is that transitional writing systems were abandon-

Tgsis a resglf ot an Insufficient supply of specially printed bocks (Harrison,
» Pe AT).

One should have thought that the profit motive alone would have teen suffici-
ent to induce American publishirs to continue supplying books for which there
is 2 demand. In fact, there Is evidence to indicate that supplies of Leigh's
edltions of readers were available. Ffor, on the back cover of a Franklin
Peader which Is in thls writer's possession and which was used during the
second decade of the 20th century in Concord, Massachusetts there is an adver-
tisement for not only the Franklin Readers but the Hillard Readere as well,
both printed In Leigh's Pronouncing Orthography. (The bock, althcugh undated,
Is obviously of more recent orlgin than those used In Boston In tha 1870's) .
Furthermore, St. Louls used Pronouncing Orthography until 1891 or so (Bothe,
1967), 2 perlod fully twelve years after Boston abandoned 1t. Apparently,
books printed In this speclal writing system were available (from Talntor
Brothers, Marrill & Co., of New York) beyond the t+1me when Boston atandoned it
and perhaps at least as l[ate as the second decade of the 20th century.

Harrison's second hypothesis, that "The experiments seem to have lost Impetus
when they lost the guiding force of the experimenter of the moment" (Harrison,
iS64, p. 47), alitough If true s still not a satlsfactory explanation for

{he demise of this educational Innovation, does not seem to be supported by
the facts either. For, although Pronouncing Orthography was 2bandoned approx-
Imately one year after Phllbrick's retirement on March I, 1878 (Eliot, 1879,
P. 1), this was not the first time he had retired. |11 health had forced

him to leave office on September I, 1874 ang desplte the fact that he did re-
turn to that office om March !, 1876 after an 18 month absence, Philbrick
himself states that his return was an unexpected occurrence (Philbrick, 1876,
pp. 153-154), We are led to ask why had Pronouncing Orthography survived his
tirst zbsence of 18 months but could not survive |2 months witrout him three
years later?

One event which Intervened and which, therefore, suggests 1tself as a pos-
slble reason for the dlffecent effects of Philbrick's absence Is the already-
cited fact 1hat on December 6, 1876, the School Committes had made the use of
readers printed In Pronouncing Orthography obligatory, In order to attempt
an undarstanding of how the School Committee's ruling could have sounded the
death knell for Pronouncing Orthography, we will turn to 2 plece of educa-
tional research reported to the Secon” Annuval International Conference on the
{nitial Teaching Alphabet.

In his study of the effectiveness of another transitional writing system as

a means for teaching chlldren to read the tradl tional alphabet, Robert A.

McCracken (1966) employed two control groups In addition to hls one experi-

mental (1.t.a.) group. The chlldren cf ore conirol group, in addition to

recelving Instruction 1n the traditional alphabet, had knowledge that they

were part of an experiment as did the 1.t.a. chlldren; that is, they were
49
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observed regularly, etc. The second control group (called the subcontrol
group), althcugh taught to read by means of traditional orthography, were not
given any information that they were to be Included Tn an experiment.

At the erd of first grade, testing all groups In the traditicnal alphabet show
ed that, in general, although the experimental (I.t.a.} group was superlor to
the subcontrol group on the Stanford Achlevement Test, the experimental group
was not superior to the control group. In addition, the control group's
performance exceeded that of the subcontrol group to a statistlically signifi-
cant extent on every subtest of the Stanford.

Thase resu!ts suggest, of course, that it may have been the krowledge that
they were part of an experirent, not the use of a special writing svstem,

that led the experimental group to outperform the sutcontrol group. Since
novelty effects seem to be a factor requiring consideration in McCracken's
research on the use of transitional wrlting systems, they should be taken into
consideration Tn other studies before mzking judgments a'.2ut the effectiveness
of translitional writing systems.

1t s Tmportant fo note in this regard that any evaluation of Pronouncing
Orthography in Beston should have been based on a comparison of the performance
of children taught Pronouncing Crthography under exper!mental conditions, wiih
all that entalls, and children taught tracitional orttography under equally
motivating circumstances. But at this time, before the advent of experi-
mental research In education, the Pronouncing Orthography children were com-
pared either with (1) conventionally-taught children of previous years or,

what is less |ikely, with {2) the conventionally-taught children in ncn-ex-
perimental classes the same year (in Boston this would Fave involved a between-~
schools comparison also). Eltrer one ot these comparisors would have allowed
novelty effects to be confounded wlth (or added to) tie effects of Pronouncing
Orthography.

As a result, Bosten educators made Judgments about Pronouncing Orthagraphy
based on data znalogous to that collec*ed by McCracken when he compered his
experimental and subcontrol (i.e., no special attention) groups. In such a
comparison, of course, Pronouncing Orthography profited from the effects of
especially motivating circunstances as did McCracken's 1.t.a. group. Con-
sequently, Bostonian educators may have been misled about the value of
Pronouncing Orthography.

Developments in Bosten certainly parallel what cne would expect If “novelty
effects” had been responsible for & part of Fronouncing Orthography's effect-
Iveress. This explaration would acccunt for tha fact that Prcncuncing
Orthography withstood a ten year test when in an experimentel status but did
nat last more {han a few years aftei” its adoption as the conventional writing
system. When adopted on a wlduspread bas!s, of ccurse, we could expect that
there was a redu~tlion in excitement following Its use and a subsequent re-
ductlon In Its effectlveness.

We have seen that the abandonment of Pronouncing Orthography is more likely
attributable to novelty effects +than the leck of specially printed books or
the absence of John D. Philbric . We ..ve yet to consider evidence which
bears on Pronounclng Orthography's value independent cf the issue of novelty.
In other words, we wll| now constder evidence which bears on the guestion of
whether it was accurate for the School Committee to claim that the use of
Pronouncing Orthography reduced by @ year or more the Yime necessary to pre-
pare for the Grammar School. That is, we will try to establish 1he level at
which Pronouncling Orihography children were reading.

Fer this purpose, we will turn to the Prograrme of Studies which was used to
speclfy tte currlfculum of the schools in Boston, Table | preseits the read-
Ing curriculum for the Primary Schools (equlivalent to present-dav grades ore
50
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through three) for the years 1864, 1871, and 1877. These years represent
the perlods (1) before Pronouncing Ortnography was Introduced, (2) after
Pronouncing Orthography had been used by a few schools for approximately
five years and (3) after Pronouncing Orthography's use had been made manda-
tory. [f Pronouncing Orthography shortened the time it took to prepare for
the Grammar School, the Programme should refiect this effect.

Comparison of the 1877 group with the earller groups shows that any appear-
ance of a3 savings in time Is confired to the first year of schooling (classes
6 and 5). For, although it Is true that by the time the 1B64 and 1871 groups
had finlshed the first reacer printed In common type {at the end of the first
year) the 1877 group was expected to finlsh the Leigh edltion of the Franklin
Second Reader, such a difference may be use¢ to Infer a year's savings In
time only It Pronouncing Orthegraphy children transferred from the Pronouncing
Orthography ecition of the second reader to the common type third reader.

Inspeciion of Table ! reveals thar they did aot. At the beglnning of the
second year (fourth class) the experimenta! group returned to the common type
edlf+ton of the second reader and tock as long to complete It as those taught
In the traditicnal orthography all along. The appearance of a savings dls-
appeared after the chlldren made the transiticn to the traditicnal crthogra-
phy (T.0,)

This analys!s suggests two things. Flrst, that the Schoo! Commlttee claim
was based uponr an Inappropriate comparison -- the comparison of the Pro~
nouncling Grthography group with the T.0. group when each was reading in Its
own medium. Since Pronouncing Orthography was undergolng evaluatlon to deter-
mine whether It was a better means for teaching chlldren to read T7.0., *he
post-transfer ccmparlson would have been the proper cre. Second, this analy-
sls also suggests that, despite clalms to the contrary, the Pronouncing Ortho-
graphy children did encounter some dlfficulty when making the transition to
T.0. otherwlse they would not have had to reread the second reader.

Remarkably enough, these findings can also be found In the current rasearca
on t.t.a. (Gillooly, 1966; 1967). That Is, the i.t.a. groups, too, have
been shown to te superior to the T.0. so long as both are readirg Tn their
own medium. The pcst-transition data, on the other hand, show that at the
end of flrst greade no difference exi{sts between the groups. This general
fact of regression from a pre-transiticn s*atus of superlority to a post-
transttion status of equallity inglcates that chlicren who are Introduced to
reading by means of transitlonal writing systems experlience some difflculiy
in maklng the transfer to the traditleonal ariting system.

CONCLUSTON:

From the evidence collected In Bostin, thes, it appears as though Prcnounc-
Irg Orthography was rejected not because o* an Insufficient supply of books
or the absence of jts chlet advocate, as has beea clzimed, but because of a
general lack of cufflcacy.

Even when rovelty effects were uncontrolled and, hence, added to the effects
due to the new writing system alone, Prorcuncing Orthography was unatle to
produce resufts fn T.0. which surpassed those ettalned when traditional
orthography was used all along.

As a result, Boston's experlence with Provouncing Orihography may not be

used to support the use of transitional w:jting systems as a means for teacs-
Ing children to read traditicnal €nglish crthography.
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TA3LE |

THE PROGRAMME OF STUDIES FOR THE PRIMARY SCHOOLS OF BOSTON FOR THE YEARS
1864, 1871, AND 1877,

Class 864" 1871} 18779

5th  Hillard's Firez Pri- Hillard’s First Leigh's edition of
mary Reader, to the Reader, to the the Franklin Primer

30th page 30th page

5th  Hillard's First Pri- Hillard's First Leigh's edition of
mary Reader, com- Rzader, com- the Franklin Second
pleted (72 pp.) pleted Reader

4th  Hillard's Second Killard's Second Hillard's Franklin
Primary Reader, to Feader, to the  Second Reader, to
the 50th page 50th Page the S0th page

3rd  Hillerd's Second Hillard's Second Hillard's Franklin
Primary Reader, Reader, com- Second Readev,
completed. pleted completed

2nd  Hillard's Third Hillard's Third Hillard's 1F'ranklin
Primary Peader, to Reader, to the Third Reader to the
the 100th page 100th page 100th page

Ist Hillard's Third Hillard's Third Hillard's Frankilin
Primary Reader, Feader, con- Third Reader,
completed pleted ccrpleted

' Rules of the School Committee and Regulations of the Schools, Chapter 9,

Regnlations of the Frimary Schools, In the Annual Report of the School
Cormittee of the City of Boston, 1864. Boston: J. E, Farwell & Co,, 1864,
PP, BY-uB.

t Rules of the Scheol Committee ard Regulations of the Public Schools of
the City of Boston, Chapter 12 Regulations of the Primary Schools, in the
Annual Report of the School Committee of the City of Bostom, 1671. Bostoi:
Rockwell & Churchill, 1872, pp., u%-5u,

Courses of Study (Primary Schools)} in the Anmnual Report of the Sohcol
Cawmittee of the City of Boston, 1872, Boston: Rockwell & Churchill,
1878, pp. 260-267.
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5. THE TREATMENT OF LANGUAGE SOLNDS IN THE DESIGN OF AM
INITIAL TEACHING ALPHABLT AND IN SPELLING WETH IT

Sir James Pi4man, K.B.E.

The flrst stage Is to ersure that the purpose cf the medlum has been deter-
nined preclsely. In 1hTs task fresh thinking Is particularly needful, for
there are a number of traps for the urwary, the flrst belng to follow the
path of the proneticlan and to develop a writing system. Trere have been
many honourable precedents for starting from the sounds of speech and seek-
Ing to represent them visually, and 1t Is hard to recognlze that the pur=-
pose of any Initlal teachlng alphabet 1s the very vpposite of this: the alm
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Is to construct not 2 writlng system but a reading system which s somethlng

altogether different. The correct palr Is therefore llstening and readlng,
Instead of speaking and writing.

Long ago Isaac Pltman cut himself away from this particular error and thus
brought a fresh approach to the problem. The famous echolar and lingulst,
Professor Max MUller, wrote at the time: -

“What I like in Mr. Pitman's system of spelling is
exactly what I know has beer found fault with by others,
namely that he does not attempt to refine too much,
and to express in writing those endless &hades of pro-
nunciation, which may be of the greatest interest to
the student of acoustics, or of phonetics, as applied
to the study of living dialects, but which, for prac-
tical as well as for scientific philological purposes,
must be antirely ignored. Writing was never Intended
to photograph spoken languages: it was meant to indi-
cate, not to paint, sounds, Language deals in broad
colours, and writing ought to follow the example of
language, which, though it vllows an endless variety
of prenunciation, restricts itself for its own pur-
pese, for the purpose of expressing thought in all
its modifications, to a very limited number of typical
vowels and conscnants. COut of the large rumber of
sounds, for instance, which have been catalcgued from
the various English dialects, those only can be recog-
nized as constituent elements of the language which
in, and by their difference from each other convey a
difference of meaning.”™

It Is perhaps dIfflcult for the teacher without knowledge of a speclalized
brench of both Ilngulstlcs and phonetics to appreclate the full laplications
ot this speclal and unusual approach. It is hslpful, however, if cne has a
clear understanding of the dlfference between the Ilngulstic terms phoneme and
d'aphone. A phoneme |s 2 particular sound which, In belng conventionally
Ilnked In a word to a particuiar character, constltutes part of a writing
system; a dlaphone ts a generality of dlfferling phoneres which, notwlthstand-
Ing thelr varlety, are understood by a listemer as hzving a particular mean-
Ing in that conventional larquage.” [n short, a wrlting system Is a record
based on the phonemes of thcse who send spoken messzges; a readlrg system

one based on the diaphones of those who recelve these spoken messages. A
writlng system s based on a particular reality which was unlque for the

®  rorinightly Review, pp. 556-79, vol. 25, April 1876.

* The following definitious in the Glossary of Linguietic temminology by
Professcr Mario Pei, Ph.D. Columbia University Press, New York, 1966, are
also helpful:

Digphome: All variants of a phoneme occurring In a1l the
utterances of all the speakers of a language
(Webster 1110

Phoneme:  The minimal unit of distinctive sound-feature
(Bloomfield).

Sorme linguistists use the word morphophone but that
usage is not recognized by Dr. Pel.
sS4
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partlcular speaker on a particular occaslon¥; a readlng system Is based upon
a gereralized aqbatraction, postulated on the premlse that all will read and
understand 1t, - whatever thelr pronunclatlons+. TYhls principle of the dia-
phone may be carrled to a great leng'™. For Instance, whlle no one In the
world nomaily would speak the word soeldier 'n the preclse character-to-sound
relatfonship of those seven characters , al! wcu'd understand It when they
read them as wrltten Just as they would understand any speaker were he to
speak the word In his own prorunctation of all those characfers.KWe read and ¢
lIsten as others (not we) write and speak: what dlffers phonographlcally
from the ~pader's own speech Is In fact sometlimes mora eastly understond by
all. Four readers who, when speaking, make the fcllowlng palrs of word sound
2s homophones - book buck; s sore; oot caught; bonb balm - would pever-
theless have ro dlfflculty In understunding one ancther In a quadrtlateral
conversation. SImifarly they would not only have no difflculty In readlng
these elght words, whetber printed In T.0. or In I.t.a. ( bGSL buck;

Sau Sof; cot caut; bom bom; ) but would $Ind the reading actuzlly
easler, once the words kad been mastered. Thls explalns why an initlal
teachlng medfum not only may safely dlsregard ¢talect (or regloral "accents"}
but ought alsc to alm at the generallty of a readlng system and avold the
partlcularization of a wrltlng systenm.

Partlcularly ts thls true of an Inltlal teachlng reading system where the
Intentlon Is to preserve all that may be preserved of *hat medium to which
the transition will need to te made.

Morecver 1t 1s clee~ly Impractical to very the spelllngs of words to t1t+ the
multitude of dlfferent pronunclat{ons used by readers who In fact hava not as
yet spoken the words they wil| be reading and who will, 1f they read them
aloud, speak them differently (l.e. as thelr own), hav!ng clothed each word
with the unlque sounds of thelr own Individuallity. Those who read pass In a

readlng dlrectlion from characters through dlaphones to thelr own phonemes ¢ &

with a degree of varlety so Inflnlte that only wlth a super-elaborate phon-
etlc alphabet would 1+ be possible %o represent each varlant with preclslion
when passlag from phonemes to characters In the opposlte (1. e., writing)

* For instance my pronunciations of the words for (in thz sentence "For
hegven's sake what did your o it for") would vary as to the vowel - in the
first case the echwa and in the second the au: I do not myself rronounce
any consorant following the vowel in either form.

+ Bernard Shaw rightly urged the trustees of his will to bear in mingd:

.« . that the Propceed British Alphabet does not pretend to be
exkaystive as Tt contains only sizteen vovels whereas by infini-
teeimal movements of the tongue countless different vowels can be
produced all of then inm use anong speakers of English who utter
the same vowels no oftener than they make the same finger prints.
Neverthelesa they oan wnderstand one another's gpeech and writing
sufficiently to converse aud correspond . . "

Will of the late George Bernard Shaw, Clause 36.

It is interesting to compare and note how clesely the follewing resemble
one another when spoken quickly:
(a) e the celd yser in
(b)Y sein the el jeer In
thus celdier and oddyeer are virtually the same and both virtually the same
as  celjer
=




direction,

Thls fact 1s demonstrated In the following tadle for which | am Indebted to
Miss Audrey Bullard, lecturer in Speech Training at King's College, London
University, and a foremost coach fn Britaln to actors and actresses cast In
dlalect parts. She has Irevitably been restricted In her attempt to portray
the great varlety of phonemes (even In such broad differences of easily
recognizable different dialects) by the lack of discrimipable characters, boat
the polnt will neveriheless be taken thai in any writing system which attempts
to portray the Ilving qualTty of speech i“e printed page must vary with the

speoch.
Table of at least twenty-thres Phonemes wuich are cover-
el by four of the forty Diaphones of i.t.a. The four
groups of phonemes have been alleocate¢ under the four
diaphones and so of the four i.".a. characters with
which, respectively, ezch range of phonemes are associ-
able and representable. The charactels used to repre-
sent the phonemes are {except in the case of tue t in
postman) those taken from the keference Table of
Phonetic Symbols or "specimen grid" of the Internaticnal
Phonetic Alphabet, printed in Monotypes Modern 11-pt
type, as published by the Internmaticnal Phonetic
H Association, University Lollege.
i
‘ % i.t.a. chara?ter . o .
as_representing plalect Lhonemes
! "the dlaptone
. x Received Pronunciation (i.e. upper- el
class English)
Northern English €. &0
Scottish ¢
Australian €l
Tockney al
e Feceived Pronunciation al
"Refined" 21
irish (Dublin) and Lancashire at
London Cockney [2)8
tmerican {Southern) a
Yorkshire a.
r and r Feceived Pronunclation (before a J
vowel sound)
Scottish and French-Canadian speakers r
: of English)
‘ American and Canadian 4
French speakers of English E
t Fecelved Pronunciation (post) t
(postman) [
london Cockney t_‘S
" " (but not initlally -
i In stressed syllables L
Indian t
Australian d
Q American d
[E l (: ‘ym:slr;prei§n§ed"by the i:gerLat{c7a} Phon:tic]ﬁ]phabeti p;us the spezial
; symbol for n "pesiman" by Danlel Jeres In hls An English Pronounci
Dictionary i "
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Te have even six characters for the slngle first syllable of, say, the word
uble woild of course be beth unacceptable and impractfcable In tie teaching
or In the practice of readlng, and It baconus necessary to accept for any
reading system:

1. that the ch "ze of the form must
be based nst on any supposed single,
"right" pronunciation*of each and every
word, since no such norm exists in the
language. {Just try arguing to an Arerican
that our R.P. {Received Fronunciation) is
the correct speech or to an Englishman that
¥iddle West American Englisi i{s to be Imposed.
or try suggesting to anyome but an Englirhman
that our Received Promumciation fau is the

correct pronunciation far for:);

2, that the correct parallel wust be the corres-
ponding listening system, that is co say that
the criterion must be one of comprehension, -
though tinged nevertheless with a dash of what
is culturally come 11 faut™.

% It is not true that I have based the spellings of i.t.a. on the British
pronunciation called R.P. {Received Eronunclation). T have denied it fre-
quently. It is interesting to note that M, Sylveére Monod, in his analysis
of {.t.a. In Cahiers Pddagogiques, ¥o. 44, Octobre 1963 {(L'Orihograph2),
writes (p. 59):

"Un texte en f.t.a. ressemple davantage & de l'anglais américain
ou écossais {prononciation de 1’R final, par exfrple) qu'a de e
1’anglais d'Angleterre.”

Moreover no one with a vestige of linguistic knowledge would suggest that
i.t.a. cculd have been based upon the standard British pronunciation (R.P.).
Nevertheless this misunderstanding has persisted. it {s to be hoped that
this audience will henceforth be armed wiih a greater krowledge and recog-
nize that the pronunciation is an all-embracing, national one that will

not Se found in the speech of any one speaker, or of a majority of speakers
som any one language group.

Dr. J. A. Downing rightly emphasized, in his Current M.sconoeptions about
i.t.a. (ELEMENTARY ENGLISH, May 1965} that "i.t.a. is an alphabet designed
for teaching beginning reading (his Italics) in any part of the English-
speaking world, and for this reason f.t.a. cannot be expected to reflect
regional differences of pronunciation”.

However he Proceeds to say,"Like the traditlonal orthogrephy (T.0.) it is
a standardized writing systea”. This {s a misconczption. It fs nct a writing
system; moreover it Is not and ought not to be standardiz~d whan children
write in ft: it is only as a reiding system thet standardization §s rele-
vant. T.0. is not a writing system elther but a reading one. That vord
etther is read without regard for the pronuncliation of the reader (e. g.

r, ieﬁer and many other wvariants). Hy , ,H‘

at for hat or bolds for bircs are disca'ded as -ulturally unaaceptable
varfants, even i{ (whlch they dc not} they were to afford reading forms
aore teneficial at the transition.
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Al1 that s required ts that the learner should be able to read the meanl:g
of the sentences by obtalining enough cluss from what hls eyes see In order
to tdent!fy the words, Just as [n a llstening system the learner should be
able to hear the meaning by obtalning erongh clues from what hls ears receive
In order to Ident!fy the words.

[ have spent much +ime (e. g. my paper of 23 November 1960 to our Reyal
Soclety cf Arts) in emphaslzing that the actual sounds are subordinaie to
meaning, and that what the listener needs Is not a reprocuctlon of what he
speaks, but 2 meaningful message in which the meanlng In contex? so domlnates
the form that he Is virtually unaware of form, An Englishman !anding in

New York or an Amzrican [n London does not have to I~arn a fresh language,

as would a non-Engllsh-speaking visitor, but needs only to adapt hls hearing
to ncticeably variant phonemes within a few dlaphones. In that paper | print-
ed, uslrg tha Internaticnal Paonetlc Alphabet for lines 2 and 3, the following
sentence both In an English pronunclation (R.P.) and In a generally accept-
ed Armerlcan pronunclatiorn, In order to Indicate the degree of dlfference In
speech ard to demonstrate the gieat dlfferences in the printed forms for
words which would be Inevitable Ip any uriting system - <lfferences that can
be avclded only by deslgnlng a reading syster, of which T.0. as well as

{.t.a. are examples:

. T.0. Paul passed her farty

2. A, Pol past har forti

3. Eng. P2l pa:st ha: foitl

4, Tt paul pAst her forty cl#
1. T.0. fertile acres of newly

2. Am, fartl eikerz oy njuili

3, Eng. fartall elke2 ov nuely

4. i.taa. fertiel aecer/ ov ruely =
1. T.0. grassed pasture not long

2.,  Am. ar @ st pastfer nat lag

3. Eng. gro:st pa:stjus nat EY

6. Lta.  grfst phstuer not log cif

I. T.0. after Mary got there
2. Am. = ftar Meri got t@r
3. iEng. a:fts Meari got sea
4, L.t ffter mary - oot thaer

38 f e detilerately ambicalond  charaskan
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The first requirement of an tnltlal teachling medlum for tha learning of read-
Ing is that it must not attempt to represent the speech of the reader, or
even of auny reader. | have reminded my readers eznd audlences that Just as
Pitman's Shorthand has proved for now over |20 years that standard outlines
are read In a broad Scotch, Wefsh, irish, English, or American accent - and
even In a Cockney or Brooklyn one = by those who have only thelr readlng, bu*
not thelr speaking, hablts In common, so any reading system = T.0. as much

as l.t.a. - Inevitably bases Itself on diaphonlc, not phonetfc, foundatlons.

This Is very essily verifled In that the fopmost, as woll as the lowest, of
the above four lines wlll be read aloud In their own reglonal and even Indi-
vidual reglonal accents, by all who have a readlng skill, and they will be
understood by any fsterer, whatever hts pronunciation, previded the pronun-
~latlon of the reader is any of those many which are effective In general
communication*.

Little children, all the worlg over, ore reading i.t.a, words 'n the standard
1.t.a. form, because It Is a reading system. They pronounce the words not
merely tn the pronunciatlon conventicnal In their particutar linguistic envir-
onment but also In a manner peculiarly their own, so that thelr mothers, even
though blindfolded, would be able to recognize who was reading.

James PITMAN

August, 1967.
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* The film directors and the television producers of the world understand
this very vwell. They will in the ordinary course al'ew on the sound-track or
on the a'r cnly those utterances which are easily une erstood and widely accept-
able thicughout the English-speaking world. In the .orld of the cinema,
experts such as Miss Bullard coach the "stars" to help them to conform to
just such an effactive and acceptable form of comnunication.
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PART [1 - THE NORMAL CHILD

[t has been frequently observed that, as an alphabet, the Initial Teaching
Alphabet can be used In many ways. The messages which one may convey through
I+ can be prepared for a wlde varlety of audiences. It seems quite reasonabdle
that early programs anj research with the Inlttal Teaching Alphabet should
deal with the largest single audience of beginning readers In English -

the young child who falls within the Intellectually, emotlonally and physical-
ly norma! range. Most of the commercially avallable materfals In i.t.a. are
moat a?proprlafe for this group. The overwhelmlrg percentage of studles of the
affecttveness of 1.+.a. as a teaching medlum have ueen conducted using normal
chlldren, In thelr first atrempt to learn to read English. The three sets

of studles In this major sectlon Include: $¢1rst, questions as to the efficacy
of beginning the teaching of reading with 1.t.a. (and for that matter with
T.0.) at the kindergarten level in schools [n the United States as opposed

to the more traditional beginning in flrst grade. The second serizs deals
with tradlttonal flrst-grade studies usvally using one or more exp¢rimental
gruups learning to read with 1.1.a. and one or more contrul groups lsarning

to read wlth a vartety of dlfferent apprcaches all using T.0. The ¥ 1rd
serles of papers represents reports of first grade reading experiences In
Canada. These are not generally different from those In the UnTted States.

A. PRE-FIRST GRADE STUDIES

Many educators have been Impressed with the success the alphabet has had In
studles in Great Britaln. Perhaps, one of the most interesting features of
the educatlonal system in Great Britaln Is that reading instruction begins
when chlldren are betwsen four and flve yesrs of age (23 much as two years
before we typlcallv Tntroduce the chlld to formal reading Instruction In the
Unlted States}. 1he practlice of beglnning reading Instruction at such sn
early age In Great Britaln Is qulte Independent of the use ot the Inltfal
Teachlng Alphabet ard has been the usual practice there for many years. In
general, there seems to have been little change In the procedures assoclat-
ed with teachlng beg'nning reading In Great Brltain which can be traced
dlrectly to the imfroductlcn of 1.t.a., although there s probably somewhat
greater emphasis on a re.at{vely more phonlc approach.

Educators In thls country have been concerred for sone time wlth the posibi-
11ty that chlldren might begln formal reading Instruction In kindergarten.
There are, indeed, a number of schools throughout the ccuntry who begin for-
mal reading at this polnt. The questlon raised by 1.t.a. Is, "does 1.t.a.
make thls a more rewarding and effective educational experlence?” 1t should
be noted here, however, that 1.t.a. was not desligned speclflcally to permlt
or prumote read!ng at an earller age, or to have the reader perform wlth
greater speed.

Tne two papers In this sectlon are Interesting In that they are qulte simi-
1ar 'n conceptuallzation and yet come to quite dlfferent concluslons. Mr.
Bernard Shapiro and Mr. Robert W1llford conclude that beginning reading in-
struction In kindergarten with |.t.a. 1s superior to beg?nnlng Instruction

In first grade with i.t.a. Ors. Harvey Alpert and Harcld Tanyzer end Mrs.
Lenore Sandel conclude that 1t 1s better to walt untll fIrst grade to begin
‘ormal readiag Instruction. The reader may note a number of differences be-
tween the two studles. The extent to which each of these may have contribut-
ed to the dlsparate flnd!ngs cannot be determined, but the fact that the
dlfferences exlst sheuld at least be acknowledged.

First, Shaplro and WlIlford supplemented the Farly-to-Read serles wlth the
Daming Peaders and "special materials.” Alpert, Tanyzer end Sandel appear
€0
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to focus more heavlly on the Farly-to-Read Series supplemented with llbrary
bocks and transliteraticns of other juvenile books by the staff. Secend,
Shapiro and WIllford Include data representing performance at the end of
second grade, while Alpert et al. deal excluslively wlth data at the end of
flrst grade. Third, Shapiro and willford present thelr statistical data in
"adjusted mean grade equivalent scores,"” while Alpert et al. renort thelr

data ustag analysls of covariance wlth adjusted means. Flnally, Shapiro and
WllIford did not use a corparison group of children taught in both k!nder-
garten and first grade in T.0., whlie Alpert et 21, did. The latter investi-
gators found that there was also no advantage to begfnning reading instruction
in kindergarten in traditional orthography. They report. however, that child-
ren taught In i.t.a. elther In kindergarten or in tirst grade perform at a
higher Tevel than children at a comparable grade levsl taught with T.0.

The apparent confllct between the two studles emphasizes the need for replica-
tlon of research In the fleld of education in general. [t illustrates, how-
ever, what the Editcr considers to be one of the most suppcrtive arguments
wlth rqard to the efficacy of 1.t.a. 25 an Inltial teaching medlum: that It
has probably been studied more intensively, by more Independent investlga-
tors, tn more siudles than almost any other aducational imnovatlon.

I. 1.T.A. -- KINDERGARTEN OR FIRST GRACE?

Barnard J. Shaplro
3
Robert E. Willford
Educatlonal Reesearch Counclil of Greater Cleveland
Cleveland, Ohlo

INTRODUCT ION

The Innovating principle of 1.t.a. 1s a mdified alphabet In which (i) only
one form of each letter Is used and (11} the number of characters Is lncreas-
ed from 26 to 44 so as to more closaly approximaia a one-to-one correspondence
between the phonemes of the Engllish 'anguage and the letters of the English
alphabet. It |s argued (e.g., Pitman, [966) that the usa of the more rell-
able and conslistent 1,t.a. code for beglaning reading mev Insure success and
develop the abilities needed later on for gresping the more difficult as-
pects of traditlonal orthegrzphy, and, in our v'ew, the research to date (e.g.
Downing, 1964; Mazurkiewlcz, 1965) suggests that l.t.a. may Indeed sclve some
of the traditional problems assoctated with beginning reading.

However, whatever the advantages of [.t.a. are as compared wlth other medla
for beglnning readlng Instructlion, there remains the Important questlon of

the appropriate time at which to begtn formal 1.t.a. Enstructlon. 1n T.0.,
the teachling of reading has usually begun In the first grade, and although the
Denver experiment (Brezelnskl, 1964) Indicated that children could beneflt
from learning fo read at an earller age, Sheldon, In a review of related |1+-
erature (Sheldon, 1962} found that the evldence at that time dld not Just!fy
the Introductlon of r-ding any earlier than the flrst grade level. In i.t.a.,
although th~ Engllish experiments (Downlng, 1964} reported success with 1.t.a.
at the infant schools (i.e., ages four-and-a-half through six), Tanyzer
€1966), tn an American experience, found that ™. . . Introducing a conslstent
medlum such as i.t.a. to kindergarten children In a formal readlrg program
does not result in slgnlflcantly detter reading and speliing achlevement than
that attalned by chlldren who begin formal reading instructlon In flrst grade
In 1.t.a. when both groups are measured {ln 7.0.) at the end of first grade.

&)
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THE STUDY

A comprencnsive longltudinal study of 1.t.a. was tnitlated by the Educatlonal
Research Councl| In the $all of 1965. Ore of the lIssues Included In the
scope of thls study was the relative reacing and spelling achievement of two
1.t,a. aroups one of which began Its formzl reading program In klndergarten
and one of which began it only In the ¢1rst grade, and 1t Is wlth thls ques-
tion that thls paper Is corcerned.

The two greups Tn question, the "kindergarten™ and "flrst grade" groups, each
consTsted criglnally of 250 first grade chlldren selected at random from

the larger I.t.2. sample group assembled for the parent study. Both groups
used the same baslc set of Instructional materlals; they began wlth the
Downlng readers and I.t.a. Publicatlons® Early-to-Read serles, supplemented
with speclal materlals prepared at the Councli, and they continued after tran-
sition with the Scott Foresman basal readers. All of the classroom teachers
attended three workshops and In-service #ralnlng sesslons, and in addltlon,
they recelved consuitative help from Council personrel. [n the two years of
the study to date, readling and spelllng achleverment were measured by the
language tests of the Stanford Achievement Test batteries. In the flist
grade, the Primary b battery, Form W, was gfven In l.t.a. at grads placement
1.5, and the Primary | battery, Form X, was administered in T.0. 2t grade
placement 1.8, |In the second grade, tte Primary |l battery, Form W, was
given In T.0. 2t grade placement 2.8,

As wTth most experiments outslde the laboratory, 1+ was Impossible to contro!
all of the Independent varfables that might have affected the dependent
variables of reading and spelllng achlevement. However, the analysls of.co-
varlance was used 1o exert "ex post facto" statlsticzl control over three
Independent varfables of particular Interest: (I} 1Q as measured by the
torge-Thorndike Intelllgence Test, Level Cne, Form B, given at grade piace-
ment 1.3; (11) teacher experlence In terms of years; and (111} time spent
per day 1n language arts actlvitles. The means and stardard deviations of
these varlables are given In Table [. These flgures Indicate that (i)

there was ro signlflcant difference between the two groups In terms of 1Q -

TABLE |
Covariate Means

1965-66 1966-67
"Flrst Gr." "Klad," ¢ "First Gr.' "Kind." t
{N=250) (N=250) (N=185) (N=193)
19 (Lorge-Thorndike} 110.31 110.60 27 - -
(1z.on* 2.1
4
Teacaer Experlence 2.54 2.96 ¢.42% 3,15 2.86 2.2%
{in years) (1.00) .15} (.35  (1.14)
4+
TIme-language Arts 120.35 124,21 2.22% 95.31 Sl.45 2.96
Tln mTﬁufgs per day) (20.34) (i8.65) (10.45) (14.53)

t significant at tha five percent level
* figures in parentleses are the standard deviations
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both were at about the 73rd percentlle, an¢ [11) although there were statls-
tically significant dlfferences between the groups !n teacher experlence and
Tnstructlonal time devoted to the languags arts, the sattern of these
dlfferences was not conslstent #rom year to year; thus, for exarple, the
"kindergertea group was "hlgh" on these contlnua for the '65-'66 school

year but "low" for '66-'67. [t Is also worth noting that {a) both groups
spent conslderably less tlme on the language arts In the second than In the
first grade, and (b} tetween the flrst and second years cf the study there
was an attrltion of approximately 25% In both sample groups.

THE FINBINGS

Tte resvlts of the covarlance analyses for the flrst grade mid-year and end-
of-the-year testings are gfven in Tebles 2 and 3 which present the adjusted
mean grade scores for each of the tests acminlstered from the two Stanford
batteries. Table 2 presents the results for the mid-year tests which were
glven in l.t.a. The adjusted mean grads equivalent scores Indlcate that
after five months in the first grade, the “klndergarten" group achleved at a
higher level than the "#irst grade" group In Word Reading, Paragraph Meanlng,
Yocabulary, Spellling, and Word Study Skills, l.e., In each of the five

tests administered, and that these dlfferences were statistically slgnlflcant
{at alpha = .05) In all of the tests except Vocabulary. In terms of the
adjusted mean grade equivalent scores, the magnitude of these dlfferences
ranged from two to three school months, slightly less than the extra flve
months spent by the"klndergartengroup in a formal reading program.

TABLE 2
Adjusted Mezn Grade Equlvalenf Scores
Stanford Achlevement Test, Primary I, Form W', Grade Piacement 1.5
"Kindergarten" "Flrst Crade" t
(N=250) {N=250)
Word Reading
Word Reading 2.65 " 2.3% 4, 54%
1t (831
Paragraph Meanin 2,07 .84 5.76%
aree ° (7453 el
04
Yocabulary 2.41 2.38 1.
(67%) (67%8)
Spallln 2.7%5 2.16 2.49%
g o (0 (708)
werd Siudy SkIlIs 3.42 3,12 ?.26"
(89%) (88%)

* slgnificant at the five percent level

both groups tcok the test in {.t.a,

* the figures in parentheses refer to the approximate percentage of "ftems
passed" required to achieve the given grage equivalent score.
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The adjusted mean grade equivalent scorss of the tirst grade end-of-the-year
Yests are glven In Table 3. Since only 8% of the "first grade" and 9% ot
the "kIndargarten" group had completed transition at this tlme, these tests,
glven In T.0., represented a forced transftlon to the tradltioral orthography
for the great majority of both groups. The results show that desplte this
forced transltlon both groups experlenced some advance over thelr mld-year

TABLE 3
Adlusted Mean Grade Equivalent Scorss
Stanfor¢ Achlevement Test, Primary |, Form X, Grade Placement 1.8
"KIndergarten" "Flrst Grade” +
{N=250) {N=250)
Word Readlng 2.31 2.15 3.95%
(Bog)*+* (72%)
Paragraph Meanlng 2.32 2,16 3.54*%
(79%) {74%)
Vocabulary 2,58 2.51 1.78
(69%) (65%)
spelling 2,46 2.25 6.75%
(80%) (708}
Word Study Skills 2.8l 2,57 3.78%
(84¢) 61} §)

* significant at the five percent level

t all pupils took the test In its T.0. form} about 8% of the first grade and
9% of the kindergarten group had completed the transition program.

t+ ¢he figures In parentheses refer to the approximate percentage of "items
passed" required to achieve the given grade equivalent score.

achlevement 1n Paragraph Meanlng, Spelllng, and Yocabulary. 8oth groups, how-
ever, also experlenced a lowering of thelr absolute level of achlevement in
Word Readlng and Word Study Skills even though th's second test serles was
adminlstered after an add!tlonal three months of reading Instruction. Never:
theless, the relative position of the two groups remalned much the same.

The “kindergarten" group stll} outperformed the "flrst grade™ group In all

ot the tests, and again wlth the exceptlion ot Vocabulary, these dlfferences
were statistically slgnlficant. However, the absolute magnlitude of these dIf-
ferences betweer the means were somewhat reduced from those which obtalned

st mid-year; In terms of raw scores, they represented a d!fference of only
ohe or two test [tems.

Mcat of the "kindergarten” and "#lrst grade" groups made the transition to
7.0. (i.e., completed Bocks 6 and 7 of the Eariy-To-Read Series) during the
first half of the second grade, but no testing was done untll close to the
and of the vear when the subjects were 2t grade placement 2.8. The test
scores were analyzed according to the covarlance model as outllned above
for the tirst grade cata, and the approptiate adjusted mean grade equivalent
scores are presented In Table 4. Theso seconc grade data show that at the
end of grade two, the "klndergarten™ group continued to outperform the
"$1rst grade™ group In al] of the tested areas and that these differences
batween the groups were large enough to te statistlcally signlficant at

the flva percent level. [ndeed, In absolute terms, the differences at the
£4
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TABLE 4
AdJusted Mean Grade Eguivalent Scores
Stanford Achlevemeni Test, Primary Il, Form W%, Grade Placerent 2.8

YKindergarten" "Flrst Grace” F
{N=193) [N=185})
Word Meanlng 3.39 3.17 5.31*
(64%) (58%)
Paragraph Meantng 3.52 3.04 15.01%
(67%) (55%)
Spelling 3.19 2.76 17.34%
(50%) (37%)
vord Study Skllils 4,22 3.45 13,59%
(73%) (65%)
Language 3.45 3.98 14,55%
(56%) (49%)

% significant at the five percent level.

+ all puplls tock the test in T.O.

++ the figures in parentheses refer to the approximate percentage of "{tems
passed" required to achleve the given grade equivalent score.

end of the second grade were greater than they were at the end of tha first
grade ranging, 1n terms of mean graie equlvalent scores, from two +) six
school months and In terms of mean 1aw scores from two to seven test [tems.

CONCLUSION

Does the Introduct'on of a fermal !.1.a. readlng program at the klndergarten
rather than the #1rst grade level result In superfor levels of readlng an¢
spelling achlevement as moasured at grade pfacements 1.5 In [.+.a2, and at

1.8 and 2.8 In T.C.7 The analysls of 1he present data suggests thzt 1+ does.
When appropriate adjustments were made for {nitlal group dlffarencss In (Q,
teacher experlence, and Instructlonal time, the 1.t.a. sample that began Its
readlng program In kindergarten achleved tn almon* every case at a signiflcant-
ly higher tevel th.n dfd the 1.t.a. sample which tegan I4s readlng Instruction
In the {Irst grade. Further study wil! be made of thase groups as they go

on to grades three, fcur, and flve, and the resul+lng data wil1 be reported

as they become avaffabie.

While these results Indicate that the advantages of superlor readirg and
spelltng achievement can sccrue to chlidren from an earller start (n an [.t.a.
resding program, 1t must be acknowledged, 1n view of Tanyzer's (19¢5) find-
Tngs, that these advantages are a possible but not Tnevitable result of such
an early program. The Important Issue s, however,, trat they are grssible.
Therefore, 1t would appear that at least for the somewhat sbove average
chlldren from whom the present sample Is representative, tha cutcoms lc
dependent on the quality and naturs of the !.t.a. reading program t> which
the children are exposed.
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2. THE EFFECT OF [.T.A AND T.0. WHEN BEGINNING READING
INSTRUCTION IN KINDERGARTEN

Harvey Alpert
Harold J. Tanyzer
Lenore Sandel

Hofstra Unlversity
Hempstead, New York

STATEMENT OF THE PROBLEM

One of the most controversia! 1ssues In the field of reading is the question:
"Shotuld children be “aught to read before the trad!tlonal starting point of
tirst~grade?” |In general, the maJority of public s-hools In the United
States answer thls questlon ¢lrectly by postponiag the beginnlng of formal
readlng Instruction untll first-grade. [n recent years, however, taere has
been an Increasing trend to start reading Instruction eariier, Thus, Mary
Austln €1963), in 2 fleld study sponsored by the Carnegie Founcatlon, re-
ported that more than one-quarter ¢t tha communities with kindergartens be-
gan formal readlng instruction at that [eval. Whether it Is educatlonally
sound and In the best Interest of chiidren to Tntroduce reading lnstruction
at the iindergarten level Is a moot question. [t Is generally recognlzed
that multiple factors and conditlons Influence a child's performance in read-
Ing. Moreover, children exhlblt a wlce range of dlfferences In learnaing
capaclty and state of readlress. Each child, 1n turn, s likely to show
valying degrees of readiness In those factors relatlng to learning to read.
The unlque growth and raturational patterns of each child as particular
needs, Interests, and abllltles preclude, therefore, designating an artitrary
grade or age as the most appropriate starting polnt for beginning reading
Instructlon. Under ldeal circumstances, reading should be taught when the
chbld Is ready for '+. Following thls Iina of rezsoning, the progcram would
be tallored to meet the [nstructional needs of the individual child and not
vice versa. studles by Downing {1964) In England, and Mazurklewicz (1965}

In ihe Unlted States, have suggested that i.t.a. Is an easier medlum In which
to develop reading skill than s tridltional orthography. The phonic incon-
slstencles and [rreqularTtles of English orthography may be a source of major
66,
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difticulty for the ycung chlld In learning to read. This complexity in the
printed language medlum makes |+ dlfflcult for the young chlld to issociate
syrbols and meanlng, to see and remember 2ssentlal dlfferences betwsen ele-
ments, and to associate symbols and sounds. In @ more logical printed me-
dlum, however -- a medium such as the Inf+ial teaching alphabet In which
there is a highly consistert phonene-grapheme correspondence -- it may be
possible to decrease the difficulty of the problem-colving task of breaking
the code and thus reduce the effects of Immaturlty upen learalng to read.

Learnlng %o read involves the chlld's ability to focus nls zttention upos th2
Internal letier characteristics of words. Even In teachlng procedures in
which the whole word is used as the stimulus, 4 Is possible that children

who learn to [dentlfy the words as a wkole are aware of the letters in the
wer'd and are, therefore, capable of distinguishing other werds that have siml-
lar configurations f:iom words they have alrsady learned A conmsistent, more
rational larguage medlum such as |.+.a. may rake it more feasible, lass con-
fusing, and easler for a child to focus his energies upon dlfferentlating the
characteristics of a word {nstead o treating It as a w-ole.

In current school practice the kindergarten 's usually reserved fer devalop -
ing readiness for reading through am extension and Integration of experience
and language, motor, vlsual and auditory skills. The tirst-grads Is pri-
marlly concerned wlth the teaching of reading from the stancpoint of syste-
matlc and sequential Instruction In word recognttion and comprehensicn.
There 1s a conslderable body of knowledge to support such practlces. nct the
least of which ic research suggesting that the earller the Introduction of
reading Instruction, the greater Is the probability of reading fallure. wost
of thls resoarch indlcates that [mmaturfty s the gereral tactor that pro-
duces reading fallure In the early vears, but these studfes have been bzsed
on reading In traditional orthography (Sheldon 1962).

Therefore, In this study, the major obJectlve was to determine whether beglin-
ning reading fnstruction at the kindergarten level in i.f.a., which 15 a more
regular medlum, would result In signlticantly higher attalnments in reading
and spelling through the primary grades, than achlevements In these areas of
chlldren who were inltially taught to read in kIndergarten In traditional
orthography. In additlon, the second major question urder Tnvestlgation

was to determine whether beglnning reading Instruction In I.t.2. or T.0.,

at the kfndergarten level, resulted In higher reading and spelling achleverent
through the primary grades, than that of chlidren whose Inltlal instructlen

In the two medla began at the first-grade level.

Because of the unique growth and maturatioral patterns of each child, in the
present svudy, kindergarten teachers were 'nstructed to follcw their normal
readiness programs In the September '64 to January '65 period, except In
speciflc sltuatlons where the teacker felt that there was no question about
the chlld's maturlty and readiness. The readiness program during this perlod
was an Inforrma| one, designed to deveiop language, motor, visual and audltory
experlence, as wel] as soctal acclimation Yo classroom experlence. Because
of the «lde variatlona 1n the readiress of ndividual children, teachers were
Informed that In the January to June perlod it was not necessary to place all
chlldren tn a formal readlness or reading program. The teacher's Judgment
ard consultaticn with the research staff were utl!ized In determining which
children should be excluded from the more formal program of that ceriod.

for the vast majority of the kindergarten pcpulatlion, the readfr  program
usually ~eserved for tho first part ot flrs*-grade was Instituted. Those
chiidren sho successfully completed this readiness program were Introduced
to formal readlng instruction in either I.t.a. cr 7.0. The data on those
chlidren who were lrtroduced to formal readirg, those who were in a formal
read’ng readlress program, and those whe rematned In an Informal readiness
program for the entire year, Indicated that by the end of the year only 10%
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of the children In tae '.t.a, kindergartens ha. ..ot been Introduced to at
least a formal readlasss program and basal reading readiness text; while

in T7.0. klndergarten classrooms, only 8% of the chlldren were not Introduced
to a formal rsadiness program. Slightly under 90% of the t.t.a. chllcren
were introduced to formul bacal readiness materials c. the beginntng basal
readers, while 1n the T.0. group, approximately 92¢ of the chlldren were in-
troduced to such materiel. In the [.t.a. kindergarien classrooms, sltightly
over 75% of the chlldrer had begun informai reading Instruction in pre-primer
materials. The proportlon of children introduced to formal basal raders in
a T.0. classroum approximated 45%. The followling table Indlcates the reading
levels by percentages of the |.t.a. and 7.0, kindergarten chlldren as of

June 1965.
TABLE |
READING LEVELS BY PERCENTAGES OF {.t.a. AND T.0. KINOERGARTEN PUPILS
June 1965
Reader Level Percentage of Puplls
F.t.8. T.0.
N-416 N-346
Book 2 (1.t.z.) 2.7
Flrst Reader 3
Primer 6.3 t.7
Pre-Primer 2 -—- 10.7
Pre~Primer | 66.8 32.7
Readlness: Easal 13.4 46.5
Readlness: hon-3asal 10.5 8.4
100% 100%

HYPOTHESES
The foliowlng hypntheses were tested in this study:

1. !ntroducing a conslsient medium such as [.t.a. to kindergarten chlldren
In a formal reading program will result in significantly better reading and
spelling achlevement than that fitained by childrer who learn In traditional
orthography in klndergarten, when both groups of chlidren are measured at
the end of flrst-grade.

2, Introducing a consistent medlum such as t.t.a. to kindergarten children
will result 1n signlttcantly better reading and spelling achtevement than
that attalned by children who begin formal reading ¥astruction in first-grazde
In l.t.a., when both groups are measures at the end of flrst-grade.

3. Introducing readleg in traditicnal orthoaraphy to nlndergarten chlldron
wl ! not result In signlficantly better readirg and spolltng achlevement than
thzt attalned by chlldren who are formally fntroduced to reading in 7.0,

[n first-grads, when both groups are mezsured at the end of first-grade.

4. {ntroducing reading ta 1.t.a. t» kindergartien chllidren «11l result in
-1
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significantly better reading and spelllng achlevement than that attalned by
children who are formally Introduced to readtng !'n first-grade In 7.0,
when both groups are measured at the end of flrst-grade.

5., lntroducing l.t.a. to tirst-grade chlldren witl resul+ In signlficantly
sbetter readlng and spelllng achlevement than that attalned by chlldren who
begln formal reading In kindergarten In T.0. when both groups are measured
at the erd of first-grade.

PROCEDURES

The present study was Inftlated durlng the [964-65 school year. [n terms of
the oblectives of thls study, four groups of chlldren were taught ty differ-
aat orthographles (i . t.a. and T.0.) at dlfferent grade levels, kindasrgarten
snd first-grade, In each ot || schoc] districts In Nassau County, Long
Istznd, New York. FEach school district contributed from two to elght kinder-
garten and flrst-grade classes, to which chlldren wery hetercgeneously assign~
ed. SlInce selectlon was random and the slze of the total sample was largs,

It was assumed the sample was somewhat rapresentative of the Long lsland,

New York public school population. The slze of the sample may be observed In
tha followling table:

TrRBLE 2
DISTRIBUTION OF I.3.a. AND T.0. KINDERGARTEN FIRST-GRADE POFULATIONS

1.t.a. T.0.
Sept. 1965 May 1966 Sepi. 1965 May §966
Kindergarten 430 410 345 332
[nstruction
Flrst-Gracs 308 298 266 248

instpruction

The samplu was composed of four groups as follows:

Group A: Kindargarten -- Beglnning reading Irstruction In T.0.

Group 3: Kindergarten -- Beglnning reading Instructfon by i.t.a.

Group C: Flrst-Grade -- Taught to read In T.0. with inltfal [nstruction at
a flrst-grade level.

Group D:  Flrst-Grade -- Taught to read by 1.t.a, with Inltial lastruction
In reading at a first-grade level.

At the completion of the first year of this study each of these four grouss
was moved up one grade, The lnstruction glven to the adminlstratlve offlcers
of the schools was to move each class as a unl+ to the followlng grede.
Since evaluation of reading progress by standardlzed testing was Impossible
st the end ot kindergarten, all measuremant comparisons were at the end of
first-grade. Thus, the four groups being evaliated during the current year
of this study had completed f?rsf—grade and sec.nd-grade respectively.

Th+ adminlstrat!ve offlcers In each of the partlclpating school districts
wers .nstructed to ask for flirst-grade and kindergarten teacners who would
volunteer for partictpstion In a reading study. Those teachers who volun-
teered weru not to know whether thelr class woulé be Instructed In [.t.a. or
T.0. From those teachers wolunteering for tne study, principals were In-
structed to match teachers on the basls of three criteria which were:
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{1) Number of years of teacher experience; (2) Level of tralning;
{3) Princlpal's evaluation of teachar competence.

All teachers who volunteered attended a three-day workshop desigred to pro-
vide a theoreilcal basls and practical application of the approved methods of
teaching reading in 7.0, and In 1.t.a. Separate sessions were hald for kinder-
garten and first-grade teachers. Ffollowing the workshop, teachers were ran-
domly ass!gned to T.0. or 1.t.a. classes and the groups so sele_ted '.ere ex-
anined In terms of the criteria for selection. There were no slgnlficant dif-
farences among the twu groups In number of years of teacher experience, the
level of tralning, or principal's evaluatlon. In order to furtker contro! the
teacher-varfable, the teachers were Instructed to keep a log of their instruc-
tional time. The log contaired the following Information: {I) tIime speni In
each activity, (2) +type of learning activity -- reading skill or related
activity, (3} classroom organlzation. Agaln, no signlficant differences
were found In the logs between the T.0. and 1.t.a. veachers In any of the *  ‘ee
above areas. The logs were valldated by r»search offlcers assigned to each
school who spent one week Intensively obse-ving In each teacher's classroom
and keeping thelr own log of the teacher's instructional time. The logs pre-
pared by ine research staff were compared with the teacher's own reports and
the results verlfy the accuracy of the teacher's reports.

The Instruments used to measure the variables of the study were the Pintner-
Cunningham Primary Test for Intelllgence and the Stanfoi'd Achlevement Test
Primary Battery | Form X. The tests were administered by the research offi-
cers who were trained In such adminlstration, and all tests were scored and
re-scored by the Hofstra research assistants. All tests requiring reading
were adminlstered In conventiunal orthography.

The groups learning to read in 7.0. were ‘aught by varylng methods, depending
upon the classroom teachers' preferences. The teachers wefe allowed to utili-
ze procedures of teaching that were generally approved by language arts
speclalists. Tnus, teachers Instructing In 7.0. ~~uld use a basal or multi- i
basz! approach, or cou!d use an experlence approach vtilizing llbrary b ks

as the core of thelr Instructional program. The type of ~lussroom organiza-

tlon used by a teacher was a matter of Individual preference, as long as the

type of organfzation was designed to differentiate instruction within the

class. Since teachers were chosen on the basls of thelr competenca, as long

as proper differentiation of Instruction occurred, all materlals printed in

7.0. which the teacher belleved Increased teacning effectivensss ware approved.

The 1.t.a. classes were taught to read using a serles of graded materials

printed In 1.t.a, entitled the Early-tc.oad i/t/a’/ Series. This series

conslsts of a set of books beglnning with readiness material, six readers,

four workbooks and an alphabet book which accompanles the readers, a set of

teacher's manuals, and large alphabet and word cards, In additlon, approx-

Imately 75 British and American llbrary books printed In i.t.a. were avail-

able. A number of juvenlle Looks were transliterated Irnto 1.t.a. by the

Hofstra staff. Transliterations were printed In the form of inserts which

were pasted over the pages af the regular T.0. editlon. Teachers were allow=

ed to use any of these supplementary materlals In ferms of thelr own prefer-

ences. Wlthin each classroom (§.t.a, or 7.0.) a minimum of 50 library books

was avallable for pupll use,

STATISTICAL ANALYSIS

The purpose of the statistical analysis Is to determine not only the effect
of medlum (1.t.s. or 7.0.) uron reading achievement, but 2lso the effect of
introducing reading Instruction at the kindergarter level. In ordsr to ac-
complish this analysis, the first step Involved a recression analysis to test
for linearity. A blvariate table was preparea utlilzlng Intelligence as one
varlable and readlig achlievement as the second variable, and a Chi-square
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test of linearity was pertformed. Since the resuit of thls analysls [ndlcated
that llnearlty was & fact, this made it possible to analyze the data, utlilz-
N9 an analysls of covarlunce with Intetilgence as the covariate, and an anal-
ysls of varlance. Slnce the analysls of covarlance Is a more sensltive test
and utillzed each chlld as an Individual observation, small differences betwe-
en the groups could prove signlflfcant. Thus, a more conservatlve test was
also appliad, utilizing 2 3 x 2 analysis of variance design. This was accom-
plished by placing the 1.Q.'s of the “otal sample of all of the chlldren con-
tained In the study, including both I.t.a. and T.0. children, in a frequency
distrlbutiun, [.Q. groups were then divided Into three equal categories
labeled hlgh, average and low. In cases where the dividlrg polnt would have
made groups unequal [n size, children whecse 1.Q.'s were at the divlding point
were randomly assigned tc one of he two groups they fell between. In addi-
tion, In the analysls of varlance, the ¢! - sroom rather than indlvidual child-
ren were utllized as the unit of observation. The rationale for thls proce-
dure was that a!l the subjects have shared a common experiunce and, hencc, did
not quallfy as Indlvidual, independent observatlons. This procedure reduced
the degrees of freedom conslderably and, hence, dl fferances on the depencent
variables would have to be conslderably greater in order to be signlflcant.
The dependent variables utilized !'n the analysls of varlance were the subtest
scores In readling and spelling of the Stanford Achievement Test Primary .
The respcnse to be analyzed was the mear of all subjects (n each class who
fell Into the appropriate 1.Q. groups.

ANALYS!S GF RESULYS

TABLE 3

Analysls of Covariance Table of Adjusted Means for Each Reading Achievement
Suttest of f.t.a. and T.0. Children with Kindergarten Reading instructlon at
End of Flrst-Grade

Subtest Word Readlng Paragraph Meaning Word Study Skilis Spelling
1.t.2. 24,8 "% 2.0 40.75% 9.77
T.0. 22.51 21.Bn 39.57 12,73%*

* Siziificant at .05 leveld
*% Significant at .0l level
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TABLE 4

Analys!s of Covarlance Teble of AdJusted Means for Each ReadIng Achlevement
Subtest for the i.t.a. Groups WIth and Without Kindergarfan Reading [nstruc-
tlon 2t End of Flirst-Grade

Subtest Word Readlng Paragraph Meaning Wnrd Study Skills Spelkllng

1.t.a. with
KIndargarten 24.98 22,93 40,99 9.90
Readlng

i.t.a,

without

Kindergarten 24.26 22,94 41,70 9.i5
Readlng

% sfgnificant at .05 level
*% sf{gnificant at .01 level

TABLE 5
Analysls of Covariance Table of Adjusted Means on the Readlng Achlevement

Subtests for the Flrst-Grade T.0. Groups With and Without Kindergarten
Reading Instruction a+ €nd of Flrst-Grade

Subtest Word Reading Paragraph Meaning Word Study Skills  Spellling

F.0. with
Kindergarten 22,08 2,.05 38.87 t2.37
Reading

1.0.

w1 thout

Kindergarten 22.59 22.74*% 40,17 12.66
Readlng

* significant at .n5 level
#% significant at .01 level
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TABLE 6

Analysls of Covsriance Table of AdJusted Means on the Keading Achlevement
Subtests for the First-Grade I.t.a. Group With Kindergarten R=adlng Instruc-
+lon and the T.0. Grcup Without Kindergarten Reading [nstruction &t End of
First«Grade

—_—

Subtest Word Readlng  Paragraph Meanlng Word Study Skllls Spelllng

f.t.a. wlth

Kindergarten 24.88%% 22.79 40,85 9.83

Readlng

T.0. wlthout -
Kindergarten 22.86 23.17 40.50 12.8}

Readlng

% Significant at .05 level
¥* gigrificant at .01 level

TASLE 7

Analysls of Covarlance Table of Adjusted Means by Reading Subtest for the
T.0. Group With Kindergarten Readlng !nstruction and the l.t.a. Group Without
Klndergarten Reading [nstruction at end of First-Grade

Subtest Word Reading Paragraph Meanlng Word Stu.y Skills Spelling

f.t.a. wlthout

Kindergarten 23,98%% 22.52 4], 35%* 9.56
Reading
T.0. with
Klndergarten 22.25 21.29 39.11 12.49%%
Readlng

* Significant at .05 level
ke Significant at .01 level

An examlnatfon of the adJusted means in Table 3 Indicates that Infroduclng read-
Ing at the kindergarten level In I.t.a, results In slgnlticantly better achleve-
ment 1n word readlng and word siu4, skills, than Introducirg reading at the
kindergarten level In T.0. There were no dlfferences betwien the l.t.2. and
T.0. grougs 1n paragraph meaning but there was a signiflcant dlfference In
favor of tha T.0. group In speliing. Table 4 lllustrates the effect of Intro-
ducling reading at tha kindergarten level In [.t.a. 1n comparison to Introduc-
Ing reading at the first-grade level In I.t.a, As can be seen In JTable 4, no
siynlflcant dl fierences resuited In any of the four subtasis. Thls suggests
$hat whes children are measured at the end of flrst-grada, beginning readlng
tostructlos at levels earller than flrst-grada does not nave signiflcantly bene-
73
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flclal results, An examinatlon of Table 5, which indicates the ralatlve
achlevemant of those children who were instructed In 7.0, at the kindergarten
level In comparison to those chlldren who were instructed In 7.0, beginnirg

at a flrst-grade level, also suggests no beneflt to early reading Instructlon.
As can ba seen in Table 5, no signiflcant dlfferences resul+ I'n favor of the
group that began reading Tnsfrucglon at the kindergarten level. The only aree
In which there was a signiflcant difference {paragraph reanlng) the d!fference
was [n favor o the 1.0. group that did not recelve reading Instruction at the
klndergarten Jeve!. Although the dlfferences In the other areas ara not sig-
nlficant, it should be noted that the means are siightly higher for the qroup

. that did not recelve kindergarten reading Instruction. In Table 6, we had a

comoarison of the effect of introduclng reading at a klndergarten level in
l.t.2., 1n comparison to 1ne Introduction of reading at a tirat-grade level
In tradltlonal orthography. The only two areas In which a clear advantage
was shown was word readlng and spelllnc, In word readlng, the l.t.a. children
were signltlcantly higher and In spelling, the T.0. group was slgnificantly
hlgher. Agatn, thls does not suggest any clear- cut advantage for beglinning
reading instructlon at levels earller than first-grade. As the results in
Teble 7 are slmllar to those obtalned In Table 6; 1.2., the I.7.a. aroup
that did not recelve instruction at a kincergarten level was sigriticantly
higher In word readlng than was the T.0. group that had recasived Instruction
in kindergarten. This seems to reflect that 't is the medium rather than the
polnt at which readling imsiruction began that 1s the mare slgnfflcant aspect
of the Improved performance In the word reading area. Also, In Table 7, 1+
can be observed that the T.0. group was signiflcantly better 1u spelling but
thls was true In Table 6 as wel) which again suggests that the time at which
reaclng Instruction began was not the significant factor in spelling but
toat bt was tha medium of Instructlion that was the more critical aspect.

Sirce the analysis of covariance It a more sensitive test than the analysls of
varl~n.e, areas In which slgnificant ditferences did n-t cccur Tn the analysls
of covarlance ware not repeated by the analysls of varlance procedure. The
analysls of covarlaice comparisons, however, between the I.t.a. and T.0.
groups who have recelved early reading irstruction at thu kindergarten

level suggested sigrlficantly higher achievement In favor of thu 1.t.a. greup.
The results were re-tabulated by an analysis of variance, using the classroom
as the unl+ of observation, raiher than the Individual child. Thls more con-
servative test would suggest wheti.er there Is a practical, as well as statls-
tical, slgnlflcant 6ifference tetween the 1.t.a. and T.0. groups recelving
varly reading Instruction.

As can be seen In Table 8, the means for the {.t.a. group that had recelved
klndergarten reading Instruction when measured at the end of flrst-crade,
suggests slignltlcantly higher ochlevement In word reading, paragraph mecnlng
and word study skllls in favor of the 1.+.a. group. The F ratlos computed
for each of these subtests ver!fy the inspection of the means and Indlcated
that in word reading the difference was sianfflcant in favor of the 1.t.a.
grewy at the .01 level, and In paragraph meaning and word study skills at the
.05 level. The dl¢ference In spalling In favor of thn J.0. group which was
observed in each of the analyses of coverfance agaln suggests T.0. chlldren
spell better at tha end of first-grade regardless of the t'we at which read-
ing instruction began. The difference obterved Ia Table 8 was slgniflcant at
the .05 level.
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TABLE &

Anova Table of Means for 1.t.2. and T.O. Groups With Kindargarten Readlng
Instruction by Category of Intelligence at end of First-Grads

Subtest Word Readlng Paragraph Word Study Spelling
Meanlng skills
1.Q. Low Aver. High Low Aver, High Low Aver. High Low Aver. High

i.t.a,

with

Klnder- 21.0% 26.09 27.59 18.69 24.47 27.40 37.00 42.41 43.87 8.04 10.08 I1.96
garten

Reading

T.0.

with

Kinder- 19.45 21.92 24.12 17,71 20.38 25.20 33.53 39.09 4[.54 $.90 12.32 13.73
garten

Readlng

SUMMARY ANO CONCLUSTONS

An exaqination of the effect of medlum of Instruction (1.t,a. or T.0.) strong-
ly suggests that the yioup of children Instructed In the inttlal teaching sl-
phabet attalned a slgnificantly higher {evei of reading achlevement than thosa
groups instructed in tradltional orthography. This was true whether the read-
Ing was [ntroduced on a formal basls at the kindergarten leve! or whether
readlng was Inltiated at the first-grade level on a formal baslis. When both
groups of chlldren were iniroduced to readlng at the kindergarten leve!, the
group Tnstructed In i.t.2. exhibited slgnificantly higher achlievement at the
and of first-grade n word recognitlicn, paragraph meanlng, <~d In word study
skllls. The more striking of these three reading subtests was woro rezng-
nitton 1n which the .t.a. group was slgnificantly better than the group In=
structed in traditlonal orihography by a verv large margin. [In word study
sk'lls and In paragraph meaning, the supariority of the 1.t.a. group was
sligrtly signfficent at the .05 level. The one notable exception to the super-
lorlty of the I.t.a. groups was In the area of speiling where, at the end of
ftrst-grade, 1t was found that the T.0. children were consistently beiier

in spelling whether they began reading instruction at a kindergarte: or first-
grade level.

The effect of Initiating formal reading instructfon at the kindergarten {evel
does not appear to “e signiflcant. This » s true whether the kindergarter
Instruction was In tha f.t.a. medium or | traditional orthography. When the
two §.t.a. proups were ~ompared, no skgniftcont diffarences Fn achievement
resulted between the i.t.3. group that had recelved formal reading instruction
at the kindergarten leve! a:d the 1.t.a. group that had not rece'ved Instruc-
tion at the kinderparten leve'. Hence, It would arpear that beginning tormal
reading Instructlon at the kinworgarten level, utlllzlng the 1.t.a. medlum,
w35 not advisable on an overall bists, Desplte this, there were of course,
some chlldren who began readlng Ins*ruction at the kindergarten level who
benefitted greatly from this Instruction. When tradltional orthography Is
utillzed as the mea'um of Instruction, ond formal reading Instruction beglns
at the kindergarten level, the results arc somewhat similar to thota obtalned
betwean the I.t.a. group with and without k!ndergarten instruction. Agaln,
for those chil ren who tegan fcrmal reading i traditiznal orthography af
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the klncargarten leva!, no signiflcant change was discovei'ed at the end of
first-grade when the readling achlevement of thls group was compared to that

of 3 groud of childrenr who began reading Tnstructfon Iin traditional orthography
at the first-grade |evel. This was frue (n both word reading and In word

study sklVls. A significant dlfference (.05 leval of confldence) was found for

the paragraph meaning subtest, but in this case It was the group that had be- ‘
gun reading Instructlon at the firsi-~grade level on @ forma! basls whose f
achlevemert was slgnificantly higher. Hence, as was true for the i.+.a. aroup,
Initlating formal reading Insiruction at the kindergarten level 1n T.0. does i
not seem to produce bensflcial resuits In terms of reading achlevement at

the concluston of flrst-grade. !

Beglnning reading Instruction on @ formal basis at the kindergarten level

utllizing I.t.a. 2s the medlum produced signlficantly higher achievement in ;
word recognition by the end of €Irst-grade than that attalned by the groun

instructed in 7.0. for whom formal reading instruction began in first-grade.

The comprehenslion and word study skills subtests for these two yroups suggests

that the comprehension and word analysis was relatively similar. Whe. read- ;
Ing instruction is begun at a kindergarten level In T.0., and reading Instruc- ;
tion is begun In l.t.a. at the flrst-grade level, chlldren Instructed o I.t.a.

were signiflcantly batter In word recognition and anelysis but not In conpre-
hension.

Agaln, the data suggests that Instructing chfldren In *he |.t.2. medlium pro- :
duces better word recognition and werd analysis regardless of the time at |
which readlng Instruction Is Initlated. |Inltiating reading Instruction at a
klndergarten level, however, does not produce signiflcantly better achlevenent
whether the instruction takes piuce in the initlal teaching alphabet or In
tradltlonal orthography. The resulis seen to Indlcate that although reading

can be taught successfully to flve-year-olds, the proporticn of children who ,
achieve some degree of success In reading Is extremely small. For those
children who are instructed in tradltionul orthography at the klndargarten
level, only 2§ of the children were reading at a prirer leve!. None c® the
children who were Instructed In T.0. were reading at [evals higher tnan primer.
Although more children In the flve-year-old age group achleve some cegree cf
readlng success when Instructed in the inttlal teaching alphabet, the per-
centaje of successful readers was sti!l quite small. Only 3% of the i.t.a.
chlldren were reported by thelr teachers as reading at a flrst-reader level

or higher &t the conclusion of kIndergarten. Thus, 1t would appear that the
I.t.a. materi.ls were easler for chlidren 2t the klndergarten level and more

cf the children ach!eved reading success than was true In traditlona! crthogra-
phy; that in bcth cases the proportion of children who were reading success-
filly at primer leve(s or higher was so smal | that the desirabliity of initic+-

Ing recding instruction at the kindergarten lavel for all children is strongly :
subject to doubt. Thls Is further verlfled by the fact that at the erd of
first-girade no signlficant differences were found In faver of those chtldren

who had bugun reading [nstructlon at age 5 rather than at the normal age 6.

As datermined from the analysis of variance, Intelligence would not zzem 1o
te a maJor factor In determlning whether ‘he 1.t.z. or the T.0. medlum would
be more affective for Instruction. |t was gererally frue that chlldren in-
structed in the fnitlal teaching alphabet were signlflcantly better In wore
recognition than word analysls at all levels >f intslligence. Thus, 1t would
not appear that Intelligence should be a major determinant In decldirg upnn
the medium of Instruction for 2 chlld in beginning reading. It may be
cor.cluded therafors, that:

I. lntroducing & consistent medium such as 1.t.a. to kindergarten children
In 3 formal reading program does result In signiflcantly better word reccg-
nition and werd analysis than that attalned by children who learn In tradi-
tional orthography In kindergarten when both groups of chiidren are measured
at the end of first-grade.
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2, Introduclng a consistent medium such as i.t.a. to kindergarten chifdren

in a formal reading program does not result in signlficantly better comprzhen~
sfon and dces result in slgnificantly poorer spelling achievement than that
attalned by chlldren who learned In traditional orthography In kindergartea
when both groups are measured at the end of flrst-grade.

3. Introducing a conslistent medium such as [.t.a. to kindergarten children
does not result In slgnificantly better reading and spellling achlevement than
that attalned dy children who beg’n formal reading instructlon in flirst-grade
In §.t.a. when both groups are measured at the end of tirst-grade.

4, Introduclng a reading In traditional orthography to kindergarfen children
does rot result In signlficantly better resding and spelling achlevement than
that artalned by chlldren who are formzlly Introduced to i2ading in traditliona!
orthoyraphy In flrst-grade when both groups are measured at the end of flrst-
grade. [In actual fact, the group that had not recelved klndergarten readfng
Instruction was stgnificantly hlgher In comprehenslon achlevement than the
group that had recelved kindergarten Instruction In traditlonal orthography.

5. [Introducing reading In 1.t.a. to kindergarten children resuits In signi¢i-
cantly higher word recognition than that attalned by chlldren who are formal-
ly Introduced to reading in first-grade In T.0. when both groups are measured
at tha end of first-grade.

6, Intreducing reading In f.t.a. to klndergarten children does not result
In slgnlticantly better comprehenslon or word analysls than that attalned
by children Introduced to readling In first-grade in T.0.

7. Introducing reading in I.t.s. to kindergarten children results In signli-
flcantly poorer spalling achlevement than that attalned by chlldren formally
Introduced to reading in first-grade in T.0.

8. Introducing 1.t a. to flrst-grade chfidren results In signiffcantly tetter
word recognltion and word analysis than that attained by chifgren who begln
formal reading In kindergarten ln T.0. when both groups are measured at the
end of flrst-grade.

9. [Introcucing l.t.a. to first-grade chlldren does not result In better
comprehension then that attalned by children who begln formal reading In
kindergarten In tradltlonal orthography. The spelling achlevement of child-
ren who begtn formal reading Instruction In kindargarten In tradltlonal
orthography s signlficantly better than the spelllng achlevement of children
Introduced to reading for the first time in flrst-grade In I.t.2.

To summarlze these results, 1t would appear that 1.t.a. Is a more effectiva
medlum In developing word recognltlon and werd analysls skills. Conprehen-
slon Is slightly affected by the medium of Instruction but there does not
seem to be a strong superlorlty for the 1.t.2. Instructed chlldren. There
ts also a strong suggestion that formal reading Instructlon should not begln
at a formal basis at the kirdergarten level with all children, and that the
present practlice of Inltiatlng formal reading [nstructlion at flrst-grade

1s preferred. |{ readlng Ins ruction Is Tniroduced at the kindergarten
level, thls should be done on he basls of selectlng trcse few chlldren for
whom the cha.ces of suucess ure greatest and that I.t.a. vould be 3 preferred
medlum for such Tnstructior.
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B.  FIRST GRADE STUDIES

The papers !n this section represent studies typlcai ot most of the research
tha* has teen conducted with i.t.a. thus far, (1.e., studies of beginning
reading In first grade in the Unlted States), For the most part, these
studies are comparable in quality with most educatlonal research, The
Editor has written a critique of T.t.a. research {Block, 1966) and vericus
Issues of the 1,t.a. Foundation Report have contalned systematic abstracts
of t.t.a. research studles including cltation of the original reference, des-
criptions of subjects involved, the reading materlals used, characterlstics
of the teacters In the study, the evaluatlon Instruments used, the study
duration, ard a summary of results.

tively complete bibllography of 1.t.a. research at the first grade level at
the conclusfon of this Introduction. Tre Fist Inciudes conly those studies
which attempted to use control groups, 3nd s as exhaustlve as the I.t.a.
Foundatlon flles permit.

Four of the papers In thls section are quite +radltional. Three of them
present relatively detalled statlstlical tables, and the fourth (by Or.
Eleanor Kirkland) describes her results without presentation of statistical
data.* The paper by Dr. Robert McCrzcken presenis dats over a two-year
perfod. The studles by Dr. Robert Hayes and Mr. Rlchard Wuest and the one

by Dr. Kirktand present results at the conciuston of three years of Tnstruct-
lon, while Dr. Albert Mazurkiewlcz' data covers a four-,ear span of Instruct-
lon.

The flnal paper In the series by Dr. Rlchard Montesl |s based on » threa-
year research profect. He presents research results, znd in addltion,

ralses a serles of questions about |.t.a. He suggests that [.t.a. Is probatly
bes* for those who would be successful In elther medium. Once 2galn, the
reader should be reminded that relatively 1lttle research has been conducted
as to the most appropriate methods for separate intellectual cub-groups; the
pace at whlich 1t sheuld be presented; or the most appropriate difficulty
leve! of the materlal. Dr. Montesl's paper also ratses the questlon of how
cne malntalns early galns with I.t.a. Elsewhere In these proceedingt this
problem Is discussed by Dr. Rebecca Stewart. Or. Montes! also erphastzes

the role of writing (n the general problem of "language cevelopmert.” Thlis
Issue |s dealt with Tn detall In papers In this volume by both Mr. George
Rlemer and Mrs. Lenore Sandel.

The Interested reader may wish to pursue other references of beginning
reading t.t.a. studies listed below.

¥ Detailed statkstical data for Dr. Kirkland's study is presented in her
loctoral dissertation entitled, The effect of Lo different orthograrhies

on beginning reading, which may be obtained from the University of California
3: Berkeley.
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1. A TWO-YEAR LINGITUDINAL STUCY TO DETERMINE THE ABILITY OF
FIRST GRADE CHILDREN TO LEARN TO READ USING THE EARLY-TO-

READ !.T.A. PROGRAM

Robert A. McCrascken
Western Washington State College
Bellingham, Washington

Mazurklewlcz ard Tanyzer (1963) in 1963 published a comnletaly new set of
f.t.a. readers and workbooks for teaching reading. Mazurklewicz is directing
a six-year longltudinal study using his own materlals, the Farly-tc-Pead
i/t/a Program, 1n Bethlehem, Perrsylvania.

1t seemed desirable to check 1he value of the Early-to-Read i/t/a Program
Independent of its authcr, since it was the only 1.t.a. program available
In the United States in 1964 although three or more programs were avallable
in England In September 1964.

PURPOSE :

Tte primary purpuse cf this study was to evaluate the Early-to-Read i/t/a

Prograas. The secondary purposes were to evaluate the Individual's rate of
learning to read and to examine the relationship of intelligence to success
In learning to read unde: 1he Early-to-Fead i/t/a Pregram.

INITIATION OF THE i.t.a. TEACHING EXPERIMENT:

Trte i.t.a. project was Inftlated by M-, Lawrence Ares, Prircipal In the
Mekilteo School District #6. Mr. Ames had been 2ssigned to the Rose-Hill
Elemeatary Schoo! for the 1964-65 school ysar., |t seems important to ncte
that this was not an experiment Initiated by teachers. The Rose-Hill
Elementary School houses two first graces. Both first grade teachers ex-
pressed a willingness 4o cooperate Ir. the exneriment. The experiment was
designed and @ summar meeting was held on August 23, |9€4 to explaln 4he
program to parents.

* This reseaich was conducted jointly by Mukilteo School Pistrict 6,
Mukilteo, Washington, Mr. J. 0. Simpson, Superintendent of Schools, and
Western Washington State College. This research was funded through the
Fesearch Division of the Office of the Superintendent of Fublic Instructien
of the State of Washington. A corplete re,srt i{s on file in tha* office.
B2 '
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THE SUBJECTS:

Sixty-one first grade puplls entered the Rose-Hill Elementary School in
Septemier of 1964. Thirty-four of thete punils were assigned randomiy to
the experimental I.t.a. group and twenty-six of the pupils were assigned
randomiy to the traditionally taught control group. Ths larger number of
chlldren was assigned to the 1.t.a. group because it was felt that puplls
entertng the Rose-Hill Elementary Schoo! during the year would need to be
placed In the traditionally tsught classrcom and thai by the end of the
school ycar The classes would be approximateiy the same size.

Three first grade classes were chosen randomly from the remalning 10 first
grades la the Mukilteo Scheol District #6 to serve as a second controi group.
This group Is referred to In this report as the sub-control growr. These
classes recelved only Initlal readiness testing and fina! readlng <chievement
testing at the end of arades cne and tvo.

The two Rose-Hi!l teachers were assigned randomly to the i.t.a. experimental
class and the traditlonal orthography (7.0.} contro! ¢iass. The children

Tn the i.t.a., experimental class and the T.0. control class remained as
separate classes during second grade.

THE TESTING PROGRAM:

Tie follewing tests were used. Figure | summarizes the tests and their
schedule of administration.

|. The Pre-Peading Test by Sheldon 3nd others (1963) was used to evaluate
reading rezdiness in September 1964, The test was adm'nistered In the ex-
perimental, control, and sub-control groups, providing a measure of 2udltory
discrimination {rhyming words and Initlal consonantsi, visual discrimlnation
of word form, comprehension of material read to the pupll and a perceptual
motor tracing test.

2. A letter knowledge test of the alphabet (in both capital and lower case
letters) was administered In“ividualiy to each child In the experimental and
control groups In September of 1964.

3. The wWechsler Intelligence Scale for Children (1944) was administered to
each child in the experimzntal and control groups during October and Novem-
ber.

4, The Gray Orai Reading Tegt Form D (Gray and Roblnson, 1963} was adminl-
stered i{n December or 1964 to each chlld- In the experircntal and control
grdups. The l.t.2. class re2d from transllterated maierlals ard the control
group read from T.C. )

5. The ward iists for mecsuring the abi!ity to pronounce werds In Isolatlon
from the Standard Peading Imventory, Forms A ond B (hcCracken, 1966) were
administured in December of 1964 to the experimenia! and control groups.
Form A was adminictered in T.0. to both groups; Form 2 was administered In
i.t.a. to both groups. ~

6. Form C of the Gray Oral Feading Test (Gray ano Robinson, 1963) -was ad-
ministered at the end of March (965 1o each chiid In the experimental o
control aroups. The children in the experimental group read from trans!lt-
erated materlals and the children In the coniro! group read from T.0.

7. The two word lists from Forms A and B of the Standird Reading Inventory
(McCracken, 1966) were administered agaln Tn March of 1965, Torm A was

adminlstered 1n T.0. to each child in the experimental and control groups
and Torm B in [.t.a. to each child in the experimen’al class and [n T.0. to

s
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each child in the contro. grouwp.

8. Form B of the Stendard R.ading Imventory (Mcfracken, 1966} was acminister-
ed In Its entirety at the end of May (965 to each chi!d In the experimental
class, to each chiid In the control group and to each child in a group random-
ly setected from the sub-control group. The test was printed in 1,t.a. for
the experimental qroup and In T.0. for the control group and the randomly
selected group from the sub-control group.

9. The 1964 Stanford Achievement Teats, Form W, Primary I (Kelly and others,
1964) were administered during the last weekh of May 1965 to all children In
the experimental, control, and sub-control groups. The {ests were printed

in 7.0. for all groups. The complete battery was adminlstered: tests In
woro readfng, paragraph meaning, vocatulary, spelling, word study skills,

ard aritametic, The children in the experimental cfass were told to spe!!

in both I.t.a. and T7.0. Tf they could, and the pupils were encouraged to
attempt to speil tha words in T.0. The scorlng of the spelling test was dcne
according to T.0. spelling.

10. forms B and D on the Gray Oral Reading Test (Gray and Robinson, [363)
were &administered In September 1955 vo each child in the experimental and
cortrol groups. Form B was administered in [.t.a. 1o both groups, and Form
D In T.0. to both groups. The purposes of this were to evaluate transfer
and to evaluate luss or galn over the summer.

Il. Form C of the Gray Oral Reading Test (Gra/ and Robdinson, 1963) was admin-
Istered at the end of lanuary of {966, Thls was adminlstered in T.0. tn
both experimental a7d contrul groups.

12. Form A of the Stendard Reading Inventory (McCracken, 1966} was administer-
ed at the end of second grade {May 1986) to each child in the axperimanta!
class, to each chi!d Tn the control group, and to each chiid In the randomly
selacted sub-control group who was tested at the end of grade ore. /1] the
1asting was done In T.0.

13, The Stanford Achievement Teate, Forr ¥, Primary IT (Kelly and uthers,
1964) were 3dministered Jduring the l.st week of May 196¢ t¢ 2!l children in
the expe-Toental and control and sub-control groups. The tasts were administ-
ered In T.0. for all grosps.

14, A time study of pusil activity was conducted throughout grade oria Tn the
experimerial and control groups. The observars were 7sked to record la mln-
utes the amount of time a chlid spent durl~g the day in reading, In w-iilna,
ln phonlcs, in arithmetic, and 1n miscallaneons activitlies. They wa-e asked
to divlde each category into puptl-work or 1esacher-work,

STATISTICAL TESTS USED:

An apalysis of varlance was used o analyze the results of the Pre-Reading
Test, the WIXC, 214 the Staford Achievement Tests. A t-test was used fo
check the siyniflcance of differences betwesn groups on the Stanford Achieve-
ment Teate, and the grade two resulis of the SKI.

Tha Wilcozon Mo Sarple Teel {Hodges and Lehman, 1964} was used to analyze ibe
results vt the alphabet knowledge test snd the Gray Oral Fezding Paregraph
Tests. A chi-square test of Indeperdence (Siege!, 1956) was used to analyze
the grade one results of the SRI among the three yroups and the errcr analysis
of the SRI at the end of grade two, A sign test (0'Toole, 1960-64) was used
to analyze the results of the SRI word ll1st tests within the contrc! and
experimental classes.
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FEGURE |

TIME SCHEDULE FOR TESTING

Group and Orthography

Dates Test Experimental Contro! Sub-Control
Sapt. 1964 x x
to
June 19653 Time Study cf Puptl Activity x X
Sept. 1964 Pre-Reading Test, Form | x (T.0.} x {(T.0.}) x (1.0.)
Lette." Knowledge Test x {T.0.} x {1.0.)
Oct., 19564 WisC x x
Dec. 1964 Gray Oral Reading Test, Form D x (I.t.a.) x (7.0.)
SRl Words in lIsolation, Form A x (T7.0.) ¥ (T.0.)
SRl Words In Isoletion, Form B x (I.t.a.) x (T.t.a.)
March 1965 Gray Oral Reading Test, Form C x {i.t.a.} x (T.0.)
SRl Words In lIsclation, form A x [T.0.} + x (T.0.J
SR! Words in Isolaticn, Form B (1.t.a.) x (T.0.}

May 1965 Standard Readlng [nventery,
FormB x (T.t.a.) x (T.0.}  x (T.0)*

Stanfard Achlevemont Tests,

Form W x (T.0.) x {T.0.} x (T.0.)
Sept. 1965 Gray Oral Reading Test, Form 8 x {i.t.a.) x (1.t.a.)
Gray Oral Reaving Test, Form D x (T.0.} x (7.0.)
Jan. 1966 Gray Oral Reading Test, Form C x (T.0.) x (T.0.)
May 1966 Standard Readlng Inventory, Form
torm A x (T.0.) x (T.0.) % (T.0.)¥%
Stanford Achlevement Tests,
Form W x (1.0} x {T.0.0  x (1.0}

¥ Group heire tested was random sample of Sub-Control Group.

INSTRUCTIONAL PROGRAMS :

The E.t.a. teacher was Instructed to follow the Early-to-Read Seriea manuals
as ciusely as possible. She was judged to b2 successful In doing this, al-
though admitfedly such a Judgment Is sudjective. The teacher of the control
grecp wsed the Ginn Jacie Seadiig Series.

Beglnnlng books which were avallaole in {.t.a. print were purchased for the
i.t.e. classrcom Yibrary in zddition to the Farly-to-Fead i/t/a Series.
Approximately 160 beg'nning reading trade books were trans|iterated for tha

" experimental group. A 1.0, edition of each was piaced in the classroom [ib-

rary for the control group.
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RESULTS:

The results of the tirst yrate testings were reported previously (McCracken,
1966) so they are not repeated hare, although they are discussed [ater and
used in drawings concluslons.

A Wilcoxon analysis was made of the Gray Oral Reading Test scores obtalined In
September of second grade. There was no significant difference between the
experinental and control groups In the total score achleved on Form O adminis~
tered in T.0. (p=0.52.). #t paragraph level 4 there_was a significant dlffer-
ence In errors made (p=0.05) and time of reading (p=0.01)., The performance

of the i.t.a. group was better.

There was no signlficant difference (p=0.05) between the performance of the
experimental pupils when reading from 1.t.2. or T.0. This would indicate that
transfer had bsen obtained; however, this scemed to be a regression for tne
experimental group from their June 1.t.a. reading rathar than 2 gain in per-
formance when reading from T.0.

There were signlficant differences when the T.0. taught children were asked to
read In t.t,a. The T.0. children were significantiy poorer {p<0.0I} than

the i.t.a. children when reading from f.t.a. and the T.0. children were signi-
flcantly poorer (p<C.0}) when reading from [.t.a. than they were when reading
from T.0. This would have been predicted. 1t Is interesting to note that five
or six of the T.0. taught chlldren were able to transfer without lcss to

i.t.a. in the September reading. These were puplis who were reading well in
T.0.

A Wilcoron analysis was made cf the Cray Oral Reading Test scores, Form C,
obtalned in January at the middle of second grade. This was adminlstered in
T.0. 1there were no significant differences In any subtest scores. There
was no significant difference Tn the total performance (p=0.42).

Table t gives the results of tha Stanford Acaievement Test Primary I1I, Form
¥ administered at the end cf secund grade to the experimental, controi, and
sub-control groups. The i.t.a. tieught puplils achieved the highest average
sub-test sCoras on all eight tests. The medlan grade leval achieved on the
SAT was 3.20 for the experimental group, 2.70 for the cuntrol group, and
2.55 for the sub-control group.

Table |l gives a summary of the Analysis and Variance of results of the
Staniford Achievement Tegts for the three groups. Tz analysls of variance In-
dicated signlficant differences (p<0.0l) among the groups for six of the

elght tests of the Stanford Achievement Tests. Ihere were signlficant differ-
ences on the test of word meaning, paragreph meaning, word etudy skills, lan-
guage, arithmetic computation, and arithmetic corcepts. There were no signl-
flcant differences (p=0.05) In gelence and social studies comcepts v epelling.

Table 111 gives & t-Test Analysls of the dlf‘erences between groups for the
results of the Stanford Achieverment Tests at the end of grade two. There
wre no significant differences (p=0.05) between the scores of the experimen-
tal and control group except in Arit'metic Comcepts (p<0.0l). There were
slgnificant differences between the experimental zad sub-contro! group Tn
word mearing (p<0.05), paragraph meaning (p<0.0!), word study skill (p<0.0I),
language (p<0.05), and arithmetic concepts {p<0.0l). There were no signifi-
cant dlfferences (p¥0.05) tetween the scores achleved by the experimental

and sub-control groups in sclence and social studles concepts, spellling, and
arithmetic - omputation.

There were no significant d¢lfferences (p=0.05) between the scores achieved
by the contrni and sub-contre! groups on the eight tests of the SAT admin-
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Istered at the end of grade tvo.

The instructional reading levels as measured by the Standard Reading Inven-
tory at the end of second grade are reported In Table IV. The experimental
group achieved a maximum instructional rezding level of 2.1 which would place
them as ready to begin the 3-| basal book. The control group achieved a
maximum Instructional level of 2.5 which would place them as ready to begin
the ?-2 reader. The sub-control group achlieved a maximum instructional grade
fevel of 2.0 which would place them as ready to begin the 2-| book. The mini-
mum Instructional level achleved by the experimental pupils was 2.0. The
minimum instructional tevel achieved by the control puplls was |.5 and the
minimum instructlonal level achieved by the sub-control group was 1.3.

Table V reports the t-test analysis for signiflcance of ¢l1fferences between
the means of the experimental, control and sub-control groups on the Standard
Reading Inventcry at end of grace two. There were signlificant ditterences
(p0.01) batween the experimental and sub-control groups on both maximum and
minimum instructional levels. There were no significant differences {9%0.053
between the exparimental and control group or between the control and sub-
control group on maximum and minimum instructional levels.

Table Vi reports the mean achieverent scores on the Standard Reading Inventory
subtests and the t-test comparison between the experirental, contro!, and
sub-control groups. There ire nine subtests on the Standard Reading Inven-
tory. These subtests are (1) pronouncing vocabulary in context, (2) pro-
nouncing vocabulaiy in isclarion, (3} word recognltion errors in oral read-
ing, (4) total errors in oral reading, (5) comprehension-recall after ora!l
reading, (6) comprehension-racall after silent reading, (7} comprehension-
total interpretation after oral and silent reading, (8) speed of oral read-
Ing, and f2) speed of sllent reading.

The promowneing voeabulary in fsolation test on the Standard Reading Inver-
tory |s administered separately from the other tests. Pupils are asked to
pronounce from words presented in Tsolatlon. There are 265 words in the Com~
plete test beginning at pre~primer and running through seventh reader level.
The mean score achieved by the experimental puplls was 181.45, by the control
pupils [30.89, by the sub~control punils 98.52. The difference between the
experimental and cortrol, and the difference between experimental and sub-
contrul were signif.cant {p<0.21}, and the difference between the control and
sub-conirol was significant {p<0.05,>0.01). The mean achievement for these
same exper!rental group pupils at the end of grade cne was 175.14. Four=
teen pupils scored beitar at ihe e~d of grade two ard fifteen scored better
at the end of grace one. The change 'n scores is not signiflcant. The rean
achlevement for these same control croup pupils at the end of grade one was
6C.94. All elighteen puplls scored tetter at rhe end of grade two. The
changs In scores is signlflcant (p<0.0CT).

In 211 of the other SPI subtest ~easures there was only one significant dl¢-
ference. The experimenial group was signlficantly better (p<0.0!) then the
sub-control group on the prcnouncing vocabulary in the context subtest. On
the SRI subtesis 1here was ro consistent superiority of ore group over the
others. The Standard Reading Inventory subtest scores, except for the pro-
nouncing vocabulary in context and the pronounclng vecshulary In isolation,
are scores achleved in rezding from pre-primar, primer, and first reader
materials only. Some of the children I each group were so frustrated by
levels at 2-1 reader level and above that it was inpossible to test at trese
fevels and, therefore, Impossible to make cumparisons of subtest scores adove
1-2 level since such comparison wouid be thromitg ou* the poorest readers of
each group In urequal proportions.

The types of oral reading errors made when i1eading from the Standard Feading
&7
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Inventory were tabulated Into eight error categories:

|. Pronunclation. This errcr occurred when the examiner had to promsunca
a word for the child.

2. Mlspronuncliation. This error occurred when a child attempted 12 proncunce
a word and distinctly mispronounced it.

3. Mumbling. This error occurred when a child mumbled @ word in such a
manner that the zxaminer could rot understand it or record 1t phonetically.

4. Repetitlon. This error oncurred when a child repeated a syllable, word,
or phrase.

5. Substitution. This error occurred when a chiid substituted one word for
another.

6. Omission. This error cccurred when @ child omitted a part of a word,
a word, or a phrase.

7. Addition. This error occurred when a child added an erding, a word, or a
phrase.

8. Punctuaticn. This error cccurred whenever a child defin tely misread the
punctuation.

The number of oral reading errors made by the three groups, the percentages
of each type cf error made, and the chi-square compzr sons of the error
tabulations are recorded in Table VIf. There were signiflcant differences In
the error patterns. The sub-control g-oup had a differeni error pattern than
either the i.t.a. or T.0. group. The i.t.a. and main control groups were

not different in their error patterns. The sub-cdntrol group needed much
more help Tn hav.ag words pronounced for them by the examiner and tended to
wait for asslistance, therebty making fewer repetitions. The differences

fourd reflect primarily the differences in Tevel of achlievement. Clildren who
are achieving at lower levels or beginning reading levals tend to want more
assistance from a teacher In pronouncing words anc have beun found to have a
higher percentage ot proaunciation errors. As childrean gain a mastery of
word decoding skills, there Is a tendency for less prorunctztion help aid

for more repetition as @ child rereats in decoding wc.ds an? phrases.

There is one difference on the testing between .ve 1.t.3. taught childrer
and the control and sub-control groups which was notad conststently through-
cut the two years which is not discernible from the test scares achleved.
The §.t.a. children consistently at:empted more paragraphs or storles when
reading from the Gray Oral Reading Teste and from the Standard Feading Invern-
tory even though they did not achleve better. They sesmed to have developed
a greater Independence or a greater tolerance of frustravion. Another way
to Interpret this would be that they had not been taught to depend upon the
teacher for assistance in decoding words. This difference Is reflected in
the superiority on the Standard Feading Imventory sub-test pronouncing words
in isolation.

The f.t.a. children consistently did well on all of the reading test measures.
It should be noted, however, that four chitdre in the i.t.a. class stil! were
unable to achleve beyonu the preprimer level at the erd of second grade and
nesdued further Instruction at this tevel. There were two control children
and four sub-control children Tn this same category. As a group the i.t.e.
taught children learned to read well, but the use of I.t.a. did rot eliminate
the prohlem of a child who seems unable to achieve more than marginally In
ceading In {i~st and second grades.
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1t should te noted also that the Hawthorre effect, if any, probably was elimi-
nated from the control children In second grade by tte nature of thelr assign-
ment as @ group to one teacher. Random assignment of puplls to the two second
grades was not passitle. The T.t.a. children ia second ;-ade still needed
speciaj attention in materials new to the teacher, and, since many of the
pupils were st71] writing in T.t.a., there wa. probably an effect upon the
teacher. However, there was @ growth In reading in second grade of 1.5 years
[ In the control group, 1.0 year in the experimental group, and |.3 years in the
! sub-control group as measured by the maximum Tnstructional! level of the

1 Standard Feading Imve tory and a growth of 0.6 year In the contro! group, of
0.9 year in the experimental group, and 0.6 year In the sub-contro! group as
measurad by the minimum instructional level of the SRI. The differences be-

} tween the gains of tie control and sub-control groups at maximum and minimum

t levels (1.5 vs 0.6 and 1.3 vs 0.6) seem marked compared to the fack of dif-

terence (1.0 vs 0.9) for the experimental group. This rzems to reflect the
independence of attack or the willingness to tolerate frustration which was
noted previcusly in the experimental grcup.

{ TASLE |
Raw Score Mean Achlevemeni of +he Stanford Achievement Test, Primary i1, at
th? End of Second Grade for the Exparimentai, Control, ana Sub-Control Groups
Experimanial Control 1 " Sub-control
Test group N=27 & 28 group N=17 & |6 group N=49-52
Word Reacdlng 22.4 7.7 15.2
Paragraph
Meaning 37.5 30.7 25.7
Science and
Soclal Studies
Concepis 21.1 i8.9 19.0
Spelling 1.3 0.1 B.2
Yord Study
Skills 41.6 35,2 31!
]
Language 40.0 35.3 33.3 ;
Arithmetic
Compytation 23.5 0.5 17.4
Arithretic
Concepts 21.9 15.2 15.6
wedtan | B
Grade Level
Achleved 3.22 L_ 2.70 2.55
—
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TABLE T1

Summary of Analysis of Vari..ce of the Stanford Achlevement Tests, Primary II,
for the Experimental Control and Sub-Control Groups at the End of Second
Grade

Test Source d.f. 5.5, m.s. F
Word Groups 2 916.864 | 458.432] 9.233**
Meaning Within groups 93 4617.136 49.646
Total 95 5534.000
Paragraph Groups 2 2483,910 11241.9551 9,47 *
Meaning Within groups 92 12094.580 131.462
Total 94 14578.430
Science snd Broups 2 B3.6B80 41.840 ) 1.379
Soclal Studies | Within groups 90 272B.794 30.319
Concepts Total 92 23172.474
Spelling Groups 2 178,327 82.163 | 2.325
Within groups 87 3252.662 | 33.348
Total 87 3437.989 L
Werd Study Groups 2 1963.710 | 981.855 | 7.902%*
Skills wWithin gqroups 92 11430.880 124,245
Tot*al 94 13394.5%0
Language Groujs 2 816.640 | 208,320 | 6.589**
Within groups 93 5762.520 | 68.423
Total 95 5579. 160
_________________________________________ P PR ORI S
Arithmetic Grouns 2 679.999 | 339.959 | 4.969**
Computation Within groups 93 5363,408 68.423
Total 95 7043.407
Arithmetic Groups 2 824.984 | 412.492 | 7.616%*
Concepts With groups 82 4982.238 54,154
Total 94 58037.222
* p%0.05
¥* p20,ny
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Achiuved by the Experimental,
Stanford Achlevement Tests, Primary II,

TABLE I

t-Test Analysls for Signlticance of Dlfferences between Means of the
Control, and Sub-Control Groups on the
~t the End of Secor.d Grade

Test

experimental
and contro!

control and
sub-control

axperimental
and sub-control

Word
Meaning

Paragraph
Meaning

Science and
Soclal Studies
Concepts
Spelling

word Study
Skill

Language

Arlthmetic
Cumputation

Arithmetlc
Concepts

1.99

1.98

0.04

1.25

1.35
0.94

1.28

2.30*%

4,44%%

1,15

1.89

2.68%*

2.46"

* p%0.05
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t-Test Analysis for Signl
Experimental, Control, an
at the End of Grade Two

TRBLE V

$#'zance of Differences Betwee
d Sub-Control Groups on the Standard Reading Inventory

n the Means of the

Level

experimental

control and

experimental

and control sub-control and sub-control
Maximum
Instructional .7134 |.658 3.563%%
Minimum
Instructional 1.805 0.779 2.893%*

* p%0.05
% £=0.01
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the pronouncing vocabulary in isolatien sub-test ccoors
-test= cover

the other seven st

The pronouncing vocabulary in context sub-test covers levels pre

through 5-2 reader;
levels pre-primer through seventh reader;

levels pre-primer through 1-2 reader only.

1.

A high score Is better achievement than a lcw score

4 low score is better achievement than a high score.

0.05
'" p=0.01

2.
3.
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DISCUSSEON AND TENTATIVE CONCLUSIONS:

$. The resuits of the Pre-Keading Test indicate that there were no slig.ificant
differences among the experimental group, the control group and the sub-con-
trol group in readiness to read. These results Indicate that all three groups
were drawn from the same population.

2, The mean {.Q. as measured by the Wecheler Intelligence Scale for Children
for the experimental group was 106, with a mean verbal 1.Q. of 102 and 2 mean
performance |.Q. of |0B. The mean }.Q. as measured by the WISC for the control
group was 102, with a mean verbal (.Q. of 102 and a mean performance |.Q. of
102, There were no significant differences between the two groups. The me-n
1.Q0. for those children still avallable for testing at the end of grade two
was |03 for both the control and experimental groups.

The results of the three tests given at the beginning of the school year --
the Pre-Reading Test, the WISC, and the alphabet knowledge test -- indicate
no significant differences between the experimental group and the control
group. 1t seems reasonable to conclude that these two classes were drawn
from the same population.

3. Over-all, the amount ot time Tn first grade spent in the teachling of
reading and writing did not scem to be Jifferent under the Early-to-Read
i/t/a Program In the experlmental group from that under the traditlonal
program in the contro! group.

The Wileowxon Two Sample Teet analvsis of the time study [ndlcates that sig-
nificantly more time was devoted to teacher Instructicn of the pupils ir
reading in the control group, and signlficantly more time was devoted to
teacher instruction In arithmetic 1n the experimental group. Signiflcantly
more time was spent in independent pupil writing activities in the experi=
mental qroup.

When teacher and pupil tImes were combined, the contro! group was found to
have spent significantly more time on reading, and the experimental group
significantly more time in writing and arithmetic. If the reading and writ-
Ing tires are combined there is no significant difference between the two
groups. These differences seem to reflect the differences In the two methods,
since the Early-to-Read i/t/a Series uses writing as a basic part of Its
method of teaching reading.

There were no stgniflcant alfferences noted in the total amounts of time
teachers spent Tn teaching or in the total amounts of time puplls spent in
working independently. There were no signiflcant differences noted in the
categorles labelled phonics or miscellaneous.

4. There Is no significant superiority 1n over-al! reading achlevement be-
tween the experimental and main control group at the end of first or second
grade when the reading Is done In T.0. There are consistent, slgnificant
differences with be? ar performance by the experimental group in tests re-
quiring only word pronunclation skiil,

5. The results of the spelling tests indicate that the Zarly-tec-Read i/t/a
Frogram Is not detiimental to T.0. spelling achievement at the end of first
or second grade, Pupils taught in i.t.a. can be expected to spell in T.0.

as well as tradittonally taught pupils.

Q . 6. The puptis taughi under the experimental program had a greater range of
E lC achievement and their scores had a more norma! distribution than did the
"~ | others, partlcularly at the ead of grade one when measured by individually
administered reading tests Tn i.t.a. The average and above average puplls
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seemed to be extended In thelr achlevement. However, a slow beginning achieve-
ment for some children was not eliminated,

7. Word pronouncing achlevement as measured by the SRI Veoabulary in Ieola-
tion Sub-Teet was significantly better for the experimental qroup than for the
other groups wken reading from T.t.a. at the erd of grade one ard slgnificant-
ly better when reading from T7.0. at the end of grade two.

8. Word pronouncing skill as measured by the SRI Vocabulary in Isolation
Sub-Test indlcates that for all children in all groups word pronuuncing
achievement is superior to general ability to read. Chlldren were freguently
rated at frustraticn level in reading 2+ a book level at which they could
pronounce correctly all of the vocabulary in fsolatlon. This Is not meant to
53y that these children did not understand the words which they pronounced.
They recognlzed (pronounced and understood) the individual words. Trey lack-
ed fluency in reading sentences consecutively, thelr reading was slow, and
their oral reading characterized by numercus pauses, poor-phrasing, repetition,
nlscalled words, etc., causing thelr performznces to be rated at frusfration
lavel. This superiority of word pronouncing to over-all reading was exhiblted
by the experimental group at the end of grade one and all groups at the end

of grade two.

9. The amount of loss which might be expected in transfer from j.t.a. to

T.0. is cruclal In evalvating this study. One indication of the loss is

given on the Vocabulary in Isolation Sub-Test of the SRI administered In

March of first grade. The experl'mental and contro! groups were not slignifl-
cantly different In their abilitles to pronounce words Tn T.0. The experi-
mental group was stanlficantly better when tested In i.t.a. The difference or
loss as the experimental chlldren transferred from i.t.a2. to T.D. was approx-
imately two years. Thelr performance in i.1,a. was at ending 3~2 level in
word gronouncing; thetr performance In 7.0. was at ending primer level.

The mean scores of the SRI Promowneing Vocabulary in Isolation Teat were
I1B1.44 for the experimental group, 130.44 for the control greup, and 98.52
for the sub-ceatrol group at the end of grade two. The mean scores were
175.14 for the same experimental children and 60,94 for the same control
chlidren at the end of grade one.

The experimental group oid not change signiticantly in 1ts performance at

the end of grade one to the end of grade two. [n grade one the test was ad-
minlstered In i.t.a. and In T.0. In grade two. Thls would indlcate that
chiidren taught with i,t.a. do learn to decode very repidly but that once

this skill Is mastered we should rot expect continued rapid growth. This
could Indicate that i+ took 2 year of work in reading to transfer n this

one area. 't might mean that something of a maxImum had been reached and

that transter was reached in a relatively short time with a plateau of achieve-
ment telng maintalned for several months.

The results of the Gray Oral Feading Test administered a2t the beginning of

grade two shcwed no significant differerces In achieverent between the ex-

perimental group's scores whea tested 1n T.1.a. and T.0. Thls would irdl-

cate a substantial foss in i.t,a, achleveent cver the surmer months, since
achieverent In i.t,a. had teen superior to achieverent In T,0, in the Juns

testing.

The resulis of the Gray Oral Peading Test administered in the middle of
second grade Indicate no significant dl¢farence In achlievement tetween the
experimental and control groups. This would indicate that transfer was not
taking place immedtately but rather slowly.

It would seem that the early high achlevement In {.t.a. is lost In transfer
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except for skill in pronouncing words in isolation., It would appear that

the control pupils are catchling up Tn this area. This result should be neither
surprising nor unexpected. Early achievement in reading has not been demon~
strated to mean greater achievement later. The problem of learning to read

Is largely one of word pronouncing at the very beginning stages; thus, 1.t.a.
succeed: well at the beginning stages. However, very tew people, 1f any,
equate word pronouncing with reading. Reading is more than word pronouncing.
The results of this study support this contentlon., |t seems that transfer does
take place, that it takes place withou: stress, and that it takes a long per-
fod of practice for recovery ot fluency before growth continues. 1t would
seem unwise to expect that a child will transfer and continue to grow in
reading achievement without a period of practice. This period of prictice
would seem to average a minimum of six months, The difference between the
reading growth of the experimental and control groups as measurcd by the
maximum Instructional levels of the SRI at the end of the first and second
grades, 0.5 year, would support this estimate of s1x months loss or a six

mcnth plateau at the time of transfer.

10. Tha superior achievement of the experimental and control groups as com-
pared to the sub-control group Indicates good achievement under both the
Early-to-Read Progran and the traditlonal program. There are no marked de-
trimentel effects noted for the children Tn the experimental group. There is
one marked supericrity, word proncuncing skill when words are presented in iso-
lation.

The analysis of reading potterns on the SRI sub-tests and the analyst. of the
oral readlng error patterns indicated that the experimenial and control groups
were achieving in the same manrer, except in the area noted, word pronouncing
skl of words presented in isolation. This supports the contentlon that the
Early-to-Fead Program had no detrimental effect.

I1. The superior achievemert of the experimental and control groups over the
sub-control group and the differences in recding patterns on the SRI may be
Interpreted as a Hawthorna effeci. A study oi Hawthorne eftect has been made
as an extension of this study. This data is being analyzed, The initial
analysis sugnests toth a positive Hawthorne effect and a regative Hawthorne
effect., A positive Hawthorne effect wlll cause scorec to rise and a nega-
tTve Hawthorne effect may cause scores to ¢o down. Thess two effects pro-
bably occur together, the positive affecffng the experlmen‘al group and the
negative affecting the control grcup.

SUMMARY :

Thirty-four pupils randomly assigned to one flrst grade were taught using
the Farly-to-Fead i/t/a Series, and twenty-six pupils randomly assigned

to another first grade were taught using the Ginn Basic Readere in a
traditional mannar. A sub-contro! group composed of three flrst grades,
elghy/-six pupils, was selected randomly from the remaining first grades In
the school system.

The randomization seemed affectlve in that no significant dlfferences were
found tetween the experimentat and control groups as measured by the WISC
and knowledge of the alphatet at the teginning of the school year, and no
significant differences were found among the esperirental, control and
sub-control groups on the Fre-Peadirg Test.

Pupils in the experimental and control groups were tested in December 1964,
March 1965, September 1965, and January 196¢ for reading achievemant using
the Gray Ocal Feading Tests and the Vocabulry in Igolation Sub-Test of the
SRI in December 1964 and March 1965, All three groups were tested wiih the
SAT and the SEI at the end of May 1965 und agaln in May 1966, The Gray Oral
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Peading Tests and the SRI were translliterated for adminlistration to the ex-
gerimental group in #irst grade and the September (955 testing in second
grade. The SAT yas administered in T.0. to all groups.

There were no significant differences In flrst grade achievement as measured
by the six tests of the SAT, Primary I, except In Word Recognition between
the experime.tal and control groups. Soth the experimentz] and control groups
were superior to the sub-contro! group on all six tests of the 547. The
experimental group read slgniflcantly better than the control and sub-control
groups when reading from i.t.a. according to the SRI administered at the erd
of grade one.

There were no signiticant differences In second grade achievement between the
experimental and control groups as measured by the seven tests of the S4T,
PRIMARY II, except In Arithmetie Concepte; there were no signticant differ-
ences in maximum or minimum instructional reading Teve!s as measured by the
SRI tn May of second grade; there wrre no significant differences on the
nine sub-tests of the Standard Reading Inventory except in Pronourncing Voca-
bulary in Isolation. There were no slignificant differences In error pattern
when reading orally on the SARI between the experimental and control groups.
There were no significant differeaces In over-ali reading achlevement as rea-
sured by the Gray Oral Reading Test in second grade in September or January.

There were fairly conslstent and significant dtfferences between both the
experimental and sub-control groups, and tetween the coentrol! and sub-control
group on most measures of readlng achievement at the erd of first grace and
at the end of second. The experimentai group corsistently achieved the high-
est scores and the sub-control group conslstently ackleved the lowest scores.
There were more significant differences between the experimental and sub-con-
trol groups than there were beiween the control and sub-contral groups.
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2. A THREE-YEAR LOOK AT [.T.A.

Robert B. Hayes
Department of Publtc tnstruction
Harrisburg, Pennsylvania.

and

Richard C, Wuest
New Castle Area Schools
New Castle, Pennsy!vania

PROBLEM

A three-year longitudinal study®, followed by a modified replication, of

four dl fferent approaches to beglnning reading Instruction has just been com-
pleted In the public schools of New Castle, Peansylvanla. Among the four
approaches ynder Investigation was the Farly-to-Read i/t/a Program by Tanyzer
and Mazurkiewicz, This effort was part of a larger, coordinated serles of
studies of beginning reading instructlion, often referred to as the "First
Grade Reading Studles", sponsored by the Unlted States Qfflce of Education
through 1+s Cooperative Research Program. Twenty-seven individual studies
and approximately 30,000 chifdren were included Tn varlous locallties across
the natlon during the 1964-65 school vear, but only fiftesn of the experiments
were continued Into second grade and nine of them were conducted for three
years. It ncw seems !tkely that a few will go further.

Each one of the studies had Its own speclfic objectives, and none of then
was a duplication of arother. Nevertheless, serlous efforts were exertes to

coordinate the studies by agreeing to certaln common controls and dependent
variables.

A primary objective of the New Castle study was to compare the reading
achievement and attltudes of students who received begirning reading Instruc-
tlon through four glfferent approaches. Related questions dealing with
homa inf{uences, preschool educational experiences, contend area achievement,
and the teaching characteristics of teachers whose classes achleved at
levels higher than expected and those whose classes maintalned a high inter-
est in reading were also investigated but will not be reported in thls paper.

METHOD

The four indepencent treatment varlables In tirst grade were: (1) a
tasal reade- orogram utilizirg a "whole-word” approach to beginring reading
Instruction and ability groupling procedures, rebreserted by ihe rethods and

* The research reported herein was supported by Grants (OE-5-10-080, QF-6-10-
122 and OEG-1-7-061752-0293 from the Office of Educatien, U. S. Departrent
of Fealth, Cducation and Welfare. In 1964-65 the Field Director was fr.
Joseph 5. Nemuth who is now at Eowling Green State University, Bowling Green,

thio.
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materials of Scott, Foresran and Company, [960-62 edltion; (2) a phonics
approach usling essentially whole-class teaching procedures and filmstrips cor-
relaied with the reading texts, represented by the materials published by the
J. B. Lippincott Cumpany, 1963 editicn; (3) a combination whole-word plus
phonics approach using the materials and methcds lincluding grouping techni=
ques) of Sco¥t, Foresman and Company, 1960-62 edition, but supplemented wlth
Phonies and Word Power, a serles of booklets published by American Education
Publlcatlons, Inc., 1964 editlon; and (4) the Early-to-Rea’ i/t/a Progrem
published by I/t/a Publications, Inc., 1964 edition, which emphasizes a total
language approach and grouping procedures. Each treatment variable remalned
unchanged throughout the study except for i.t.a. Since 't was designed as a
program of beginning reading Instruction, Dr. Mazurklewlcz recommended using
the Treaeury of Literature Series of Charles €. Merrill Books, Inc., 1960
edition followlng transition to traditicna! orthoaraphy. Teachers used only
those methods ard materials recommended by the book company consultants for
Instructional gurposes, but all children wein encoiraged to do wide indepen-
dent reading.

The cependent variables during each year of the sTudy fncluded: (1) group,
standardized tests of sff{ent reading achievement (Stanford Achievement Test);
(2} ar invertory of attitudes towerd reading (San Dicgo Cownty Imventory of
Reading Attitude); and [3) a record of tne number of books read independent-
ly. In addition, randomly selected samples of the populatlon were glven
cartain individual tests of oral reading achievement (Catea Word Promnciation
Teet, Fry Phonetically Regulcr Hords Oral Reading Test, 3rnd Gilmore Oral Fead-
ing Test). The Primary | Battery of the Stanfcrd Achievement Test was used

in January and May of Grade [, while the Primary Il Battery was used 1n January
and May of Grade 11 and 111, and thz Intermediate | Battery was administered
in June of Grade 111,

The population of the study was randomly se’ectad by attendance areas a 4
assfgned to the requlred number of classrooms aid treatment groups prior to
their entrance into Grade |. Only those stude ts for whom conplete data was
avallable were incluced in the statistical analysis. There were many reasons
for student attrition Including moving, retention, and absence from school
during testing periods. The original study, which was begun In September
1964, was composed of five classrooms per treaiment method and 415 students.
One Scott, Foresman teacher became 111 durlng 1irst crade resuliing in the loss
of her entire class froni the study. Nlneteen classes and 365 pupils were
inciuded Tn the comparisons drawn at the end of Grade |; 302 children re-
malned at the erd of Grade (I; and the populatlon decreased to 262 when the
study was completed at the ead of Grade I[II.

In tre repiicative study, begirning tn September 1965, only threz classes per
treatment method were sefectzd. tnd of the year ccrparlsons were made cn

248 tirst-grade students and 213 puplls remalned by the end of seccnd grade.
The replicative results are not reported here but they cenerally sudpert the
maJor study,

Those dublishing comsaries whuse materials were used in this study provided
consuliant services to the teschers of the orlginal study 1o aid them 1r fol-
lowing appropriate procedures fhrough classroom observations followed by in-
service worishop reetiras. Teachers who participated in tre replfcatiza

were almost always those who were Tn the origiral study, and in-service work
was largely elirinated in an attemat to contrel Hawtnorne effacts.

Dr. Albert dszarkiewicz was the consultzat to the i.t.a. teachers, but was
followed in the riddle of seccond grade (well after tramsition had been com-
ploted) ty Miss G. Margaret Wilson of rharles £, Merrill Books, Inc., The
otre~ coniultants were Miss Ednamae Bruggeran, Scott, Fores~ac and Company;
Or. Glenn McCracken, J. B. Lippincort Comsany; and Mrs. tlalne Wonsavage,

American Education Publicaiions, Inc. £ach of the corsuftants concucted a
"
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three-day worksnop in August 1964 befcre the original study was begun. They
also visited and observed each classroom seven times during that year and con-
ducted after-school workshops following each day of observetion. As another
attempt to eliminate Hawthorne effects, the preschool workshop meeting: were
reduced to one day, and only four classroom visitations and subsequent work-
shops were held durling the second and third years of study.

Administrative perscnnel made a series of random, unannounced classroom vis?-
tations each year as another check on adherence to procedural and material
limita“ions. During these observation periods, each supervisor independently
rated the teachers for effectiveness on the Hayes Teacher Rating Scale. Twenty
clas ,room visits were made during the first year of the study and twelve visi-
tations were made to each classroom of both grades during the second and third
years of study.

Teacher logs were also used as a method safequard. Teachers in the original
s*udy submitted logs to the field director during alternate weeks on which
they recordad the materials used, the skills taught, the grouping procedures
followed and the time spent in teaching reading. Teachers of the replicative
study submltted monthly summaries of the materials used and grouping proce-
dures. The local school district requires that reading be taught for 560
minutes per week during “irst grade, 530 minutes per week during secund grade,
and 415 minutes per week in third grade.

STATISTICAL ANALYSIS

Statistical analysis consisted of correlation corfficients, a 4 x 3 factorial
analysis of variance and covariance (where appropriate). In this analysis
factor A consisted of four methods of teaching reading while factor B repre-
sented three levels of intelligence (high, average and l:w). 'n the third
year of the study the preceding analysis Involved random casting out of cases
to produce an egual number of cases ~ar cell. This resulted in |5 cases per
1Q level, 45 per treatment and o total N ot [80 In Grade || and also in Grade
tIl. In the last year of the study the Stanford paragraph meaning scores
were also analyzed for all students by an unweighted means analysis with very
similar results to the analysis for just 180 pupils.

Fer the analysis of variance involving 180 cases per grade, a Tukey (a)
multiple range test was employed to determine which differences between means
were contributing to significant F ratios. When analysis of covariance pro-
duced significant F ratios, Winer's multiple F test was used to compare dif-
ferences between each appropriate palr of means. The analysis of variance,
covariance and correlation matrices were performed at the Computation Center
of the Pennsylvania State University, University Park, Pennsylvania in the
final year of the study while In the first two years the data was analyzed

by the University of Minnesota Computer.

RESULTS

The following treatront 10 Means in Grade [l were very comparable: 98,58
tor Lippincott, 93.49 for Scott, foresman, 97.96 for i/t/a-Merrill and 96.98
tor Fhonics and Word Fower. Teacher average e ffective ratings per treatment
were also very similar: 15.67 for Scott, Foresman, [5.40 for Lippincott,
15.18 fc Fhonics ang Word Fewer and 14.40 for i/t/z-Merrill,

The grade equivalent means on the Stantford Achievement Test, after adjusting

statistically for factors such as intelligence and teachor effectiveress
ratings, were as follows:

102
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TABLE !

PARAGRAPH MEANING BY TREATMENTS

SF PHP Lipp t/t/a-M
Crade | - January 27/65 1.4 1.6 1.6 1.6
Grade | - April 29/65 I.7 1.8 1.8 [.8
Grade |1 ~ Jaruary 12/66 2.6 2.5 2.9 2.8
Grade I - May 20/66 2.9 3.2 3.0 3.
Grade ([l - Januvary 12/67 3.4 27 3.8 3.8
Grace (1] = Jure (/67 4.3 4.4 1.9 4.6

For the above, B significant difference occurred as fol lows:

{1} in Janvary

of Grade 11T when Lippincott was compared to Phonics Word Power, (2) in
June of Grade {1l when Lippincott was compared with Phonics and Wurd Powsr

and also with Scott, Foresman.

TABLE 2
SPELLTNG BY TREATMENTS

SF (aliad Lipp /t/a-M
Grade | - January 27/65 1.3 1.6 1.7 2.0
Grade | - April 29765 1.7 2.0 1.9 2.1
Grade ! -~ January 12/66 2.5 2.9 3.1 3.0
Grade Il - May 20/66 3.0 3.4 3.6 3.6
Grade 11} - January §2/67 3.6 3.8 4,0 4.4
Grade 111 - June 1/67 4.4 4.4 4.8 4.5
for the above, the signiflcant differences were: (1] in Jarvary of Grade |

when i.t.a. was corpared to each of the other thiee groups and also when
Lippincett and Phe-ics and Word Fewer were compared to Scott, Foresman, (21
in April of Grade | tte results favcred i.t.a., Lippincatt, and Fhonics and
Word Fower compared to Scott, Foresman, (3) in January and May of Grade ||
the results favored i{/t/z-terri{l and Lippincott cver Scott, Faresran, (4)
in Januvary of Grade (Il i/t/a-Merrill and Lippinzott comnared favorably to
Scott, foresman and i/t/a-Merriil also was gre:tar th.n Fhonics and Word
Power, anc (53 in June of Grade V11| the results favored Lippincott versus

Scott, Foresman and Phonics and Word Power.

LI
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TABLE 3

WORD MEANING (READING} BY TREATMENTS

SF PWP__ _ Lipp 1/t/a-M
Grade 1 - January 27/65 1.3 1.5 1.7 1.9
Grade | - April 29/65 1.7 1.8 2.0 1.9
Grade Il - January 12/66 2.5 2.7 3.0 3.0
Grade Il - May 20/66 2.9 3.1 3.3 3.3
Grade Il - January 12/67 3.8 3.7 4,2 4.0
Grade !l - June 1/67 4.7 4.6 5.1 4.9

Fo~ the above 'the slgnificant 4lfferences were: (1) ¥n January of Grade I,
I.t.2. compared to each of the other three groups while Lipp was also ahead
of SF and FAP whlle PWP was ahead of SF, (2) In April of Grade I Lipp com-
pared to SF and PWP and 1.t.a. compared to SF, (3) In January of Grade Il
1/t/a-M and L1pp were aheac of SF, {4) In January of Grade !I1 Lipp we.s ahead
wf PWT, and (5) In June of Grade I11 the results favored L'pp compared to
both SF and PwP,

TABLE 4

WORD STUDY SKILLS BY TREATMENTS

SF PHP Lipp i/t/a-M
Grade | - January 27/65 1.4 1.6 1.8 2.1
Grade | - April 29.65 t.8 20 2.0 2.0
Grade 11 - January 12/66 2.5 2.4 3.6 3.0
Grade 11 - May 20/66 2.8 3.2 4.0 3.4
Grade |11 - Janvary 12/67 3.6 4.0 5,2 4,8
Grade 111 - Jupe 1/67 4,4 5.3 5.8 5.8

for the above the slgniflcant dttferences were: (1) in January of Grade |
I.t.a. compared to each of the other three and Lipp and PWP compared to SF,
(2} 1n April of Grade | i.t.a., Lipp and PP compared to SF, (3) In Jan-
vary of Grade Il Lipp compared to each of the other three groups and 1/t/a-M
versus both SF ant PWP, and (4) In May of Grade Il Lipp was ahead of the
other three and i/t/a-M over SF, (5) the Janvary Grade Il results favored
Lipp over SF and PWP while t/t/a-M was ahead of SF, and (6) in June of
Grade 11 SF was behind each of the otler three.

1nA



O

ERIC

Aruitoxt provided by Eic:

The grade equivalent means or the Stanford Achlevemenf Test for the high 19
Teve! were as follows:

TABLE 5
PARAGRAPH MEANING BY TREATMENTS

(HIGH 1Q LEVEL)

. SF PuP Lipp i/tla-M
Grads 1 - April 29/65 2.0 i.9 2.4 2.4
Grada 11 - Jan 12/66 2.9 2.9 3.4 3.3
Grade Il - May 22/66 3.4 3.6 LI 3.9
Grade 111 = January 12/66 3.8 3.9 4.3 4.0
Grade 111 - June 1/67 4.8 4.7 6.0 4.9

For the above the singiffcant ditferences were: (1) [In April of Grade |

and in Janvarv of Grade || i/t/a-M and Lipp compared to SF and PWP, (2)

in May of Grade Il i/t/a-M and Lipp compared to SF, and (3) in June of Grade
{1l Lipp versus Pwe,

TA3LE 6
SPELLING BY TREATMENTS
(HIGH 1Q LEVEL)

_ _§F Pwp Lipp i/$/a-M
Grade | - April 29/65 .4 ' 1.6 1.7 1.3
Grade Il - Jznuary 12/65 2.9 3.3 3.5 3.3
Grade [l - May 20/66 3.4 3,7 4.0 4.0
Grade Il - January 12/67 3.7 4,0 4.4 4.6
Grada IIl - Juse 1/67 4.9 4,6 5.4 . 4.6

For the above the significant differences were: {l) in April of Grade 1,
counting spelling in 1.t.a. as correct, i.t.a., Lipp, and PW® corpared to
SF, (2) in January of Grade 11 Lipp cver SF, and (3) In May of Grade 11
t/4+/3-M and Lipp over 5F,




TABLE 7
WORD MEANING {READING) BY TREATMENTS

! (HIGH 10 LEVEL)

1\; - SF PWP Lipp 1/t/a-M
" Grade | - April 29/65 1.9 2.0 2.7 2.5
| Grade |l - Janauary 12/66 2.9 2.9 3.5 3.6
‘ Grade 11 - May 20/66 3.6 3.6 3.8 4.0
j Grade 111 - January 12/67 4.4 3.8 4.7 1.4
Grade 111 - June 1/57 5.2 4.9 5.8 5.1
For the above the significant differences were: in April of Grade | and

Janvary of Grade 1l Lipp and i.t.a. over SF and PWP.

TABLE 8

WORD STUDY SKILLS BY TREATMENTS

[HIGH 1Q LEVEL)

SF Pwp Lipp i/t/a-4
Grade | ~ April 29/65 2.4 2.3 3.0 3.0
Grade Il ~ January 12/66 3.1 Z.8 5.2 3.9
Grade |1 ~ May 20/66 3.7 3.9 5.2 5.4
Goade (11 - January 12/67 4.5 4.7 6.0 5.4
Grade V1l = Jure 1/67 5.5 6.0 6.2 6.0

For the abowve the significant differences were: (1) In April of Grade |
and Jaruary and May of Grade 11 Lipp and i/t/a-" over S5, (2} in January
of Grade Il Llpp over 1/t/a-M and PaP while 1/1/a-M was favored over FwP,
and (3} in May of Grade It Lipp and i/t/a-" over PWO,

)
O The grade equlvalent means on the Stanford Achlevement Test for the average
E lC 1Q leve! were as follows:
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TABLE 9
PARAGRAPH MEANING BY TREATMENTS

(AVERAGE I1Q LEVEL)

. SF e Lipp /100 M
Grace | - Apri) 29/65 1.8 1.7 1.9 1.9
Grace Il - January 12/66 2.7 2.5 2.9 2.8
Grace |1 - May 20/66 3.¢ 3.1 3.1 3.0
Grade 111 = January 12/67 3.5 3.7 4.0 4.0
Grade 11! - June 1/67 4.7 4.6 4.9 4.8

For the above the significant differences were: (1) in Aprii of Grade |
Lipp ard i/t/a-M comdzred to PWP, (2) in January of Grade Il Lipp versus
Pw=.,

TABLE 1O
SPELLING BY TREATMENTS

(AVERAGE TQ LEVEL)

SF Pwp Lipp 1/t/a-M
Grade 1 - Pprll 29/65% 1.2 . 1.2 1.4 1.5
Grade 11 - January 12/66 2.4 2.8 3.1 3.1
Grade |l - May 20/66 3.2 3.3 5.8 3.6
Grade 111 - January 12/66 3.6 3.9 4.6 4.6
Grade 111 - June /67 4.5 4.6 5.1 ‘ 4,7

For the above the significant differences were: {1} counting words correct

‘in i.t.a. both [.t.8. and Lipp compared to SF and PP in April of Grade ¥,

(2} in January of Grade fI i/t/a-M and Lipp versus SF and FWP, [3) in May
of Grade 1| Lipp compared to SF and PWP, and (4) in January of Gra.e I1}
l.+.a. and Lipp over SF.




TABLE T1I
WORD MEANING (READING) BY TREATMENTS

(AVERAGE 1Q LEVEL)

_ e SF PWP, Lipp i/t/a-M
Grade | - Aprll 29/65 1.7 1.7 2.2 2.1
Grade Il - January 12/66 2.6 2.6 3.1 2.9
Grade Il - May 20/66 3.1 2.9 3.3 3.3
Grade |11 - January 12/67 3.8 3.8 4.2 4.2
Grade !lIl ~ June 1/67 5.’I 4.6 5.2 5.1

compared to SF and PWP,

! TABLE 12
WORD STUDY SKILLS BY TREATMENTS

(AVERAGE 1Q LEVEL)

For the above the significant differences were: (I) in April of Grade |
Lipp and i/t/a-M versus SF and PWP, and (2) 1 January of Grade Il Lipp

i SF PWP Lipp 1/4/a-M
Grade | - April 29/65 1.8 1.8 2.1 2.2
Grade |l - Janvary 12/66 2.3 2.4 3. 3.1
Grade [l - May 20/66 2.8 2.8 4.7 3.5
Grade Il - Janvary 12/67 4.0 4,7 6.0 5.2
Grade |1l =~ June |/67 4.5 5.3 6.5 6.2

compared to the other three groups and i/+/a-M versus SF 2nd FWP, and
In Jenuary and May of Grade 111 Lipp compared to SF.
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For the above the significant differences were: (1) In April of Grade |
T.t.a. and Lipp varsus SF and PWP, (2) In January and May of Grade Il Lipp
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TABLE 13
PARAGRAPH MEANING BY TREATMENTS

{LOw 10 LEVEL)

Sf PWP _ Lipp 1/t/a-H
Grade | - Aprll 29/65 1.6 1.6 1.6 1.6
Grade 1l = January |12/66 2.4 T2 2.4 2.1
Grade 11 - May 20/66 2.9 2.6 2.6 2.6
Grade 111 - January 12/67 3.0 3.3 3.3 3.3
Grade }1] - lune 1/67 3.7 3.9 4.2 3.9

The auvave differences were not signiflcant.

TABLE 14
SPELLING BY TREATMENTS

(LOW 19 LEVEL)

L . Lipp i/t/a-M
Grade 1 - April 29/65 1.¢¥ 1.1 1.1 1.3
Grade 11 - lanuary 12/65 2. 2.1 2.5 2.4
Grade 11 - May 20/66 3.0 2.9 3.0 3.1
Grad: |1l - January 12/67 3.4 3.5 3.8 3.9
Crade |11 - June 1/67 4,0 4.0 4.3 4.0

The above differences were not significant.
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TABLE 15
WORD MEANING (READING) BY TREATMENTS

{LOW 1Q LEVEL)

SF PaP Ligp 1/+/a-M
Grade | - April 29/65 .5 1.5 1.6 1.7
Grade |l - January (2/66 2.1 - 241 2.7 2.6
Grade Il - May 20/66 2.7 2.6 2.9 2.7
3rade fIl - January [2/67 3.3 3.3 3.8 3.6
Grade 111 - June 1/67 3.8 3.9 4.6 4.1

For the ahove significant differences resulted in January of Grade Il favoring
Lipp and i/t/a-M versus SF and PWP.

TABLE 16
WORD STUDY SKILLS BY TREATMENTS

{LOw 1Q LEVEL)

SF PWE Lipp 1/4/a-M
Grade | ~ April 29/65 i.5 1.6 1.5 1.7
Grade |l - January 12/65 2.4 2.0 2.6 2.3
Grade Il « May 20/€6 2.5 2.5 2.8 2.4
Grade |11 - January 12/67 2.8 3.5 4.2 3.7
Grade 111 - Jure 1/R7 3.4 4.4 4.8 5.0

for the zvove the sigrificant differences were: {1} in Janvary of Grade 11
Lipp compared to PWP, and (2) in January of Grade !I! Lipp versus SF,

Each year of the study a representation sub-sample of puplls were chosen for
individual testing. |In Grades | and || the results on the Gates wWord List
signl{icantly favored Lipp and 1/t/a-M over SF and PWP. In Grade Il the
following treatrent means for the Gates Word List were not signlficantly d7¢-
ferant: i/t/a-M 34.82, Lipp 33.94, PWP 32.72 and SF 31,72,

The Glimore Accuracy results provided slgniticani differences as follows:
41) in Bpril of Grade | for the high IQ leve! Lipp and 1/t/a-M compared to
St.ynd PWP, (2} In May of Grade '1 for 1he average 10 tesel i/t/a-M over




O

ERIC

Aruitoxt provided by Eic:

————vem

SF, {3) in April of Grade [l i/t/a-M over SF for entire sub-sample, and
(4) in April of Grade |1l for the high 1Q level Llpp and 1/1/a-M over $F,
In AprTi of Grace 111 the Gilmore Accuracy means for the entire sub-sample
were: i/t/a-¥ 37,83, Lipp 35.78, PWP 33,78 and SF 30.94,

The Glimore Comprehension results were signiflcantly different a5 follows:
(1Y In April of Grace | for the average 10 leve! 5F over Lipp, (2} in
April of Grade (t1 for the low 19 level i/t/a-M over Lipp, (3} for the high
1Q level in Grada |11 Lipp and 1/t/a-M were ahead of SF and PWP, and {4)

for the total sub-sample in Grade il Table I7 reports differences favoring
I/t/a-4 ocver both Lipp and SF.

TABLE 17
GILMORE COMPREHENZICN

(NUMBER OF PUPILS TESTED TOTALS 72)

Dl ffarences

) MEANS PHP Lipp SF
i/t/a-M 26.67 3.06 3.56% 3,73
PWP 23.61 .50 1.67
Lipp 23,11 W17
SF 22.94

¥ “significant at the .05 level

Significant differences for Gilmore Rate ware: (I) for the entire sub-sample
in Grade | i.t.o. was higher than Lipp and PWP, (2) for the high 10 [evel

in Grade 1 i.t.a. cvar PWP, and (3) for the average 1Q leve! Tn Grade !

i. t.2. and 5F over Lipp. fubsequent to Grade ! there were no signlficant
differences in Gilmore Rate. In Aprll of Grade II[ the treatment means for
Gilmore Rate were: SF 124.4¢«, Lipp 121.78, i/t/a-M 119,83, and PwP 118.28.

As measured by the San Diego County Inventory of Reacing Attitude in Aprit
of Grade t, °WP was re 2d significantly higher than each of the other thrce
treatment groups. The results for the same attitudinal Inventory in April
of Grade 1| indicated that SF was rated significantly lower than each of the
other three groups. In Aprli of Grade 111 there wera no significant differ-
ences for the San Diege inventory and the treatments naans were as follows:
i/t/a-M 19,18 , Lipp 1-.09, PWP 18.89 and SF 17.09,

Based on the number of booxs read other than the regular textbocks, SF wes
significantly zhead of the other three groups in Grade ! while in the same
grade Lipp was siqnificently ahead of PWP and 1.t.a. For the sare variable
in Grade 11 1/t/a-M was significantly behind the other three groups. In
Grade 111 Lipp and SF were signitlcantly ahead of i/t/a-M and PP with the
fol lewing number of books read Tn a typlcal month: Lipp 10.77, SF 10,31,
FwP 6,21 ang 1/1/a-M 5,59,
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In Grade | while Scott, Foresman read the most bocks, the other three pro-
grams generally appeared to help childrea to higher silent achieverent as mea-
sured by a standardized test. The Phonics and Word Power Group sccred high~
est on the reading attitude inventory in Grade 1 but read comparatively few
books. In Grade | for the high !0 third the i.t.a. and Lippincott programs
produced hlgher silent and cral achlevement than did the other two approaches.
For the average IQ leval Tn Grade | i.t.a, and Lippincott produced higher
silent achievement than did the other two prcgrams. Usually 7.t.a. was highest
In both oral and silent achieverent for the tow 1Q third in Grade I, .

Most 1.t.a. pupils made the transfer to traditional orthography by the end of
first grede (66 percent of the low 1Q third, 89 percent of the average IQ
third, and 83 percent of the high 19 third). Of the remainder, 17 percent of
the Tow IQ third made the transfer in September, 3 percent in October, and 14
percent in November of Grace |l. For the average IQ third, the transfer was
rmade by 3.7 percent in September, 3.7 percent in October, and 3.7 percent in
November, For *he high 1Q third, 14 percent transferred in October and 3
percent completed transition in November of Grade II.

In Grade Il Scott, Foresman averaged significantly lower than ezch of the other
three groups on the San Diego County Inventory of Reading Attitude but by

April of Grade i1l there were no significant dlfferences for this varlable,

In all three grades i/t/a-Merrill lagged significantly behind each of the

other three groups on number of books read other than regular textbooks.

For the first two years 1/t/a-Merril! and Lippincott were significantly aread
on the Gates Word List but by April of Grade i1l the differences on this
variabie were no longer significant. By April of Grade III 1/t/a-Merrl|l was
significantly ahead of Scott, Foresman on the Gilmore Accuracy Test and, for
the Gilmore Comprehension, i/t/a=Merrill scored signlficantly higher than both
Scott, Foresman and Lippincott,

By the end of Grade 1l Lippincott scored significantly higher on Faragraph
Meaning and Spelling than did Scott, Foresman and Phonics and Word Power.
Lippincott was also favored significantly over Phonics and Worr Fower on word
meaning at the end of third grade. At the same time (Juna Grade tIt) Scott,
Foresman scored significantly lower then the other three groups on word

study skills.

Ouring 1964-65, twelve percent of the Lippincott papils vere retalned in
Grade | compared to three percent of the i.t.a. puplls, six percent of the
Scott, Foresman puplis, and slx percent of the Phonics and Word Power puplls,
In the second year of the study, 1965-66, there were almost eight percent of
the LIppincott children whe were retained In secord grade compared to almost
five percent #/t/a-Merrill puplls, almost two percent Scott, Foresran puplls,
and almost five percent Phonics and Word Power pupils. |In Grade ! of 1965«
1966, the retalnes percentages were: 1},3 Lippincott; 8.3 i.t.3; 1.5
Scctt, Foresman; and 5.2 Phonlcs and Word Power puplls, A majority of the
students who have been retalned have attended schools which were located in
fower soclo-econonic areas of New Castle. Thelr () and reading readiness
scores, while somewbat lower than the means attaired by the entire population,
were frequently high emough to suggest that many of the retalnees should have
succeeced. It is noted that the Lippincott teachers primarily vicd a whole-
class approach as recommended by the Lippincoit consultant for this study.

tt may be that with ability grouping ard cther methods of meeting individual
differences, th2se retention flgures could have teen reduced.

Each of the four approaches to teachirg beginning reading which were used in
this study had the advantage of teing taught under rather ideal corditlens,
The Tnservice education which was provided the teachers was generally very
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good; the teachers received much more supervision than s normally avallable;
there “ias generally a very high interest generated in teeching reading eftec-
tively; the cooperation ameng all who were involved was unusually good; and
zll of the most recent materials offered by the involved companles were pro~
vided. Therstore, 1t cannot be assumed that the use of any ona of the approa-
ches, without the conditions of this study, would produce similar results.

CONCLUSIONS

Conclusions which appear warranted by this study are these: (1) reading
programs which teach heavily concentrated sound-symbol relationships in first
grade appear to glve children greater pcwer in reading lists of words in both
grades one and two, (2) the preceding advantage appears transferable by tha
end of Grade 11l to words in context in oral reading for suplls taught read-
Ing by the i/t/a-Merrill program, (3) phonic approaches seem to produce
slgnificantly better results in Word Study Skills than does a typical eclec-
tic basa! reader, (4} i.t.a. does not confuse puplls in the area of spe'’-
ing, (5) by the end of third grade the Lippincott program appears to produce
the best overall resuits on a standardized silent reading achievement test,
(5) the consistently high retentlon ratlios for pupils in the Lippincott pro-
grar may indicate that the whole-class approach to the teaching of reading

Ts not a procedure to be recommended, and (7} method ard materials as wefli
as teachers can make a dlffererce in the teaching of reading.

3. THE EFFECT OF TWO DIFFERENT OPTHOGRAPHIES ON
BEGINNING READING

Eleanor R. Kirkland
San Juan Unified Schoo! District
Carmichael, California

For some time we have been told that 'Johnny Can't Read” or that "lvan Knows
Sorething That Johnny Doesn't.” It there is anything guaranteed to rouse the
tears of parents and educators alike it's an article or book which Insists
that American children are growing up unable to read. One recert example cf
this sort of alarmist literature was Tamorrow's Illiterates |n which Frofessor
Charles G. Walcutt and some of his associates estimated 1hat three of four
Americans were not reading as well as they should or could., Without citirp
ary statistical source, Walcutt blemed the sTtuaticn on the “"Word Recognition”
mathod which, as he sald, "necessarily limits the reading vocatulary of young
chifdren.” (Noverber I3, 196! issus Ct tewsweek, p. 90}

¥e have also been told that Instruction in reading is generally Ineffective
and that varinus essentiagls are being neglected. Many writers have indicated
specific causes of reading probfems as they see them while ctrers fregquently
recomrend simple panacets. One of the most freguently recommended correctives
Is the initlation of a spx-Ific form cf phonetic irstruction. Others have
suggested the abandormert of the usual textbook instructicn and the adoptlon
of an Indlvidual reading approach, or the use of unique procedures for Qroup-
ing chitdren for the instruction of reading. Primary Independence on films
and filmstrips as basal instructional materials has been suggested as well

as usfng color to teach sound-symbol correspondences. The Natlonal Councll
2f Teachers of English estimates that Four miilica elementary school pupils
have reading disabillties. Jzmes B, Conan* wrote in his report on educatlon
In the Junior High Schoel that he had been in schools where thirty-five to
fifty percent of the ninth-graders were reading at the sixth-grade level or

13
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below. He found the same trouble hlgher up,

Whai then appears to be wrong? Our methods have been of proven exce ' lence
for we do develop a high degree of reading skill in the population. (Gates,
1961) In a recent study based on 2 comparisor of test scores obtaired from
epproxirately 107,000 chliltdren in 1937 and 31,000 In §957 substantial improve-
ment was shown.

For the past flfteen years | have been teaching reading at some level to a '
wide range of students: mentally retarded; beginning reading to first-
graders; developrmental reading through the grades; rerediz[ reading; en- I
richment progrars for the gifted; adults through the adult education courses; \
and at present students preparing to go cut into the teaching world trem-

selves as elementary school teachers.

| was disturbed that there was such a large number of reading failures in the
middle-class suburban district in California in which | was employed, especial-
ly since trere were very few children from minority groups enrolled. Why

were they dofng so poorly in reading that eighteen remedial reading centers
with special teachers were required to handle the most difficult cases?

| have teen concerned most with the youngsters who come into the flrst-grace
cager and wantirg to !earn to read, but somehow when the year is over they
haven't made much progress and aren't much further chead than they were in
September. The variety of ma’erial avallable for reading instruciion indl-
cates the numerous attempts to solve the difficulties children ordinar!ly
have in achieving reading suvccess in the first-grade.

In 1963 | happered to read zn article by John Downing in the Feading Teacher
concerning the use of a new revised alphabet as an aid in teaching beginners

to read. Within a short time articles appeared in many other periodicals and :
trade ragazines., Downing was involved in quite a large study in Great Britaln
and Mazurkiewicz was also in the first-yezr of a study in Rethleher, Pennsyl-
vania schoofs. [t was an acknowledged fact that the spelling difffculties of
chifdren were caused to a great extent by ire Inconsistencies of the English
language. Why woualdn't this hold true for reading since there Is a definite
correlation between reading and writing (or spelling). At the same time |

had enrolled in the Doctoral Program at the i~Iversity of California at
Berkeley and was trying to come up with a Proposai for a study that would ful-
£111 that requirement: [.t.a. seemed to be the answer. The administration

of the district in which | was working was very cooperative. A three year |
pifot study was agreed upon, with the district supplying whatever materials

were pecessary. Due to the ever present financial problen the sample was

limited. There were about cne-hundred-eighty children involved each year and

a follov-up was possitle from the first-grade through the third.

The introduction of the "innovation” - I.t.a, and the number of studies In-
volving i.t.2. over tre past several years Indicates that at least a great
Interest in Improving reading instruction is taking place. ft was hoped thit
thls study would bring to light the answer to the question of the relevarce
of grapheme-phoreme correspondences for the teaching of reading, especially
in the light of the reports that yourg children have teen teught to read with
little regard for such rules.

GENERAL DESCRIPTION OF THE SUBJECTS:

The children on whom the study was conducted reside In the San Juan Unifled
School District, suburban Sacramento, California. This could be considereq
one of so called "bed-rcom™ communities. On the whole, the community is
everage middle-class with pockets of upper-mfddle and high as well as those
considered culturally deprived or less fortunate. To tnsure that the pupils
in both the experimental snd control groups were representative of the popu-
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lation schools were selected on comparability of areas so that low, middle
and upper soclo-economic childrer would be lncluded la each group.

The tirst-grade pupils were assigned to classes on the basis of am articulation
card f11led ocut by the Kindergarten Teachers at the end of the school year.
Indlcation was given of the child's progress and hls readiness for flrst-grade.
These were evaluated in the following manner: (l) above averag=; (2} aver-
age; and {3) below average. The teacher could alsoc indlcate whether the
child could recognize and write his name; recognize colors; count objects

up to ten; heandle sclssors; cut and paste; general coordinatlon; ard abli-
11ty to follow dlrections. After the cards were arranged according to the
three classifications, the assigrment was random with the exceptlion that a
proportion of the group falling in each of the three levels was assigned to
each classroom. One of the first-grade classes [n each of *the schools select-
ed to take part In the study was then designated as the 1.t.a. class. A
matchad group of pupl!s was selected from the olher two or three flrst-grade
classes In trese schools. They were matched on sex, chronological age with-
In four montks and 1.Q. within four points. Since this was a longitudinal
study the sample was reglicated In the second and third years. A second
matceed contro! group was also used during the flrst two years of the study

in an effort to contro! the Hawthorre Effect and knew nothing of the study
comparing the progress of the children in i.t.a. and those uslirg T.0. [(Eller-
1964} stated thet less tanglble blas may result from the differences in
teacher-pupil enthuslasm 1f the experimenters know that they are particlipating
in 2 new and dlfferent program. while the controls go about thelr class work

a5 usual., (Kerlinger, 1954) also stated that "if a learning stdy Is being
done, one or more controls are essential. AImost any change, any extra
attention and experimental manipulation or even the absence of manlpulaticn
but the knowledge that @ study Is being done is erough to couse the subjects
to changa." (Borg-1963) stated that the Hawthorne Effect decreased as the
novelty of a new method wears off. Studies extending over t#c or three

years can te relied upon somewhat more In evaluating the effect of 2 new
technigue,

The teachers of the experimental group were szlected from 2 group who Indlcat-
ed an interest In teaching teginning readirg using i.t.2. and who would be
available to attend a workshop conducted during the summer months, The
teachers of the control groups were also given the opportunity to volunteer
to take pzrt in the experiment or in a district-wide testing program to de-
termine the reading ability of first-grade puplls. Special meetings and in-
service type workshops were set up for the experimental and control 1 tea-
chers at various times durlng the year. The teachers of the second control
recelved no special treatment other than regular grade-leve! meetings held
district-wide. There were many visitors during the first yepar of the study,
this belng the flrst In the area. An attempt was made to equate the number
of visltors In the control 1 classes also.

In late August a special meeting was held for all of the pasents of first-
grade children in the schools which had 1.%.a. and contro! 1 classes. At

the time of thd meeting the cless !ists had not been posted. The parents,
therefore, were unaware of their child's placement. They were asked to noti-
fy the Principal if, when receiving the notice of placement, they preferred
not to have thelr chlld in i,t,a, During the three years, only one parent
rade such a request and thare was a walting 1ist to #i1l possible vacanciec
in the I.t,a. classes.

TESTING INSTRUMENTS:

The following testing instrumeats were used: (1) Gates Primary Peading Test
at the end of the fifth and ninth rmoriths, [ttese were administered in the
redla in which the child was reading at that time); again during the second
week of school in seconl-grade as a test-retest to .2termine loss over the

e
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summar months; Gates Advanced Reading Teat only in T.0. at the end of the
eighteenth and twenty-seventh months of Instruction. (2) ZThe Botel Reading
Inventory-Phonics Mastery Test, Levels A and B at the and of tha seventh

month of instructicn; (3} a spelling test of consi_tent or regularly written
words devised by the writer was gliven at. the end ot the eighth, sixteenth and
twenty-seventh months of instruction as well as a standardized test at the end
of the twenty-eighth month in school. [urTng the second and third years

of the study the Stanford Reading Tests were administered state-wide conse-
quently these scores could also be used.

We had decided to use the Early-to-Read Series and the accompanying workbooks.
During the first year the materials in I1.t.a. were slow coming. There ware
very few library books avallabla at the beginning of the year. Teachers used
old pre-primers and transllterated them In order to have supplementary readlng.
As the study progressed throughout the year and on into the second and third
years more and more became available. By the end of the first year each

I.t.a. classroom had at least sixty bocks cther than the basic texts of tte
Early~to-Read Serles.

Just as the first year was coming to an end | was noilfled that | was the re-
cipient of a Fulbright Grant to teach for one year at Moray House College

of Education in E¢Inburgh, Scotland. This was an oppor?unrfy that could not
be refused. Everything had been set up for the second year - all maierials
ordered, workshop: taken care of, etc, | knew It vould be in good hands.

The Principals of the schools Involves agreed to follow through with the
testing program and they had the help of the Reading Consultant. The teachers
also, after one year, were no longer insecure in their teaching anj as a
matter of fact were so convinced of tte teneflit of I.t.a. that it 1t had been
suggested that thay go back to T.D. there would have been much dissatisfaction,

| was most fortunate to have had the cpportunity to observe and work with
teathers in Edinburgh ard surrounding areas who were using 7.%.a. and also
supervise a Primaiy i class 'n the Demonstration School as well as students
who wera preparing to te teachers. |1 gave me a chanca to compare methods
and materlals. We had some of Downlng's material in our schools durTng the
first secar and more had been orderod for the sudbseguent years, however here
was an opportunity to use a2 +rarsliterated basal reader and compere 1t with
the pirogress ¢f children using the same reacer in T.0. | fested chitdren

at the Primary 1! level after sixteen morndhs of Instruction wlth the Gates
Primary Tes., both trans!iterated end regqular forms. ~iese childrer had been
taught to read using i.1.a. by the Look-5ay methed. To me ttey were losing
the tenefit of a phonen.c alphabet. Downlng suggests that the chlildrea
discover for themselves the patierns and consistencies of the augmented a!l-
phabet. | di¢ not find thls to be so in many cases, | fea! that while some
chlldren do arrive at thest generalizations by themselvcs, a great many need
to have them pointed out, There was no placned program for maklng the trans-
Ition to T.0. readira, The children rerely rezd the last Janet and John

bock in I.t.a. and then reread it {n T.0.

On my way to Scottand | stopped in Bethiehem tc talk ‘o Dr. Mazurk'ewicz and
asked him if he vould mind i1 | used many of Ris ideas while rhere. In teut-
ing these enlldren in Primary Il after sixteen mornths of instructicn, I found
them to ta reading at about the sarme level as cur children at the end of

nire minths, 1t is true however, that the children entersd Frirary | at an
age when rost of our chiidran wers still at horme cr just entering Kinderga: -
ten. Daring my stay at Moray House ! used a more formal approach with the
children who were ready as to tne sound-syrbol relationships, During the
s2:ond term many of the children no ! nger reeded thefr tittfe *Tins™ con-
tairing the worus they were *o know before going on with thelr reading.

They were sounding them out for themselves. Altrough there is no pressure
fut on tra children at this level to learn to read, they werc s0 enthuslastic
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about reading and writing that maty of them spent more time ai these activities
than at the varlous other "play™ activities provided such as clay, wood work,
water play, easel painting, cut @14 paste, etc. The Hezdmistress of the school
had been disapgointed the previous year btecause she had expected more pro-
gress in creative writing. Thls year ihe chifdren were writing storles several
pages tong ard making boocks by writing a story end iltustreting I+, | came
back to America convinced that we do rot give our Kindergarten children the
opportunity to move ahead as fast as a great many are capable of doing.

At the end of the year, approximately cre-third of *he Primary | class had
rade the transition to T.0. | could truthfuliy say that all cf the children
were reading at some leve! wihether [t would be Fre-Primer (as measured by cur
readers - or above. These children were tested with the Gates Frimary Reading
Test as well, Those srill in 1.t.a, fook the transliterated form. This time
the progress could be closely compaied with the results of the flrst-grade
testing the yesar before In California. There were chitdren reacing In the
traditional cethograsty who scored a hign second-grade or ever third grade
tevel. Ore little boy who was five years eight mcntas at the time of testing,
scored in the 93th percentile in each of the suhtests, Of course there was
one difference between these children and a typical classrocm in the San Juan
Urified School District - these children wera above average In intelligence,
Trey were given a test tefcre adrission to *he Demonstration Sthoo! ard were
accepted 'f *hey were below average on one condition - they had an clder
vrother or sister in the school. Consequently, the average !.9. of the group
was well over 110,

| did ccme away from my experience, however, determined tc encourage our
schools to do more for the child who co.es to schoel (especially in Kinder-
garten) ready to read,

In September 1966, cn relurring to California, | went back to the classroom -
this time, by special request, with a large aroup of children considerzd "not-
ready” for reading by their Kindergarten teachers. Tre cther i.t.a. groups
were formed os they had been the two previous years, #As reques*ed, many

new books had been added - especially for the special group., These included
The Fook Fop Me to Fead, both red ard blue series; the Nicky Pooks; the
lowning Voookulary Frtension Serier zac Travefer Fealers; as well as all of
the cther Dowrirg Pesders in a larzer ruster. #n acdditionz]l number of litrary
bocks were mace avallable *or all of the i,1.a. classas as well 2s a number

of the Sccit-Fores~an Mew Hoplizon Feaders and the accempanying Fietionaiys

for the cifldren wto rade the tiansiticr, Affer tren~ging 3 year i1n SzoTiand
with ro workbkeoks of any kind, 1 fourd many of the warkbooks fo acccmoany

the Early-to-Fead Jerics superflunus,

In addition 1o havirg a group of slew-starters in this one i.t.a, group, there
were also four little toys with severe speech problers - cre stutterer and
three with very infanrile speech patterrs.

SWIARY CF RESULTS OF THE 5TULOY:

Locking tack over the three years we fourd that zppro-imrately {1ty o sixty
percen* of the children m>de tte fransiticn in 1he {irst-grate. All of them
rade the trarsiticn in the saceori-zrade. The first year one girl was retsin-
ed. te- 1.0, azcordiry to tne 94 Prirary Yental £00[ties Test was 74, At
tre e=4 of the second yetr a doy was eralred in tre serond grade, He wag
alss considered te te telow avoraze, Both of dkese children had imale ite
transiticn in 1he secord-grade *owavaer, In other words, it actually took

the lTittle 2irl three ye:rs o mike the transition to the traditional <rttc-
graphy sirce she spent 1w> yeirs ir tte first-grace,
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Three little boys were retaired In the first-agrade at the end of the thirde
year of the study. They were in the special group and had been desigrated
as "not ready" for reading instructlon, {In November they were administered
the Wetman and Frostlg tests zad found to have gross perceptual difficulties.
They sgent almest the entire year in a readi-ess program. They were just
beginnlng to show some progress at the end of the school year. 1InZ other boy
was in a control class and the twln of one of the boys retained in the 1.t.a,
class.

It was irteresting to note the remarks of the Speech Teacher concerning the
children in i.t.a. who went to her twice a week for specch therasy, In compa-
rison to children from the regutar classrooms. She indicated tha* the bcys
from tte 1.t.3. class made more progress because fthey listened to the scunds
and made more ct an attempt to duplicate them and corruct their speech. They
made progress because they were interested in playing the "sound gzmes" and
put a great deal of effort into it., They returned to the classroom more
quickly than did the children who had learned to read using T.0.

During the third-year « tte study the Botel Word Recognirion Test was admin-
istered to a sample of the populaticn., Children who were still reading in
1.%,a. were given the words to read in the trarsliterated form.

One of the Hypotheses stated that there would te no significant difference
in the reading ability of the children acceording to their Intelligence
{mental ahi ity),

The questions asked and the rasults were as follows:

Questlon 1. s 1here a measureable differance in the reading ability of
children teing taught to read using i.t.3.? The three year <valuation shows
that children in i.t.a. did advance more rapidly in readiny ana achieves
significantly supericr reading skills at an eartier time. Pesulis of the
Botei Word Recogniticn Test suggest that the exderimental group was reading
about one-grade l[eval ahead of the control group. During the w0 years in
which a second control was used, both the experimental and the control jroup
wlthin the same schools made greater gains in readirg.

An average of fifty-percent of the children learning t¢ read using i.t.a.
made the transition in the first-year and ha? no difficulty Tn makina the
transition to reacers in the traditional orthoaraghy,

While not always significant, qreater corprehension was irdlce*ed by both
standardized tests in comurehersion (Gates and Stanford} as well as instructs
lonal levels and reade~ level achievament indicated bty teacher and the Botel
Word Recoanition Test.

Question 2. Will ihe use of i.t.a. cevelcp in the chilcren a spelling "at-
t1tude”, or skill, superior to that of 1te children usirg T.C.? The children
In the experimental group developed very high spelling skills (Letter describe
ed as encodingl. The superfority wes first evident at the end of first-grade
when the test of regularly spelled words was given and was raintained during
the second and third ye2rs. This superiorlty in spelling was also suzjested
by the results of 1he stangardized spelling iest dictated 2t the end of {be
third-grade, which corsisted of toth reaslarly and irreyulzrly spelled words.
The teachers indicated 1hat *he transitior to 7.0, spellinz after the child
h2d rade the 1fransiticn In reading was relatively easy. Thzre apreared to te
a carry-over Into their creative writirg and bty the end of tre third-year,
only in a very few instarces did an i,1,2., spelling occur,

Question 3, Does i.t.a. Jevelop supericr word-attack skills and through this
nake mcre independent readers? Only in the firs® part of 1he test - Conscn-

re
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ant Sounds, did the children In the control classes ccre close to matching the
i.t.a. children in ability. The chllcren in the exparimen*al group were far
superior in hearing the sounds of blerds, dJdigraphs, snd vowels. BGelng pro-
ticient in these word-attack skills developed in the i.t.a. children an eager-
ness fo read; on the whole they read more Independently and widely; wrote
more prolifically; wsre more independernt; and had more stlick-to-itiveness
than did their counterparts.

Question 4. It is assumed that children lose some of their reading ability
cver the summer months, Does this assumpticn hold true far the children
learning to rezd using i.t.a. as well as those using T.D.7 Both groups, re-
gar<..ss of mecia, dropped i1 reading ability during the surmer between first
and second grale. However, in many instances the i.+.a. children lost more
than thalr counte-parts, This could te due to the fact that each year there
were sbout fifty-percent of tre children stil[ in i.t.a. and there were no
f.tia, materials cvailable to them during the summer months, at least not c¢ur-
ing the first year. At the end of the sezord and third years parents were
urged to buy some of the Scholastic Paper Backs in i.t.a. for use during the
vacation, Although more materials are becomirg available, it is impossible
to buy books printed in i.t.a. ir. Lcok stores, toy stores, or any place where
books are sold, as in Great Britair. Our chiléren are at a disadvantage in
this respect.

Question 5. Will the children at tre end of the second and tiird years retaln
their superiority in reading achieverent? The results indicate that while
the ¢;fferences vere rot significant .hen comparirg the girls Ir I.t.a. and
T.0. groups the sccres were still Ligner at the end of the sccond year. The
boys, however, maintained a significant difference in both word recogniticn
and paragraph meaning. Al the end .:f the third year the gap had narrowed for
the girls and while 1h=re wis a slight difference in some Instances in favor
of tha i.t.a. group nore of them were significant. For the boys, afier three
years ir schoul, the difference was only significant in the ¥Word Pecnznition
subtest. However, in comdrebensicn subtests the difference was in favor of
the experimental grouy which would sugaest that not only coes the use of
i.t.a. 'n beginning reacing give the boys a tetter start, tut that they main-
tain this lead during the first three years cf school.

Question 6. Which ahility aroud will derive the mast tanefit from the use

of i.1.2, as 1he media for learning to read? when collect’ng the da*a accord-
irg to 1.0, it was fourd that children in tne Loper-third of the group at 4re
erd of the first-grade cerived the mcst berefit from learning to read using
T.t.2. whe*her it were boys cor girls. In the middle=third fhe differerce was
significant ‘or the qirls in Worc Fecognition ard Sentence Pecognition, A+
the end of first-grade the girls in the lower-third Scored significantly
better in Word Fecogni-ico, In other words afl girls, reaardless of intelli-
gence, terefitted in wkat Downing calls *he "Lower Qrder” decodirg abilities,
Comprehension skikls of the boys and glris with high intelligence were sig-
niflcantly higher. By *he end of the third-grade there were no significaent
diftererces for the groups. Sirce there were so many inconslstencies, and
very little regqularity indicated by the scores on {he tests given, it is
difticult to make any qe~cralizations. [t was €vident howevor, 1hat the
girls in thz upper-*hicd o *ha experirental group, over 2 period of three
years did derive the most bereflt frem the ute of i.t.a.

Questicn 7. Cuite often in a first-grade classroom you 1ird an cver atu--
dznce of girls in the *cp group and nore [ittfe boys in 1he sicw Qrovps., will
ivt.a. narrew this cap? Is it possible that the use of i.t.2. will develop
just as rany good readers among the boys 25 arong the 3irle?  tn mast instar-
ces the girls were found *o bte superior 4o tre bcys. Howensr, (N many cases
It could te s2ig th2t the girls® reading ability was rot sicnificantly tetter
thar the beys whether it was an j,t.2. or a cont:ol aroup, Tezchters indicat-
€d that they seemad tc hava a femer rusiar of toys readirs in the slew groun
- 1o
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when usTng [.t.3. than they bhad previously experlenced.

The study has shawn that the 1.t.a. children do score signiflcantly better
Tn mary of the tests and thalr subtests. 1t also has showr that the 1.t.a.
chlldren did not sccre signlflcantly more pocrly on these sate reasures.

f.tia. 1s not a pinacea. While research shows that [.1.a. has brought sore
chlldren an Important advantane In thelr learning to read, 1t dces not show
Tt to be a cure-all for all of cur reading problems. A rezsonable estimate
on the basls of the test data and teacher reaction would be that fallure In
teglrning teadng 15 probably reduced about one<fourth of what i+ 1s In
classes where 7.0, materlal !s used. Meadless to sav, there are still chlld-
ren who rake a dour resporse when I.%*,a. materlal 's used.

It seems ressunadble to assume that T.t.a. wlll never te used universally no
matter how effectlive 1+ may be. It 1s hoced however that, as In the past,
the best of what cores from the resecrch and use of I.t.a. wlll tecone a
functlanal part of the readlny program In tte futurae.

BIBLICGRAPHY

1. Borg, Walter ®, Fdusitic.al Researeli . . ., McYay Co., New York. 1983

2. Eller, William. "A Reszarch Pitfall: Jumping to Conclusions." Challenge
and Frperirment in Pealing, 1.R.A. Conference Froceedings, Vol. 7, pp.tl2.

3. Bates, Arthur 1. Reqling Attairrent in Flementary Sohools: 1957 and 1837,
Teackers Collepe Rureau of Fublicaticns, New York. 1921,

L. Ferlirrer, tredarick ! Foundations of Bzhavioral Fegearsh . . . Folt,
Rirehart and Winston, New Yerk. 196L,

<. FOURTEE YEAR REGHULTS == EETHIFRE [T A, STV

Altert 1, Vazurklewice
Hewirk Sta*e Colleze
teazrk, “icw Jersey

Third year results and conzlustirs as roted In the Corpretenslve report, 7he
Lvtial Frashing Alrhtet in Feoding Inctrusiicm, publlished In early 16673,
Ircdlcates that children 1n Fotia. rmatertal:

1. fuyance more rapldly In readlrg and riting experiences; achleve sloni-

Y2 centinuati-a of tre 1--pitudinal three-yesr evaluation of {.t.a. tegun
onter sponserehip of the Tund fer the Advancerent of Fiucatien, ite continu-
aticn stulv is supzerted by & Title IUD erant fer the demorziratien of the use
of J.tia. in teginaine reading and writine and for the estatlish~ent and eval-
uatizn ~f 3 Yareuire arte curriculum post-ict.a.)

¢ Mazorkiewinz, A.0, Lehigh TUriversity, Fethlete-.
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ficantly superfor reacirg sktll 2t an earlfer t'me; read more widely; and
write more prolifically, more extensively, and with a higher dsgres of pro-
ticiency, than thelr T.0. counterparts and bave no difflculty In making a
reading transivlon to T.0. materlal when they are a.lowed to develcp suffl-
clent confldence and efflclency.

2. Develop very high spelling skill fn i.t.a. (better described 3s encoding)
falrly early. The transitlon 1o srellfng 'n T.C. appears retatively easy in
the two years subsequent to Initlial readlng when directed Instructlor and
guldance In spetling ar2 glven, and the achlevevent In spelllng on standard-
Ized tests and Tn creatlve wriiing Is slgnlficantly tetter than the achleve-
ment of T.0, taught children at the end cf the secord and thlird yezrs under
sueh an Tnstructional progrem.

3. Achleve werd recognttion In T.0, at the end of the flrst and zecend vears
stgniticant{y betier than T.0.-taughi cnlidren but thle superlority Is not
retalned at the end of the third year.

4, Show Tack of the Tnhibltlcns Tn wrltirg which are cemmonly found earlby In
the flrst year, and this expresstvenass contlinues into t9e second and third
years, Signlflcant accomplishnents are found Tn these children's creative
writing in terms of the number of runalng words and 4he rurber of polysyllablc
words used. Mo d}fferences Tn the use of the mechanlcs cf reading were found
between the I.t.a, and T.0. taught populatlons,

5. Have higher corprehension as this s Tndicated by Insiructlonal lovels
and reader fevel achfeverment In al{ years. Standardized fests In enmpre-
hension show that the T.t.a. pepulation does mot differ from the 1.0, popu-
lation,

6. “ave experierced no deleterious effacts on cuch ~easures as rate of reading
or accuracy of readlng, suigesting *hat the 1.t.a. to T.0. procedure esiabli-
shes ro neqgatlve characteristics, ro bindrances on “ataer achlgverent,

Conclusicns of 1te fourth yvear, based on the results ot talred or the 1663-£4
and 19%4-65 populatiors, suppart tha major flneTnas hut contredict concluslens
3 and 5 In that positive and statlsticalty staalflcant fircinas exlst Tn the
areas of vocatulary - word recog-ftion at the third and fourth crade fevels.
while sicalfleart Jlfferences In compraho-=.on 10 faver of the [.t.a.-taught
popuiaticn a=> teund [n the thirs year resilts of the reptlicaticr ropulatlen,
The corcluslon that the lo-aitudiral 2ffect of T.t.a. 2ppears o dirTaleh oy
the *hlrd year when no unljue post-f.tia, procezures are wesd is refuted, and
the lonzevity of effects ot a bteglorlra rroara~ of reacing 39d wrltlng Bn
F.t.a. Is 25 yet undeterslred,

GENERAL PRUCEDUNES AND THNFORMATITH

A two-week worbsnop on lirguiatlcs dte surmecr of 1700 proyvided for teacrer ex-
pleratlon of cwn language patterrs using taves; krowledge atout dialec?s ard
fatoratton patterns; a study cf the sclence of Ilrcutstlcs; the develesment of
vncerstanding of ehlldren's 13nguaze patterns and tecknlquer for Inprcving
the™,  Yorkshop Jesders were Dr, Car) lefevre and Tr, talen intevre,

are2 wore dirosteeed fo
<, traasforraticral zrarmmar,

Six Saturday workshops for feachere 1o twe project
T=arove skl|ls In the arers of In*onatlon 274 ctre
rotivatton, wrlting skl an7 poetry.

THE 1963-€4 POPLLATICN (N 1TS FOURTH YE4R

Fourth grade feackers cf the 1263-€4 popylaticn were glven ra ereciaf Ine
struxtlon tn V.4,2. but did gartlclpate Ta 3 Falf-day cesslon orlor to tre

t
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start ot the school yrar in a workshop devoted 1m:

1. the continuatlor o* a functional approach to teachlng spalling In which
spelling errors In compositlons and v=rious wrltlng activitias would serve as
the focus for the spelling program;

2. the continuation of teaching the use of the dietlonary, ar emphasls on a
study of preflx, suffix and roots 'n word study, ond a ravlsion of word analy-
sls skills emphaslzing spellling patterns rather than phonlc rules;

3. amodlflcation In the use of the basal reader to emphasize readlng, +hink=
Ing, and study skllls;

4. 2 contlnuation of the emphasls or expanding the chlld’'s experlenttal horl-
zon by the wlde us: of llterature materlals to supplement the basal program;

5. orlentatlon to corbine the developmert ot phonlcs and structural analysis
as functions of the spellling program;

6. encouragement to adopt and adapt tdeas from the workshops to be structur-
ed durlng the year -- Intonatlon ard stress, transformations and generatlve
grammar, motivatlcn, writing skill, and poetry -- to the tnstructional pro-
gram as a measure of expansfon of the lznguage -~ arts orlentatlon of the
continutng madlfled basal program.

PROGRAM OF INSTRUCTION

TeachIng was paced to Individual rates of learnling as establlshed 1n the prior
year. The reading program was paced similarly and resumed at the polnt where
the chlldren had ended the schoo! year. Alihough 41, 42, and 51 matertals
wore belng used extenslvely 'n the earliest perlod of the fourth grade, the
rezder a chl1d completed was not consldered to be of speclflc concern. Tre
teacrer was encouraged to move children as naturally as possible thecugh
sequentfal activitles while espanding hls experierce werld usfng a study of
ITterary forms, literature, wice use of llbrary, atc.

EVALUATIONS

The survey of Tnstructional Yevels as reported in Tatle 1, obtalned a+ the
end of May, 1967, suggest ttat the nla*eaulng effect noted In prior years (so
far as materiz! usage |s corcerned) was contl-ulng. Since a rumber (94} of
chiltdren (n tte T.0. population had reselved revedlal 1 istruction durlng the
course of the year In I.t.3. maferfals, a meanlngful comparison vould be pre-
cluded 'f this portion of the povulation were tncluded tn the total number.
Tre ellmination cf this portlon of the populaticn changes 1he origfnal pcpu-
laticn rakeup conslderably z1d co~parative results, because fhe bottom range
of achleverent s changed markedly, are dlfflcult to Interpiet.

It must be remembered also that teachers were enccuraged to move into lldersry
readers vpon the completlay of a basal reader tefore moving frto higher graded
materfals and to erptaslze wlde supplementary reading In an Irdividuallized
reading appruach rather than te concerned solely with bascl materials. The
results of *h's Instructisnal level survey on the unequivalent populaticns
(d14ferences |In socic-economTc status, rumter of repeaters I each popu-
lation, and nu~ter of b'lingual proble~s) cculd te errcicously Interpreted

to suggest a slight advantaze for 2 T.0. bteainrlng, when the small percentag
who k2t achleved sixth reader s*atus Is noted, were the lack of equallty
tefwes: fhe popafations rot krewn. Desplite this differe ce In the popula-
tion, It Is Interesting to note the marked d1ffe-erce in Instructional level
achleve~ent of tre tottom portlons of these populations weer 14 lg remembired
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TABLE }

Fourth Grade Instructioral Laws of the 1.t.a. ard T.0. Unequlvalent
Populatlors as of May 25, 1567, remedlal readers removed

f.t.a. T.0.

N=273 N=805

—a

T.0. Rezder Leve! Percentage Percentage

6! — 1.9
52 3.3 8.4
5! 35.5 22.3
42 12.8 1.
4! 35.8 13,8
32 10.2 1.6
3! 2.1 5.4

that all "remedlal readers" were excluded.

Table 11, representing Instructional level data from matched palrs (matchling
wlthin ore polat on tntel{fgznce, on socfo-economic status and sex) shows a

dramatic achlevement dlfference In the population,

TABLE 1}

Iastruciional Levels of matched palrs In tte 1963-64 populatlion

as cf May, 19567

1.t.a. T.0.
N=50 Y250
T.7. Reader Lavel Percentaye fercentage

52 2 -
5; 46 24
4‘ [ -
4 36 S4
32 10 22

Yhlte marked differences at the viper and Jower polnis In favcr of the 1,t.a.
popuiation exlst and sudjest the values of 3 teglnrirg L. t.a, pregram cn 4th

year achfeverent, the data suggest that a be3z'ening proaram In 1.4,2, kas

fongitudinal effects of major poportlions into the =~d of 4re fourth year of

instructlon.

17%
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Standardized testing using the Iowa Teat
tests, and samples of written work, were
May to evaluate reader level achlevament
whether observations of a malntenanca of
havlior were correct.

of Basie Skillsz, dlctated spelling
obtalned durlng the last waeks of

of the pupils and +u determine

the Irproved spelling and writing be-

TARLE 111

Means, Standard Devlatlon of the Subtest

achlevements of the [.t.a. and T,0.

1963-64 population on the Touz Test of Basie Skilis, remedlal readers removed.

1.t.2. T.0.
N=725 N=823
May, 1967 testlrg 1.9.=104.73 1.Q.=105.18
M. S.0. M. 5.0. +

vocabulary 29.33 €.95 27.55 7.29 3.46¥
rexdlng compretonslnn 4%,43 13,3y 43.59 13,32 - .45
spellling 27.94 7.16 28.61 7.02 -1.34
capltallzation 27.83 €.82 27.82 7.03 - .02
punctua*lon 23.92 7.9 24.15 7.23 - A8
larquage usage 20.51 G.44 0,55 6.35 - .08
map reading 17.5% 5.2% 17.18 5.25 .9
readlna graphs 14,78 4,88 15.07 4,62 - .93
vsing reference materlals 31,54 &.29 31,69 8.23 - .60

Though the populatlors zre rot eaulvale~t {In that » great rercertage o4 the
f.t.3. pepulation were receaturs of Ist crade, having previcusty fatizd Tn
T.0., had blitnguz) Ntficultlies, znd/or were from Tow scclo-gecrantc clreun-
stances), Tatle T1 e-ans 2 zintistlcaity slgrificant difference In favor of
the [.t.a.=-430ht dapslzticn o0 tre meacure of vacatulary wlith ro sTgnlflcant
clffererce In faver ~4 450 T.7, population, Thls ts Tn contrast to the Th-
struzitoral leval datz oo tre proulatlons {Tatle 1) but tends 4o conflom tre
Cata of Tatle 1. Tre cyrartortdy ertInldad by the 4.3, population at tris

palrt ¥n tiro Triicades 3 re

sieta-ca of anrievarent which lg presponted,

Tadle 1V recor’s “patllry d2ta on tre yregilvalest roculatio~, Tale test
uses the qords from tha lews Test of Pasle SHIVEs for the jrade leve! teste,
Tre procedure used was 1o dictate tre warde from a second form of the test

TAELE

v

lotea, a~d 7.0, pooulatlon actleverent In o3 dlctated crelllrg test, Yay 1927
testi~g 1903-£4 oopulatton, remodial resders rev yzd

[ I T.0,

LTEh PERR1#
R TR TR, TR ¥, —
cpelliry 0,33 €.9D FAE BN ¥4 103 e, 1T

*oeignificat at tre 1% lewe)
.
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and ask children to write thelr responses rather than use the test in Its
proofreading-recognitlon form. The results of thls test Indlcate that, though
the populaticns are rot equivalent, a clear-cut superlorlty of the I.+.a.
population In spelling exists when words are spelled in Isolatien.

Table ¥V, showing the results of a study of writing characterlstics of the
I.4.2. population at the end of the fourth year of school, Indlcates the de-
gree of spellfng accuracy which Is observable In chifdren's writing. fn this
case, spelllng s examined In the corposi*ton of chlldren who are writing tn
response to a plcture-stimalus. 1% would appear that 96.9% accuracy In

TARLE V

Writing Characteristics of the 1.t.a. population In May of the 4th

of school

Total nimter of words written 4270
Words spelled correctly 4170
Mean N, of words spelled correctly 153.3
Percentage of words spelled correctiy 26.9%
"I" unlts fer sentence 1.73
"T" unlts length 5.8
Mean length of punctuated sentence 1.8
Mean clause length 5.4

speliing when the focus of eh1ldren's efforts are .« encodlng tdeas or thought
Is an excellent tehavior pavtern. Ho shntlar vetulis on the T.0. population
were sought for the reasons roted ear{ler. Tre study made here, however, was
dgore to provide a benchrark of azhlevement by whink to Judge the achlevemant
of second and third crade t.t.a. replication populaticns In the developrent of
Tanguage maturity as deflned by tne length ot the "1" unlt,

1t can be noted, for example, that whlle tre T unlt length 6.8 of this sarple
of 4th grade chltdren le tower than Muat's t1ndling of 8.6 as an in’ex of
raturlty at the fourlh graie, a major dlfference In the word samples used for
each pcpulatton precludes making a comparlson Ledween the two ariuds, Fut the
ectahlish~ent of thls recasure on the came bas’s for all 2rd, 3rd and 4tb
graders cf thls study allows for a compariscn between the classes to deter-
nlre differences In maturity or develooment of ~aturity of the groups when the
fourth grade findlngs are used as a benchmark,

CONCLUSIONS:  1963-64 POTILATION RESULTS

1. Ferslstarce of achleverent effects Into the fourth year are observable
betwzen 1.t.3. and T.0. pop2lztlons who were trstructed sl~ilarly durlng trelr
four yesrs of schocllng dut diftered 'n the redlum (i.tia. cr T,0,) used In
tealnnlng Irnstructlon,

2. Dlfersrces 1 larquaze fzcteors, zpelliry, wocatulary develcprent, and
trstructioral level status are slanlflcant wnlle otter posltive character-
Istles zre soted,

THE 1904-tS POPLLATION

As noted In the roryrekensive Forort, constralnts on dhe flrst yesr's Fhot,a,

'Z5
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popufaifon were pronounced. The el 'mination of these constralnts, the
additlion ot more effective supervislon provlded by tncreased funds from an
offlce of €ducation research grant and the elimination of the #actor of un-
tamillarity with the I.t.a. progran are characteristics whlch make the resclts
of the repllication population more reliable than those from the 1963-64 popu-
lation. Pages 33-56 of the Comprehensive Report “etali the procedures used
and demorstrate tha lack of equallty of the t.t.a. and T.0. populations.

Mzas 1,¢s5, noted belcy, are taken to el'mlnate these characteristlcs and to
provido neaningful comparisors of the pepulations now In thelr third year of
school .

PREPARATIC.! OF THE TIIIRD GRADE TEACHERS

ProcoJures esteblished In the prevlous year to orlent teachers were agaln
followed for this population a-d are simifar to those discucsed earfler,

for the orleatatlon ot fourth grade teachers. An emphesls on relatlng
spelling errors and the spetling program to the child’s phonetlc encodings and
to l.+.a. forms was made as In the prior year.

GENERAL UBSERVATIONS

A continuation of procedrres used "to carry the chlld 3s far forward as he

could go” was observed. Grezter tozcher flexibllity ard freedom to try ldeas

demanstrated In vorkshops was roted. Teacher ldeas were charad In grade leve

meetings, monthly.

EVALUATION

The survey of Instructional Levels of the I.t.7. and T.0. populatlions made In

May, 1967, as noted In Table V1 indlcate 44.7f of the 1.t.a. population and
TABLE ¥1

Instructlonal Levels of the I.t.a. and T.0. 1964-85 populztlon In
their third year of Instruction

May, 19€6
l.-.a, 1.0,
N=T35 N=508
T.0. reader level parcentage percentage

5 .6 2.7
42 18.2 15.5
4) 24.9 16.1
32 211 26.6
3) 25.5 33.7
22 4.8 4.7
2! or sta ba2 .6 .8

34,38 of the T.0. population are achleving above the expected 32 Instructional
level. It appears that more I.t.a.-taught chlldren are able to achleve higher
reader level status than T.0.-taugh! chifiren even though the 1.t.a. papu-
I~tlon contalns a dlzuroporticnate amoint of firs! grade repeaters, bllingual
problems, and chIcien from low scelo~ecoxmic homes. That a lesser amount

of 1.t.a. chilldren read below the expected 32 level can also be seen.
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Table V11 reports data on matched palrs fron each populatlon. These data con-
fttrm the flindings, as noted above, and more clearly dercnsirate the persls-
tence of the effects of 1.,t.a. on later achlevement over a large segment of the
population.

TABLE VIt

Irsiructional levels of the matched pulrs from the 1.t a.
and T.0. 1964-65 populaticns

f.t.a. T.0.
N=50 N=50
Percentaqe Percentzge

5 2

42 4 4

al 28 10

32 36 16

3l 24 40

22 6 14

21 2 4

Thirty-twe percent of the |.1.a. poputatlon achleving ahove the expected 32
reader level contrasts markedly w'th 1he sixteea perceni of the T.0. popu-
latlon who are achleving stmilarly. At the bottiom, it !s noted that eighteen
p?rcenf of the 7.0. populatlon are achteving balow the mirlimal expectancy of
3! as compared to 8 percent of the 1.t.a. populatlon. Thus at both extremes,
achlevement levels of the 1.t.a.-taught populations are better than those of
T.0.-taught populatlons.

Standardlzed test data on the unequlvalent populatlons conflfrm the flndings of
Instructional level achlevement and point up other strenjths. The signlficant
differences In vocabulary and comprehenslion suggest tre 1.t.a. Instruction [n
flrst grade Is of such potency 2s to have a lasting effect to at least the end
ot the thlrd year. Thls finding, not prevlously found, might be a reflectlon ..
of the dlfferences 'n standardlzed tests or that the Jowz Test of Basie Skilla,
less restricted In 1ts corstruction to the scope and currlculum of ¢ne or two
basal programs (as 1n the Callfornta, Stanford & Metropolltan tests), Is a
more rellable test of achlevement. 1n any c2se, bad no testlng been done

untll the 3rd year {dlsregarding lack of equivalency of the populations) and
the resulis then examlned, clear cut superfcrity of the 1.%4.a. begfnning over
the T.0. teginning would be the concluslon called for.

when It 1s further noted that the populetlors are not equivalent and that
thelr means 1.0, scores dlffer to some extent, the positive dlfferences In
favor of the i.t.a. populaticn reinforce the concluslon that learning s ef-
hanced by 1he |.t.a. to T7.0. procedure, that Inltial success tn learning to
read 1s a potent factor on later achleverent.
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TABLE V1]

Icwg Teat of Basie Skills Results of

the T.+.a. and 7.0,

1964-55 population in +helr #hlrd year
I.t.a. T.C.
N=658 N=£62
1.¢.=110.15 1.0.=112.04
Hav, 1967 4esifng M. $.D. M. S.D. +
vocabu'lary 24.07 £.5¢ Z2.14  6.51 E.35u%
reaning comorehersfon 35,75 11.94 33,53 12,94 3.05"%
speliing 23.05 6.4% 22.95 6.38 .27
capttalization 24.14  7.82 23.49 7.5 1.41
punctuation 21,92 7.72 21.91 8.08 .02
language usage 19.05 2.17 18.58 7.5% t.14
rap reading 15.39  4.41 14.95 4.69 1.69
rreadlng graphs 13.31 4,21 12.94 4.27 1.54
using refercnces 25.84 7.39 24.89 8.68 2,06*

* significant 5% level

** significant below the 1% level

The maintenance of a superiority In voczbulary development, as noted In Table
IX, hy the i.t.a. population when matching of the populatlonc is made In-
dlcates the strenqth of the 1.%+.a. ‘o T.0. procedure on the factor |+ was

TASLE I

Matched palr results of 4he l.t.a3. and 7.0, 1964-55 popu-
latione on the Touz Test ¢f Rasie Skills

1.t.a, 7.0,
N=50 N=E0
M. S.0. M, 5.0, t
vocabulary 23,12 4.84 19,94 .19 Z.59%
resding comprehenslon 32,78 11,16 31,42 13,14 .56

* significant at the 1% level

desigred to affect.

The 1sck of slgrlitcant didference In comprehension (a3

on the other sklll areas not reported tere) ‘s not unexpected sirce toth popu-

laticons have teen Instructed sivitariy.

While no differences between the population In spetlirg las 3 recognition or
proofreading skil1) were noted ca the lowa Test, Table X reports dats cn a3
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dlctated versfon of an equivalent form of thls test. [t is noted that the
i.t.a. populaticn, though less able than the T.0. populatlon In terms of In-
telllgence and negatively skewed by other factors, achleves slgniflicantly

TABLE X

Dictated Spelling Test results of the I.t.a. and 1.0, 1964-
65 population

f,+,a. T.0.
n=7C9 H=541
M. 5.0. M. S.0. 1
spalllirg 24,28 8.14 22.78 9,31 3.19*

* significant beyond the 1% level

better spelfing skill than the T.0. population, conflrming previous year's
fIndings. 't should be noted that perceptual recognltlon has been positively
atfected by the 1.t.8.-T.0. procedure although the difference In recognitlion
¢t spellling errors Is not slanfficantly ¢itferent from the T.0. population
{i.t.a. mean 23.05; T.0. mean 22.95), and that spelling Tn Isclation Is en-
tarced at this point In time.

writing samples obtained durlng this same tlme as reported In Table X con-
firms the previous years' findings that the children spell wlth a high degree
TABLE XI

¥riting Sample characteristics of the random samples from
the 1964-65 urequlvalent populations

1.t.a. 7.0.

N=70 N=70
Number of runnlng words 8082 4085
VYezn number of words written 108.3 58.4
Fercentage correct spelling 95.97¢ 94, 0%
T ounit length 6.2 6.0
TTM urtds per sentence 1.96 1.68
Mean sentence lergth 9.5 10.14
Mean clause length 5,74 5.95

of accuracy wien writing creatively and wen thelr fccus ls on expressing
thought, roi sreliing. Spelltng has teen poiltlvely affected ratter than
rnegztlvely as tad been presumed by prorly trformed critics,




CONCLUSION:  1964-65 POPULATION

1. Repllication studles Indlcate that reading skifl, as measured by vocabulary
and readlng comprehenslon, 1s enhanced by the 1.t.a. *o T.0. procedure and that
thls etfect persists In Instructional levels to at least the end of the third
year of school.

2, Spelling, as found In dictated spelling tests Is enhanced for an j.t.a.-
taught population but appears +o be no better than 2 F.0. chlld's In free
wrlting at the end of the thilrd year. Slnce word choice differs in creative
writing, the acceprable deflinltlon of spelllng skil! for research purposes 1s
that demonstrated I Isolated words. [n this respact, the I.t.a. taught ch!ld
Is the superior speller.

3. Matched palr data support the major hypothes!s that vocabulary-word recog-
nftton 1s enhanced by the I.t.a.-T.0. procedure.

THE 1965-66 POFPULATION

Slnce all of the flirst grade, 1965-66 population, were included In I.t.a. In-
] structlon, no speclflc results of the flrst year were gathered In that no
: meantngful comparisons could be made except where expertmental treatments be-
twean two portlons of 1.t.a. population could be established. Data gathered
on a study of mathemagenlc behsviors on tater testing Indlcated tnat stan-
dardized tests of comprehenslon were measures of *hose elements found In basal
reader workbooks and that slgnlficant galns In "comprehenslon" as measured by
Standardized Tests could be effected by <peclfled practlice.

The 1965-66 populatlon In lts second year of school, however, was subject to
2 study of the effects of curriculum change or writlng characteristlcs as
noted earlier, Table ¥. A lingulstlics workshep preceeded the writing of a
currfculum for the second grade which In turn reflectad many of the ldeas
enbodled In the workshop as well as culled from teacher reports, ldeas and
experlences. Table XI| reports the status of vhe second grade popufatlon at
the end of the year In reading as measured by the Metropoiitan Reading Test.

TABLE XII

I The 1965-66 population In [.t.a., a second year

N=1140

Metropolltan Primary |1 M, S.D. Grade £quivalent

word Xnowledge 25 9.5?
7.1

3.6
Paragraph reading 21 il 3.4

wrlting Samples obtalred at December and May polnts to measure the effect of
the revised currlculum or, charscterlstics of children's writling, as reported
In Table Xt1), suggest that a degree of Improvement In language maturlty has
been effected thru teacters' use of the elements of rew currfculum In thet

Q ’ changes Tn the T unlt length occur and these changes produce a maturlty fevel

[E l (:‘ which s 1dentical to that found for third arade 1.t.a.-taught children (6.2;
Table X1) not subject t 1the new currlculum. It Is poted, 2lso, that the

second grade May result 1s not stgnificantly dissimllar from the result found
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TABLE X111

December and May wrlting characterlstics of random samples
from the second grade I.t.a. populaticn

N=49
Decemter May
Wean No. Rurning words 78.79 84,10
"T" uni+s per sentence 1.78 1.92
"T" unlt length 5.7 6.2
Mean length of clauses 6.08 5.97
Vean sentence fength 1"a 11.4

for the 4th grade children. (6.85; Table ¥}. Thus It can be assumed that
thls second grade population 1s as mature 1n thelir uyse of wrltten lanquage as
measured by the "T" unit as thlrd and fourth graders. Thils maturlty appears
to be reflected In the populatlion’s abllity to wrlte clauses which are stmilar
In length to third and fourth grade chlldren. Expansion of the maln clause
befng one of the mafor emphases In the new currlculum, using transformational
and generative grammar approaches, the effect on clause leng+h can be seen.

It should also be noted that sentence length of the second grade 1.t.a. popu-
latlon s qulte simliar to that of the focurth grade population.

OONCLUSTONS:  1965-66 POPULATION

1. The major tindings, that the use of 1.t.a. In a beginning reading program

produces early and effectiva reading and writing abllity, are conflrmed; trat

this effect persists at least Into the secord year; =znd that spe'ling abillty
post-1.t.a. Is positive' - affected.

2. The development of a currlculum to reet the needs of post-t.t.2. opulation
In terms of enhancing growth tkrough challenge and the cccratlon of rew cur-
rlcutar skflls hus a positlve effect 1n developlng language maturity axd that
this maturity Is stmllar 4o that achleved by populations who hava had the ad-
vantage of one to two sdditlonal years ot classroom experlience.

5. 1.T.A, FOR WHOM?

Richard L. Montes!
Srarscale Put'lic Schools
Scarsdale New York

iNTRODLCTION

Trylng to Identify the pote ‘lally successfu! t.t.2. pupll Is, at best, an
anb1+lous and sorewhat haz: s undertaking. The need 4o do 50, however,
has been pressed ufon us. s same time, the deslrablllity and the urge to
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do so are axtomatic and compelllng, respectively.

Unt1l very recently, the answer tb the questlon: {.t.a. for whom? was usually
drawn In elther biack-and-white terms -- proponents and advocates advancing
the posltion that 1.t.a, was for all; critlcs suggesting It was for none --
or It was obescured In exegesls and argument. The answer, It seems, s nelther
quite so simple, nor quite so complicated. More important, the answer, in
definltive form, Is probably unuttatnable. Thus, to anticipzte :he answer
should, and usually does result In disappointment. On the other hand, to
entertaln o few tenable possibllities seems worthwhile.

At the Second Annual Interratlonal Conference on the Inltial Teaching Alpha-
bet, Alpert (19¢5) addressed the conferees on the subject of Needed Fesearch
in 1.t.a. In summary, he sald, "probably the most baslc questlon which Is
reflected in thls paper 1s, 'how can we ldentlfy which chltdren weuid benefit
most from learntng to read In 1.t.a.; which chlldren might learn as well In
feteae or 7.0, « « + +; and which ch!ldren might be harmed by 1.t.a. In-
struction?'" Based on the research which was conducted 'n Stmsbury, Connecti-
cut, this discussion will focus on the question which Alpart rilsed.

SIMSBURY 1.t.a. PROJECT

The 1.+.2. research study which was conducted In Simsbury -- a restdentlal
community of 15,000 persons located approximately ten miles northwest of
Hartford -- Involved over 800 chtidren, most of whom wll| be entering elther
grade two, three, or four in September.

The purpose of the study was to compare, over a period that Included three
school years, ihe effects of the Inttial Teaching Alphabet and tradittonal
orthography on achlevement In beglaning reading and related language activi-
tles., The areas of reading achlevement which were measured and compared were
word recognition, vocabulary, paragraph comprehenslon, word study skills, and
oral reading (accuracy and comprehenslion). The areas of language achlevement
whlch were measured and compared were creative writing, spelllng, and com-
prehenslve language skills fcapttallization, punctuation, and usage).

The study was divided Into three phases. Phase One dcalt with youngsters from
the beglnning cf grade one to the end of grade three and covere3 the perlod
from September, 1964 to June, 1967. Complete data were gathered on 242 cases
at the end of grade ore, 202 cases at the and of gradc two, and 176 cases at
the end of grade three.

Phase Two dealt wlth youngsters from the teginnlng of grade one o the end nf
grade two and covered the parlod from September, 1965 %o Jure, 1967. Compiete
data were gathered on 200 cases at the end of grade one, and 174 cases at the
end of grade two.

Phase Three was a one year, first grade program and covered the perlod from
September, 1966 to June, 1967. Compliete data were gathered on 364 cases.

Thus, over the three-year course of the proJect, complete data were collected
on 3 total of 806 first graders, 376 second gruders, and 176 thlrd graders.
At the first grade levr.!, the flgures represent a total cf 34 classes which
served as elther 1.t,s.~treatment groups or T.0,-treaiment groups.

1t cshould be erphasized that each succeeding phase of the study was dullt
upon the preceding phasels). [hus, there were soe questlons, or hypotheses,
which were corron to all, and some (such as those ralsed by Alpert) which
were vnique fo ore. The sare can be cald for certaln tests, materlials, and
procedures. More Important, each succeeding phase was characterized by a
further reflrement of all procedures and controls, a more discriminating
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testlng program, and a larger i.t.a.-treatrent population. An important point
to bear In mird here 1s thzt each phass was a s*udy Tn I+se!f and, at the
same tTme, an Integral part of the larger design.

In all instances, classes were comprlsed of random'y selected children who

had teen dlvlded Into twe groups which were matched on the basls of a number
of veriables ircluding Tn*elllgence guotient, reading rescTness scores, <In-
dergarten exparlierce and kincergarten teache~ ratings, cnronoleslcz! age, and
sex. In matchlrg the two groups, Tndividual as well as group tests were used.
The prirary measures of learnlng potentlal and pre-reading capabili*y were the
Otis Mental Ablli+y Tests, the Metropolitan Seadlress Tests, ard the “Murphy-
Durrell Dlannostic SBeadling Feadiness Tests.

In all three phases of the investigation, the medium of Instruction fur the
Tetiac-treailment was twe Initlal Teaching Alphsbet, and the core of <he
readlng >roqram was the Earlyp-To-Read i/t/a/ Series by Mazurklawlcz and
Tanyzer, for *he T.0.-treatrent, the redium ot instructlon was the conver-
tiona! 25-letter alphabtet which chzracterlzes Anerican=-Engllsh, ard the core
of the reading program wzs the Giwm Basic P2adimg Serfes ty Pussall and
others. Ir two phases of fhe study, the conventional, basal readlra projram
was supported ard Tntenst4led by strono, complerertary phtonles supplererts,
ard the fncluslon ¥n grade cne of the norrel grade two vowel oronram,

The post-transltion program for 1.t.a.-Instructed enlldrern, as well 25 the
grade two and three program for both treatment groups, Included higher level
basal readers, Individualized reading supplements, {lterary readers, a-d
skill tex's,

In measuring achlevemeni, Indivicual as well as group tests were evployed,
Major pecst-test Instruments included the Gates Readlng Tests, the Stanford
Achlevement Tests, the lcwa Tests of Baslc Skills, and {In one full phase of
tha study) the Spache Olagnostic Readlng Scales. The fatter were adminlster-
ed IndTvidually to the entlre sample at the end of grade ore and a2galn at the
end of ;ruade two. All final tests were administered In 4raditlonal ortho-

graphy.

wrltlrg zchlevement was measured by reans of written sanples cbizired from
slmi{ar classroom eplsodes. All camples were subssquently typewrliten,
corrected fcr spelling, coded, and sudmitted for multiple ratlnls “c a pane!
b judges, The data from the writlng samples were guantlfled for statistical
analysls and Interpre*atica.

The t-test statlstic was used to evaluate mean diffarences In performance be-
tucen treatment groups on each «f the measures of achleverert, and to study
results of sutqroups formed on the basls of faltfal 1Q scores. In testlng
hypotheses, tre 05 level of slgnlflcance was observed, 1n additlon, corre-
lstlon technlgue. were erployrd to determine the extent and slgnificance of
the relatlonshlips which exisfed among pre-reading varlabtes, and between the
verlous reasures of pre-readinrg capabllfty and subsequent reading schlevement,

SUMSARY OF FINDINGS
Group Pesults

Although the results were rot entirely conststent from year to yuir, or frot
group *o arcup, 2 dlscernible pattern of group perferrance ard achleverent ¢ld
emerge ard ¢an te repcrted as follows:

Grade one e~d-of-year, anJ agrade two beginning-ot-year achleverent results
almest Invariably showed dlffererces favoring the t.t,a.-1reatrent, Thece
diffarences were slani€lcant fn the areas of word resognitlon, cral reacing,
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and creatlve writing.

Grade two erd-of-year, and grade three beglnnlng-of-year results revealed a

pattern of no sfgnlflcant dlfferences batween treatments In mcst areas. The
two major exceptlons were word recognition and creative writing where signl-
flcant dlfferencas. favorlng the 1.t.a,-treatment tended to hold.

End-of-grade-*hree achicvenent results Indlcate¢ no slgniflcant differences
across the board.

Subgroup Results

The analysls of achlevement results of suhgroups formed on thc basls of mental
abllity Indlcated that, In grade one, I.t.a. puplls fn the hlgh a~d averaze

IQ renges performed signlficantly better (in two of the three phases of the
study) than thelr T.0. counterparts In word recognltion and oral reading. For
the Tow 1Q third of the grade one samples, there were no slgnlflcant d!ftor-
ences In performance,

The analysls of subgroup results In grades two and thres showed no significant
differcnces [n performance at any 1Q range.

Correlatlon Analysis

Correlattons which were obtulned durlng the course of +he study teadnd to cover
the range from low, to moderate, to high. Relatlvely good correlations -- the
hlghest obtalned -- were found betwsen Intelllgence and saveral dimensions of
reasured readlng achlevement, and between the learning rate subtest of the
Murphy-Durrell and several reading dimensfons. For the most part, however,
dlfferences tetscen the correlations for the two treatments were not signl-
tlcant. There were only three speciflc exceptlons, all of whlch favored the
1.t.a. treatment and all of which pertalred to grade one., The three exceptions
were one of the correlations between 1Q and oral reading, one of the onrre-
lations between audltory dlscrimlnation and word recognlitlion, and one of tha
correlations between learnlng rate and word recognition.

1.t.a. FOR WHOM?

Carving out of the rcs~arch and +he flndings the data which appeared most
germane to the toplc, and mirdfu! of tha fact that other snvesilgators have
reported sirllar findirgs, the rasles* part of Alpert's questlon to deal wlth
concerned which children might fearn as well in 1.t.3, or T.0. Based upon a
careful examlnation of test protocols and such other factors as school atten-
dance patterns, health records, and teacher ratings and obsarvations these
chlldren can be described fn terms not at all surprising.

The successful flrst grade 1.4,a. pupll, IlTke the successfu) flrst grade T.0.
pupll, had aversge or better than average Intelllgence; scered In the upper
two quartlles on most measures of reading readlness; possessed ave~ag9e or
better than averags tealth; sttended klndergarten; was Judged by the kinder-
garten teacher to te sufflfclently rature and ready %o profit from reading ln-
structlon; functlored wlth no unusual speech or hearing difficultles;
appeared reasonably well adJusted soclal'v and emotlonally; dlisplayed »
11kIng for the tezcher and school; evhTulted adequafe to excellent oral
language facllity; and, more often than not, was female, Thus, there would
appear to be 1#ttle reason to doubt thrat the sara general factors which con-
iributed to success In [.t.a. also contributed to success in T,0.

This rot-at-all-extracrdi-ar ¢ observation brirgs us back to the flrst part of
Alpert's questlon, namely, which chlldren would beneflt most from learnfng to
read 'n 1,t,a.1 The answer scems to be: the chlldren who would be success-
'z
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ful In elther medium, the chlldren hereinbefore described. For these young-
sters the questlon that should be answered 's: why 1.t.a.? There would seem
to be at least three overrlfding reasors.

Flrst, It provides a strong, grade ore program. Most of the zverage and
better children get off to a faster start and outdistance thelr 7.0. counter-
parts In the early stages of Instruction. This statement 1s supported by the
$Indings of the Simsbury study, and by the fIndings of scores of other lnvasti-
gations. The cruclal problem here, of ccurse, [s how to malntaln the early
gains. In the final reoort on the Lehlgh-Bethiehem Evaluatlon-Demanstration
Project, Mazurkiewlcz (i967) stated: "Because Iv can reasonably be 2xpected
that most achievement dlftererces will dfminlsh 1n time when no unlque post-
I.t.a. procedures are used, a lack of posttive longitudinal effects of f.t.a.
at some future period does not negate Its use, nor diminlsh 1ts established
values." Accirate as Mazurklewlcz's statement may be, It [eavas something
obvlous unsaids namely, that the search now, [t would seem, should ba for
"unlque post-t.t.a. procedures,’” ard for reduc’ng or efiminating what Cowalng
{(1957) referred to as “tha plateau or regresslion effect" that occurs at ihe
transitlon stage. (Downing malntalns that "what Is urgently neecded now is a
reappralsal of the i.t.a. writing system Itsel7.™)

It would appear that the concept of a "faster start" should be part of the
next wave of research In beginnlng readlng. Ore of the most slgnlflcant out-
comes of the natlonal first grade reading study was the strong suggestion that
technlques which fostered ang encouraged a faster start were not oniy possible,
but destrable. And here conslderatlon should be glven to the possibility that
the early galns of the l.t.a.-treatment might very well be attributabie to the
stepped-up program of current |.t.a. read'ng materlals, rather than to the
1n143a) Teaching Alphatat per se. A good example of preclsely thiy kind of
{'ndind was reported by Tanyzer and 2lgert (1966) who, In one of the 27 USOE
siudles, found that on all post-Instruction measures of achlevement, grade

one chlldren uslng Early-To-Read i/t/a/ materlals or Lippincott materials
outperformed chlldren usling the Seott, Foresman materlals. Tanyzer and Alpert
concluded that thlis was probably due to +he fact that the Parly-To-Feal i/t/a
and Lippincott programs util{lzed a more analytical approach than the Scott,
Foresman program, and that thls fact necessltated the teachlng of many more
skl{ls In grade one than are usvally taught Ir the more conventlonal! programs.
They further concluded that:

Those children taught to read in the Scott, Foresman basal
serles will, eventually, be taught the same sk{lls develop-
ed In the Lippincott and Early-To-Read 1/t/a/ veaders, but
many of these skills will not appear until second or third
grade within the Program . . . Hence, the significant dIf-
ferences in achievement {n faver of the Lippincott and
Early-To-Read 1/t/a/ series observed in this study may not
be maintained indefinitely.

Untll, towever, tha more conventlonal programs step-up thelr pace, the "faster
start® remalns an attribute of 1.t.a. and the methods and materisls assocliated

with 1t.

The second reason favoring l.t.a. 1s the freedom of written expresslon which
I.t.a. puplls evidence. For those Interested ln readlng ach'evem.nt only, the
wrliting facillty Is a dividend; for those concerned with the total fanguige
developmen® u* chlldren, the capaclty to express onesel! In wrliting Is an
apparent end undeqladle plus~factor.

The finai, overriding reassn In favor of 1.t.a. !s a direct cutgrowth of the
two that have been rentloned, 1s based almost excluslvely upor otservation,
and 1s concerned wlith attitudes. Chlldren who get off fo & Quick and relative-
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1y easy start In reading and writing thrive on thelr early successes;
accompllishrents, 1n turn, help to promote selt-assurance, conflderce,
good attlitude about school and Iearning. On +his polnt, Block (1967)
us with food for thought:

Even if children scored no highter on traditional reading
measures, perhaps the stimulating materizls made pcssible
through a modilication o the alphabet . . . makes the
child's first year or two in school more rewarding, more
meaningful and intellectually challenging. This, at

laast, s what the classroom teachers subjectively report.
If theve is no danger in the use of i.t.a., as the evidence
suggests, then perhaps it is justifiable to charge an al-
phal:et sinmply to make the ¢hild's initlal exposure to the
forral aspects of education more rewarding and stimulating.
In suzh a s2tting, is it not possible to develop in child-
ren a greatev love of readirg even if their scores on our
traditicnal rezding tests may not Teasure this?

these
and a
provides

The most difflcult part of Alp-rt's guestion %o come to crips with was the
tTrnal part: whlich chlldren might be harmed by 1.t.a. Tnstructlon? The dTf-

flculty was Tn assessing th2 meaning of "harmed.”

Although Block malntalnred

that the eviderce suggested there was no danger In the use of |,t.a., 1t does
appear that for certaln youngsters, 1.t.a. and, perhaps more accurately,

current T.t.a. materials are Inapproprlate.

therefore, right very well be termed harmful,

Thelr use w1th these youngsters,

Based upcn the data ang tha eviderce altuded to earlier, 1t was possivle to
cescribe th2 unsyccessful |.t.a. puptl Tn abdout 1he same terms needed to des-

crite the unsuccessfu! T,0. puplt,

These ware ~hildrer deficlent In a cluster

or oonbiration, or perhaps just ore or twn of the factors that characterizad

the successful pupll,

These were chitdren of low Intelllgence, deperda-t vpon

3 slow pave and a greit deal of repetl+lon, neither of which character!zed

P.4.03. materiats;

tr .2 ware children whose Yearalng rate or retentive powers

w2re [imTted or irpalred -~ for them, the |.t.a. materials were overwhelmiag;
+vese wore chlldren who exhiblted poor audltory discrirlration and were Jack-
Tng Ir the abllity to corblre scund comporents In werds -- “he need for
greater reliance upon o signt vecatulary ard more repetttlon of fewer words

and word elements was evident;

ard manffestiy frustrated.

these ware children wha were manifestly "siow",

To be zdr2, theee were youngsters who would, 27d did, pave difffcutdy learn'ng
4o resd in T.0., but because they had difticulty 294 ercountered frustration

In 1.t,3., the gquestlion must be asked:

why ccnfcund thelr yprobtems and con-

fuse 1hem [for they were confountad and confused, especlally at the stage of
traneltion) by ¢ rtomatically plac'ng them In 1.t.a. In the dealnring?

This Is deflnitely =n area where rmore ¢rizlcai and careful ressarch Is

nacessary, but at thls tlma [t appears that for the child whom we can wlth

some certalniy ‘oresec a period of difficulty In [earning to read, the whole-
cale ard Tndiscrimlinate us2 of i.4,a, as presently constituled ard prograrmed
seetxs |nappropriate.

For inose for whom we sece probless, we should
accurete diagncsls nf the ditflcoliv, ard the
Fer some chlldren, 1T.t.2. miant very
but to de“ermline that teicrehand would be a serlous mistake,

~edles,

rely wore upon careful and
selectten of zopropriate re-
well te tra appropriate remedy,
Bt would suijezt

that the T.i.3. =25,,03¢h wis <o distinctly better in all situatiens and unler
afl corditlong than other approachas, that 14 chould te consliared tre single
test way, a~d tha way to be followed exclosively.

| 7F
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I.t.a. would be superflucus, More resecrch, howzver, stll] reeds to be donn
In this area, also.

In concluslor, It appears that the time-worn, but irue assertion that there is
ro cne "best way" to trach reading to al! children has not besn altered by the
arrival of i.t.a. and T.t.a. materlals, On the other hand, the use of the
Inltfal Teachlrg Alphabet has Prcved worthwhlle and effective for the large
majcrlty of youngsters who have been exposed to 1.

Most Irportant, the Inlftlal Teachlng Alphabet and the materlals whlch have
accompanied 1t Fave shown us that we can and should ralse our expectation of
pupil achlevement and accomplistment In beginnlny reading and wrlting. Thls
fazt may ultimately prove to be i.t.a.'s most Irportant contribution to begline
ning reading instructton.
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C. 1.T.A. [N CANADA

Slnce Canada represented the host country for +he Fourth International 1.+.a.
Conference, It seemed appropriate that local experlence with 1.t.a. In Canada
be Included in 1he conference. it i also appropriate since some critlics of
1.t.a. have suggested that the resul-s of studles aspeclally 1r Great Britain
may not be applicable to the United States where there Is 2 different
educational system and level of econcmic affluence. Canads represents still
another context 1a whlich [.t.a, is belng used, and 1ts suctess must be exam-
Tned. In Quebec, ore would be Interested In the role of |.t.a. with ¢hlldren
who are exposed to both English and French sub-cultures, although thts p-oblem
was not Invextligated In the presentation of the 1.t.a. experlence in Montreal
by Miss Janet woodley.

The largest concentration of 1.t.a. |n Canada (as of the beginning of the
1967-68 school year) was In Vancouver, BritIsh Columbla., Yhe paper by Mr.

C. H. Shoemai:ar presents the general results of a first-grade study conducted
there. Although no statistlical computatlons are presented, Mr. Shoemaker
notes that all experimental classes s:ored higher on the Sianford Achlevement
Test than the control groud classes. He also presents an Interesting set of
results from an attltude questlonmalra submlitted to principals and teachers
Involved In the study.

1. 1.T.A. [N THE VANCOUYER SC:0O0LS

C. H, Shoemaker
Vantouver School Board
Yancouver, Canada.

Mr. Chatrman and Zdelegates:

1+ ts my purposs this afferncon to report or the role of 1.t.3. In the Van-
couver Schools and what we think abolt ir.

Vancouver operates 65 elementary schcols, enrclling Kinderjarten to Grade
Seven, with a total ot about 47,000 fupils. Durlrg this past school year,
there were 6,600 puplls wbo zormencec the readlny program In Grade One.

To g've you a little background of Mw we embarked on cur i.t.a. prog-am: 1In
1964, Varcouver School Board cofficlals began accunulating taformation stout
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l.t.a., our sovrces Including reports from London, Engtand and from Bethlehem,
Pennsylvanla. !n the summer of 1964, we previewed the ilm "The Forty Sounds
of Engldsh”, and In November of thzt year two of our directors of elementary
Tastructlon attended 'n Salem, Oregsn a workshop conducted by Or. Mazurklewlcz.
In December the 8. C. Educational Research Council brought Mr, John Downlng to
1t. annual meeting and made 2rrangements for him to nddress a pub!lc meetlng
at one of our seccndary schools.

During the spring of 1965 preparatfons were made for the Introduction of 1.t.a.
[n glx Yancouver elementary schools. In June a workshop was held for pro-
spective 1.t.a. teachers; these sesslons were conducted by MIss Margaret Rose
and Mr, Michae! Pitman of +he [nltlal Teachlng Publlishing Company.

In the 1965-66 school year 1.t.a. was tried out I'n VYancouver ln five Grade
Cne classes and one junlor speclal class -- "special elass” Is our term for a
slow-learner cla:s, The 1.t.a. classes were selected so as to be represerta-
tive In ger:ral of vancouver elementary schools, and the puplls In the 1.t.a.
class represeatative of the Grade One population 1n the schocl =-- but no
attempt was made to set up controls. Puplls were placed In 1.t.a. classes
only with the consent of thelr parents.

The American serles Early To Read - i/t/a/ Program was adopted for use wlth

the Downlng Readers and other tliles to be used 2s supplementary books. No
tests were admlnlstered and the 1965-66 program was no™ consldered a controlled
experiment, Ouring the school yvear the six l.t.a. teachers met perfodlcally
wlth a dlrector of elementary instructlon and *he priméry supervisor to dis-
cuss procedures, problems, and general progress.

Princlpals and teachers of classes learning by f.t.2. raported that:

--Puplls on the I.t.a. program appeared to be maklag slow progress during
the early part uf the term, but once the phonemes were learned, pro-
gress became very rapld.

--Chlldren galned greater confidence kn thelr ablllty to rexd.

-=The. conslstency of 1.t.a. made It easler for puplls to use thls medium
1n beglenling to read.

--There appeared to e a natural stimulatlon In chi'dren’s writing.

--Puplls enjoyed wrltlng storles. Teachers reportec that It was 2 new
experlence for them to have children voluntarlty writlr; storfes at
home and bringlng them to school.

~-The children appeared tc be happy worklng with I.t.a. ard had Iittie
difflculty 1n switching to T.0.

--Once the chlldren had learned the souads, they seenasd %o have fttle
difficulty tn handling advanced readlng materlal.

--At the tlme ¢t transfer to 7.0. the cemand for MMbrary books was heawuy,
and books salected were at an advanced 1lterary level.

--There appesred to be an Improvement In the speech tablits of puplls
uslng 1.¢.a.

The tezcrer of the Junlor cpeclal {stow~learner) class where I.t.2. w2s used
expressed ¢ellght with the progress of her puplls, their wlllingness to ex-
press themselves both orally and In writlng and thelr confldence 1n thetr
sd1llty to learn to read.
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As a result of the experlience with 1.1.a., dur'ng 1965-66 1+ was declded to
expand the program in the ensulng school year, and in June, 1966, a workshop
was conducted to acqualnt more teachers wlth 1.t.a. procedures and materials.

Buring 1966-67 1.+.a

and one Grade 2 class. In the Grade 2 class the transfer to T.0. was delayed
because of the non-Engllsh background of puplls.

During the school year a questlonnalre was sent out to princlpals and teachers
using 1.t.a. The followlng s a summary of responses to thls questionnalre:

2.

3.

HOW MANY PUPILS ARE THERE tN YOUR CLASSES?

Crade 1 classes ranged Ir slze from 25 to a maximum of 34. The typlcal
class had 29 puplls.

HOW MANY HAVE MADE THE TRANSITION TO T.0.?

46 puptls out of 2 total of 550 -- elght percent -- had made the trans-
ftlon to T.0. by March 15.

HOW MANY PUPILS ARE WORKING IN EACH OF THE FOLLOWING (Early to Read) BOOKS:

Book I 0

Bock 11 0

Book 11! 30 { 5.5%)
Book IV 87 (15.8%)
Book V 165 (30.08)
Book V1 233 (42.4%)
Bock V11 33 { 6.0%)

The typlcal pupll was completing Book V by March 15, Two others (0.4%)
were reajing exclustvely 1a the Downlng Readers,

CAN YCJ £STIMATE THE NUMBER OF LIBRARY ROCKS PEAD TO DATE THIS YEAR (BOTH
IN 1.+.a. ANO IN T.0.)7

The numbers ranged from O to 100, One teacher commented: "ATi of the
I1brary books have been read."

PLEASE NOTE ANY EFFECTS THAT THE USE OF i.t.a. APFEARS TO HAVE ON ACHIEVE-
MENT IN READING,

These were some Comments:
"...more Independence In reading."

"Children are Interested In reading earlier and they attaln a higher
readlng level.”

"Mary understand stc. ies and concpts tat formerly were Introduced at
Grade 111 level.”

One princlecal cormented: "...approximately slx mcnths above normat
achlevement tn reading.”

"The alrmgst perfect conststercy between a s-~und and its phorere develops
confldence in rea2ding ard ~ rapld develop~ent of word attack sxills.”

o S 4589

was used in 20 Grade 1 classes, one junior speclal class,

e e
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PLEASE NOTE ANY EFFECTS THAT THE USE OF 1.t.a. APPEARS TO HAVE IN OTHER
SUBJECT AREAS.

Ora! Expresslon: "Impyovement"
"Improved dictien"
"Mora mature"
"More Interesting”
"No notfeeable difference"

Written Expresslon: o “reer"
"Pu.iis are more wllling to wrlte about thelr
own [deas”
"More creatfve"
"UnTahiblted"
"Chitdren write coplously and enjoy dolng so”

Free Reading: "Conslderably more exiensive"
"More enjoyabtle"
"Chlldren are enthuslastic”

Speech: "Reduces minc: speech problems"
"Speech generally Tmpre,ad”
"Storles broaden vocabulsry"
"lrregularitles !'n spe2azh are easlly detected
In writing”

Printing: "Th3 same"
"Perheps slightly more untidy"
"Not too neat"
"Satisfactory"
lVPwrll

Other Areas: "Very few dlscipline probltems"
"Good hablts and attltudes are carried over to
other subject areas"
"Puplls teve confldence and seem unafrald of new
Ideas™

IN YOUR OPINTON, HAS {.t.a, BEEN ANY MORE SUCCESSFUL WITH ONE TYPE OF
PUPIL THAN ANOTHTR: WI1Z., BRIGHT, SLOW, OR AVERAGE?

This questlon produced a wide divergence of oplinloa. Six of the primary
teacters sald that 1.t.a. was equally successful with all types; flve
sald it was most successful w!th bright puplls; thrce sald bt was most
successtul with average puplls; another three sald 14 was most syccess-
ful with slow puplls. Ore teacher commented: *l.f.a. has not perforred
any miracle with slow puplils; <they read less well byt they are better In
phontes.™

PLEASE NOTE ANY CIFFICULTIES YOUR PUPILS APPEAR TO BE HAVING 1M MAKING
THE TRANSITION TO T.0.

"Negligible”

"No difficulty at aff 1f they a2 allowed {o fransfer when they sra
ready”

WHAT OISADVANTAGES 00 YOU SEE [ USING [.t.8.7
=-Printing may te somewhat less #1dy

-The cost of |.f.a. ~aterlals 181
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10.

1t.

12.

142

~-Difficulty In locating suitable teachers and tralalng tham

~=The dtfflculty the teacher of a Grade 2 class may have wlth puplls
who have not completed the tranaltion satisfactorily

-~Difflcultles In placing transferees
-=DTfflculty that 2 slow pupll may have In making the transition

--Organizatlonal dlfflcultiss 1f thore Is only one ciass In Grade 1 using
l.t.a.

~~l.t.a. classes nolster than T.0. classes
--Parents cannot help the youngs'er with reading In I.t.a. at homa

--Lack of sufficlent reading matarlal in l.t.2., both In the school
Iibrary and at home

--A few teachers suggested that some of the |.t.a. symbols could be Im-
preved

--One or two suggested that transition should be left to Grade 2

--One princlpal felt that I|.t.s. may have an adverse effect on spelilng

-+Many of the respondents suggested that there were no major problems
PLEASE NOTE ANY EMOTIONAL REACTIONS OF YOUR PUPILS TO THE USE OF 1.t.a.

The tesponses here were positive and favourable.

"All of the chtidren felt a great sense of achlevement after Iearnlng
the atphabet and .lscovering how easy It Is to read In [.+.a,

"...extreme pleasure at delng able to read so soon after starting Grade 1"
"Frustratlons In learning to read were reduced"

"Readlng was eaxler, pressure was less”

"Fewer frustration, happl2r children”
PLEASE LIST ANY EFFECTS OF 1.%t.a. ON PER.ONALITY TRAITS THAT YOU HAVE NOTEO
"More cofldence”

"Children are rore self-retlant a.. Independent”

"i.%.a. worked well with non-Engllsh-speaking chtldren”

IN GENERAL, WHAT IS YOUR REACTION TO THE USE OF 1.t.a. I YOUR CLASS?
WOULD YO CHOOSE TO CONTINUE TG TEACH WITH §.t.2.7

wit . ,ut exception, the reantlon of taachers was favourable to the use of
1.4.8. In thelr classes and te:zchert would ccntlnue to teach with l.t.a.
Tha conslstency and re'lablilty of tne sound-symdol relatlonshlp has
developed 3 confldence In word bullding and word attack. These <i|lls
deveioped early, more easlly, and more rapidly.
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13. -IN GENERAL, WHAT HAS BEEN THE REACTION OF PARENTS?
"Favourabls"
"Interested”
"Co-operative"
"Astonlshed"
"Pleased'

One respondent Indicated that parents were "unsure and apprehansive at
first, tut not at all later on"

14. DID YOU FIND THAT THE USE OF 7.t.a. REQUIRED A CHANGE IN YOUR METHODS OF
TEACHING READING? EXPLAIN

"...more blending ~- fewer sight words™

"1 doa't think the bullding up of a sight vocabulary 1s as Important as
concentrating on the blendirg of 44 baslc sounds™

"...teach mostly by blending®

"...mcre work un the blackboard"”

"...more worc¢ bullding, then we build sentences”
"] use 153 samu methods as former|y"

One teacher suggested that Farly To Read may be dlftlcult for the slowest
chlldren

Arother suggested that the gap between Book |Y and Book V was large.
There could be an easler book between the two, to develop tluency

Two teachers commented that the Downlng Readers would sult the needs of
slow children better than the American readers, and that the children
enjJoyed the workbooks

Cne teacher summarizec¢ “er reactions dy saylng that "No achlevement test
can measure the enthuslasm snd sheer delight that the chlldren display
in thelr attitude towards reading”

Plans wara made for an evaluatlon of the Grade ! 1.t.a. program In flve
schools. |t was declded to test slx experimental [.t.s. classes {two of them
In the same school) and five matched control (T.0.} classes. The flve
scnools were selected In such 2 way a5 to be gencrally representative of the
clty.

A dlrector of elementary lastruction was made responsible for the selection

of schools and for the de*ermining of control groups, giving conslderation to
the "teacher varladle” and to tre general mental ablllty of the classes. For
most of the puplls we had scores on the letropolftan Readlress Test that had
teen gfven 1n May of the kindergsrten yezr. Early In the term the Otis Qulck-
Scorlng Mental Abllity Test, Alpha Short Form As, was administered to at!l
experimental and control classes. These ablllty fests ware given o astess
the eaulvalence of ?roups and, |f necessary, to facllitate control of thls
varieole ty a covariance technlque,

- - - . . .o '3
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Last March the Primary 1 Battery of the Stanford Achfevement Test, Form W, was
admtnistered to all experimentat and contro! classes. For control classes the
traditional alphabet was used and for experimental classes the test was prin-
ted In 1.t.a. PRegarding this factor, a pertinent comment was made by Dr.
Norman Ell%s, assletant director 'n charge of reseerch and standards for the
Vancouver Schoo! Board: "Because of the transllteratlon, the (I.t.a.) test Is
in fact d1fferent from the T.0. test. The level of difflculty fer each word
Is likely to be somewhat different In T.0. from what It weuld be In 1.4,a."

It also should be polnted out that our officials chose to walt unt!l mid-14arch
to administer these tests so that all puplls would have a minlmun fevel of
reading abl!ity. !

Followlng are the results -- the mean grade-equivalent scores -- of the Stan-
ford Frimary | Battery administered In the flve schools:

WORD PARA- WORK STUDY
READING MEANING VOCAB. SPELLING SKILLS

scHooL A

Experimental (1.4.2.){n= 23 2.63 2.50 2.50 3,22 3.56

Control (T.0.) {n= 32) 1.32 1.48 1.73 i.53 1.7
SCHOOL B

Experiment>" {{,t.a.){n= 30} 2.8% 2.49 2.24 3.1 4,66

Experimen: . t.a.)(n= 30) 2.44 2.01 1.77 2.49 3.02

Controt tn= 31) 1.39 1.24 1.63 1.67 1.53
SCHOL C

Experlmental (I.t.a.){n= 26) 2.57 1.97 1.65 2.5 3

Control (T.0.) {ns 20 1.68 1.60 t.66 1.97 1.97
SCHOOL D

Experimental {l.t.2.)(n= 34) 3.07 2,15 3.21 3.12 4,25

Controtl (T.0,) tne 33) 2.23 2.17 2.47 2.55 2.52
SCHOGL €

Experimental (l.t.2.)(n= 27) 1.80 1.68 1.69 2.7 2,03

wontro) (T.0.) {nz 29 1.52 1.61 1.53 1.83 1.62
TOTALS .

Experimental (1.t.a.){n"170) 2.59 2.2% 2.25 2.80 3.59

Contrql {T1.0.) (n2153) 1.63 1.62 1.82 1.92 1.88

it should be noted that on all flve sub-tests 2nd for every school the experl-
mental group curpassed 1ts control.

In June the Peabody Plcture Vocabulsry Test was admlnistered to toth the ex-
perlmental and the control classes In the flve schools, to assess the relative
developrent of the two groups tn vecatulary. The results of thls testing were
not vet asailable when | left Vancouver,

As a result of the recognition last yvear that chlldren In 1.t.2. classes en-
Joyed writing storles, our oftliclals have pondered *he questton of whether

the stimuiatlon provided by writing In 1,.t.a. has any effect on creatlve

1244
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+hinkirg abl1ity. They consfdered the feasiblility of administering the
Flgural fest section of the Torrance Test of Creatlive Thinking, but had some
reservations vecause of the difficuity In scoring this test. They also con-
sidered other tests of creattvity, but no declslon has been made as to the
most apfpropriate test or even whether such a test will be glven.

In Vancouver the expansion of [.t.a., teaching has been a voluntary process. [f
a princlpal is interested in trying out T.t.a. In his school and If there Is a
Grade 1 teacher or teachers interested 1n teaching by this medium, then 1t Is
Introduced.

An Indlcuilon of the current Interest in f.t.a. In Vancouver Is the fact that
40 Grade 1| classes are scheduled to use 1t next year. This represents nearly
20 percent of the Grade 1 classes In the city's public schools and 1s double
the number of Grade 1 classes that were using 1.%.a. during the past school
year.

Even more Impressive numerfcally, perhaps, ts the fact that 12 junior special
classes ure scheduled to use 1.t.a. 'n the coming term; as yc. will recall,
there was just one junlor speclal class using it during the p-ir year. In
addition, a minority of Grade | children who had not made the transition tc
T.0. by June will continue with 1.t.a. next term untll they are ready for
thelr transitlon.

In Vancouver we are fortunate In having a Boar* of School Trustees who are con-
stantly Interested in new ldeas and techniques that may [mprove the quallty of
tnstructlon 1n our schools, and for this we offliclals are very grateful,

“Early pralse often brings great rewards later. Many a spark of creatlivity
has been extingulshed by Indlfference”,

As this applles to the boy or glr! learning %o read and write, so 1t also
applles to the teacher using the unfamillar I.t.z. for the flrst time.

Much of the success of the Introduction of 1.t.a. In our schools can be at-
tributed to the warm Interest of my fellow director, Mr. W. H. Mclachlan, who
met regularly with the 1.t.a. teachers for round table exchange of experlences,
fellowshlp, expression of oplinlon, etc.

with the targer number of teachers Involwved fn the comlng year 1t seems Vlkely
that the supervisory staff of the primary department will carry on a similar
+/pe of In-service tratning.

ConsTderation Is “elng glven to the possibllity of uslrg 1.t.a. In teachlng
€nglish 4o our many Immigrants, both children and adults.

While Vancouver stltl classifies the use of [.t.e. as an experiment, there
seems |[+tle doubt that lts apparent success and the Interest and enthusiasm

that have developed among the teachers who have used It, will lead to Its be-
~omlng an accepted and established part of our general program of instructlon,

REFERENCES

1. Ulyette, Jean M. Guidelfwee to Creative Writing, Dansville, New York,
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2. 1.T.A. IN MONTREAL: ACTION RESEARCH

Janet E. Weodley
Dorval Garc¢ens School
Dorval, Canada

The i.t.a. medium for teachling reading was introduced !nto Dorval Gardens
School 1n September, 1964. We were to be three-track In grade 1, two of
which would be I.t.a. and one tradltional,

The teachers had been prepared by seelng Sir James Pitman's film, The Initial
Teaching Alphabet and by belng Instructed In the symbols by Miss Margaret Rose,
Educatlon Consultant, 1.t.a. PublIshing Company. Thls course took place in
June, and the teachers had the sutwmer months In which to prepare materlals,
practise writing, and famitlarize themsclves with the program.

The chlldren from Kincergarten were divided Into three groups by the Kinder-
garten teachers - three groups whlch had dlsplayed sim!lar levels of abllity.
Teacher judgment was the basls for selection. In Septemder, the grade
chlldren took home a letter Inviting the grade 1 parents to see the fllm on
the [.t.a., hear an expianation from me, and discuss the fdea. In tha same
letter those chlldren who had been selected for 1.t.a. ware told they would
be put In the traditlonal class 14 the parents so xished, those selected tor
T.0. were told [f they would [fke to have thelr child In the I.t.a. class to
sfgnlfy thelr wishes, and we would do what we could. At the same tima, the
parents were to let me krow If they exfected to be muved out of the province
or the school area before the schoul year ended.

The area in which Dorval Gardens School Is [ocated |Is quTte mixed from 2
soclo-economic standpatnt, but the majority are professfonal people who own
their own homes. Most of these parents were Interested 1n experimentation.

That first year was a very ewwiting one for 4s. Ore teacher of 1.t.a. had
taught grade 1 for some years; ore had taught grades 2, 3 and 4, 2nd was
anstous 1o have a grade 1. The T.0. teacher was a Scottish gfrl with Intant-
schoo! training In Britaln, and an excellent 4eacher.

The t.+.a. teachers found the completely phonlc approach rather slow at first,
and then became completely fascinated by the way thelr puplls could attack
words.

One of the most fascinating and exckting aspects of the #irst year with thls
progran was the storles the children began %¢ write, the Sreadth of thelr
vocabulary, and the fact that the written word "ran on” In the unlnhiblted
way of a Grade | pup'l telling a story. This was a rafreshing dlscovery after
the rather stlited s.ntences we had come to expect as the norm from Grade 1.

The teachers had used grouplng In teachlrg tefore 1hey tackled tre 1.t.a.
program, but atter a very short pertod of ttre had elapsed, It w23 qulte
apparent that grouping as we had never extcrlenced Tt before was a must. More
than threa groups were carrled on at all times, and the groups were contlinually
changing and shifting,

During this first year of the experiment, the children went ahead 1hrough the
readers as rapldly as they could. Thelr reading was rore hzltlng and Jerky
than that of the traditlonal class, but we Ignored that as rot belng of any
great slgnificance. Wa were most enthuslastic sdout the content of the storles
a6
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In the readers, and the children preferred to read and/or write storles rather
than go out for recess. There Is no greater satisfaction to a chlld and no
greater motivating fcrce than the experience of success!

In June we tested all the grade ! chlldren - I.t.a. and T.0. with the Gates
Prinary reading test and found In genera! !1ttle difference In word knowledge
and reading for comprebension, but the I.t.a. chlldren were better at word
attack.

On the basls of these tests and the general standing In the class, we streamed
these children for grade 2. Grade 2 was 1o be three-track. No. 1 class had
the VG - £ readers of 1.t.a. and T.0. - approximately one third of the total
number. No. 2 class had the middle ¢roup of T.0. and the top middle group of
I.t.a. puplls who had completed the transitlon. No. 3 class had all the puplis
from the 1.t.a. classes who had not made the transitlon to T.0. or who were In
the mldst of so doing. These children began In Book 4 (I.t.a.} In September
and were gradually taken through ths transition, so that all the puplls were
reading iraditlonal baslc readers by the middle to end of October.

The slgnlflcant polnts of this flrst year’s work with I.t.a, are to me -

F. The discovery of the abllity of grade 1 chllgren to use an Interesting
vocabulary In wrlting.

2. The advanced readlng which a grade 1 chlld can do If allowed to go stead
at hls/her own speed.

3. The actlve participation of all children In the reading program and the
resultant lack of bedavior problems.

The second year for these grade 1 puplls - l.t.a. - vas Interesting to watch.
They wished 1o make the transition complet-ly from [.t.a. to T.0., and took
great pride In spelllrg correctly. Except for thelr formal spelling lessons,
they were told to spell the words they wished to use to the best of thelr
ablllty, «1th no penalty for Incorrect spelling. We found very few remnants
of 1.t.a. symbole at any level.

These same chlldren have now completed grade 3. Of the 75 we started with in
grade 1, three years' ago, 51 are stiil at Dorval Cardens School in grade 3.
The No. | class [s still Intact, but the other two have been mixed or shifted
around.

Fren a Metropolltan Battery of Tests whlch were glven to Grzde 3 thls May, the
levels In readling range from 2.4 to 7.9, with the oulge between 3.0 and 8.4,
and the percentage at every level not more than two-tenths In favor of 1.t.a.
Teachers who follew the .rogress of thelr classes are sometimes disappolntes
to f1nd out that thay é5 not appear fo be outstanding, but level off in
achlevement In grades 3 and 4.

The chiléren In the No. | class have had advanteges In enrichment, and the
standard of work expected from them has been high. The level and depths cf
trolr tnterest. are not deyond a grade 3 level, and they find concepts dif-
ficult to come to grips with, as do most average grade 3 pupils. The puplls
of No. 2 and No. 3 classes have progressed well, One F.t.a. child, young
chro?o!og!cally and {rmature, will repeat grade 3 as she [s reading at only
a 3-! level now. Ona t.t.a, boy - hyper-activa and testing low average on
tha WISC = wlll also repeat grade 3, a= reading level 1s Just 2-2 row.

In September 1965, | gave all the chlldren golng Tnto grade 1 the Lorge Thorn-
dyxe intelllgence test, and the classes weré made up Seterogeneously on 4he
basls of 1hese results, Grade 1 was two-track, and the class learning to read
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with 1.t.a. progressed well. All made the transition by Juie of that year.

These two classes, one 1.+.a. and one T.0., were streamed In grade 2, result-
Tng Tn 3 groups In each of the two grade 2's, Of the lower stream, slx chlld-
ren wlil remaln In grade 2 next year, as they have Just completed the [-2 level
baslc reader. One of these &°x children was In the i.t.a. ¢lass,

However, of 13 children promoted t¢ grade 3 who have only complated the 2-
level basle reader and supplementary reacers and who wll] begln the readiny
program at a 2-2 level in September, four had bzen [n the 1.%.a. class In
grade 1, and nine learned 7o read by the traditional method.

The teachers, the VYisitlng Teacner, and ! feel that the [.t.a. chlldren were
pushed through the transltion elther too rapldly or too soon, and that not
enough consolldation of word knowledge and comdrehenslon was done for the
mlddle and Yow gro.ps of children.

This past year, beglnning tn September 1956, we have had two 1.t.2. and ors
traditional class - 20 chlldren In each class. They were selected on the
basle uced two years' ago - taacher judgment. The pace thls year was slewer
and the chlldren dld not go on to the next book untl! thay were reading the
preceding one easlly, fluently and comfortabiy. Also, many supplementary
materlals for comprenenslon were used along with much oral revlew.

Of these sixty, ‘our chllidren - two t.t.a. and two T.0. - wlll repeat grade 1.
Statistically +his Is 2740 §.t.a. and 2/20 T.0. Some of the conclusions
which have been arrived at are:

I« The most obvlous one = that the teacher factor In any pregram is the
tmportant one.

2. Flexiblllty 1s the kev to any good program, and I,.t.a. is a flexibls pro-
gram.

3. Testing has to be done when a child finishes a book - “esting by oral
readlng and by belng questloned on storles.

4. No mai+er how Individualized the program i1 a particular class may becore,
they should st11l be kept Fn groups for discussion and study of a2 story.

5. There 1s a nced for more comprahenslon-type exerclzes than the workbooks
provide. We adapted materlals In thinking skills from the traditicnal
courses - a) daveloplng story sequence, b) plcking ovt main [dea of para-
graph, c) drawlng concluslons.

when chlldren can unlock words there ts always & danger that they do nol under-
stand the words they are saylng and they might become rere word callers.

We should teglin early to check on phrasing, and It s helpful *o make ptrase
flash cards dealing wlth each story.

6. The 1.t.2. texts move Into depth too qulickly tor the middle and belcw:
averade children. Supplementary raterlals are needed for slower chlildren -
raterlals at thelr stage of development,

7. There 1s a doflntte danger of rushling through transftion phases too qulck-
ly for slow chl;dren. Even the good pup!ls reed systeratic nrelp with this
tart. Leval 2-¢ readers In traditional ara sometlmes too sophlistlcated for
ibe young or lemature six-year-old.

8. After Book 1V, slower readers may make the transition, but !4 should be to
148 cil
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somethling at a 1-1 tevel. Sometimes these slower readers need to do the
Book VIl transitlon workbook at the end of their flrst yvear and again la
September.

9. Affer Book V, the slow group can go Into a 1-2 fevel T.0. reader. They
need to read a great deal at thls leve! for content.

1f compared with a cne basal reader approach i.t.a. would appear to be
superior fer a greater number of children., 1f compared with an eclectic

’ approach - a basa! reader with additlonal phonetlc methods and skill develop-
| Ing materlals = the ditfererces 1n achlievement are nct qulte as great.

I am very pleased to be participating In this experiment ard am convinced
that thls Is an excellent way for a chlld to learn to read. The fact that
reading and writing skills are carrled on a7 the same time enables the chlld-
ren to express themselves frealy. The security of knowlrg that each symbol
stands for one sound and one soJ- 1 only must be to the acvantage of the
C?lld. To me thls out-walghs lezrning forty-four symbols Instead of tweniy-
slx.

ERIC
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PART 11! - SPECIAL GROUPS

Slnce 1.t.a. 1s an alphatet which may Le used to convey & message to any

i audlence, It Is not surprising that educaiors have become Increasingly Inter-

: ested In 1ts potentlal In working wlth groups presenting speclal educational
problems. A theme whlch appears to run 1hroughout the papers In thls sectlon
Involves the possiblllfy that speclal methods cr materials may be needed 4o
supplement those already avallable. [t 1s rewarding to the Edltor that there
Is as much subJective and obJective evldence of success wlith t.t.a. as trere
has been In these speclal educatlon problem areas when one conslders that
there has been so [Tttle formal attentlon alven to the speclal materlals or
methods for these speclal groups.

For the most part, thea research ln “hese areas has been conducted uslng
relatlvely srall and unlque groups of siblects. Perhaps, thls ls Tnevlitable
based on the nature of tha groups ttemse!ves. Certalnly, we have much to
tearn about I.t.a. In gzneral and Ir these areas In partlzular. |t appears
to many educators that 1t is especlelly wity groups which present unique
learning problems that [.t.a. may be of grea‘est value. Further, there seem
to be a24ditlonal compelling reasons for using I.t.a. with the-: ~-oups. In
some cases, the additional dlscrimirative cues provided by th iracters and
the slmple correspondence of visua! and auditory Inputs seem 1. be Ydeally
sufted to the learner. [In some casus, the ®act that there is slmply a
difference In appearance In characters may glve the learner a "scapegoat™ [(n
the sense that he Is starting fiom o comple*ely fresh polnt of view. The-e
are many who have benn critizal of .t.a. who are wllllng to acknowledge that,
In those groups where we have alrealy falled wlith tre traditiona! orthogr phy,
we must f1n3 another approach. 1.t.a. may be that approach. One Indicat,on
of the Increasing Interest in t.t.a. In these arsas Is tte fact that, In the
proceecings of the Second !nternational 1.4+.a. Conference held at tehigh
Universlty in 1955, approximately 23f of the papers dealt with these speclal
eduycatlonal problems. In these pro:eedings, approximately 40% ¢f the pepers
retlect these conslderatlons.

i A, THE DISADYVANTAGED CHILD

414h the War on Foverty In the Unlt:d States, there t-s teen an Increasing
zwarencss nf the problems of t~e culturally deprived cn1l¢. Psychologlsts

and educators alire have teen conce-ned wlth provlding tte chlld from a
pcverty tackground with as much Inteilectusl and povrolcglcal stinulation

25 pesstble In the tellef that 1hls contribites 1o healtty Intellectual a=d
e~otlonal developrent. Mary Invest'gators tave seen I.v.a, a5 a wedlum

! through which such a chlld can leary to reac with a mi~lup- 7 frustratton ard
! 2 consequent raxlrum cevalopmen® of posltive Jcarring 3 -t 3 and techniques.
The three papers In *hls section re/~ssent research 'n varyt g stages of com-
pletion. Mlss Helen Myers describe; how a gartlcular pregram with dlsadvan-
taged chlidren tega-.

tn 4he paper by Mr. lvan Pose, he presents prellninary results of 2 study

whth such a group of ch¥ldren. He emphasizes that [.t.a. Is a medfum not a
rethod and can te used otfectively ¢nly wher a chiid ls r2ady. He emphaslhaes
the t-portance of prercaling developrment tefore successtul readfng can take
place. e discusses 1.4.2. as part of an overal! 'anjuage and conceptual
developraat prosram and nresents a rumber of suagestions ‘or dealing with pro-

O blems Y t51s 2rea, Dr. (1298 Dunn's paper reperts 4hree years -4 rezearch
g with t.t.a. ir conjurctlon wlih the Peatady Lanaquage Develorre-t Kit. e a-3
[E l (: hls c2llezgues have fourd success uslng the twd ‘ogether o a greater dezeee
than using eftter cre alc-e.
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The Interested reader may wish to pursus these Issues further with the blbiio-
graphy li:ted below.

SUPPLEMENTARY PTBLINGRAPHY

Durn, L. M., & Mueller, M. The ffectiveness of the Inftial Teaching Alpha-
bet and the Peabody T.anguage Development Kit With Grads One Disadvantaged
Children. IMRIT fomograph Wo. 2, “.ui rille, Tenn.: Peabody College, 1965.

Durn, L. M., Mueller, M, W., & Neely, M.D. An Interim Report on the Efficacy
of the Initial Teaching Alphabet and the Peabody Languzge Development Kit
With Giade Lie Disadvantaged Children. Tu A. J. Mazurkiewic: (Fd.), 7.t.a.
and the World of English. MHerpstead, N.Y.: {.t.a. Toundation, 1966.

Landers, J., % Mercurio, ¢. Improving curriculum and instriction for the
ditadvantaged minoritfes; initial teaching alphabet. Jourral of Negro
Education, Summer 196., p. 350.

Lewis, Doreen M. Culturally disadvantaged children's 4ifficulities in learning
to cead using T.C. and i.t.a. Spelling Progress Bulletin, Fall 1966, Vol. VI,
No, 3, pp. 8-12, 7.

1. A 1956-67 PILOT PROGRAM IN 1.T.A. FOR FIRST GRADE
DIS#DVANTAGED CHILDREN

Helen G, Myers
Long Beach Unlfied School Dlserlict
Long Baach, Callforala

Just as 1n many school dlstricts, those glven the respossibllity of educating
<he young clilzers of tte communlity, In thls fnstance Long 3each, Callfornla,
have teen deeply concerned that far too,many chlldren lezarn to read pocrly
or rot at all. For many years thls coacern has been evidenced by corslstent
efforts to study and to try rew procedures, materlals, »nd orgznizational
plars, ard to asslst *eachers Tn the celection ard prepyration of currlculum
guldes. Some exarples of these efforts are:

1. Frovision of well stocked librarles and traired Iib-crtans for eazh
elementary school.

2. Annual purchase of a wlde vartety of a*iractlive sup>rle~entary reading
ratertals sefected by teacher corvilttees and clrculated from a central bock
depository.

3. Frovislon of a well equipped currlculum workshop ceater with 2n exper-
lerced staff where teackers ray get selp In plannlng ard raklng charts, ge-es,
and otter readlng materlals.

4, A juslor flrst grade crganizaticral plan for the rost frmature children,
(Olscontlicued)

5. Spllt-day sctedulleg as in optional croice when the ratyre of a class
requlres more tlre for reading than tre rarral schedule arlows z7d/or whan
~or1 [rdfviduatized tnetru.tfon s desfred.

6. A overy rich actlvlity Lrogram In kIndergarte~ deslg 24 to develop cral
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Yarguage skll!s and provice the experfential tackground needed fcr begfnning
reading.

7. Encouragement and expansion of the usa of selective or indlvidualized
readlng &t all grade levels.

8. Provlislon of summer reading Improvement schools which use mueltipurpose
Individualized reading excluslvely.

9. !ntroduction of summer remedlzl reading classes, utillizing gradvate
students {experienced teachers) at "alifornia State College, Long Baach, as
reading diagrosticlans and clinlelans.

10, Trial and subsequert adoption of the Van Allen Language Experience ap-
proach to read!ng| as a3 part of the kindergarter currlculum,

In splte of these measures and many others, large nurmbers of chlldren contln-
ved to have great difficulty In the Inltial stages of reading, many falled to
rrocrass at a rate commensurate with the ablltty they seemed to have, and stll!
more read wlth retuctance and lack of enjoyment.

The search for better ways went on and an interes* In [.t.a. was initlated by
Johr, Downlng's report, Frpgrimente with an Augmented Alphabet for Begiwning
Reac'ers in British Schoola?, whichk was read by a member of the supervisory
staff In 1963, Durlng that year and the two that followed the togbardment of
articles In popular magazines as well as In professloaai Journa's- was read
and dlscussed by members of the elementary staff, Letters of lnquiry were
wriften to the Educational Reszarch Councl! of Greater Clevefand and to Beth-
fehem, Pennsylvania, where work with [.4.2. was already In proaress. By fall
of 1964. 1t was agreed that It would take seelng to believe It, Meanwhife,
1+ was learned that the adjoininy community of Bellftlower had two flrst grade
teachers trylng It.

On Hovember 5 the four long Beach elermentary supervisors went to cee, to
Its*en, to ask guestfons, and to learn, In the spring and tha following fall
there were return visits, each tlme to lzarn more and to observe the progress
chlldren were making. 1t locked too good to bte true, and there was sorme
conlecture as to how much credlt should go to excellent teachlng and how much
to 1,t.a.

And “1en geod forture, Tn the form of the Ele-entary and Secondary Education
Ret, smiles upon Long Pzach and ker larde rumbers of erco~omfcally deprived
caltdren. Llack of avallable furds to flrance a pliot program In 1.t.3. reed
r longer te an obstacle if a projest could be presented and approved, flrst
by ihe dlstrict ESIA corrltrec =»nd cecord by the State. (-2 ele~entzry surer-
viscr was appoltntes 1o the local comitioe and precented a rentatlve propesal
whlch was approved In early spring of 1966, Tre dropesal for tte trial pro-
gran was then wrltten arnd sub~itted to the State by the Supervisor c¢f ESEA
Prozrams and the Froject Directer, along with 2 nu-ter of ottrer propesals
d¢eslgrad 4o Trprove sducatioral eprortunities for the ehllidren ot peverty
fro~ klndergarten through nlgh scheol,

¥ FRoach Van Allen, Iamguage Frparionoce n Feafing, Teaskher's Peenurce Focl,
Excyclopzedia 2ritannics Fress, 1966,

2 Foport of the Twenty-zeverth Elucaticnal Conference, New York, 1982,
Frovitiera of Fduertion, Tducatleonal Pecords Pureaa, 92-157,

3 List at end of pager.
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Chiet conslderatlons in the proposa! for an i.t.a. pllot program ware as
fol lows:

Proposal for Trial Program, I.t.a.: Preparation during Summer, 19€5
(Crade One, Initial Teaching Alphabet) Title |, ESEA, ProjJect V

1. Twelve tlrst grade classcs, two In each cf six ESEA schools, in-
vnlving appreximately 400 chlildren and twelve teachers

2. Estimated needs requiring funds:

Books and otter roading inaterials
*Sypplles (*acboard, felt pens, smal! flannel boards, etc.)
Preparatlion cf {zachers
Consultant cervices (summer workshop)
Workshop * acher (2 half days, symmer)
salary, 12 teachers (7 half days, summer)
Consultant ser Tces {during school year)
*inservics: Out-of-district visitation (1 day, 12 substliutes)
*professlonal |lterature, film rental, etc.

The answer came from Sacramento in June. The proposal, wlth miror cuts, was
approved, leaving a generously adequate budget to supply materleis for twelve
classes, flnance @ surmer workshop for the volunteer teachers, &nd provide
consultant services dui ing the school year,

Then came the multl-facet:d Job of preparatlon, all nf which had to be ‘Jone
during the month ot July:

1, Putting out a request for volunteer schonls =nd teachers tn the target
ares where the dlcadvzntaged children were enrolled In lzrges? numbers. Also
requesting volunteers from teachers outside the target area.

2. Orderlng readlng matertals tor the skills program {complete sets of
Early-To-Peal for each class), sets of supplementary readers (approximately
250 books per class), and miscellaneous Instructicnal alds and squipment.

3. Plannlng a sumrmer workshop o prepare teachers as well as selectirg 2
pald consultant.

By July nire teacers had volunteered, seven of then located In the target
ares schools ard two who wished to move fron mere privlileged areas Ir orcer
to try I.t.a. with chllidren, »%o even nore than otrers, needed a speclal
boost In teginnlng resding. Four of the six target area prircipals agreed to
participate. wire #irst grade I.t.a. classes ware to cpen In four 3hculs
locaied In the dosntoun area of Long Beach Tn Septemter, 1266,

The workshcp for €laht, ratrer than nlre teachers (ore 1ost to raterntfy
leave) was teld during the last week of August, For flve rotnivgs the group
rat wlth the consultant trom Bellflewer, ore of ihe te: .hers cbserve:d the
year tefcre. 0Nn twa afterncons tre Curriculun workshop Center, with a staff
re~ter preseat, wcs avallable o the construction of teacting alds. A por-
t1en of an article from ore lssue of the Schoo Bullettn appears telow®:

Nat allzwed ty the State

okool Pulletin, Nifice of Superintenient of Sehaols, Long Beach Unified
cheo) District, Leng feach, California, Octeter 7, 128,

"N
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"Eight Lorg Beach grade teachers, several supervisors and ESEA vice-
principals worked divigently durinrg the last week of August memor-
izing sounds and learning to write a new alphabet. It was hard work
but the hours flew! By the end of the week a well-trained corps of
volunteer teachers was skillfully and confidently preparing charts
and other instructional aids at the Curriculum Workshop Center in
order to effectively launch eight classes of first graders into a
new beginning reading program called i.t.3.

"The feelings of the group For their most enthusiastic and competent
instructor, Mrs. Louise Hastings, a teacher of i.t.a. in Bellflewer,
are best expressed by a verse of appreciation the group composed for
her:

We locked, we gulped,

We shivered and shook,

But thanks to you, 1. took, it took.
Hurray, hurray for i.t,a.!

", » .Careful observation, study, and evaluation of the program will
be made throughout the year. It is hoped that knowledge of this
unique approach to the complex task of learning to wead may provide
the rew and different instructional skllls and materials needed to
nake reading a successful and happy experience for many children.™

Shortly atter schoo! opened, parent meetlngs were held at each of the four
schools, the program explaltned and materlals dlsplayed. Attendance at the

meetlngs was not good, but seemed somewhat betier than usual.

appeared very interested and asked a nurber of questlons. Coples of The
Story of i.t.a. were avallable for dl1stribution. A sample of an lnvitation
that was sent to parents fol lows:

LONG BEACH UNIFIED SCHOOL DISTRICT
Abraham Lincoln Elerentary School
Llorg Beach, Calilornia

October 10, 1966

Mcem and Dad,

Pleace cone to oir special mezeting -- just for ycu --
on wWednesday, Ceteter 12, from 1.30 P.m. to 2,30 p.m.

We want 1o tell you abcout cur reading and writing and
hew we learn ty f.tv.a.

We will ce2 you in Room 18 .
ARRARRALALAAAAARARARARARTARARRARALLLRARANAARRARA TRANALARAD

_Fire! 1'11 te at this Irportzsnt day reeting.

1 canrot come, et 1 wi'l contact the tezcter
for an individval conferernce.

Parent

Those who cama
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Frequent vislts to ihe eight classrooms revealed Interested, enthusiastlc
teachers and puplis. Children who normally lack bullt-Tn metlvation for
fearning In a schos! setting were busy and happy as they fearned one symbol
after another.

In November there came an opportunity to visit Sausalito and Stockton where
more fine, enthuslastic teachers were using j.t.a. to help chiidren cope with
11logical English. 1In Stockton 1+ was Interesting to see second grade under-
priviieged children preparing for transition and o watch the ease and fluency
with which they wrote thelr theughts. Discussing the program with supervisors,
observing the procedures unlque to each district, and tearing the glowlng
success storles of Indlvidual children were tremendousfy helpful experiences
during this flrst year.

Three afterschool meetlngs of teachers, principals, and supervisors w're held,
at which tlme the Bellflower consultant llstened to questlions and concerns.
Informal discussion folfowed and new Ideas and materlats were shared. For the
most part, teachers were finding that semi-IndTvidualized Instruction, l.e.,
work on skills 'n very small groups and supplementary reading on a selective-
indlvidualized basis seemed most satisfactory. They also found the split-day
schedule especially hetpful. Half the class arrived at nine o'clock for an
hour of reading and was dismissed an hour ahead of the others In tha afternoon,
white those arriving at ten o'clock remalned for thelr hour of readirg. There
were times, of course, through the day when the entire class shared experlences
with 1.4.2.

Shortly after the second semester started ‘wo consideratlons began to foom
Jarge, (1) tow to cope with the probfen of great transtency. In some classes
nearly halt of the chiidrer who started the year In 1.t.a. had left and rew
ones had replaced them. In a few cases teachers with no krowledge of 1.t.a.
who recelved chlidren from these classes were disturbed and requested Imred-
late help. lncoming pupiis thus far bad created no problem, but the 1.t.a.
teacters anticipated that there might be ditficulties later In the year. (2}
How to plan for children who were not ready to make the transition to T.0. by
the end of flrst grade. By March each feacher telt fairiy contident In pre-
~lcting that one third to one fourth of her puplls should have the opportunity
to continue with F.t.a, in the second grade.

On the positive side of the fedger, the elght teachers wiihout exceptlon roted:

1. A sustaired Interest was belng held by all children Tn the daily small
group skill work.

2. Greater over-all progress was being made from ore level of difficulty to
the rext in the use of ire Early-To-Fead Series {n corrariscn with other
classes uslng traditlonal rezding materlals.

3. A teen Interest and enjoyment was being cbserved in the supplerentary
bonks. Great pleasure was being shown by children whea given the privilege
of tantng bocks hore. (Very few were lost but many returred damaged and
solled).

4. Oce by ore, children were beglnning to write freely and eastiy, tirst with
enccuragerenrt and guldance of the teacher follewling 2 1leld telp or other
Individual and group experience, later quite spontaneously with the frdlvidual
motlvaticn coming from wi4hin, This had never before happened Tn . target
school tirst grade!

1t was then decided by the supervlcory statt, the Director of Currlcultum De-

veloprent, a3xd the Assistant Supericrtendent ¢ Instruction, $hat a soring

curricelum workshop Irvolyirg two 1.t.2, teachers and the supervisor In charge g
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should Zevelop bullstlns provlding addltlona! guldelires for teachers In the
proarem and backsround information for local teachers recelfving 1.t.a. child-
ren by transfer. Ths tItles and contents of the two bulletlns that emerged
from this workshop arre llsted below.

Help For i.t.a. Teachers

Introductlon

tate Enrollees in I.t.a. Classes

Orlentation of Parants

Early-To-Read i/t/c/ Seriea Equated to the Two State Baslc Series
Pecommended Use of Supplemental Library Books

Y.t.a. tnformation ‘heet for Puplls Transferring to a Non-}.t.a. Class
Pecommendations Related to the Split-Day Schedule 2nd Selectlve Readlng

Pulletin for Teachers Feceiving i.t.a. Pupils by Trangfer

Background I[aformatlon

Answers to Questions About ¥.t.a.

The Inltlal Teachlng Alphabet

Early-To-Kead i/t/a/ Seiries EQuated to the Two State Baslc Course
I.t.a. Information Sheet for Puplls iransferring to a Non-1.%.a. Class
Suggested Seatwork to Ald In Trarsitlon from 1.t.2. to T.0.

writing In t.t.a.

1t was also declded ttat plans should be made to use l.t.a. 1n one second
grade of each of the four target schools and to contlnue with two flrst

grades In each school. The four extra sets of 1.t.a. materlals which had teen
In storage were all tret would be needed for replacements and to provide for
the new classes.

On April 22 several of the teachers and a cupervisor were Invited to +ell the
"long Bzach Story of 1.t.a.™ at the Sovuthern Callfornla 1.t.a, Reading Con-
ference held at neardby Laguna Beath. Photographs of classroom activities,
children's booklets of Tllustrated storles, a~d rany teacher-nrepared charts
were displayed., Thls wzs also the flrst opportunity for the tcachers to hear
Dr. Mazurklewlcz ard Or. Cainbridge as well as 4o share tdeas with teachers
from other dlstricts In the area.

wlith the Tast ronth of school rave fopral testing time. Butldina counselors
adminlstered the Stunford Tesi {In T.0.) required by tte State, ard two weeks
later the Mefropolltan Pezdlrg, Prir.ry I, i.*.2, [c¢ttlon. Even though the
Starferd Test Ir 1.0, was frustra*leq for rany chtldren, the res.ts w-re syr-
prising, In every class the 1.t.2. chlldren scored as welt or tetter than tte
children In 7.0, classes. The chart on the followlng page shows results of
tte Vetropolltan Test Ir [.t.3.

Evaluat*tve corrents 1hat tell the story far tetter than odleztive test cscores
Included threse:

"The chlldrer. ahc have worked with 1.t.3. see~ to cvercore careless
sieech hablds ~uch more qulcxly than otrers,”
A sneech teacher

"1t Is a~azling to watch the eajerress wlth which ¢hllcren in |, 4.4,
classes core to the !lbtrary thls sprirg and lock at becks, ~any of
trem readlna at second grade level in 7.0."

A sehool [ltrarlan

"1 thought at flrst 1t was a crazy Tdea, btut I was willlirg to tate
your word for 14, MNew I'n soldl T81s rerning wa tock our boy to
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LONG BEACH UNIFIED SCHOOL DISTRICT
Office of Research (ESEA)

Scores of Pup!ls from [.t.a. Classes
on the Metropolltan Achlevement Test: Readlng, Primary !

Jure, 1967
(Norm = 1.9)
Word Kncwledge | word Discrimination Readlng W
School s
{Med.) (Med.) (Med.)
N 1 02 U3 O Q2 Q3 o Q2 O
A 25 | 1.4 1,6 1.7 1.6 1.8 2.1 1.6 1.7 1.7
B8 60 1.8 2.4 2.7 2.0 2.5 3. 1.4 1,7 2.1
c 43 1.7 2.1 2.7 1.8 2.4 2.8 1.3 1.6 1.9
o] 521 1.3 1.6 1.8 1.5 2.0 2.8 1.5 1.7 2.1
Schools .
“orblned 180 | 1.5 1.8 2.5 1,5 2.3 2.8 1.5 1.7 2.0

a restaurant for breakfast. We could hardly belleve 1t when he
read the menu ang ordered the steak and egas special with hash
browned potatoes ali by himself."

A rother

¥"tew Alphabdet for Beginners: [1t's a Smashing Success" -- Head-
Ilne of a fine suppcrtive article In the local newspaper.

"i.t.a. has provided us with a frirge birefit we hadn't expected.
Mary of our chlldren come to school with adult-size troubles and
worrles, For rmast of them, tefore T.t.a., there was nd easy way
for trem 1o relesse the resultleg tenslens exceptlng ty antl-
soclal cenavicr, ‘“ow, however, they feel able ard free to express
what Is In thelr tearts by wrltirg. The content of trelr llves,
thelr hopes, their faars, thelr |lkes a~d disllibes, and thelr
tragtnlngs all come cut on paper. We have far more clues to tre
understanding of each chlld than we had tefere 1.t.a.”

A teacter

A set of colored siices showing T.t.a. classroom 2ctlvities taben 3t ra-gom
durlra the yesr supplerents and 1llustrates the story of the 12£6-67 plitot
program and has teen used repeatedly at professicnal reetirgs of adminl -~
strators and as a reans of infor—ira parents and tre qereral publlc,

In a2diticn to the twelve classes supparted ty ESER, 4ha district “ac rrovided
furds for four additlonal flrst crafe classes lccates In 45 schoals servir

wlepenient Precg-Telegarm, Aup. 2 and Pus, 7, 1%€7, "Fupils’
1s At~aze Teachers,” tv Les Fodney

-~
5
—
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2 middle socTo-economic segment of the district. And so, even though the
program Is comparativelv small in slize, It 1s Increasing from elght to slix-
teen classes In one year. Quoting from the newspaper agaln, "Does 1t work?

It does. One school year later the verdict on thn experiment i3 Indisputable.
The InTtial Teachling Alphabet (1.t.a.} Is an overwhelming success . . . Thls
new tool has fulfilled its alm, success for those who were not succeeding.”

As & heart-warming postscript, anecdotes about Vincent, only one of 400,

could be sufficlent to Justify the entire project. Vincent, a small, slender,
six-year-old Negro boy with many problems, entered Mrs. O's flrst grade class
In Septamber wlth an Indifference bordering on disllike for everything the
school represented to him. Before many wzeks had passed Mrs. O. and f.t.a.
had taken ho!d of Vincent and had revealed hls keen mind and mature sease of
humor. By Christmas he was writing fluently In the dlalect and accent of the
home. HIs storles, 1hree of which are Included tere, were almost unbellevable
In thelr revezling flashes of hunor, philosophy, and imagination. In June

he announced with grin and shlining eyes, "When | grow up 1'm gonna be an
‘arthur! ar” write books."

¥incent's Storles
(Transcribed to T.0.)

“If 1 had thrie wishes I would be the happiest boy in the world.
I want to have wings and I want to be magic and be smart and I
would be so happy! Why do you want to know, Mes, 02"

"When Joan my sister first came my mother called my auntie to tend
to us. And every day my father go to see her'. And when Joan got
out she was little and qulet and I touch her and my mnther said her
name is Joan and I touch her agin znd she start crying. She locked
like me and whin she came I couldn't git encugh of kissing her and
shn growad fast!"

"At the meetin' they almost stay all night and I almost went to
sleep. The preacher preached out loul to me and he made the other
people shout and we had a lcvely time with the peorie. when 1 got
outside I wes freezin' to death than I ever bin. When the people
stert shouting I start to shout. When the preacher was preachin'
they was talking to God.”

FEFEFENCES

Ladies Korme Jowrmal, Octcter, 1964, “Pizarre Alphatet Teaches Johnny to
Fead," ty G. PRierer

Litrary Jourmial, Yovemter 15, 1965. "i.t.a.: A Pealing Fevolution?"

Life, Novemter 1, 1963, "Feading A1l of a Sudden”; Initial Teaching Alpha-
tet.

¥ £ & Jourval, Septerter, 1964. "value of I T A,"” by Downing, Fose & Cutts
Newvewcek, ¥ovewrer 12, 1962, "Tire for Chaeng? Fitman's Augrented Proman™

Farerts Magaaine, Jenuary, 1963, "New Fhenetic Alphatet Is Fut To the Test™,
by J. Downing

Saturlzy Frewing Foet, June 20, 1964, "Cracking the Green uns' Cosd:  Initial
Teaching Alphatet,” ty M. Cuntter
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Satui'day Review, September 19, 1364. "What Farty-four Letters Can Do," by
Larrick

School and Society, December i1, 1965. "Second International i.t.a. Confer-
ence," by Mazurkiewicz

Time, April 3, 1964. Teaching: “Britain's Inftial Teaching Alphabet"”

U.5. News and World Report, May 18, 1954. "How Johnny Can Be Taught to Read,
4 New Alphabet”

2. USE OF THE INITIAL TEACMING ALPHABET -- A PROPOSAL
FOR INCREASING |TS EFFECTIVENESS WITH DISADVANTAGED
CRILOREN

Ivan d. Rose
Stockton Unlfled School Distrlct
Stockton, Cajifornia

and

Jack A. Holmas
Unlversity of Califorala
8erkelay, Cailfornla

Educators for maay years have .ccepted as a<iomatle that chlldrea trom
deprived back,rounds gencraily fall, or, at best, make minimal sdvancas In
our educational systems. The burden of thls tallure must rest not with

these children but with the "nability of the cu .lum to compensate for the
children’s impoveristment.

Teachlng dlsadvantaged chlldren reguires special currlcuium. Mot only rust
the content be dlifferer* but alsc the matertfal ard rethod must be crastically
ctanged to meet tholr needs. Passow ($967) states:

Instructicnal materials reed to Le interesting, exciting,
and tempting for children from depressed areas.

within the mitleu of the disacvaniaged, Mexlean-Arerican chlldren present a
special learnlrg problem to ecucators. [hese cnlldren, far from bajng
culturally deprived, have so strong a cultural heritage and tradltton that
many enter school wlth Spanlsh as thefr flrst fancuage, often knowing F1ttle
or ro Engllsh, Thls rlch culdure sometires acts In confllet wiih 4be maln-
stream of Armerlcan socliety,

Slnce the advent of the flerentary Secondary Education Act (ISEAY, rmary schoo!
districts throughout the Unlted States have experirented wlth rew approaches
to teachlng beglnste; readlng to tsadvantaged chlldren, Tte initlal Teachlng
Alphabet (1.t.a.) s cre of the more successful tecrrigues currently telry
used wlth the dlsadvantaged.

Peports and rumors have been heard recently from varlous sources 1n the Unlted
States claiming hat 1.t.a. Is losing favor teceuze 1t has not reasyred up to
educaters' expectarions. Thls apparet dicerchantment 1s due srimarily 40 2
lack of urderstanding of the Jirmltaticons of §.t.a. or, 'ndeed, a~y rezdirg
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redla when used with specific segments ot our population. Therefore, thls
paper wili concern I1salf wlth three specliic areas. A description and analy-
sls of the Stockton i.t.a. preoject, tre Tmplications for the use of I.+.a.
wlth the disadvartaged, and, flinally, a discusslon of curriculium approprlate
for the development of verbal and cognitlve experience.

Part |
Cescription of Project

The Stockton Unlfled Schcal District has a large percentage of disadvantaged
youth, 30% of whom are Mexlcan-Amerlcan. Because of thls, a Title 11l ESEA
grant was applied for and recelved. Co-operating in the project were the
Tracy Publle Schools and the Cathclic Diocese of Stockton. The major purposes
of the project were:

i. To determine the effectlveress of f.t.a. with the disadvantaged Including
Mexican-American puplls.

2. To demorstrate the use of 1.t.a. to educators from throughout Callfornla.

This paper will concern VTiself with the flirst major objective. Twanty first
grade classes were deslgrated 1.t.a. (Init7al Teachlng Alptabet) experimental
research and 20 first grade classes were designated T7.0. {traditional ortho-
oraphy) control research. The particlpating teachers 1) voluntecred to take
part In the 1.t.a. classroors or (2) stated a strong preference for remaining
with T.0. However, the fIrst grade children In each school were randomly
asslgned from withln representative subsamples to efther the I.t.a. or T.0.
classes. The stratification from which thts random asslignment was made was
calculated by the follcwing formula: A xindergarten teacher rated each child
on hls reading potentlal, social maturation, physlcal condlticn, and the
soclo-economic level of hls family. Trese Items were then glven welghts of
5, 3, 2, and | respectively. Usling the chlld's welghtes totals on these
{tems together with sex and ethnlc bachground, all fncoming first graders were
arrayed from high to low. From witnln stratlfled samples withln the array,
each membter was randomly assligned into the varlous experimental or control
qroups.

In order to evalua*e the major objlectlve of *his project, extenstve bace llre
data were collecied. These bate line data consist 3% a standardlzed general
ablllty test, a r2ading readlness test, arl) several readlng achleverent tests.
In 2dditlon to tha test data, an accurate record of the chlldren's progress
through the tazal reading serles was maintained,

Aralysls of Nata

wWhat [s stout to se <2id rust be 1.%en as a preli~inary progress report,
sublart to radiflcaticr when the flnal enalysis, rcw befng made by Cr. Jack
A. Holres, has been completed. In Septenter all first graders were admirl-
stered the Lorge Thorrdike 1ntelligence Test and the Lee Clers ©¢ading Peadl-
rags Test, In presertisng the results of thesa tests, Figures | 2~d 2 show
tow succersfullv tre formila ratcred the evperirental [ t.a, acd 7.0, control
arouDs.

Tlgire 3 shows 153t 3t the end of February 451 of tre 1.t.3. research stu-

dents nere reali~g at the Prlrer leval or ar-ue ~ovpared 4o 35K cof the chlic-
—en Tr the T.9. resesrch classes, The 1.t.a. coplls frelude 42 1704 who were
readlny Pre=-prirer 3 cr telosr while 55% of the T.0. puplls were rezding at
theze Tevels., Trece resafer level differentials eugzest that chlldren ircm
deprived tactarounds whth limT4ed la-guage development are ratertally ai<el
by 20 artificial crihography even In the early stages of *he first graZe,
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At the end of January, the Lee Clark Readlng Primer Test was azdministered to
all research classes. Table | shows that there Is |1ttle dlfference tetween
the Lee Clark Primer Test results of the 1.+.a. and T.0. recsearch classes.
Nevertheless, the statlstical data seem to favor the i.t.a. classes at the
medlan and Qy levels. However, 25% of i.t.2. and T.0. pupils were still read-
Tng at or be?ow the 1.4 and 1.5 grade equlvalent, respectively, and thls
suggests the hypothesis that a significant smount of pre-reading developrent
is needed by these kinds of children tefcre effective l2arn'ng can take

place tn either 1.t.a. o1 T.0.

The end of the year reader placement is deplcted in Flgure 4. Thirty-seven
percent of the i.t.3. puplls were reading above grade level comsared to only
7% ot 1he control group., Fcurteen percent of the I.t.a. and 197 ot the T.O.
puplls were reading at pre-primer lavel or below. These stetistics throw
into bold rellef the necessity of facing up to the possibllity that T.0.,
{.+.a., or other speclal reading techniques zre of little value to chlldren
not ready for any formal reading program. 1 s to this hypothesis that
Part |1 of this paper wlll Le directed.

Figure 5 depicts the Jlngual type and the end of the year reader placement
for 1he special Mexican-American puplls studled by the project. These data
Tndicate that those Mexlcan-ArerTcan chlldren capable of learning tc read
made faster progress in 1.t.a. than thelr T.0. counterparts., Twanty-elght
percent of the Mexican-Amerlcan 1.%.a. pupl!s were above grade Tevel compared
to 6% in the T.0. classes. Of the 28% reading above grade level, only 2% were
Spanish speaking compared to 208 of whom were English speaking Mexican-Arerl-
c7n chlldren. From these figures, the follcwlng conclusion seems justified:
‘then a lack of language development Tn English Is coupled with a dom nant
Mextcan-Arerican subculture, there 1s a high probabiltlty of reading *allure.

Table ) contains data on the Stanford Achleverent Test admiaistered at the
end of May. A simple prelimirary t-Test perforred on *he post-test data
without regard to corrections based on the pre-test scores irdlcates that the
dtfference between reans for 1re §.t,a. a~d T.0. qroups s signlflcart at the
.01 level. An aralysis of covarlance will subsequently te performed inc)ud-
'rg appropriate correctlons to determine Yo what degree ihis differe~ce can
be attributed to *te contrastirg alphabe*s.

It will also te roted that the variations occur at the Q, and Q, ccrparison
polnts with the greater difference cccurring with the rore succéssfil
stuients,

The ¢~9 of ihe year data o1 the rezder placereat a-d ¢n the S4a~f-rd Azhleve-
ment Test Trdicate 42t orre dicadvantaged children zre ro3dy to tearn ¢+
read, I.t.a. enadlas 4re 2o move at 2 mush moroe ranid pace thas sirifar
chlldren Tearnirg to se3d in T.D. A tre cther hamd, the children wro m3te
It1tle reading progress are relped o-ly slightly by the i.t.3, [roarem,

Trese chitdrer appear %o lack the rececsary €xpzrigrces wh'ch smable thox

to tecore successful readers Tn any retrad! Aldhcuzh f.t.a, is o simplifies
rethed for learnTng to read, i+, like 1.0., requlres 2 certain ~inlral readi-
ress lowel upen whicn 1o crera*e, Trarefire, thte wrilters vould 1iba d0
review talected Viteratore which detalls trae Ceficiencles toat exist ir many
educaticrally dissdvantzzcd children, Thece deticiersies chnuld clarify why
some chlldren do rot =aks ruch prosress broreading, te it Qo2 20 7.0,

fart 11
Irpllcaticong fcr Utirg T.t.a, with *re Diealvantaged

Thls stu?y mares Tt apparent that wren <hildren sre truly ¢leadvantazed, 4ray
are o tecauss theoy start s:haa] retarded (n both vertal a-d coanitive coval-
11
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opments, They need to experlence the types of activitles that will enable
them 40 cope wl:h the reading process. |f the reading program s Introduced
before the children are ready for the task, failure becomes the expected out-
come. Concurrently, emotlonal problems can be caused by reaiing tatlfure.
OeHirsch (1966} states:

...moreover, emotional problems and phobic responses resulting
from continued failure m-.y have so complicated the original
difficulties that they may no longer be reversible.

Ausube! (1967) suggasts that cultural deprivetion reterds cognltive develop=
ment. He telteves that thls ratardation might be explalned by the crltical
period typothesls. f{f the chllcren are deprivad of appropriate stimulation
durlng the crltlcal perled, that is, the period at which they are truly
capable of utllizing it, parmanent retardation may result. Concomitant with
the lack of appropriate stinulation 1s the cumulative nature of Intellectual
deficlt, Ausube! states:

The child who has an e.istinz deficit in growth incurred from
past deprivation is less able to profit developmentally from

new and more advanced levels of environmental stimulation. Thus,
irrespective of the adequacy of all other factors -- both inter-
nal and external -- his deficit terds to increase cunulatively
and to lead to Permanent retardation.

The often devastating effects of a restricted enviranment may produce poor
perceptual discriminatlon, tnabiiTty to use aavlts zs sources of informatfon,
timited language developrmen~, end 2 lack of Informatlon and concepts. Vest
and Fose (1967) suggest that deprlved chlldren may have been short changed in
thoze particular expe 'ences that build the very concepts which prepare him
for school. I+, therefore, becomes mandatory for the school curricul'm to
provide approgriate experlences which wili, to some exvent, overceme early
childhood deflctencles.

The New York Clty Publlc Schools are currently using ratericl destgned to
{oster Irtellectual developrent in young chlidren (13€5). Thase materta!s
are deslgned to achleve the following maJor purposes:

1. Pcint out tntellectual skills and concepts which characterize loglcal
cuncrete thinking.

2. Trace, where posstble, the developrment of these skills and concepts
through the stage of pre-logical thirking.

3. Descrite various activitles whlch wlll help foster the chlid's growth
from pre-loglcal to loglcal concrete thinkling.

Six Sroad catejeries of intellectual develeprent are Tncluded Tn the MNew York
raterltal., Trey sre:

1. Easlc lerouzze skills

7. Coreepts of space 273 o

[

pezirnlra loatcal cencepts
4, Peilnaina ratteratlcal concepts
5. Crewth of rezsontrg skllls

€. Ceceral slgns of develogrent
- lea
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These materlals were deslgned to reet the needs of chlldren who come to school
unprepares for the learning situatlor.

It s suggested that disadvantaged chlldren's cognitive processes are not as
fully developed as those of chlldren from verbally enrlched environment.
Piaqet's theory »f nominal reallism might be applled to many of these chlldren.

The thesls of this paper, then, 1s that educationatly disadvantaged children
are not develcpmentally ready for the reading task. The reasons for lack of
readiness are many ang are generally compeinded by the environment of lfow
soclo-ezoremle status. To avold fallure due to thls lack of readiness, the
developmental level of the dlsadvantagss rusi be ascertalred, DeHirsch, et
al. (1966} have been experimenting wlth tests which seem to Indlcate whether
children are ready for the reading task. The tests are designed to predlct
with a falr degree of accurucy whether children wll! succeed or <31l +he
reading progranm.

It the developmental leve! Is significantly retarded in dlsadvantaged chlld-
ren, the problem Is intens!fled for boys. There Is valld eviderce that at
the t1rst grade leve! boys are less mature than girls, thus, placing upon
them 2 declded hanalcap during the earfy schoot years (Vosi, 13€4).

Part | demonstrated That some chlldren fatl In reading with T.0. or I.t.a.
Part Il presented a hypothesls that disadvantaged chlldren have veen hindered
In verbal and cognltive developmen®. Also, 1ha reed for [dentlfying the
level of readiress of all chlldren has been emphasized. In Part 111 we witl
address ourselves to the questlon: What can the teacher do wlt!, these child-
ren to get ttem ready for reading?

Part |17

Curriculum Appropriate for the Development of Verba'! and
Cognltive ExperTences

The most glaring acd serfous Inadecuscies occur In the area of languzge devel-
opment, The development of correct speech patteras, therefcre, Is mandatory.
The language of culturally deprived children is more concrete, expressive,

ard Informal than that cf mliddle-clase chlidren. 1t Is irpor 3risted mainly

ta [4s formal, abstract, and syntoctical aspects (Ausutel, i..1).

The feacher of the dlsadvantaged must place qreat emphasls on ladellng and
naning ¢cbjects. Listening to and telling storles, recalllag the cedar of
events, followlng Tnteresting ¢tortes on tape recoréings, and role playing
all should help tre children Improve their language ability. Listening
skllls are developad at the same time that speech ls enhanced. The ablllty
to 1lsten s preparaticn to understanding wriften com>>aication (Goldberg,
19673,

Both visual an¢ audltery percepticn reed considerable baste activities prior
to uslrg tre typleal readiness program. The zrea of perception reeds t5 te
dealt with 1n a far rore furda~endal ranrer than Is zuggested In the siandard
readlress book. Ceutsch (12€3) states:

The sparzity of chfects and lack of Jiversity of home artifacts
which are availadle and reanirgful to the child, ia aZditicn to
the uravailability of individualized training, gives tre child

few opportunities to manipulat: and organize the visusl r.operties
of his envircnment and thus perceptuzlly to crganize and dis-
criminate the nuanzes of that envircnrent. These would inclule
figure-ground relationships and the spatlal erganizatizn c¢f thre
visual field. The sparsity of manipuladle objects probably alse
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hampers the development of these functions in the tactile area.

Programs that traln perception such as the Frostlg Material, The Purdue
Perceptual-Motor Survey (1966) and the Phyaiology of Feadiness (1964) all

can be adapted to the classroom. Work with templates or material that
focuses the chlldren's attentlon on detalls should be prepar~atory experiences
for children whose visual discrimination development has bezn retarded.

Mussen (1965} discusses the use of letter-1Tke forms to determine children's
abfllty to dlscrfminate visually. This type of technfque would seem to be of
far more value to chlldren thzn the usuval netlng of differences in squares,
trlangles, and boxes. Exerclses using letter-like forms, templaies, and
drawing aftention to detulls would be of value Tn helping children fater
recognlze words.,

Auditory discriminatfon skifls are an integral part of fanjuage development.
The chlldren exposed to a verbally rich =nviroament before coming to school
have 2 great deal of experience reacting to tte kinds of verbal cognitlive
stirull which prepares them for the beginntng reading task (Rolmes, 19657,
Children from verbally rich homes have learnes to listen, not only to words
but to Inflection, timlng, and cral expression (Flower, 1965). On t-e other
kand, chlidren from Impoverished backgrounds tack these experlences of
reactlon to such stimuli and, therefore, need special training to overcome
thelr daficiercies,

Learning to read by 1.t.3 requires many fine ausitory discrimlnations; but
before these can te taught, children must at least bte able to make gross
audltory distiactlons. Therefore, gross audltory activitles are particular-
ly Indlcated for the verbally ¢lsadvantaged children learning to read bty
i.t.a. The Inltlal step might te the administration of the Wepman Test of
Audltory Ofscrimlration. Fallure on this test would seem to Indicate that
children do not have suffliclent auditory discrimination skills to embark on
ihe readling program. When auditory tralning ‘s neeced, 1t should Tnclude
discrirination of sounds, fntensTty of sounds, and percelving of rhythms.
After a firm foundattca in auditory tra'nlng, more emphasls can be glven to
the snunds of speech.

Deutsch (1963) hypothesizes that chiidren might come to school with perceptual
handlcaps rather than language deflcits. He suggests the remedy might te to
ewphaslze perceptual training and corblne It wiih a gradual [ntroduction of
language trainTng. Lower-class families may not have provided chlldren with
enough of the experiences which stimulate perceptual tralning. 3t is up to
the school to start where the home left off.

For chlfdren nct ready to learn to read, concepts need to be emphrasized during
te readiness program. Spatial relatlonships such as: on, longer than,
under, ard cver need clarlflcation. Children must also be capable of under-
standlng tire, distance, and sequence. Activities such as retelling a story
or putting pictures In orier are manlatery for the chlldren unrble to under-
stand these abstract corcepts.

Crewth of reasonicg ckllls asd 10gleal ecncepts nees relnforce~ent. Felra
able to clz2:sify ard relate are i~i-rta-t fasks,

In essence, the currlculum rust start with the chlldren's leve] of Zevelon-
rent. To use t.t.a. prematurely, as, tndead, usleq any system pre~aturely,
can only cause regative recults,

CONCLUSTON

Althouzh cre rust corclude That [.4.3, has been of ynguestlonable tereflt to
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Stockton's disadvantaged chlldren, one must also conclude that nelther i.t.a.
nor any of the reading methods or materlals tested are of much vafue to the
children not yet ready to learn to read. From this statement emerges the
obvious need for a reformed pre-reading curriculum, a curriculum speclfically
desligned 4o fifl 'n the gaps In children's development.

The MexTcan-American children of low socio-economic status, handicapped by
most of the problems assoclated with the disadvantaged, carry an additional
burden when thelr primary language is Spanish. For these children the change
in curriculum might need *o go a step further by providing some instructfon

in Spanish. Spanlsh Instruction may help to ease the transition Tnto English
and make it possible for the children to eventually take full advantage of the
many beneflts of i.t.a.

In conclusion, Goldberg (1967} has thls to say about i.t.a.:

The i.t.a. approach is perhaps the most promising in develop-
ing reading skills ani creating successful readers in a dis-
advantaged population and can be tricd in schools with a
greater sence of security than some of the other plans because
it has been and still is beirn~” carefully and rigorously
evaluated.
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3. THE EFFICACY OF THE INITIAL TEACHING ALPHABET AND THE PEABOOY
LANGUAGE DEVELOPMENT KITS WITH SOLTHERN DISADVANTAGED CHILDREN
IN THE PRIMARY CRADES: A FINAL REPCRT AF1ER THRZIE YEARS

Lloyd M, Cunn

fn collaboration with Prayot Pocharart & Phillp Pfost
George Peabody College for Teachers

Nashvllle, Tennessese

The vast rajority of boys and girls from our inner clty slums encounter In-
ordlnate barrfers In achleving szhalastle success. The problems are parilc-
ularly acute for such children In t%e South, These puplls -- especlally
Negro youth -- bring o the schools a resiricted ard non-standard form o oral
language which s Incompatible wlth exlsting Instructional procedures. Len-
erally, they nelther hear nor artlculate the endling speech sounds. In
additlon, many of thelr teachers have been brought up ¥n this same culture.
Thus many of them bave simblar problems In uslng tre torty odd scunds of
Standard Engllish. Therefcre, It Is not surprisirng 1hat these =hildren, In
contrast wlth middle class youngsters, have demonstrated progresslve retar-
datfon In school. To correct thls, It seemed to us, Irproved and mcre
approprlate procedures ware needed 19 teach oral and wrltten language to such
pup!ls. For thls reason, we decided 4o study two new approact 25 for teaching
language ceveloprent to those Southern chlldren ot poverty.

Puroose

The purpose of this thres-year study was %o Investligate, with under-privileged
chlldren In the prirmary grades, the etficacy of: (1) ine Inltlal Teachling
Alphabet (1.%.2.) Tn teacring beg'rnirg readling, and {2) the Peabdody Languace

? Tre resesrch reperte? herein is part of o crative Lizguare Levelap-
remt Frojest supperted by Srant #ED 973 from the Naticnal Irstitute of (il
Health and Fi7an Develep=ent, and ty Tord Fourdacicon funds tiraash ths Yssh-
vilie Fluzatisn Tryriveme-t Froject TrAiF experirent was carried fat inoe-l-
laveratizs with the Nashville Metropoiisan Scheals., Feccgritinn is - tre
rany teatters 2nd aivinistraters, inclelire Carrie lenney, who jartici;:vs?d in

e Ca
this stuly. Special ackrowledirents are due M, D, Neely, Yetro superwisrr cf
elerentary education, who was the rain forze in the schial systen berin! o
cerception and executicon of this experitent. Our apjreciati-a is alsn exte-i-
ed to ¥rs. Ctie Cfficer who supervised 1re 174 tearte €

Pino who supervised the tzacters usirg the Featndy Linguage Jevelsz=ort Mite,
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Development Kits (PLDK} Tn stlmutating oral language and verbal Intelllgence.

It was predlicted: (1) that the use of 1.t.a. would enhance +thelr reading
abiit4y; (2) +hat fhe PLDK lessons would ralse their intelligence quotlents
{1Q"s) while, at the same time, enhanclng thelr oral lancuage develcpment and
school achlevement, and (3) that [.t.a. plus PLDK Tn comblnation would be even
more effective Tn fostering their verdal intelllgence, language development,
and school azhlevement,

Treatments

Below are described the two curricular adaptations wsed In fhe project:
Inttial Teaching Alphabet

The experimental reading program used was the Early-To-Read Series developed
by Mazurklewlcz and Taryzer .1963). This program corslisted of eight text
books and five workbcoks desligned to carry the chil3 frum a point of beglinning
reading In f.t.a. through the transiticn to tradlitional orthograghy (T1.0.) at
the high vhird grade level. In contrast to the Downfng Reading Serles from
England which utllizes a slght vocabulary approach, the Mazurklewlc2 and
Tanyzer program |s based on the premise +that children should flrst leatn the
individual sound <vmbols, before belng taught to syntheslze *them Into words,
senternces, paragra;':, and flnally storles. Thus a phonetic rather than a
slght vocabulary apuroach was userd. Thls emphasis appeared to hold speclal
promise for Southern youth wlith trelr difflcultles In enunclating the standard
speech sourds of Erglish.

Nore of the experimental teachers had used i.t.a. before, They partlclipated

in a three-day workshop pricr to the opening of school, at which time they

were ercouraged to fellow the readlng program In a falrly standard manner.

All teachers were glven Instructicn In auditory discrimination and sound blenc-
Ing, as well as 1n the 1.t.a. sound-symbo! system. They were asked to teach
the sounds and thelr corresponding 1.t.a. sound symbols Tn Isolatlon and In

key words tefore mcving into the workbooks ard readers, .

Some varfablllty occurred In the extent 1o whlch *he tezchers used experfence
crarts, labels for classroom cobjects, and bulletln boards to create tamliliar-
Ity «1th the [.t.a. system. A smalk collection of supplementary reading
materfals In 1.4.3. was also used, fncluding a set of the Downing Readers In
each classroom, as well as bocks In traditlonal orthography. (The controls
used a conventlcral beglinaing reading program; In this case, [t was the
Feading-For-Yeanirg Serles, published by Houghtor-Mifflin.}

About one-third of the experlmental children completes %the entire Early-To-
Fead Serles tefcre tre erd of the first school year. Trese chlldren were roved
Intc the Fasie Feading Zertes by McCrecken and Wolectt, pudlished by the J.B.
Lipptacott Corpary. They began In Bock 2-1 which glves a systeratlic review
of the phoretlc 2pproack to teglnnlerg rezdirg in traditlonal orthegra-“y.
Therefore, thls basic reaZer apreared especially appropriate 3s a follew-up
to tre Farly-To-Feai Series. A few, w o had not gotten through tre 1.t.a,
serles Ly Christmas of the second school year, were shlitted cver to T.0. re-
gardless of trelr progress In i.t.a. and placed in the easler first grade
werk In the Basfe Feading Sertes. 1In the third year, tre experimental chlitd-
ren contlinued In thls same series.

Peabody Language Developrment Kite
Experirental editions! cf Levels #1, 2, ard #3 of the FLDX, destgned by Ounn

V) Fevised versions of Levels #1, #2 and #3 of the PLIX are availadle from Aner-
fcan Cuilance Series Inc., Publishers' Bldg., Circle Pines, Minnesota, 5501w,
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and Smlth (1965}, were used In the study. Level #i was designed for 11rst
grade, ltevel #2 for second grade, and level #3 for third grade dTsadvantaged
children. The lessors were constructed to stimulete oral language and verbal
Intelllgence, ard thetefore were Intended to enhance school progress.,

Figure 1 outlires a nodel of the psycholingulstle processes trained by the
lessons:

RECEPTION CONCEPTUALIZATION EXPRZSSION
Dlvergent
Auditory ThinkTng
Vocal
Convergen®
Visual Thinking
\\\\\\ Motor

Associative
Tactual N Thinklng

Fig. 1 Model of the Psycholinguistic Frocesses Trajned by the
Daily Lessons of the Peabody Language Devslopment Xits

Each of the levels of the kits conslsts cf 180 datly lessons -- cne for

each gay of a school year. The lessons provide 30 to 35 mlnutes of well-
rlenred oral larguade stinulation exercises each day. The phlloscopay of the
grogram Is that Language Tire should o a half-hour intertude from conven-
tioral schoul work. Though early lessons require conslderable teacher par-
ticlpatien, the overall geal Is to raximize the oral language tehavior of
tre puplls, givirng them an cpportunity to talk, 4o 1hirk and to learn effect-
Ively In a setting that is less structured than during regular periods of
school work., The ¢hildren are never called upon eliher to read or to write.
In fact, no ceat work Is Involved. The tota) croup partlcipates together,
the e~phasts teirg on talking 3nd understanding Standard English,

Greups

From 17 classes in rire scheols, elght groups were cc~stituied. Ficure 2
Tllustrates pictortally the ceslgn.

Greup T recelved t.t.z, tut ro FLIX: creup 2 received f.t.a. plus ore year
cf FLOX; group 3 used the comventleoral reading aprroach (T.0.) plus PLEX
for ore year; aorcsp 4 received §,.t.2. plus two years of FLIK: group 5 wsed
conventional reagl~g plus two years of FLDK; group 6 recelved 1.4.2. plus
three years of PLDX; grcup 7 recelved corventloral reading in 7.0, plus
three years of FLDK. The elghth group consisted of contro! subjects taught
In a conventioral T.C. readira approach with ro Pu3TX,

Puring the $lrst yesr, 1964-£5, there were four classes In each of fre treat-
renis {other than controls): 1.%+.a. only, l.t.2, plus PLOK, a~d corventlonal
reading plus PLOK. Thete w2re grouped by at least two teacters with a si=1-
far treatment In a school, across slx schools. The control group was drawn

Iee
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Oral Language Development

No One Year Two Years Three Years
PLDK PLDK PLOK PLDK
(W/0)* w/1)* i/2y* (W/3)%
i.t.a. Grouwp | Grouvp 2 Group 4 CGroup 6
g (n=43) (n=34) tn=8) (n=15}
S
n
&
T.0. Controls Group 3 Sroup 5 Group 7
{rn=43) (N=34) {n=3) {n=15)
I
* 4/0 = No PLDK; W/ = One Year PLDX; W/2 = Two Years PLLK;

W/3 = Three Years PLDX

Fi1g. 2 Pictorial Description of Treatment Groups in the Co-operative
Language Development Froject

from five classes In flve schools In the sare cormunity. Al schools, exper!-
meatal and control, served children resicing in slum areas,

For the second year, 1965-66, *wo of the groups In 1.t.a. plus PLEK continued
PLDX for the second year {creating group 4}, and fwo of the grcups In T.0.
plus PLDK cortlnued the second year of FLOK (creating group 5).

For the third year, 19€6-67, one of tre t.t.2. groufs who had recelved two
years of PLCK contlnued PLDX for the third year {creating group 6), 22d on2
of the T.0. groups recelving two years cf PLDK continued PLOK for the thlre
year (cresting group 7).

Subjects

A totel of approxlmately 1,000 experirental and 150 contro! subjects werc
selected Inttlally %o participate in the program. During the flrst year, com-
plete pre- an~d end-of-year test data were collected on 732 subjects, Admirl-
strative considerations dlicta’ed that the various experimenta!l *reatrents be
carried cat with all cblldrer earclled Tn the classes Irvolved. As a result,
the groups were nelther comparpsble in sfze nor on such varizdles as Intelll-
gence gJotients, rental ages, chroaclogical ages, and language abllities.
Trerefore, a selected study sample was estadlished by deletling subjects who
dld not meet criterta set up for digadvantagad chlldren. Mare specliteally,
childre~ whth 1Q's abeve 110, a5 w2i? as those from adequats housing and
eoclo-eccmorle status were excluded. Analytes of varlarce Indlcated that +he
resulia~t groups were comparatle at 1te cutset of *re experlirment in fer~s ¢t
chronetogleal aze, fntelligerce quotlent, rental 232, ard languajze age.

Baslc bore Inforrmation zugcested that tte leve!l of elucation of the parent,

the ~umter of me~bers In the fa~ily and the type of houslirg were cormparedle.
At tre end of the second year ur tre tiealvent, there were 384 sudjects with
complete test Sata. At the end of the thlrd year, end-of«the-thfrd-year test
data were obtalned on 10) subjects. Corplete fest dats were availadle for all
four testings on only 341 subjects, For tre third year a-alysls, sudjzcts were
randorly selected to treate groups of propertioss! slae, with approxirately
e3ua! rumters of boys and girls., Tre sa~ale stzes, uton which the data In

this repert are based, are to te found In Flgure 2.

17¢ ¥
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TABLE T

Summary of Pretest Data on *he Selected Sampies
Used for tre Third Year Aralyses

Treatrent
Group

CA*

‘

ePVT-19

5-19

x|
™,
=|

£

X

H

[72A-LA%

X

£

Group !
{1.4.a.; WO
PLDK)

Group 2
{i.t.a.; WA
PLDK)

Sroup 3
(1.0.; W/l
. 0K)

Group 4
(i.t.a.; wW/2
FLDX)

Group S
{T.0.; W/2
PLO)

Groap 6
ity W3
PLOKY

Group 7
(T.0.; w/3
PLDK)

Contrels
(7.0.: w/o
PLOK)

Totel

43

34

34

74,52 3.92 87.14

75.91 6.67 84.62

79.47 7.06 83.79

74,75 3.62 85.€2

1,17 4.5% 84,75

73.C0 3.93

o

~l
m
~

75.80 4,54 101.40

wn
N3

5.8 £0.,44

13.57

12.98

14,65

16,31

10.93

17,00

11.15

13,82

73.19

£€9.00

78.5%

78,83

78.42

93,53

21,95

22.13

19.02

11,24

25.65

21.41%

61.40
59.74
63.47
59.25
72.62

T0.20

61,33

63,41

8.70

8.92

16,65

7.72
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Teachers

Involved In the seven 1.t.a. and PLOK trextments were 12 teachers In 2 total of
six schools -~ four serving essentlally all Negro youth, and two well-integra-
ted with Negro and Caucaslan children. Eifght of the teachers were Negro and
four were Caucasian. Three of the flve control schools served solely Negro
chtidren and two were integrated. All of the teachers, experimental and con-
trol, were primary-grade teachers with more than ome year of experfence in
teaching. Each was fully certified in elerentary education, and held one or
more degrees. Experimental teachers were asted to stay with the szme group

of children for the first two years. In fact, the palrs of tearhers tenved

to re-group thelr children in the second year; one teacher taki g the slower
half, and the other the more able half. New third grade teachers taught the
children In the final year.

The experimental teachers In thls study were glven a number of incentlves not
available to the contro! teachers. They were provided wlth small supplementary
stipends and were asked +o attend In-service training sessions throughout the
year -- approxImating on2 every two weeks. The experimental teachers were
provided other stimulation. Supplementary materials were purchased. They
were vislted frequently by the researchers, school cofflcials, and other
visitors. Too, they were glven considerable recognition by thelr principals.
The experimental teachers had an opportunity to observe each otrzr teach and
to share lideas. They were visited requla=ly by a supervisor. Furthermcre,
they were paired up in schools so as %o share Informally thelr Tnnovations

and problems. The teachers knew they were being monltored. Thus, motivation
to excellence in teaching 'was high. In contrast, the control teachers were
not stimulated or supported in any way. Thelr chlldren were simply tested

at the beginning of the experiment and retested at the end of each schocl year
thereafter. Thus, a very irportant oart of the experiment treatment was the
added incentlves provided the experimental teachers, ard rot the control
teachers.

Evaluation

Test data were secured in three 3reas of devaloprent: school achlevemant,
targuage developrent, 2and verbal intc tigenc2. The instruments used in the
first, secora, and third years were essentially the sare. Tre discusston of
the Tastruments here is concerned with the third year of the study.

School Achlevement

The Metropalitan Achifeverent Teat (YAT) was used to reasure academic achleve-
rent. At the end of the third year, he wri‘ten lanauage portions of the
Interrediats Battery were administered. T'ece consis®ed of: word kniwe
\ tedge, (wK), word discrimination, (WD). readina (corpreterstony, (R},
] spelling, (S), and language usage, (LU). The achieve~ent testirg tock place
from late Mirch 4o mid-ay. Rctual trade placerent at time of tentlra
averazed from 3,75 (mid-April). Achizverent tests were adrministered ty pro-
jett perscr-el, rot the classroom tescters,

Languaze Ceveloprent

The Iilinoie Teet of Feuycholinguistic tFilitice (McCarthy and Kirk, 1863) was
used to reasure oral language functionirg. 1t was ad~inisteres by psycholo-
gists 2-3 psychoretric techniclass., This test (ITFA) was CevelcFed a5 an
irdivid.al language test for chiléren tetacen tre 2ges of 2§ and @ years, It
consists of nire subtests which =easure twd Trput chanrels (aufitery ard

Q ] visual), two output chanrels (voc:zl a~d motor), 2n¢ two levels of organlzation
[E l(: (representational and autoratic-sequeatial). Its rajor weakress as a post-
] 178
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test after the third year of the experiment was fis "lack of top."

The Peabody Ficture Vocabulary Test (Dunn, 1965) was used as a second measure
of ora! language. This test (PPVT} is an Individually administered, single
channgl, instrument ylelding a measuwe of hearing vocabulary. The subject is
requlred to indlcate which of four response plctures correctly depicts the
meaning of a stimulus word presented crally by the examiner. This test was
also administered by psychologists and psychometric technicians.

Intellectual Development

The verbal intelligence of the chlldren was measured by means of the 1960
revision of the Stanford-Binet (5-8). This test was also adminTstered by
psychologists and psychometric technicians on the projsct staff,

Results and Discusston

Results of the investigaiion are reported for each of the three areas of
functioning for which data were collected.

School Achieverent

Grade equivalent scores cerived from the MAT at the end of the thlrd vear are
present2d in Table 2. Srkcwn are average scores for the five measures of
written language: word «nowledge, word dTscrimlaation, reading comprehension,
sprelling, and language usage. Analyses of variznce data are presented In
Table 3. As can be seen, both raln effects were statistically signiflcant
wel!l bteyond the 0.01 level of confidence.

TABLE 2
Nean Grace Equivalent Scores

for the Kritien Language Subtests
ch 1he Medfropolitan Achieverent Test

' Ore Year Twa Years Three Years
PLOK PLD¥ FLCK PLCK To*al
:T:j;. 3.15 ;;;;; 3. l 2,90 3.45
1.C. 3.15 ) 2.84 2.7% 3.76 _ 2.9%
Total 319 2.72 3,27 4.33 3.23

At tre £nd of trree years, children who zcquired taitial reading skitis utili-
2lrg T.t.3. were supericr 10 %he 7.0, treatrent groups. The average written
lanjuaze azhleverent of the 1.1.a. treatrent subjects was a 3.461 grete
equivalent, wheress the T.0. sublects were achieving, on the average, at tre
3,122 grate level, Since the MAT was adrinistered In rmid-April, an exrectancy
for averaje third graZe children would have bozn the 3.75 grade level. Thus
totr groups .ere telew 1he ratltonal average, but the i.t.a, grcup was less so.

At the end ¢t three yezrs, children who were sti-ulated in cral languaze by
the lestors from the Pestody Language Developmett Kits were stanitlcantly
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TABLE 3

Analysls of Varlance on Average Grade Equivalent
Grade Scores for the Written language Suhtests
on the Metropolitan Achlevement Te_t

SoJrce of Degree of Sum of Mean

Varfation Freedom Squares Squares F Ratlos
A ti.ta. vs. no 1.1.2.) ! 274.4825 274.4825 G,9448 *
£ (PLOK) 3 1185.8551 395.2850 14,3217 *
A x B Tnteracticn 3 286.,1729 82.2576 2.9803 *
Error 192 5299.2915 27.6004

Total 199 7006.4020

¥ OF.85 = 2.65

superior Tn school achlevement to those who dld not recelwve the FLOK lessors.
As seea In Table 2, those receliving three years cf PLDK were achleving on

the average In written tanguage 21 the 4,33 qrade level, 1hose with two years
of FLDK at the 4.03 grade level, those wlth one year at the Z.717 grade lovei,
and those with no PLOK at tte 3.15 grade level. 1% would appear that the crat
language stirutation was effective In stimulating school achlevemert, Judj-
Ing from the descriptive s+atistles, the 1.t.a. group with 2l} three yezrs of
PLOK mere colng espectally well, scorfng at the 4.90 {almost 4re $141h) grade
level. Here s evidence that taklrg 30 mlnutes out of the school day for oral
language stirulation dres rot detract from regular school achleverent but en-
hances it significantly. 1In fact, on the average, the chlldre~ with three
years of FLDK were almost 1.2 grade equivalents atead uf the ncn-FLOK child-
ren, about 2 40 rer cent Increment,

Language Developrent

Tabte 4 presents the cains In languzge age on the ITPA after three years.
Table 5 reports $he analysls of variance for theze da2ta, Ore of tra rzin
effects was statisticzlly slgniflcant, rfi5 tte interacticon,

Those children recelving PLDK rao2 grester 32732332 c3ins than chlldren nos
recelving PLL¥,  Sirce the children vad tezn Fn school 3.75 years, ore cculd
enticipate a LA gatn of 45 months for average chlldre~. The Qains were rot
this great. With three years of FLOK the galn was 33.93 ronths; with twd
yesrs, 27,56 months; wlth ore year, 25.19 monthsy  and with ro PLIX, 25.86
months, Thus, whlle PLO® d1d enhance oral 12n3uz3e, the children were stlt|
oferating below rorrzl. 1n general, three years of FLOK lessons resuited lo
an elght months Trcremant In tanguage age. Hewever, [t must te cecalled that
the 1TFA does rot have sufticlent celling for children corpleting 1he third
grade. Thus the depressed scores toy te largely an zrtifact of the T4 test
characteristics.
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TABLE 4

Mean Language Age Galn Scores on the
[flinols Test of Psychollngulistic Abllitles

No One Year Two Years Three Years
PLLK PLOK PLDK PLDK Total
i.t.a 24,95 25.50 34.62 33.80 27.24
—
T.0. 26.77 24,88 20.50 34,07 26.72
Total 25.86 25.19 27.56 33.93 26.98

1n Table 6 are presented the PPVT I yaln scores.
As wl(} be seen, none of the dlfferences were significant.

tial statistics.
Clearly, hearing vocabulary was not [rfluenced apprectably by elther the I.t.a.

or PLOK treaiwents,
be superior,

1n Table 7 are the Inferen-

In fact there was a tendency for the non-PLDY. groups to

Perhaps, under these condéitions, the teachers did¢ more of the
talklng, and the chlldren more of the [[stenlng.

TABLE 5

Analysls of Varlance of Language Age Galn Scores as Measured

by the 11lrols Test of Psychollrgulistic Abilities

Source of Degree of Sum of Vean

Yarlation freedom Squares squares F Ratlos
A {1.+, 8. vs. no i.t.a.d 13.5200 13,5200 L1422 *
R {PLOK) 1781.2754  593.7584 6.2491 *
A x B Interaction 762.3052  287.4350 3.0251 *
Error 18242.8194 95.0146

Total 20899.9200

Y OFL95 = 2,65

Iatellectual Develasprent

¥ean 10 galn scores are reported in Tadle 8.

The analyses of variance for

trese data are In Tadle 9. As seen In this latter table, there was a stgni-
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flcant maln effect for PLDK, and a slgnificant Interactlon.

Chltdren recelving the PLOK {essons Increazsed slgniflcantly iIn 1Q scores over
those wlthout these lessans. With three years of PLDK the galn was 8.20
polnts; wlth two years, 6.12 polnts; with one year, 4.33 polnis; and wlth
none only 1.59. |t wll] be recalled that the children enterad the flrst grade
wlth an average 1Q approximating 85 or so (see Table 1}. Thus they were not
brought up to average -- even with three years of PLDK. Hcwever, heartenling
gatns were obtalned. Whether these galns will remain over tlme remalns to be
demonstrated.

The signiflcant interactlon !s Interesting. Agaln 1t appears that i.}.a. and
PLDK together are more facllltating than T.0. and PLOX together,

TABLE €

Mean [Q Gain Scores on
the Peabev'y Picture Yocabulary Test

No One Year Two Years Three Years
PLDK PLDK PLOK PLEK Total
{.t.a. 12.79 12.00 §.12 5.67 10,92
T.0. 2.67 6.03% 6.50 4.20 7.36
Total 11.28 9.0} 6.31 4.93 9.14
| |
Some Cautions

These results must be recelved wlth reservation. The teachers in the experi-
mental treatment, were provided with Inducerents rot avallabdle to the controls.
Thus the results may be due %o Hawthorne Effect., To check on this, we are
replicating this investigation 1n a more elzborat> tashlon, provlding the
teachers In the conventlonal basic reader pruogram wlth equivalent incentlves.
The results t> date on the Co-operative Beading Froject are not as favorable
tc elther 1.t.2. or PLDK as these prasent flndlngs have been. We shall have a
report ready for dlstribution on this secord study later thls year.
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TABLE 7

Analysts of Variance of 1Q Galn Scores on
the Peabody Picture Vocabulary Test

{ Source of Degree of Sum of Mean
i Yarlation Freedom Squares Squares F Rattos
i
' A {i.t,a. vs. no I.t.2.) 1 633,6800 633.6800 2.1132°%
B (PLOK) 3 1036.24416 345.4805 1.152¢ ¢
A x B Interaction 3 197.8212 65.9404 0.2199 *
Error 192 52572.137 299,845
Totals 199 59440.08
* F.95 = 2.65 '
TABLE 8
Mean [Q Galn Scores on
the Stanford-Binet Intelligence Scale
No Two Years Three Years
PLOK PLOK PLOK Total
I.t.a .30 9.75 13.67 3.95
T.0. 3.49 2.50 2.73% 3,81
Total 1.59 6.12 8.20 3.88
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TABLE 9

Analysls of Varlance of 1Q Gains as Measured
By the Stanford-Binet Tnteilligence Scale

Source of Degree of Sum of Mean

Variation Freedom Squares Squares F Ratios
A (T.t.2a. vs. no [.t.2.) 1 .9800 .9800 L0107
B (PLOK) 3 $104,5935 368.1978 4.0453 *
A x B Interacticn 3 1444,5245 481.5081 5.2915 *
Error 192 17471.0220 90,9943

Totals 199 20021.1200

* F.95 = 2.62

Summary

The purpcse of thls three-year study was to Investigate, wlth dlsadvantaged
children [n the primary grades, the efficacy of the 1.t.a. In teaching
beginning reading, and levels #1, #2, and #3 of the Peadody Language Cevelop-
ment Kits In stimulating oral language and verbal intellligence. Tre study
began In the fall of 1964 when the children entered the first grade. This
report covers all three years of the lnvestigation.

With 17 classes In nine schools, elght procedures were carried ovt: group 1
received |.t.a. but no PLOK; group 2 received 1.t.2. plus one year of PLOK;
group 3 used the conventional reading approach (T7.0.) plus PLDK for one

year; group 4 recelved 1.t.2. plus two years of PLOK; group 5 recelved T.0.
plus two years of PLOK; group 6 used 1.t.3. plus three years of PLDK; group
7 used 7.0, plus three years of PLOK. The elghth group consisted of control
subjects taught reading with a conventioral T.0. baslic reader, wlth n~ PLOK.

Esth the 1.t.a. and PLDK, as well as the conventlonal readling programs, were
*aught by experienced regular classroom teachers In self-contalned rooms.
Post-testing for each of the thres years was begun In late March and com-
pleted In mid-May. The experimental teachers were glven pre-service trafning
on their experirenta! treatment(s), provided a small salary supplement, pro-
vided wlith a supervisor, observed frequently, and had in-service sesslons
durlng tre year. Thus, motivation to excellence In teaching among the
experimental teachers was high. Even though the pretesting and post-testirg
of the control chlldren aterted thelr teachers tha* :upil progress was belng .
monitored, tre Hawthorne Effect among the experi-antal groups must be con-
sidered as a possible explanation of the results.

Puply progress was measured In thice areas: schoo! »:-ieverent, lz-7usge
development, and intellectual growth. Based on results from the Metrodolltan
Achlevement Test, afte~ three years In school, chlldren utlllzing 1.t.3. were
signldicartly advanced In written language achlevement over those In the
conventional T7.0. basal readlng program. Furthermore, the PLDK lessors
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enhanced school achievement slgniflcantly. On the Illinoie Teat of Paycho-
lipguistic Abilitiea, the language age ga'ns of the PLOK subJects was sig-
niflcantly greater than for the non-FLOK, with a tendency for i.t.a. and PLDK
to be factlitating. As measured by the Peabody Picture Vocabulary Test, the
groug were not statistically different In hearing vocabularles, suggesting
fhat the PLDK lessons have little effect on this aspect of [anguage. On the
1960 Stanford Binet, the PLOK lessons enhanced [Q gafn scores, partlcularly
for chlidren In both [.t.3. plus PLDK.

These findings, while heartenlng, should be viewed wlth ceutlon on two counts.
First, it remalns to be demonstrated that the increments in faver of [.1.a.
and PLOK are lasting. The chlldren will be measured agalr to determine If
differences are discernible on a one-year follow-up. Furthermore, we would
like to measure the children at the end of the stxth grade. Howaver,
ettrliilon suggests this may not be feasible. Second, we are repllicating the
study where equal Inducements are provided the teachers In 7.0. approaches to
reading. Prellminary findings do not suggest the same superlority of 1.t.a.
as was demonstrated In this first research proJect. However, until evidence
countar-suggests, the I.t.a. and PLCK appear to hold promise for Southern
Inrer-clty slum children, particularly for Negro youth who bring to the
schoel: (1) reduced functioning 1n verbal Intelligence, (2) a restricted

and non-standard form of €nglish, and (3) an tnabllity to artlculate clearly
mary speech sounds. For such puplls an elemental, phonetic approach to begin-
nlng reading using the 1.t.a. sound symbo! system seems to hold much pronfse,
sspeclally when comblned with oral language stimulatton exerclses from the
Peabody Language Developrent Kits.
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B.  THE EXCEPTIONAL CwiLD

The papers In thls sectlon represent the use of 1.t.a. In an extremely diverse
set of educational sltuattons including dealing with protlems of the Educable
Mentally Retarded, the Emotlonally Disturbed, and the Deat and Hard-of-Fearlng.
Dr. Richard Woodcock's paper deals wlth Educable Mentally Retarded chlldren
with an average 1Q C6. He reports the results of two years of research using
f.t.a. with thls group and a varlety of beginning readtng strategles, lnclud-
Ing i.t,a., He raports flading no slgnlficant dlfference after two years of
Instructfon witn 1.+.a. when the fina! test Is taken !n tradltlonzl ortho-
graphy. He does rot report tha number of percentage of EMR ciil|dren who have
completed the transitlon after two years of Instructlon. Mrs. Margaret
Wallace, along with other authors In thls section, empbasizes the Importance
of the "new appearance' of materlals after the child has tailed In Y.0. She
presents the results of a study attempting to match small groups of EMR child-
ren wlth t.t.a. and T.0. respectively. In general, she notes a greater degree
of Improvement when I.t.a. ls used with €4R chlldre.. than when T.0. Is used.

Mrs. Mary Jackson presents a "case study" of the yse of tte Inltlal Teachling
tlphatet wlth a group of emotionally disturbeu Tnstltutlionaltzed boys,
Teachers may be Interested In her dellberate use of "Incorrect spelling' which
should have applicabl |1ty to almost any group or educational problem. As

Is true for other authers In thls sectlon, she emphasizes the “"non-passive”
use of l.t.a. She polnts out that, at least for thls group of chlldren,
reading was Important to them ouiy when they couid read alouo to her. One of
the virtues of 1.t.a. reported throughout these proceedlrgs and In o*her
publfcatlons Is the abllity for the beginning reader to “"actively communlcate™
In wrlting or to be able to readlly and eas!ly read hts materfals atoud to an
audience.

The remalning three papers tn thls sectfon Jeal wlth problems of speech ard
hearing. Slster Frances Solano describes a cet of procedures for the use of
I.t.a. with such a group. Once agaln, her emphasls Is on comnunlcatlon. She
describes another unlque possiblllty wi+h I.t.a., retaining the alphabet after
transltlon for subsequent use In speech tralnirg. Or. John Duffy also presents
a sar'es of recormendatlons for the use of I.t,2. with the deat and hard-cf-
hearing. He suggests when language and speech skould be taught to thc fearing
Irpalred chlld; [n what medtum; In what way; ard ty whom., He comments
speclflcally on the possiblllty of departurc from “"correct” I.t.a. spelllngs
as a useful devlce #nd permissible under these |Imlting conditions. Normally,
the i.t.a. Foundatlion Is ovposed to departures from siandard 1.t.a. spelllngs
since this could result In coaslderabte confuston and non-comparablilty of
materlals. In personal communlcation recently with SIr James Pliman, he
notes, "V think 1t is right -~ where the clrcumstances are special and the
difflculty for the learning child so great - to allcw in the elasercom an
inlttal Inttlal teachlng modlum.

"“The chlld ought, +cwever, soon to be made to pass from -he Inttial {nittal
teaching form to tha 1.t.a, form, because otherwlse the custs become prohibl-
tlve of meetlng the needs ot what can only be called a new Tower of Babel.

"Teachers of tha deat In ditferent speech areas wlll, It they are good enough
phonetliclans, be able tao create and hand-~produce classroom materlal to meet
the great range of sarlety, ln speech of thelr puplls, but thls wIll need o
be only durlng the Inltlal Inltlal tearning stage; tul teachnrs wIl lose
greztly 1f they don't socon get Into the medlum In which 900 books are printed
and many more will be coming avallable.”
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Cr. Ponald Goldman also emphaslzes the communication role of 1.t.a. and the
need for appropriate materlals for specia! educational problems. GCnce agaln,
he emphas’zes the notlon that 1.+.a. fs, "ndeed, a mesTum which may be ysed
for a varfety ot ecucational purposes depending upon *he creatlvity of the
user. A supplemental blbliography of articles deallng with the exceptional
chlld is presented belfow.
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1, THE PEABODY-CHICAGO-DETROIT READING PROJECT -- A REPORT
OF THE SECOND-YEAR RESULTS

Rlchard W. woodcock
George Pezbody College
Nashville, Tennessee

The primary purpose of *hls croject was to compare slx ditferent approaches
for teaching beglnning reading o educable mentally retarded puplls. Two of
these approaches utlltzed the Inltlal Teaching Alphatet as the teglnalfng
medium for readlng Instruction. The project bagan In June of 1964 and wil}
termlnate In November of 1967 Lpon corpletion of the final report. The class-

¥ Efficacy of Several Approackes for ieacking Fealing to the Fdusable Mentally
Fetarded. A three-year resesarch and demonstration project supperted by the
U.S, Office of Fducation under the provisions of Title 1II, Se:tien 302, of
Public Law B8-164, Also supported in part by the Institute cn Mental Retarda-
tion and Intellectuial Developrment under a grant from tre Natfonal Instlitute

of Child Health and Developmer®.
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room phase of the project began In September 1965 and continued untll June
1967, All puplls participating Tn the proJect were essentially non-readers

at the time of thelr entrance lito the study. Al+ogetier 834 puptls and 112
teachers partlicipated in the study. ©Cf these numbers, 321 puclls 1In 85 classes
were In the study for the entlre two year period. Ninety-four of these sub~
jeffs,‘ln 25 classes, were assigned to one of the two exderimental approazhes
uslng i.t.2.

Description of the Experimental Approaches

Six appreaches for teachlng beginnlrg reading to EMR puplls were compared
and evaluated Ir the Peabcdy-Chicago-Detrolt Readling Project.

These six approzches wer2 as follows:
f. A language-experience approach ustng traditional orthography (LE-TO)

Z. A ianguage-experience approach using the Initial Teachirg Alrhabet
(LE-TTAY

3. A bagal reader approach uslng traditional crthography (BR-T0)

4. A pasal reader approach using the Initial Teaching Alphabet (BR-I1TA)
5. A basal reader approach uslng rebus (BR-REBUS)

6. A prograrmed texzt approach using traditional orthography (PT-TO)

The similaritles arnd dliferences among the six approaches are portrayed In
Flgure 1. The virtical direnslon of Flgure 1 projects the dlfferences amony
approaches In respect to the degree of structuring. Language-experierce
approaches are the least structured and are desligned to capltallze unon
speaklng vocabulary, Interests and experiences of e puplls, Progr.mmed
texts are highty structured and are planned to Insure that each chifd wlll
be exposed 1o a carefully graded sequence of fearning zctlvitles. BRaszal
reader approaches are mocerately structured, thus falling between language-
experience and proarammed text approaches,

The hortzontal direnslon of Flaure ' projects dlfferences among the experl-
mental approaches in respect to the medium used duriag the Inltial stages ot
reading Instruction. The "TO" approaches (traditlomai crthegraphy) are
those which make use of the standerd English alphabet. The "ITA" approaches
utllze the 44 sound-symbols of the Inftial Teaching Alphatet daveloped by
Sir Jares Pitman. The "ITA" approaches are two-stage approaches for teachirg
reading In uhteh pupils flrst learn to read In 1.t.2., then make transltion
to TO. The “REBUS" approzch, telng developed at Peabody. 1s afso @ two-
stage opprcach. Puplls first learn to read wlth a vecabulary of ptcture-
symbols (rebuses) Instead of spelled words, After the pupll galns pro-
tictency 1n reading with the picture-symbols, he beglns a controtlled program
of phasing spelled words Into the text In place of the rebuses. Exemples

of tre retus vocabulary and an Illustratlive rebus passage are shewn In Fig-
ure 2. Each of these six approaches Is briefly described below.

The language-experience quproach vaing traiitional orthography (LE-TO), A
\anguage-experlence approach Ts based upon the premise that a reading pro-
gram should be highly flexible 1n order to take advantage of the chlld’s
speaking vocabulary, hls current and past experierces, and his Trterests.
This approach ts characterlzed by "experlence chart™ and “"self-sefection”
procedures 1n contrast 1o dhe ready-made Instructicnal materlals associated
w1th other spproaches. The LE-TO approach uthllzes the traditlonal 26-
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Flgure . The six apprcaches compared 'n the Peabody-Chlcago
Detrolt Reading Project.

letter alphabet. Professlonal texts by Herrick and Nerbcvig (1964) and by
Lee and Allen (1963) were grovided as guldes for each teacher %o follow iIn

conducting the Yanguaga-experlence approach.

P JS . ﬁqﬁ (v} [:] [:] [;] —

THE TABLE BOX UNDER is

‘ 7 §—0O =M

T m -0 R
&
Flgure 2. Illustrative rebus vocabulary and passage.

The language-experience approach wsing the Initial Teaching Alphabet (LE-ITA).
The ¥.t.a. languaye-=xperilerce approach ls based upon the same premise as the
10 language-experience approach. The only dlfference batween the two
approaches 1s that the LE-1TA approach utlllzes the I1nttlal Teaching Alpha-
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bet rather than TO. The LE-ITA apprcach made extenslve use of experlence
charts early In tie program, znd later shifted to an emphasls on readlng trade
books written fn 1.t.a, Each 1.t.a. teacher shared & collectlon of 300 easy
readIng I.t.a. dooks with two other 1.t.a, teachers.

Most of the students In thls approach went through a transt+lon program durlr;
the second year of the study using the Workbook to Acoompany Books 6 and 7
(Tanyzer & Mazurklewlcz, 1964) as the core of their translitlon program, The
teachers in the LE-ITA approach were furnished the same professional referen-
ces as the teachers In the LE-TC approach. !n addition they recelved trafning
In reading and writing 1.t,a, through the use of a saelf-study workbook
(Woodcock, 1965) and ln-service meetings.

The basal reader approach using traditional orthography [(BR-TO). A basal
reader approach Is characterlzed by the use of 3 coordlnated serles of readers,
workbooks, and teacher's manuals. Such a serles provides the teacher wlth a
complete ready-made package of lnstructional materlal for teaching readling.

The Harrls and Clark serles (1965}, published by Macmlllan, was selected for
use In thls experimental 2pproach. The Harrls and Clark serles u*lllzes the
26-letter alphabet.

The basal reader approach using the Initial Teaching Alphabet (BR-ITA}. The
ER-1TA approach was simllar to the BR-TQ approach excebt for tha use of the
Initlal Teaching Alphabet. Tzble ! summarlzes the sequence of materlals

used by the teachers In thls zpproach. They began by using the Auditory
Diserimination Cards (Downlng). The next step was to use the flrs+ flve
Downlng Readers (Downlng, 1963). These readers were supplemented by a work-
book prepared by one of the projJect teacher-consultants (Kelly, 1965). The
remalning f!ve Downlng readers were used next. At the same time the puplls
worked through Ready for Reading of the Early-to-Read serles (Tanyzer &
Mazurklewlcz, 1964). Subsequently the puplis worked through Book 4 of the
Early-to-Read serles. The Early-to-Read materlals were nct contlnuved bayond
this polnt, however, except to use the workbosk for Books 6 and 7 during the
transltlon program. 1n additlon o the bastc Instructional materlals, all
supplementary materfals and manvals on the market at the start of the project
ware used. The BR-ITA teachers wera furnished the same set of 300 1.t.a.
trade books used by the LE-ITA teachers for the supplementary reading portlon
of thelr programs. The BR-ITA teachers learnad [.t.2. through the yse of the
self-study workbook by Woodcock (1965) and Tn-service meetings,

TABLE 1
SEQUENCE OF BR-1TA MATERIALS

Downlng Matertals Early-to-Read [.4.a. Program

Auditory Discrimination Cards

Downltng Peaders: Books 1,2,3,4, Rev. A
Kelly, My V.t.a. Workbook

Downing Readers: Books $,6,7,8, Rev. B Ready for Readlng

Dincsaur Ben
Houses

Rooks 2,5,4

Workbook for Books 6 and ?
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The basal reader approach using rebuses (BR-REBUS). The untque aspect of thls
approach was the use of rebuses as the flrst step In learnfng to read. Puplls
develop a rather extenstve rebus vocabulary soon after they begln to recejve
Instructicn in thls medtum. After the child galns proficlency In rebus read-
Ing, he proceecds through a transltlon program, gradually subsi’ruting spelled
words Tn place of the rebuses. An experimantal editlon of the Rebus Reading
Series (Hoodcock, 1965-1966) was developed for use by the BR-REBUS group.

This serles conslsted of readers, worktocks, teacher quides, and supplementary
materials. At the cowpletlon of the rebus program the teachers moved Into the
primer level of any basal reading serles of thelr sholee.

The programmed text approach using traditional orthography (PT-T0O). A pro-
grammed approach to reading Instructlon Is based upon the bellfet that a child
should be taken through a carefully devised serles of steps In the process

of learntng to read. Each child tn a programmed approach must respond actlve-
ly to each step In the program. Following his response, the chlild fearas
Irmedlately whethar hls response was correct or not. The programmed raterlals
salected for thls approach were those prepared by Sulllvan ard published by
McGraw-HTTT (Sullivan, 1963), Thls program 's essentfally corprised of a
serfes of programmed workbooks through which each chlld proceeds frame-by-
frame. The workbooks are supplemerted by other materials Including flim-
strips and story books. Tre McGraw-HIl! program ts writter Tn traditlona!
orthography.

Salectlon of Experlimental Teschers and Puplls

Experimental teachers volunteered for thls assignment In the Spring of 1967,
The project directcr met with Interested teacners and explalned the proJect
and the rosponsibilitles of an experimental teacher. Teachers who vclun-
teered to partfclpzte In the projJact were randomly assigned Into the six
reading approaches. There was one exceptlon to thls orocedure -- teachers
who had any strong adverse feelings atout belng assigned to one particular
approich were gliven the opportunlty to Indicate thls. About one-third of the
teachers Indicated such averslons and these were honored by randomly assign-
Ing those teachers luto cre of the five remalnlna approaches. Ali teachers
Involved In the project had had at least one year of experlence In teachlng
EMR ¢chlldren.

A totul of 607 puplls, enrelled I+ 112 classes, fartlclpated as experimental
subjects at the beglrnlng of the troJect. The number cf subjects In each of
these classes varled from two to twelve, and averaged flve. The entire clazs
was not Included sirce the alm of the Project was to gather Tnformation on ihe
results of beginning readng fastructlon.

Three hundred and tweaty-cne pupltls 1n 89 classes were still in the study by
June 1967. These 321 subJects contributed the data of primary concern In thls
study. la September 1965 the mean chronoleogical age of the 321 subJects was
elght years and elght menths, the meun 1Q was €6, and the mean rental 23e was
flve yeirs and nlne months. At the end of the project the rean chronologtcal
age was ten years and flve months, and the mean rental age was slx years and
nlne ronths. Table 2 sumrarizes the CA, 10, and MA data of the experimental
subJects. {All chroroleglcal ages and mental ages have teen 2djusted to
October 31, 1966 as the basts for comparison). These reans were tested ty the
analysts of varlance fer slgnlflcant ditferences ameng the six approaches.
There were no slanltlcant dlt#ferences among CA's, 1Q's or MA's at the .10
level of slgntflcance.

Frocedure

The project was scheduled for three years, teqlnnlng Tn June 1964, and exterd-
160G untt| MNoverbar 1967. Durlng 1964-65 the project stat{ was engaged In
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specl fylng and organ!zlng the instructional programs and materlials assoclated
with each of the stx approaches. Addlttonal tasks accompllished during the
first year of the proJect Included completing several small-scale pliot
studles related to the feaslblltty of the retus approach and selecting the
school districts and teachers to partliclipate In the demonstration phase of the
study. The demonstratlion phase began 1n September 1955 and was completed In
June of 1967. During this twooyear perlod each teacher was asked to use her
asslgned approzch and materlais with those chifdren In ter class who were at
the readlness and beglinnlng stages of learning to read.

TABLE 2

CA, 10, AND MA SUMMARY LATA

No. of No. of CA MA
Approach Classes SubJlects (10/31/66) 1 (10/3:/e6)

LE-TO 14 60 X 118.2 65.9 78,1

s 14.8 8.0 7.9

LE-1TA 10 82 X 115.8 67.0 77.3

: s 12.8 9.3 9.6
‘ 8R-TO 16 59 X 119.1 65.2 77.0
s 13.6 9.2 10.4

BR-1TA 15 52 X 120.6 65.8 78.7

s 15.5 10.4 1.3

SR-RIBUS 17 74 X 115.0 63.0 77.8

s 15,3 9.9 8.6

PT-TO 13 32 X 117.8 64.4 75.3

s 16.1 9.4 10.3

TOTAL 85 321 X 117.9 66.2 77.5

s 14,8 9.5 9.6
F-ratlo 1.37 1,02 0.59

One teacher from each approach, In each clty, was assigned additlonal res-
ponsiblilities as a teacher-consultant, The teacher consultants were respon-
sible for coordinating the activitles ¢t thelr greup, chalring In-service
meetings, distributing material, and In other ways facllltating the adminl-
stration of the project. These teacher-consultants were brought to Peabody
College during the Summer of 1965 for one month. Durtng 44ls month they
were responsible for becomlng throughly famlllar with the approach and
materlals to be used by thelr group. tn addltion, they studied the other
flve apprcaches and partlicipated In the overall planning und preparatton for
beglaning the classroom phase of the project.

The equlvalent of three hali-day In-service meetlings werc held early In
September 1965 to asslist the experimental teacters In urderstandirg thelr
role and in tecoming better prepared to use thelr acslgred approach, Ouring
the remalnder of tre project each group of teacters had In-service reetings
every month or two. The primery purpose of thece meetlngs was to dlscuss

3 common problems facing the group and to allow an exchasge of Ideas. €ach

Y teacher In the study was provided speclfic Intormation In respect to the

ERIC
, - oang L




O

ERIC

Aruitoxt provided by Eic:

L

technlques and materlals which were appropriate for her o use as part of that
experimental pprcach.

Two aspects of 4he Instructional program were common to all the approachas.
Flrst, there 13s an extensive program of supplementary readfng utilizing
riaterials drawn from clzssroom and Tibrary collections, and supplemented by
project acqulsftions, such as the collections of 1.t.a. trade books. Sec~nd,
the eabody Languuge Development Kits (PLOK) (Dunn & Smith, 1965, 1966) were
furnished each experimental teacher. PLDK Level #! was used during the #Irst
year of the project and the Level #2 durlng the second year. The use of these
kits provlided a greater degree of standardlzation In respect to Fhe total
language arts program. The kit was used dally with the entlre class for about
33 to 40 minutes. PLOK lesson~ provide activitlies deslgred to develop oral
expression, oral receptive any verbal reasonlag skifls. No reading or writing
per se ls tnvolved.

Instrumentation

Tre evafuatlon rnstrucants used In this project lacluded the Metropolitan
Achieverment Tests (MAT) by Durost and others (1959): the Primary Mental
Abilities Teats {PMA) by Thurstone and Thirstome (1663): and the Beginning
Feading Teats (BRT) by Woddcock and Pfost {(I1967),

The Primary Mental Abilitiee Test. The PMA for grades K-1 was adminlctered
to all experlmental subjects during the Fall of 1965 and agaln durlng the
Fall of 1966. These tests were adninlstered by the classroom te-:hers to
chlldren participating as experimental subjects. The tests were scored by
project staff at Peabody College.

The Metropolitan Achievement Teste. The read'ng subtests o1 the Primary |
Battery of the MAT were adminlstered to all experimental subjects In June

of 1966 and agaln In June of 1957. The MAT readina subtests Include
measures of Work Knowledge, vord Discrimlnation and Readling. The 70 edltion
of thls battery was used wlith all subjects. Tests were adminlstered by
rembers of the project staff who went Into the classrooms In Chlcaso and
Detrolt for $hls purpose.

The Beginnine Reading Teet. Tre BRT contalns subtests of Letter Recognltlon,
word Readlng, Sentence Reading and Comprehension. The entlre test Is In
tradi ticnal orthography. This test was developed to meet the needs for an
Trsirument which would dYscriminate among chlldren who are achleving at the
early levels of first grade achleverent In reading. The Lette~ Reading sub-
test ccrtalns 40 1tems presenting a discrivinating mixtire of upper and | wer
case, sars-serlf and Roman style letters. The Word Readlng test contalme 2
set of 50 words draen from those words most commonly found In beglnning
reading programs. The Seritence Readlng test Is a set of 60 sentences 1o be
read at slght. The Comprehension Jest contalns 50 ttems. The Items In each
subtest are arranc2d In order of difficulty 3and a cutting score Is used to
terminate each subtest for a subJect. Table 3 prusents split-half rellablll-
tles corrected for length by the Spearman-Brown formula, for thres of the
subtests. Afso Included In Table 3 are the 1atercorrelations among the
subtests.

Results

During June of 1967, all erperimental subJects were adminlstered the MAT and
tha BRT, providing a set of ceven criterlon scores for each puptl. The
means of these criterfon measures, by approach, and for tha total group are
presented iIn Table 4. The mecns for subtests of the VAT are expressed In
grade equlvalents and tha reans for the BRT subtests are expressed In raw
score unlits, The dlfferences among means for each of tre criterton measures
194
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TABLE 3

BEGINNING READING TEST

RELIABILITIES AND SUBTEST INTERCORRELATIONS

Letter word Sentence
Recognitlon Reading Readlng
Letter
Recognltion L97%
Word
Réading .69 .98
Sentence
Raading .64 .95 .98*
Comprehension .59 .85 .85

¥ Sptit-halt rellabllittes corrected for length.

was tested by the analysls of variance.

t 252 analyses.

Table 4 presents the results of

None of tte crliterion measures differed significantly anong
the approaches at the .05 level of slgnlflcance.

TABLE ¢
f SUMMARY DATA: JUNE 1967 CRITERION MEASURES
Metro. Anhlev. Tests Reglrnlng Rdg. Test

Approach WK WD Rdg. LR WR SR Corp.

n 59 59 59 60 60 60 60

LE-TO X 1.66 1.67 1.58 29.2 32.4 21.6 25.3

s 0.33 0.47 0.31 t1.2 20.5 17.9 15,2

n 38 38 38 42 42 42 42

LE-ITA X 1.61 1.55 1,55 24.4 23,3 4.5 19.9

s 0.38 0.39 (.36 13.7 13.8 17.5 15.2

n 56 56 56 59 59 59 59

BR-T0 X 1.58 1.54 1,56 29.8 25.4 16.2 20.7

s 0.40 0.46 0.43 11.4 18.6 16.% i5.6

n 46 46 46 52 52 52 2

BR-1TA X 1.59 1.60 1.48 29.3 25.4 16.8 18.2

H 0.38 0.59 0.34 11.6 18.3 16.3 14.0

n 66 &5 66 74 74 74 74

BR-RESUS X 1.56 1.53 1,50 28,7 25.5 11.2 20.4

s 0.47 0.36 0.35 11,2 17.8 15.3 14,0

n 32 12 32 34 34 34 34

PT-TO X 1.56 1.48 1,47 30,5 23.4 14,3 21.0

1 s g.52 0.51 0.35 9.5 17.9 15.5 14.4

' n 291 297 797 2 321 21 2
TO1AL X 1.59 1.57 1,53 28,7 26,2 1.1 20.9

s 3.47 0.47 0.3 1.6 12,1 6.8 14,9

f-ratlo 1.78 1,27 1.72 t.48 1,68 1,29 1,43
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Summary end Discusslon

Six approaches for teachlng reading to young, educable mentally retarded
puplls were compared In the Peabody-Chlcago-Detrolt Reading Proj=ct. At the
begTnning of the two-year classroom phase of the project, the 321 experimental
subJects had a mean mental age of flve years, elght months; a mean chrono-
logical age of elght years, slight months; and a mean 1Q of 66. All sutlects
were n.a-readers or 2ssentlally 55 at 1he teglnning of the study. These
subjects ywere adminlstered seven reading achtevement mecsures In June 1967.
The mez:i ga2ln In the various scbtests was appruximately tive and one-half
months. Mo slanificant dlfferences among any of the apprcaches was noted in
thls study. These results suggest that with young EMR chtldren, relativ. !y
lit e gain s tc be expected during the first 1wo vears of instructicn if
they are non-readers at the time of inltiating Instruction. Furthermore, 1+
woulc ~ppear ihat approach does not have & slgnificant effect on reading
achlevement at this siage.
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2. T.T.A. AND MENTALLY HANDICAPPED ADOLESCENTS

Margaret Wallace
Capac Community School
! €apac, Michlgan.

Mertaliy handlcapped children encounter great dlffleulty In developlng reading
ekllls so I+ 1s Important that a systeratic plan be followed for thelr 1n-
struction In reading., Mentally retarded chlldres are those who h-ve bteen
¢lagnosed a3 .aving Intellectunl deflcits, who are unab'e to prof!t suffliclient-
1y from tte gereral currlculum of the publle schocls, tut who can be educated
to become soclally and vocationally competent citizens, particularly If

speclal ecducation facllltles ere furnlshed. (Kl~k and Johnson, 1951},

Because mentally retarded children have a slower rate of learning, conve :t!>n-
; al larguage and readfng prograns must be modified o thefr needs [n terms of
H strengths and cetlcits. These children do not communicate easlly, nor do they
i understand mos( words In ordinary corversatien. The educable retarded child
canrot be hurrled, nor car he be cotrced inte learaing; be will progress
at hls own speed. {Garton, 19€4),

Mental |y retarded c¢hlldren are not recaptive nor Interested in materlals with
which they have already exparienced fallure durlng early schoo! years. Most
mentally hand!capped students deslre to read In splte of thelr negative
atfltude. This apparent non-tnterest s a condltloned defense agalnst feel-
Ings of Inferiority. Inferlorlty origlnates from a concept of betng u~success-
$ul and defeated In competitlve educational situatlons. 1n contact wlith
educationel pressures ihe retardate has learned expectaticns of defeat and
tallute. The attitude of Inferlority, a defense mechanism, ls a frantlc
atterpt to resolve the conflict. ({(Shaffer and Shoben, 1956). [In thls context
¥t ¥s stgniflcant to note that even the normal child who repeatedly falls
develops a defensfve attitude towarc the tedlium of repetltious school experi-
ences 1hat he has teen exposed to year after year. It appears, [ugleally,
that the retardate does much the same as his normal peers, but he makes even
greater use of a defense mechanlsm to allevliate hls fallure experiences
becautze they are constantly with him.

With {hese concepts of learning behavior In mind, 1.+.a., a new read’ng tech-

nlque was employed In a study with educable retarded adolescents. With the

use ¢f thls new Instrument 't was hoped the retardates would moblilze thelr

[imT+ed resources and become batter grounded 1n readlng skills. The I.t.a.

program promised to be an Innovatfon which might halp resolve the problems

| related to fallure conditloning and abstraction Intrirsic %o reading In-
structicn for retarded children.

Becausa there sre sufficlent symbols In the [.t.a. alphadet so that all of
the sounds we use In T.0. have a representation and because there z2re no
upper case latters or symbols, the only ditterence encountered In readlng
and writing 1.t.a. symbols would be the slze of the symbol. Feor capltallza-
tlon purposes, a larger symbol of the sarme desliga 1s uset rather than an
sntiraly dltferent nne as we find In T.0. Partly due to these two reasons,
It was antlclpated that there would be less confusfon and frustration In
learnlng reading skills., And since It was a new and dlfferent madla, and
one with which they had experienced no fallure, 1.t.a. was expected to become
atiractive to these adolescent retardates and 1t was conjectured that they
would not attempt defensive refection.

Q Because of psychological prodlems bnherent In teaching of retarded children,
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It was felt that lnstructlonal materials should be of such a naturs trat
success, soclal approval, and recognltlon would be attaTned from azcomnlish-
ment, [.t.a. was selecied as a medTun for developrent of reading and lenguage
skills with a group of renially retarded adclescents, rot only becavse 1t was
rew, different, and Interesting; but also because It minimlizes the abstraction
of learning various sound cymbols. Abstract learntng frequently s d1fflnylt
for +he mentally handicapped child. The phoretlc emphasls of the zlphabet and
tae published record of successes experlerced In other programs that were In
progress were slso poln*s of consl. .ratfon 1. selecting rhe 1.*.2. program.

Yisltations were made to the Monroe Courty Schocls ard Oakiand County Schools
In Michlgen wrere the prograas were Tn operatlon and 1t was snted that
successes ard achieverent were evident In all classes.

Selection of the T.t.a, program as a teachl 3 too! In the classruom was pre-
dicated on the assumption that certaln objectlves could be achleved. Those
objectives were:

i. To Improve bas'c reaadlng skiils and to ald the learner to read at least
fuactlonally at a level necessary for hls dzily needs and, hopefully, for
pleasure.

1l.  To enable tie student to express himself ¢ aily cs well as grephlically.

1. Yo l=prove readlag comprehension by !mprovirg rezclng and languasge
skllls. Throush achlavement of these skille I+ was evpected trat th~ general
Instructional ieve! would be expanded.

In the implementaticr of the obJectives cited above It was assumed that at-
t1tudes In the classrcom would change. The general attltude In the typlcal
ecucable classroom s one of reactlon to accumulated falluyre and a collateral
defenslve attltude toward snything wlth acacemlc orlentatinn., Sinca mentally
retarded chlldren are already condltloned io fallure they have a fear of try-
Ing to learn anything new. Hlgh motivatlon, however, may be achleved with any
student, retarded or o*herwlse, when the proper Instrument Is a.plied In a
conduclve climate.

The subJects select:d to particlpate In thls study came from a rural commun-
Ity which Is prirarily agricultural. All of the students llve on farms and
the Income of the familtes [s primarity from sgricultire or aurfculture-
factcry employment.

These chlldren had all been diagnosed mentally handlcapped and were enrofled

Tn a speclal educatfon program at the secondary 'evel. There were thirty
students In the entlre group which consisted of twenty-four boys ané six girls.
The divislon of the group Into s control group and an experimental group was
mada to facllltate comparison In growths tn tnstructioral read!ng level and
potentlal reading level betvean the two groups and to show how the growth
related to the two Instructional mathods: the tradlilonal readlng approach
and {he |.4.8. method., By separatling them phy. :ally and insrructionally so
thet only the experimertal group was exposed to '.!.a.,, It was possible to
make a comparison of ¢itfarences In growth in paci nathod.

The sublects were palred as closaly as possible according to 1Q, age, and
reaalag abilfty. <t the thirty In the room tws matched groups of sleven were
selected, One group recelved tha treditlonal reading Instructfon In 7.0, and
the matched grew) sssigned to an experimental sectlon wis exposed te [.t.9.

The reading fext used to salect sublects for +he experlment zrd 1o match then
according to ablllty was the Botel Reading Imventory adcinlstered or February
1, 1966, These 1ests have been designed for estimating read’ng ebllity.
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Aftar admirl<tration of tests It was fcund that the difference In readfng
instructional level betweer the matched palrs varied from .1 4o 3.5 grade
level. The 1Q range extenced from no dlfference to 2 differerce of 7 polnts,
The age ditference had tu be greuter because uf the age populaticn; eight of
the palrs, however, were wtthin slx rionths range, and three palrs were ,rom
ssven to ten monthe different In age.

Instruction In the control group followed cconvertlonal reading Instructlcnal
procecires. consisifng of a cor inciuding communicative language skllls and
soclal studles. Materlals used were: weskly Readers, Reader's Digest Skl
Readers, an English and Social Studias Workhook, and a Spelllng Workbook rf
the Speiling for Word Mastesy Series. The classes were conducted on 2
traditiona! basis w!th some Individualizad Tnstruction on a one-to-one basls
or In small abllity determlned groups.

In the exporimental group the chlildren wera surrounded by 1.v.a. and Instruc-
+lon developed from the I.t.a. theory: Keekly Readera, transl!iterated into
1.+.a., were usec occaslonally a1d language arts were developed from an zxperl-
ence chart type of reading Instruction. S.R.A. reading laboratory materials
were modifled and actlvit es developed and enfarged from these matarials to
accormedate Individual needs. Since the veading Instructiona!l leve! ranged
from pre-primer to slxt) grade level, !t was mprasticzl to assign all sub-
Jjects to ome group. Two wera on @ cn2-to-one basls and the rest In two grouns
accordlug to readlng abillty. Dlrecilons were placed on the xall In I.t.2.
The differet locatlons In the room were indicctad In I.t.a. All furnlture,
equipreny, closets, stove, cupboards, and refrigerator were labellec in 1.t a.
All butletin boards were done In 1.+.a. In thls way the experimental group
was exposed to a contrlived I.t.a. onvironment comparable to the one in which
students In tha control group moved. All materlals were elther tn 1.%.a. or
trarsliterated into 1.1.a. For all Intents and purposes the s . udeats were
contalrned In a total }.i.a. environment. It Qave them, also, a contlnued
awarenass and constant remnder of the new tool we were using. The ch'loren
were rlgldly groupzd and the beginning Instruction was given to all at the
same time uslng the same v>dla and technlque.

To be atle to read successfully In I.t.a. the subjects must cecessarlly learn
the symbcls of the new alphabet. The procedura for presanting ihe alphadet
consisted of Infroduction of the symbols a few at a time, and tn *ho order
suggesied by +he i.t.a., Early-To-Real Frogram by Pitman. £n overheas pro=~
Jector was found to be most ielpful In thls presentation as the students
could obser e the demonstration of writing the symbols and practice wrltlng
tham durirg the [resentatlon on the overnead projector.

An Intens’ve "hot-housing" procedure was used at #1rst to develos ar aware-
ness of the alphabat being used. Many kinds of Instructlional materlal were
used. Although comerclal materials wera valuable ard helptul to the program
tew ware fully adaptable to thls e: periment because of the Implied Interest
levs! and Vllustrations employad. Bafore the conmarclal suditory 4iscrimin-
atlon cards ware 2vallabla from |.1.2., teacher—made cards of thls type were
mace and used. Thase wera plctures |llustrating beglaning, middle, and end~
Ing sounds selected frcm colored magazine 1llustratlons and mounted on shirt
boards. These made an altractlve as wall as an educationsl medts for reln-
forcoment of the sounds. (hese sudltory discrimination cards, doth commerclal
and teacher-made, proved to be Invalusble teaching alids. Use of these cards
led to the dlscovery of the multltude of discrepancies In werd attack skllls
which previously had not been Identlflied.

As soon as a few symbols wers assimllated fnstruction started wlth simple

words. Each day new words were syntheslzed and ‘earced from the sounds. As
new symbals and worus were learned simple sentences were bullt which led %o
language arts davalopment Including writing, speaklng, and reading. Reading
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experlence charts, In whlch the students were allowsd to make the charts
cooperatively using thelr rew alphabet, were uttllzed as an ald.

Enthusles. was evident from ihe beginnlng because of the difference In tech-
nique of self-expression. The Word Buifding Kit was another teaching ald whlch
was very helpful. With thls kit the students were encouraged to bulld dle-
tated words and sentences. Manlpulation of this ald had some Interestlna slde
effects, l.e. It was notlced that students who had difflculty In fine motor
skllls showed Improvement. One student, who appeared to be rather well ¢o-
ordinated, had great difflculty In selecting the symbuls Tn terms of picking
them up from the box in which thay were coatalned. He encountered a great

deal of difflculty as wel! as frusti-ation 'r plcking up the synbols and placing
themn In the groove Indlca‘ed for tre word bullding experience. Through deter-
mination and desire to participate and experience success he was able to Im-
prove many of the motor disabllitles Inltially noted,

In order to keep the proper motlwationa! level 1t was necessary to a“apt
materlals that would be of Interest to t-: croup: S.R.A. materlals and
particularly the Rochester Occupational Bca'ing Series were adapted and a unlt
on Truck Farming was selected because of the Interast In agriculturaf
actlvities. Untts were selected from the text and converied to I.t.a. using
these parts which were most meaningful In experiences, languzge development
and word attack skills, These materials not only provided reading matertals,
but also extended languaje arts activitles. 'a the tnctructiona! perfods

both groups recelved ar egual amount of reading Instruction,

After the second test was adminlstered Tn June of 1966, 1t was found that in
nine palrs the students In the experimental group had shown growth while the
students from the contral group showad growth In only six cases., One of the
experimental group showed no growth whatever, whlle ffve in the control
group showed no demcnsirable growth. In general the program presented In
1.t.a. showed signi¢icant resul+s.

The predicilon was that tha expe~Imental group would show greater growth than
the control group. Because the dlrection of the d'fferences was predicted
and because the experimental group deviated slgnlficantly f-om the rormal
population the non-parametric "slfgn-test" and the Manns-Whitney U Test were
selected as Instruments for statlstical analysls. The readlfng growth [n
Instructional Tevel was measured by a test - re-test adminlstration of the
Botel Realing Laboratory.

The slgns of dlfferences In Improvement levals Indlcated only one palr showed
differences In ihe opposlte direction from that predicted, l.e., In this case
the member of the contro! group showed greater Improvement than the member of
the experimental group. For ore couple there was no difference In the rate

of Improvement of Instructional level. In the remalning nine cases the
couples showed ditference In the predicted dlrectlion. The hypothesls was that
11 subjects tralned in f.+.a. would transter thelr knowledge to the conven-
tlonal reading program and 1hen would Improve thelr Tristructtonal level In
readlag sfgnificantiy more fhan would the 11 subjects Tn the control program.
The comparlsor was In terms of the grewth In the [nstructional leve! based
vpon grade averages shown by each membar of the sample. [t was concluded that
the subjects In the experimental group 41d show greater |sprovement In level
of reading Instruction than d18 those Tn the contr:l group at a statistlcally
signiticant level so the hypothesls was supported.

Emplrical outcomes from the program appeared to be aulte dramatic; frusiration
levels at attacking new materials becama less evident; enthuslasm for reading
tndependently becama the rule rather than the exception, and attempts to read
11brary materials provided developed attitude toward reading and learning,

These attitudes were Improved appreciadly wlth observable carry over.
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TABLE |

GROUPING ANO SELECTION OF ELEVEN PAIRS OF STUDENTS AS TO
SEX, C.A., M.A., 1.Q., BEGINNING READING LEVEL,
AND PROGRAM LENGTH IN AN EXPERIMENTAL
AND A CONTROL GROUP OF MENTALLY
RETARLED CH1LDREN

I

{

!

| NAME SEX C.A. M.AL¥ 1.9. BFGINNING LENGTH OF TIME

i READ LEVEL IN PROGRAM

|

| {A) L.S. M 15 - 8 1W- 2 75 4 0-9

| ()] L.K. M 15-¢ N 3 75 3.1 4 -0

[ (A B.O. M 17 - 7 9 -10 61 3.6 4-0

: {8) B.C. F 17 - 6 10 - 4 64 3.2 4 -0

i (A} $.S. F 16 - 1 g - 9 €4 3.1 8 -0
(B} A.C, M 15- 9 10 - 2 68 5 4 -0
(A) K.S. M 18 11 -1 4 3.1 4 -0
(8) H.V. M 17 - 4 2- 9 76 5 8 -0
(A) D.M. M 15 - 1§ 1M - 3 74 2.1 7-0
(8) J.B. M 15 - 8 11 -0 74 1.6 5-0
() 0.J F 12 - 1§ 9 - 6 76 2.7 {1 -0
{B) J.! M 13- 6 9 7 M 2.6 7-0
{A) D.D. M 15 - 8 8- 9 59 2.6 & -0
(8) T.G. M 16 - 9 - 0 56 .5 5-0
(A) s.C. F 13- 8 g - 6 73 34 4 -5
[{:}] .S, M 14 -1 9 - 3 69 .0 3-0
(€} L.F M 15 - 5 10~ 5 R 5.0 1-0
(B) S.M M 14 - 10 11- 0 78 3.0 6 -0
{A) R.K. M 16 - 2 ¢ - 1 59 1.6 4 -0
{8) G.S. M 15 - 5 9- 0 62 LI 1T-0
(€} S.E. F 15 - 8 9 ~ 2 62 4.5 5-0
(8) E.L. M 14 - 10 3~ 8 69 1.0 4 -0

A = Control Greuo B = Experimental Greup
® Test adminlstered to Indicate the M.A, were W.R.A.T., W.I.5.C., and
Bander Gestalt.
O
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TABLE |1
{INSTRUCT IONAL?

DIFFERENCES IN RATE OF IMPROVEMENT OF READING INSTRUCT IONAL
LEVELS BETWEEN A CONTROL GROUP AND AN EXPERIMENTAL
GROUP OF MENTALLY HANDICAPPEO CHILDREN

DIRECTION CF
CONTROL GROUP EXPERIMENTAL GROIP DIFFERENCF.
(A) (8)

- 1 + .4 Xa Xg
+ .35 + 4 Xa Xg
+ + 1.6 Xy Xg
+ .5 + 1.65 X X5
+ .05 + .55 Xa Xg
+ 1.3 + .05 Xa  Xg
-0- + 1.7 XA Xg
-0- -0- Xa Xg
-0- + 1.35 XA Xg
+ .5 - .6 Xa Xg
-0- + 1,65 Xa Xg

x = | = fewer slgns

N = 9 = matched palrs thst

e

showed Instructlonal growth

3

SIGN



TABLE 11
(POTENTIAL)

DIFFERENCES IN RATE OF IMPROVE' ENT OF READING POTENTIAL
LEVELS BETVEEN A CONTROL GROUP AND AN EXPERIMENTAL
GROUP OF MENTALLY HANDICAPPED CHILDREN

DIRECTION OF
GROUP CONTROL GROUP EXPERIMENTAL GROUP DIFFERENCE
(A) (8)

A -0- + 1 Xa Xg

B -0- ~0- Xn  Xg

: c .4 -0- Xa Xa
% D -0- + .8 Xa Xy
£ -0- + 1.8 Xy Xg

F -0- + .9 X3, Xg

[ -0- + 2.2 XA Xg

H -0- -0- Xp  Xg

l -0- + 1 Xa Xg

J .1 -0- Xa Xg

K -0- -0~ Xa Xg

x = 2 = fewer sfgns
N = 6 = cases In which Improvement [n potential was noted

by members of tha experimental group over mombers
of the control group.

O
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In two of the cases the deffnlte Intense concentration of sounding out of
unfami!lar words brought about a radical change of attltude from "i can't"
to "Is thls right". The Improvement In Trstructioral reading levels in these
cases ranged from pre-primer at the beglinning of the program to thira grade
fevel at the concluston.

More Interest 1n classroom procedures In all cases were evident. By the end
of the experimental perfod, a drfinite Improvement was noted In behavior,
attitude and Tn Instructlona! level.

In a single case, the student who was 2 familla! ratardate with an emoticnal
barrler showed no Increase In reading lev2l Tnstruction. It 1s posslble,
however, the tests dld not measure skills that did develop beczuse 1In the
regular classroom sessfors a definTte progress was noted In thls case.

Another Impllcatlion of the I.+.a. program was the regular attempts at trans-
ftion to T.0. Because of trelr grevicus experlence with T.0. there had been
retentlon of some sound symbols and vocabulary. Skifls possessed were trans-
terrable from 1.t.a. to T.0. An appreclatlon level of generallzatlon of
skllls was also nofed In relation io the tramslition from 1.t.a. to T1.0.
Although no actual transltlon materials were used, these subJects tended +o
move constantly to the T.0. and Indicatlons were that the transitlon period
trepldetions which concerr ary educators will be dlminlshed -- at least for
thls group of mentally retarded students.

One of the mnst useful and enlightening results were the discoverles of
deflclts In readlng mechanlcs previcusly lgnored by leachers. One of the most
outstanding dlscoveries seemed to be receptlive audlitory dlscrimination.
DEfflcultlies 1n visual and expressive auditory dlscrimination were also noted.
Through the use of the audlitory dlscriminaticon cards It was learned that each
child In the experlmental group had some audltory dfstortlon at the receptive
or expressive levels, For exanmple, "I" for "o" as In the word "window" was

a common error, In several Instances thls dlsfortlon of "windl" for "window"
was apparent.

New Yechnlques of educational presentatlon are subject to questlon concernling
thelr efficlency untll Investigation has shown thelr value. Innovation,
particularly In read.og Insiruction, should not be taken at face value. Thls
research has many Inpilcatlons for Improving reading sk1lls for the mentally
handicapped chlld. It has shown that Instructional levels can be ralsed
slgnlflcantly. To ralse Instrucilonal levels from pre-primer +5 a third grade
level In a four m-nth perlod Indlcates potentlality for thls technlque of
teact tng reading.

It was concluded that with the ald cf avallable materials and proper teacher
supervislon the transitfonal perlod will pose no great problem. 1f successes
cannot be galned In the homogenous group then a one-to-one type of Instructlon
will be more llkely to bring about success and avoldance of fallure. For the
teacher who, through her program, snalyzes the particular problems of each
Individual and ls able 4o supply the needed Instruction to provide for success,
[.t.n. otfers a valuadble technlque for leproving reading Instructlon. 1t has
been concluded that 1.t.3. can be successfully used with mentally handicapped
for these reascns: 1t Is new and dlfferent and somathing with which he has
experienced po previous fallure; there is a mintmization of abstractlion;
learning of fewer symbols, which have one sound only and thus decrease frus-
tratlon; successes ¥n word attack tkills lead to ¢iminishing failure sttu-
atlions. I1 also promtes an attitude of Interest In learnlng to read because
of the less frustration encounter=d when using 1.t.a.

By ircrzising the stimull to learalng wlth the use of {.t.a. with mentally
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handTcapped children it Is hoped *that an acceleration of learning throughout
thelr program of special educatlion wll] be experienced.

11 would be a deslrable Sttuation for the mentally handlcapped student to re-
celve instruction In the 1.t.a. phonetic approach io language development and
reading skills before he reaches the secondary level Tn his educational pro-
gram, 1f the baslc reading skills have been acqulrad by the ¥ime the student
reaches the secondary level of the educable program less time will have to be
spent on drill of these skilfs. More progranming 'n vocatfonal and job place-
ment educatlon can de carrled on, which should be the core of the currlculum

at this level. If contlaulty of reading Instructlion could te followed through-
out the retardate's schonl career, It would enable him to adapt more readfiy

to the Job preparation and job placement programs.

The 1.t.a. progrim is not ona that can be used 3. a panacea for all reading
preblems. [t is assumed that at least a minimum of two years of Ir.tenslve
1.1.a. Instructlon wlll be necessary for substantlal resulis Including full
transitlon to T.0. The Individual student's rate of learnlng Is an !mportant
$actor for constderatlion In terms cf legth of time required. This study has
polnted out that if the condltions of Instructlion remaln the same 1the program
In 1.t.a. could progress rather rapldly. I.t.a. appears to be more easlly
modl fled to accommodate lndividual needs than many 4raditional readlng pro-
grams.,

In concluslon thls study shows that l.t.a. Is an "open door” for the mentally
handlcapped student and should be considered carefully as a teachlng tech-
nique. Teacher observatlon of the satisfactions the experlimental students
have had with little successes suggests that l.t.a. Is worthy of serious
conslderation for further use.
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3. INITIAL TEACHING ALPHABET AND THE EMOTIONALLY
DISTURBED INSTITUTIONALIZED 8OY

Mary Jackson
Highland Tralring School
Highland, New York

Intttally, let me assure everyone that we at Highland are not 2 research
center., Thls was not a control class of boys learning to read via the ira-
! dl+ional orthography (T.0.) or the Initlal Teaching Alphabet (i.t.a.) mathod,
: We simply heard about i.t.a. and hoped It would help us to better teach our
| boys to read. The boys for the classes (2) were selected only on the basls
: of thelr fow reading levels, At the end of the school year, we compared the
s reading progress of the 1.t.a. classes wity that of the T.0. classes (on the
| same reading level) and found *the greater achlievement was mace by the 1.t.a.
: boys.

Rinhiand Tralntng Sctool s an Institution consisting of approximately 275
emotionally disturbed boys ranglng in 2ge from 9 to 14, By the time *hls
conference 1s held in August, we wlil probably bave, in edditior, 40 girls.

Tizsse children are committed to the Tastltutlon by the courts of Nex York
State. Although our populace can come from all areas >f the state, about 90
percernt of them are from the New Yorx Clty area, Our boys are generallv from
the low soclo-economic White, Negro, and Puerto Rican families. They have
gotten Into difflculty 1n the home, the community, or the school. 0Of course,
they may have created problems in all of these areas. They have Ilttle or

no respect for law or the rlghts of others., 1In thelr minds, a crime has not

! been commltted unless an Tndividual has been apprehended.

Most of them come %o us wlth a dislike for school and everything and everyone
connected with academlc learning. They are distrustful of all adults and even
thelr own peers. They are fearful of thelr environment and the instabl|lty of
Iite. They have [lt4le or no respect for themselves or for others. Thls
antlsoctal attitude, In additlon to thelr many other problems, presents qutte
a challenge to the teacher waltlng at rhe Tnstltutlon to recalve the new boy.

The majorl4y of boys enterlng Hlghtand read on a second-grade level or lower.
Let's say a boy of 1! years, = non-reader, arrlves at the Inpstituticn, Some-
one has been trylng to teach thls boy to read the 7.0, method for six or

seven years, depending on the age at which he flrst entered school. [t Ic not
difyicult to understand the amcunt of frustrotlon and arxietles which have
bullt up over such a long pertod of time. Some of them have completely glven
up. This Is the boy committed to Highland and placed into an 1.t,a. class of
10 - 12 boys. The teacher's primary job Is getting to know this boy.

1.t.a. 1s most effective when the flrst fes weeks are spent In getting to
know the class -- explalnling about i.t.a. and how easlly one can learn to
read with 14. getting the class to feel It Is dlfferent because 1t 1s
learnley soethling dlfferent; allowlng the boys to look through the varlous
books; allowlrg them to select 4hings around the room to be labelled or
posters 1o de made. 1 tound the boys took pleasure In polnting out liems
around the room, which 1 had "forgotten™ to label. They wanted to cut out
plctures and have rme {abel them., Watching me make ladbels, sote of them began
the practice of raking the symbols and asking atout the sounds bteforg | had

ofticlally begua to teach class.
O
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Now 11 was tlme tc talk of the Imperiance of learalng to read. ! ta’ked so
much about reading during those flrst few weeks, some of them must have
decided to learn to read to keep me quiet. [+ wes extremely important to
Inspire In them a sense of confldence Tn me. | had to convince them that 1f
they would work with me, they could ready any of the booke In tre classroom
wlthTa a short perlod of +ime.

Since ail the bocks have plctures, the boys .ere able to s2e the various
types of storles found in the reading serles. A boy of 11 or 12 |5 not
Interested Tn "'cok, look, look," "See Jene Run,” or "Run, Dick, run”.

In the |.t.a. serles, after learning sere of ihe snunds they can bealn to
read of astronauts, divers, explorers, cr fairy taies. Thls unfoclds a whole
new world for them.

About two weeks af’ ar school started, | began tc teach tte sounds formally.
At first | taught them Tn the order In which the Teacher's Gulde sugnested.
As the boys changed, my methods changed. F£rthuslasm caused many of then to
want to Jearn sounds not called for In the day's lesson. Often thls cassed
me to aiter my teachlng plan In the middle ot a lesson., I{ | thought tnat
thelr attention span might be iengtresed by teachlng a atfferent sovund,

then teach that souna | weuld. The atfention span of the emotlonally ¢is-
turbed is usvally very short. Scometlimes glmmlicks must he thought of and used
on the spur of the moment.

One day | made a mistake In writlng some words on ihe board and one of the
boys saw and correcte! I*. Both he and | were elated. We both reallzed

that he was really sounding out words and reading them. How else coulc he
have noticed the mistake? From that day on, thts became one of my teaching
mathods. Incorrect spelllngs were often put on the board. Each boy beyan

to see how many he could find. 1t became so competitive, arguments somatlmes
developed. Right or wrong, ! felt In thfs case, the end justifled vhe means.
My boys, wlthout realtzing how It happened, were finally lsaralng to read.
Most of them want through Dinocsaur Ben 27d Houses wlthout d1fflculty. Wren
we began f.t.a., Rides was not a part of tte sercles.

Each boy must be glven Individual attentlon dally. As the boys began to read,
they Insisted that | Ilsten to them., 1In thelr minds 1t was only Important

to read If | would Ilsten. A schedule had to be made whareby each boy was
glven flfteen m'nutes to read Just *o ma. Of course, |t was rot always
possible to keep to the schedule. Emotlonally disturbed boys have problems
which do not disappear sirply because the boys enter an Institutlon. When=-
ever the schedule hod to be altered so that a boy could not read, ha might
sulk for hours. 11 was wonderful to reallze Just how much these boys had
learned to want to read.

The workbooks were more difflcult io use. Many of these chlléren have not
learncd the art of speaklng In complete ser‘ences; therefore they have
problems writlng complete sentencas. We flrst telked s great deal about the
plctures fourd In the workbooks, and | wrote short sentences whlch develcooed
tnto short storles. As we progressed, they began to dlctate sentences to me.
Later tha diciation was reversed -- | dictated short sentences o them, which
were developed Into short storles. (One must always bear In mind that one
cannot expect the same type or callber ot senterces from our emotionally
disturbed children as frum the “normal™ chlldren of the same chronological
age. Thalr backgrounds sre usually so different. Slnce our boys remaln wlth
us on the average of eighteen months, we have about one school year to help
make them emotlonally statte, teach the three r's, and develop an awareress
of personal hyglene.)

Most of these chlldren are 1n reed of recognlitlon for things done well, so |
int¢lated a reading program whereby people outslde the classrcom woyld know
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what they vere dolng. When a boy reached Book 2, he was glven the honor of
reading a ctory to another class. As often as he got a story ready, he could
read 1t., it was understood that one could not read to a class unless one was
thorcughly prepared. He had to know hts story well enough to be able to an-
swer any J.estlons asked by 1he class. He had to have a [ittle extra Infor-
matlon. Fcr Instance, 1f he read about a diver, the reader had to have an
1dea of whcre the dlving took place, what kind of equlpment was used, about
how far he could go down with the equlpment belng used, etc. | felt thls was
an easy anc li.teresting way to help teach comprehenslon and, at the same time,
to engender a deslre for more knowledge.

I would never go to these reading sessions, but +he boys would report when the
session was over., Later In the day, | wouid check wlth the teacher as to the
problems or lack of problems the Loy may have encountered. Thls program

bublt up tremendous confidence and a strong deslre to read. For further re-
cognition, we Tnltlated our own newspaper. The boys wrote short storles
about home and some of the things happening at the Institution. So long as
the boys wrote no derogatory statement about anyorie, thetr articles were put
In the paper Just as they were wrltten.

Because of phystcal and/or social handlcaps, many children cannot hear or re-
produce sounds correctly. (1 deflne soclal handlcaps as speech problems
arlsing from homes where English |s not the primary language spoken, or homes
tn which Incorrect English Is tha pattern of speech.} It dld not disturb me
to know that they could not dlstlnguish the dlfference between th and ﬂw R
but 1 dld endeavor to get them to hear and pronounce the dlfference between
th and d, cr d ard b.

Slnce words are made up of sylladles, we spent most of our time learning to
put +wo or three sounds together and prcnouncing them rather than concen-
trating on Isolated sounds. For example, as soon as we learned the sounds
& and p, w2 practiced #p and pB . We found that this method made

It easter t> make words 11ke tap or pas , or larger words,

Comprehensl>n begar the first day of school. Our boys do not Ilsten, there-
fore they cannot comprehend. [ Insist that when | talk they keep qulet and
when one of them speaks, the rest of us llsten. Without this form of courtesy,
none of us would ever be able to understand each other. Emotionally dls-
turbed chlliren do understand this type of discipline and they do respond

to 14. Of course, this change does not occur overnight, but a gradual change
can be seen.

In the beglaning, only simple oral dlrections are given. Almost all dir-
ectlons must be repezted. Each new word must be understcod; simple sentences
and questlois are tormed. Slowly simple written directlicns are glven. 1
there Is conprehension, questions can be answered and directlons followed.
Thls was & tedlous process, but the results were astonlsting. They began to
hear and corprehend what was sald to them; therefore they learned more and
faster.

1.t.2a. make; comprehension much easler. When a chlld learns most of his
sounds he cin pronounce almost any wofd he sees. Mo reallzes that these
symbols rep-esent words he has heard on TY or h2ard somecne say., He Is slow-
ly beginninj to see a reason for reading. If he can sound cut a word he
25wt know, the meaning can be explalned to LIm. Thls makes the teacher's
job a t'ttly easler. More time can be spent on comprehenslon and less on
pronuncletion. The emotionally disturbed children wldh whom we work have
tremendous 1fflculties In the area of comprehension. One can therefore

see why thes bave dlfflcultlos In school.

writlrg {cthe~ than the practice of symbols) for the class began wlth the
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dictation by me of one-, two-, and three-sound words. Tre more sounds they
learned, the larger words they wanted for dictatfon. ! was soon able to dlc-
tate shert sentences. When they began to see thay could write sentences, |
asked them to make up some, write them, and read them to me. As the writing
and reading progressed, they were able o wrlte short stories bullt arourd

the pictures in the workbooks. By April and May many were able to write short
storles about TV programs.

Although no boy completed the entlire I.t.a. progrem, transttion vo T.0. posed
very few problems. Affer the flrst month In I.t.2., the class was allowed to
take low-level books out of the library and our library conslsts of only T.0.
books. To thetr delight, 1.t.a. had already made 1t relatively easy to read
In T.0. From thls ¥lme on, 1 encouraged them to read anything they saw any-
where. At Easter our boys go home for ¢ vlstt. When they returned, one boy
told me proudly that he could now read the signs and posters In the subway;
another sald he was the only boy on hls dblock who could read.

These chlldren seem to take pleasure In belittiing each other. The stronger
ch11d hurts the weakoes one phyzlcally and the weaker one retallates verbally
It he 1s quick-witted or, |f not, he withdraws In a corner. One of my first
lectures In Septenberr and my last one In June 1s on thls toplc. In September,
we are all dumb; we all have empty heads. As the year progresses ws fill

our heads wlth knowledge. Slnce all heads are empty, no one can lavgh at
zrother's Ignerance. The only way we can learn I's to help each other. These
{deas =uhlch seem new to our boys) ro through a process simllar $o bralnwash-
ng dally.

At every opportunlty | had weak boys helping the strong, strong boys heiplag
the weak, weak boys helplng weak boys end strong ones helpling the strong.
When we began learnlng sounds, words, and sentences, | was able to work with
z small group or Irdividuals whlle the remalnder of the class helped each
other.

1 was amazed and happy at the change In tehavlor of the class as time went on.
Boys were trying to read tnstead of fight; they walked around the room
looklng for books rather than to call each other names. They became a true
group. |t they were tzken ovtside to play, no matter how many classes were

In the same area, the class would remain together playlng happlly.

It was & genulne pleasure to teach ..t.a. The boys were happy becauss they
wore learning and the t2achker was happy for the same reason. !t was a happy
year. The chllidren learned to laugh (wlthout mai'2e) at themselves, each
other, and at tha teacher. Tha teachar ¢1d the same. | wll! rever forget
bew we all laughed when 1 put the word "nuemaenia” on the board and a boy
tinally ¢aciphered 1t. Ha jumped up and ran to the front of the room yelllng
the word and saylrng, excltedly, "That's the stutf Mr. Clean uses!!" W¥hen
the class flnally quieted me down and | tried to explain the dltference
batween "pneumonla” and "ammonia", the same little boy wanted to know 1t he
ever got pnewnonla could he take sammonla to cure 1+, We dld not get much
lessors done that day!!

| sincerely balleve that by the end of the sthool year, 90 parcent of the
class read for pleasure rather than because | told *hem to. As | stated
before, no one completed the program, bdut all boys made progress. [n June,
the class was tested In f.t.a., and 7.0, The results were most gratifylng. In
September the two lowest boys scored 0.8 on the Callfornta LPW Test. In

sune, one scored 2.4 and the other 3.5 on the Callfornla LFX.

The attltude toward learning had to have changed In order for these children
to make so much progress. |[.%.a. made bt possible for them to see Thelr own
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progress almost immedlately. As one successful lesson led to another, they
craved more and more knowledge. After all the years of fallure, fhey could
now read.

Finally, let me say that In workIng wlth emotlonally disturbed children, |
have tried to work under the premise that my class conslsts of my own chlld=-
ren, that they belong, at the same tlme, to someone else to whom some day
thev must return, and they are emotionally disturbed.

If they are mlne, | will laugh and play with them; ! wlll get angry with
them; | will lecture them when they have done something wrong, and conpliment
them when they do somethlng right; 1 wll! not [le to them when ! belleve they
can do better work; | will keep my word with them whether It's a reward or
punlshment; ! witl teach them how {o comb thelr halr or fasten thelr pants,
and maybe yell at them when they forget thelr pants and halr; 1 will talk to
and with them as a class but will also flnd time to talk over Indlvidual pro-
blems alona,

At the beglnning of the school year, | have to realize that | must accept
these very Ymmature chlidren as they are, {(dependent upon me), and try to
make them Independent Indlvlduals by the end of the year. | know complate
Independence cannot be achleved Tn that perlod of time, but 1f we work toward
thls goal some amount of success can be achleved. In this way, | am nelping
to bulld up that Inner strength which they will need when they return home.

I+ has been my experlence that most of these chlldren necd the type of discl-
pline, structure and conslstency and care mentioned prevliously and are more
suclessful In thelr relatlons with others and In thelr lassons when they have
then.

These Tdeas | cannot separate from the teaching of T.t.a. 1.t.a. gives them
a deflInlte pattern to follow In order to learn to read. The teacher provides
a pattern of behavior to follow. Comblne the two and they create a stronger
foundatlon on which the emotlonally dlsturbed chlld may bulld a better futuro.

Traditlonal “raditiors!

Orth. T.t.a, f.t.a. Orth,

September December 6/1/66 6/2/66
John 0.8 1.6 3.3 2.4
Henry 1.8 2.0 3.2 2.2
Rotert 1.6 1.7 2.6 1.9
Jamas 1.9 2.7 3.3 3.6
Kevin 0.8 30 3.4 3.5
Tony 2.1 2,0 3.3 3.6
Richard 2.3 2.4 3.4 3.1
Albert 2.3 2.2 3.3 2.3
Thoma s 2,3 2.6 3.3 3.3
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4. USING THE !.T.A. WITH A GROUP OF FIRST GRADE DEAF CHELOREN
AND 1TS IMPLICATIONS [N RELATION TO READING SPEECH AND
LANGUAGE

Sister Francls Solano, C.S.J.
St. Francls De Sales Schoo! far the Deaf
Brooklyn, New York

As educators of the deaf seek new methods and rew ideas in thls '"Mcluhan Age",
we are profoundly convinced that the needs of the bearing impalred child are
unlque. Llearning tools and t<chniques thar bave proved successful wlih hear-~
tng children will seldom work effectively with the hearina Impalred particul-~
arly durlng early {evels of Instruction when vocabulary and lsarning skills
must be developed. Delgodo (1956) referring to this problem stated recently
that:

", ..existing materials are generally so heavily dependent on
auditory communication that che deaf child is cut off from
all except the most obvicus and concrete implica“ions of the
average presentation.”

The broad understarding of language and 1ts patterns that are assimllated al-
most unconsclously by the hearing chlld betors he enters formal educatltonai
sltuations Is non-exlstent 1n the hearlng Impalred. A= a result, most
teachars elther modify exlsting matertals or design thelr own to provide a
background of understanding. The hearlng Impalred chlld requlres many In-
structlona! sequences designed fr= him £48 him alone. A vital element of
these materials ls that of "consistercy”.

Dr. John Downlng (1962), an authorlty tn readfng research, mentlons that:

"incorsistencies undermine confidence in *“e early stages of
learning to read; due to inconsictency of visual patterns
{t necessarily follows that forming associations between
patterns and meanings will present an added difficulty."

The skll] of readlng printed words has assumed the utmost Importance In our
educational system. MHow then does the deaf child mastor this skiIl in ad-
dltton to the other communication skills - language, writing and speech?

Utftizotion of the Inltlal Teaching Alphabet with tne yrung hezring Impalred
child enables him to tearn to r2ad, speak and write simultaneously. The
1.t.a. approach to readlng will advance the development of origlinzl language
and speech which ls the hearing Impalrad chlld's greatest area of deflclency.
Thls approach to readling wits the hearling Impaired encompasses the three baslc
communlcatjon skills and contelns the Important elements, In the words of

Dr. John Duffy (1966), Tstructure, simpliclty and sequency of ldeas".

The ordlnary development of communlcation ski!ls follews the sequence:
Ianguage, speech, readlng and writlng. For those severely Impaired in hearlny,
this sequence becomes distorted. In thls new sequence, meaning ls flrst
aftached to the visual symbol, then assoclated with the auditory tmpulse. The
child Is Inttially presented with the “conststent 1.t.a. symbol to whlch he
sssaclates meaning visually, auditortally and as he articulates tt, kines-
thetlcally.
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Sequence for Origlnal language

As indivldual symbols were presented and mastered by the chlld, they were
blended into weanlngful Yanguage.

kee appl beet

The child was tzught to "think In sounds" and associate thom with the "un-
changing” visual 1.t.a. symbol. [ncreasingly mctivated by hls suecess In
decodlng these syminls into meaningful language, the chlld is encouraged t¢
call on hls own store of receptlve language, which at thls point becomes
functlonal, and he Is able to express hls thoughts, first In writing and then
orally. 14 Is hera that he Ts able to see the relationship between the visia!
symbol and the spoken word. Communlcation skllls were learned In the follow-
In¢ sequence: readlng, language, writing and speech. Verballsm in print
precaded verballism In speech.

Truly, for the deaf chfld at age six to have the desire to express hls thoughts
Yn writing and to possess the tools with which to do so, Is a +remendous
accorolishment. Under ordinary clrcumstances, these chlldren are rot motl-
vated to do so untll much later due to lack of language and [nabllity to spell
+he words.

Readlng Text and Workbocks

The text and workbook became the gulide for the language principles (formal
Tanguage? to be presented. The formal language and voczhulary for each
sectlon was presented befora the child was exposed to the text, the primary
p.rpose balng that he approach the text with conflidence and not in any way
encounter fallure. Provislons vere made for Indlvidual differences so that
the child proceeded, at his own rate, with the text. The same procedure was
followed with the workbooks; each child moved from one workbook to another
at his own rate. Children related readlly to the drills 1n vowel dliscrimina-
tlon; many types are provided In an interesting format.

Within these matertals, as well as within the teacher and the child reslde
huge powers for learning. The materlals communlcate wlth the chlld and meet
his needs: chlldren have sought rather than rejected them.

The Fltzgerald Key

All of the tanguage teaching was done withln the structure of the Fltzgerald
Key = which Is the speclal method of teaching language to the severely hearling
Impalred. By way cf brief explanatlon, the mathod (at the lowzr level) cate-
gorlzes vocabulary tnto the tollowlng sectlions: "Who" words referring to
people; wverbs; "what" words referring to nouns; "where" referring to places:
such a5, on the bus, In school ate., and "when" words referring to time.

The deat ch1ld requires thls structura In order to write a good grammatlcal
sentence. Since he does not hear the spuken sentence, he must have strong
guldellnes. By uclng the Inlthal Teaching Aphabet In conJunctlion with the
"roy" he will use the followling procedure whe: reading and writlng:

i. recall by visual memory the obJect {visua! plcture)

2. wrlte 1t - by thinking 1n sounds and blerdlng ihe sounds
Into words

3. correct sentence structure - within the framework cf the
Fltzgerald Xey
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4, read and assoclate meaning

5, say - uslng speech

The success and enthustasm whlch has been experlenced wlth thic undertaking
has led to a further step. Afier the transition has been made to tradltional
orthography, the Initlal Teaching Alphabet will be retalned as a means of
teachlng speech. The i.t.a. symbol will ba marked over ihe traditfonal

spelltng. @
au

find broke all

This wi'l provide a conststent ald 10 which the child may refer when having
difflculty with pronunclatlon. All classes will use thls method of Identi-
fying a word in print with 1ts related word in speech.

[s 11 not true that when one sets out to accomplish a speclflc goal that Guita
often mamy rewarding results are met by the way!

Today, wlth the wide varlety and avallabl!lty of new media and technology
which has permeated all areas of our culture, should r.t we, teachers of the
deaf, be the flrst as Marshall Mcluhan statss, "to enter the new age of
educatlion which Is 'discovery' rather than 'Instruction' -- we cannot do
today's Jnb with yesterday's tools!"
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5. UTILIZING PITMAN'S INITIAL TEACHIN3 ALPHASET (1.T.A.) WITH
INFANT DEAF CHILDREN

John K. Duffy
3rooklyn College of the Clty Unlversl+y of New York
Brooklyn, New York

In his book Thinking Without Language (Furth, 19661, Hans Furth makes 1ne
statement which he admlts 1s speculative, that:

"The deaf child fails to acquire language because: It is taught
too late in an unreasonable medium in an unnatural way and by
the wrong person”.

Assuming that thls statement Is true, and sverwhelming evidence supports 1t,
wo are faced with the follow'ng ques*lons:

1. Whea should language anu speech be tsught to the hearing impalred child?
2. In what medium?

3, In what way?

4. 8y whom?

When Should Language and Speech Be Taught?

The normal child «ith normal hearing starts !saralng to attach meaning to
gross, slignal, a-d speech sounds In hls environment at a very early age. In
fact, he srarts during the first weeks of |lfe.

The nommal infant soon learns that the word "ball" and the round object which
he sees and feels are related. €Eventually, the word will not only remind
him of the objact but the sight of the obJect will remind him of the word.
When thls occurs (for many chlldren thls happens within the flrst year) he
wil{ be thinking with words. #His vocal and articulatury skll1s acquired
throrzh vocal play and through the Imltatlon of the sounds he makes and the
sounds others make ara now developed sufficiently to enable him fo make the
sounds he hears in hls mind's Mear™. Ha has larned to play & muslcal 1n-
strument (hls speech mechanism} and he can row play 14 by "ear™.

The hearlng impalred child cennot learn to play hls "speech [nstrument” by
ear |r. the normal way. Furthermore, 1f he learns to communicate through
gestures and faclel expresstons and to think in other than & verbal language
system during h1s first three or four years of 1lfe his chances for acquiring
203 or even adequate verbal lanquage and communlcatton skills, especially
acceptable speech, are very poor Indeed.

With the establishment of & catisfactory non verbal method uf communicating to
others hls needs and deslires, afong with the development of thinklng processes
which are Independent of verdal language, the hearlng I~patred child Jacks
Tnterest 1n verbal language and often 41nds bt very di¢ticul+ to leara. Often
he resists the verbs! language sys+em balng imposed upon him. For ina abc e
reasons meny of these chlldren become severe language cripples.
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When Taught?

As has been stated, the perceptlon of speech, the deve'opment of verbal lang-
vage and communication skilis, Including speech, reading, and wrlting, must
begin for the hearing Impaired chlld by the age of one year.

In What Medium and In What Way?

Early discovery of the hearlng Impalrment, early use of sultable hearling 21ds,
one for each ear if both ears car beneflt from amplification, and early
skll1ful language stimulatlon and speech perception tralning are essentlal.
Such tralnling must be glven by a competent theraplst or teacher and by parents
who have been properly tralned. WIth such a program the child will learn to
ccrblne the speech sounds he hears through his heartng alds and the visual
movements of the speaker's |lps, teeth, tongue and face with the object or
sction the spoken word or words symbolize.

Eventually the chlld learns to think wlth these ardio-visually percelved words.
he wil] then think these words "aloud™. His utterance may be far from accur-
ate, but for him and b's parents and tharaplist, I3 Is speech.

When a workling vocabulary of 25 to 50 or more wor“s are percelved and when
many of these words are In the category of "spoken' words the child snould be
capable of polnting to or handing the theraplst or parent tha object or a
plcture of the object when asked to do so. At thls polnt, often around two
years of age, the word for the obJect or actlon which Is now In the chlld's
vocabulary should be placed on a card with one Inch sized letters using
Pltman's Inl4la) Teaching Alphabet (l.t.a.). (Ouffy, 1966}, The word being
taught should be spelled phonetically, even 1f the spelling departs from the
standard 1.t.a. spelling for that werd. (S1r James Pltman concurs wlth this
change from standard 1.t.a. spelling for this spectal utllization of 1.t.a.).

For example, the common word docr is "dor” In 1.t.a. Forstha speech and )
hear!ing Imralred chiid 14+ would be spelled "daur” since that Is claser to the .
sound we normally use In the word "door™ than §s the (o) as In the word "hot".

The child Is now taught to assoclate the word with the object or actton. He
s called upon to match the word x1+h the object or plcture of the object or
actlon, or to carry out the actlon symbolized by the wor. or words. For ex-
ample, he would be stown the phrase "slt daun". He would say "slt doun” and
perform the actlon of sltting down.

For the next phase of tralning, Individual sound letters In words are Isolated
and called to the child's attentlon. For example, the (a) in "appl™, Sirce
he knows the word and can say "a"™ and "pI"™ he easlly learns to say "a" for
the letter (a) 2ad "pI" for the letiers (p1). Other examples are "oi" for
(o) as 1n "bol™; "u" for the vowsl In "sun™.

By first learning to attach meaning to spoken audlo-visual symbols (spoken
words), then to visual wrltten symbols, the child Is now ready to learn to
recognl»e the spoken audlc-visusl cues assoclated with Indlvidual speech
sounds. These sounds are then assoclated with the 1.t.a. written letter sym-
bols. The sound symbo! and the letter symbol are thus Jolned together.

In learnlng the names fsounds) of Individual letters the child attempts
through auditory, visual and klnesthetlc cues to approximate ‘he sounds made
by the therapist or parent. Thus he starts the process of Improving his
abl[14y to articulate sounds while he 1s daveloping his language ablilty,
Increasing his vocabulary, anu learning other ¢ mrunlcation skills such as
reading and wrlting. 1t Is at this stage that the writing cf IndTvidual
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fetters, w'ich can be tlended Into words, becomes the basls for an Increased
interest In wrlting, fn read'ng, and In speaking. Through thls process the
foundatlon skllls for language perceptlon and expression are thus zcquired
and furiher enhanced through the Interrelationships of reading, writing and
speaking.

The method terein described makes 1t posslible for the hearing Impalred child
to acquire lunguage and verbal communicatlon ski!ls at an early age tefore 2
non verbal system of thinking becomes firmly established. 1t also allows for
the more normal development cf vocal and artfculatory skills not found Tn the
deat chlld wio learns to articulate speech sounds In 2 mechanical, monotonous
manner at four or flve years of age. Furthermore, the ch!ld does no! suffer
from a system of tralnlng where good articulation Is subordirate to language
development unti| speech hablts are so firily fixed that improvement In the
artlculatlon of speech sounds ls very difffcult [f not impossible to achteve.

By Whom?

An Intenslve program of tralnlng as outllned above should be directed by com-
petent professlional workers starting when the chlld Is tetween six months to
ore year of age. Hourly tralning sessions with the chl1d and parent should
be carrled on several times per week durfng the first year of tralnlng when
the youngster Is between one and two years of aga. OBally two hour 4ralning
sesslons of Individual and group activity should be carried on when the chlld
I's between two and three years of age. Thls tralnlng must be accompanled by
an Imaglnative, Intenslve, sk¥llfully exccuted nome program of tralnfng. By
three years of aga, dally three hour Individual and group lessons should be
provided. With such a program many hearing Impalired chlldren can, a* the
age of flve or slx, be assimilated successfully Into the regular classrcom
where they can hear and Imitate normal speech and can be encouraged to
comunlcate Tn a more normal manner than would be possible In the compara-
tlvaly poor Tanguage and speech environment of a school for the deaf.

The two professlonal croups now engaged In worklng with the hearing impalred
Infant are Speech and Hearlng Therapists and Teachers of the Deaf. Competent
workers from elther group can carcy out the program we have recommended.

Children who have been provided with suitable hearing aids and Intenslve
language training starting at or before one year of age end who hzve then
recelved esrly tralning In reading, writing and spesech uslna Pltman's Inttlal
Tezchlng Alphadet have developed |anguage and speech ability to a degree far
greater than was ever before thought possible, far greater than would normally
be expected of such chlldren using trasltional "auditory training™ technlques.
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6. THE INITIAL TEACHING ALPHABET AS AN ADJUNCT TO
ARVICULATION THERAPY

Ronald Goldman
George Peabody College for Teachers
Nashvllle, Tennessce

The normal chlld must cope soclally and emotionally with new sltuations and
challenges In order to take full advantage of the schoo! learalng experlence.
The youngster who enters school wilth an articulatory deficit will face addi~-
+lonal obstacles In making thls adjustment -- obstacles which may well retard
hls educatlona! achlevement as well as his soclal adjustment, 1t, there-
fore, would be highly deslrable to provide these chlldren with maximal oppor-
tuntty to perfect their articulatory skllls prior to school entrance. This
polnt has been emphasized as balng mandatory particularly In the management
of culturally dlsadvantaged children, Raph (1967) recently stated that while
children of dlsadvantaged minorlty groups have formerly not been brought to
the ai*ention of the psychologlst or speech pathologlst prior to entrance to
school, conce In school thelr language deficlencles have Imposed a problem of
such severity and magnltude as to render Ineffective whatever speclal services
the school might provide for dealing wlth thelr needs.

Approxlimately 74 ¢f school age children exhlblt problems of misarticulation.
The highest Inctdence of thls dlsorder occurs In chlldren In the kindergarten
and primary grades. 1li=re also appears to be a sharp Increase In articulatory
maturation durlng the flrit two school vears. This observation has provided
the ratlonale for the widei; adhered-to policy of postponlng early thera-
peutlc management of young chlidren wlth misarticulations. Consequently, §t
s quite common to find publlc s.hool speech therapy programs glving tow
priorlty status to artlculatory de+ictive children In the kindergarten, flrst
and second grades.

There has been some Questlon as to why ci'ldren Increase In articulatory pro-
ficiency durfng the 7th and Bth year of 11f.. Some wrlters have suggested
that thls Improvement Is the result of maturai'on of phystological and
audltory skllls, One area, however, that has ne* been subjected to study Is
tre role of reading readiress tralning and early r.»ding experiences In
tacllitating this articulatory maturation. 1t is co ~elvable that the audl-
tory tralnlng and phonlc orfentatlon that the chlld rec>lves during his Intro-
duction %o reading are sigalficant factors In explalning *he increased momen-
tum In his scqulisttion of mature articulation patteras.

It s the contention of thls Investlgator that speech therapy aj>roaches which
rely primarlly on the audltory channel as the maln avenue of stim.'atlon are
relatively Ineffective for the preschooler. Tha mathods of remediai’on must
be carefully formulated to best meet the needs and ablltt es of the ch!'ld. A
child with a speech disorder in the form of artlculatery Inadequacy Is fozed
wlth varfous difficultles In modlfylng his Inadequate speech pattera. He
must, flrst ot all, learn to produce correctly the phorercs of the language
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