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ABSTRACT

The purpose of this study was to make a post second grade com-—
parison of achievement between students receiving beginning reading
instruction in i.t.a. and T.O.

The experimental group was made up of 138 students who had received
first grade instruction using the Early-to-Read i/t/a series during the
two academic yeérs 1968-69 and 1969-~70. They had continued in the La
Crosse Public Schools and had taken the Towa Tests of Basic Skills
(I.T.B.S.) at the beginning of third grade. The Saﬁe number of students
who recelved beginning reading instruction in the Ginn Series were select-
ed for a control group. The two groups were matched by means of:

1) Ginn Pre-Reading Test given at the beginning of first grade, 2) sex
and 3) socio-economic factors.

In comparing the achlevement of the two groups, four measures of
achievement were used: I.T.B.S. Reading, Spelling, Vocabulary, and
Arithmetic scores. The scores of the two groups were classified accord-
ing to three ability levels; high, medium, and low; by using the Ginn
Pre-Reading Test results. An analysis of variance on the four measures
of achievement was conducted. In addition, an analysis of variance was
done using the means of the i.t.a. and T.0. groups on the Lorge-Thorndike
I.Q. Test which was given concurrently with the I.T.B.S. Correlations
were also obtained between Reading and I.Q., Reading and Pre-Reading level,
Pre-Reading level and I.Q., and Vocabulary and I.Q.

No significant differences were found between the groups on the

I.T.B.S. Reading, Spelling, or Arithmetic, however, the i.t.a. group was




significantly higher on the 1.Q. test and the I.T.B.S. Vocabulary test.
Regardless of method, girls performed at a significantly higher level on
tihe I.Q. test and the I.T.B.S. Reading and Spelling tests. Neither metheod
demonstrated more effectiveness with any particular ability level. A post
hoc examination revealéd a more perfect I1.Q. matching might have resulted
in lower results for i.t.a. studeﬁts in this sample.

The findings indicate that i.t.é. reading instruction did not pro-
duce the superior results that its adherents purport. However, study
limitations have to be considered: sensitivity of measuring instruments,
difference in teaching materials, lack on control over second grade T.O.

instructionjrand.tedcher differences.
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CHAPTER I

Introduction

1

Reading is the basic skill on which success in life is predicated.
According to Hiltom.(1972)» "Reading is a versatile and dependable tool
for learning, and without this tool'a child is severely handicapped in
the pace of today's life. One does not learn to read but instead learns
to read to learn (p. 12)." Yet studies show many Americans are failing -
to acquire necessary reading skills for living.

The National Reading Council recently completed a research report
titled, "Survival Literacy Sample'" (Caughranm, 1972). Its purpose was to
determine the ability of adult Americans to read and complete the myriad
of forms that are part of our daily living. The latter included: Social
Security, driver's license, Medicard, bank loans, and public Assistance
forms. The results showed that 18.5 million Americans had marginal abili-
ties, 7.1 million experienced comsiderable difficulties, and 4.3 million
would be considered functionally illiterate.

It would seém fitting to question why reading failure is so preva-
lent in America. Lee's (1969) work sheds some iight on this question.
In his study of languages in over thirty countries, he found:

there is cause to believe that it takes a British
or American child from one to two years longer to
learn to read than it takes children whose mother
tongue is say, Italian, Castilian Spanish, Finnish
or particularly Russian (p. 55).
Reading in the‘foreign languages mentioned is less difficult to learn

because of the close matching of graphemes (the characters of a language)

and the phonemes (the basic sound units of speech from which words are




built and meanings construed). In explaining why Russian is an easy
medium for learning begimning reading Lee went on to state:
Russian has 32 character forms for its 32 phonemes, and
in addition it makes use, with only a few exceptions of
the same character forms for upper case (capital) and
lower case (p.53).
English does no;_have a perfect matching of graphemes and phonemes.
It has 26 graphemes in the alphabet while there are 40 frequentiy identi~
fied phonemes. In writing the sound symbols for the 40 phonemés;‘the 26
graphemes ean be arranged in as many as 507 different ways, according to
the calculations of Dr. Godfrey Dewey (1969). For example, thére are
22 different grapheme combinations for repreéenting the phoneme for the
sound of "I". |
One specialist, John Money (1966); indicated in the discussion
of problems in beginning reading, "the real difficulty for the begin-
ner comes in iscolating the components of spoken words, thé syllables and
their sound units, and writing them, that is tdrning phonemes into graph-
e::g (p. 26)." Thus fheuinconsistencies in the spelling of English be-—
cause of the lack of systematic relationship between the letters of the
alphabet and the phonemes of the séoken language appears to be one source
of difficulty for the child in his beginning stages of reading.
Sir Cyril Burt in commenting on the importance of reading for
- young children stated the difficulty in teaching reading was in the English
orthography which is more erratic and irregular than any other contemporary
language as a result of its composite origin (Downing, 1964). The origins
of the English language are in an unsettled Romanic Alphabet béing applied
to a Teutqnic language with varying Saxon and Angle pronunciations.
Since the time of the first Elizabethans, when our spelling began to

solidify and came to be regarded as sacrosanct, teachers and men of letters




3
such as Sir Isaac Pitman, Bernard Shaw, and Benjamin Franklin have tried
out numerous ways of overcoming the difficulties inherent in an inadequate
alphabet and of rationalizing spelling (Pitman, 1969). While other.coun—
tries, upon seeing difficulties in their languages, had Academies to re-
solve the problems, little change has been made to simplify English. As
early as 1570, bo&k'titles such as this appeared: "A Methode or comfortable
beginning for all unlearned, whereby they may bee taught to read Eﬁglish
in a very short time with pleasure” (Downing, 19673).

Following in line with the group of teachers and men of letters who
had attempted changes in fhe English language is Sir James Pitman, a
politician and publisher, whose grandfather invented a form of shorthand.

Because of societal resistance to a full scale change in English
orthography, Pitman, instead, concentrated his efforts in a temporary
simplification of the orthography for easier mastery in the beginning
stages of reading. In the 1950's he began work on what was first called
the Augmented Roman system at the University of London Institute of Educa-
tion. The name, Augmented Roman, was an inappropriate choice, fdr it was
;ﬁ?ught the system involved archaic Latin backgrounds and certainly could _
not result in the simplification of Eﬁglish. Subsequently another title,
the Initial Téaching Alphabet (i.t.a.), was adopted as a more appropriate
descriptive name to replace the Augmented Roman alphabet.

£ | : The Initial Teaching Alphabet consists of 44 characters. This was

based on the assumption that in the English language there:are 40
frequently identified phonemes, To eliminate the many inconsistencies
that he believed caused beginning readers problems such as the 18
separate ways of spelling the vowel sound in the word 'do', he devel-

oped an alphabet in which there was a close to perfect matching of




7

4
graphemes with the phonemes. As the word initial in the title "Initial
Teaching Alphabet" implies, its purpose is as an aid in beginning read-
ing. As soon as a certain level of reading fluency has been achieved
with materials presented in the i.t.a. orthography, a transfer is made
to materials printed in Traditional Orthography (T.0.). Pitman and
other advocates of khe i.t.a. orthography felt that several advantéges
should be gained froﬁ its'use in this way. They believed that children
should be able to progress through the beginning stages of reading more
rapidly than the T.0. instructed student, that there should be less
ambiguity present in spelling than is the case for T.0. students be-
cause of the close phoneme-grapheme correspondence and consequently that
childfen should be able to express themselves in writing earlier. They
also feel that pupils will not meet the confusion and failure often en-
countered in reading with T.O. and thus are more likely to develop positiﬁe
attitudes toward reading and possible toward school in general.

Since i.t.a.'s inception in Britain in 1961, this medium has become
a common method of beginning reading instruction in the United States
aggzmuch research has been done to empirically test its merits. Some of
this work will be described below. In 1967 the La Crosse School System
began instruction on an experimental basis using i.t.a. materials in a
beginPing reading program. During the initial year, two first grade
clﬁsses in one school were given reading instruction using the i.t.a.
materials. Since that time, four first grade classes in two different
La Crosse schools have been taught with the i.t.a. methed. This year
approximately twelve per cent of the first grade student population of
La Crosse is being taught by this method, using the Early-to~Read i/t/a

gseries, Prior to this current study, no objective data has been gathered
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to assess the effectiveness of the program in the La Crosse School System.

Statement of the Problem

The problem stated generally is whether beginning reading instruction
with i.t.a. materials contributes to any measurable differences in the
acquisition of reading proficiency than instruction using matefiais
printed in traditional orthography.

Move specifically the problem concerns the effectiveness of instruc-
tion with i.t.a. materials in first grade classes in the La Crosse Schoo.l
Sysiem. The main objective was to determine the long range effects of
beginning reading instruction with i.t.a. relative to T.O. reading approach
through a comparison of the achievement levels in reading and related
skills attained by the pupils so instructed at the beéinning of third
grade. In addition to this general_comparison, sex differences were also

examined.




CHAPTER 1I

Review of the Literature

Characteristics and Purpose of the Initial Teaching Alphabet {(i.t.a.)

Initial Teaching Alphabet consists of 44 characters. Each of the 44

characters of the alphabet represents one of the 40 frequently identified

sounds in the English language. In commenting on the use of 44 characters
for the 40 phonemes, Pitman explained:

It would have been possible to manage with fewer
augmentations; on the other hand it was tempting
to introduce even more. A balance had to be struck
between simplicity and effectiveness. The fewer the
sounds catered for and the fewer the characters, the
smaller the burden of learning in the first instance,
but too crude a classification of sounds makes the identi-
fication of words more difficulti a more precise classi-
fication of sounds, in excess of the basic 40 phonemes
in English, may make the identification of words some-
what easier, but at the expense of increasing the burden
" of learning and the difficulty of eventually making the
transition to orthodox print. My final choice of 40
phonemes and 44 characters represents a balance that
seems to be reasonable (p. 120).

Twenty~four of the characters in the i.t.a. alphabet are identical
with characters in the traditional alphabet while each of the remaining
20 characters represents a single phoneme, which in traditional ortho-

graphy has an inconsistent letter-sound (grapheme-phoneme) correspondence.

S

" in zoo,

For example, the 18 lower case print signals for the phoneme "oo
too, shoe, flew, do, through, etc. are reduced to only one in i;t.a.

In addition, the i.t.a. orthography does not distinguish between
upper and lower case letter characters with capital letters representing

only an enlarged lower case letter in i.t.a., Thus the twelve upper case

T.0. print symbols for the phoneme "0o" are also reduced to only ome in
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i.t.a. In the case of the print symbol for "oo" then the 30 T.O. graph—
eme representations are reduced to one in i.t.a. Of the 20 new characfers,
14 resemble the juxtaposition of two T.0. letters and the remaining six

are new symbols,

) Fewer whole wprd representations need to be learned because only
one style of letter type is used in 1.t.a., therefore, each whole word
in i.t.a. has only cne printed form rather than the variations in visual

patterns in T.0. words rgsulting from the use of upper and lower case and
various type étyles.
| ‘Pitman (1969) made it quite clear that the new alfhabet ﬁas not a
perfect phonetic alphabet as some inconsistencies were retained in i.t.a.
The letters C .and K, double letters, Y as a vowel and consonant, ana the
unstressed neutral vowels (urd, uhr, uh) were retained as they appear

in T7.0. spelling. In defense of these inconsistencies, Pitman con-

tended they remained for the sake of easing the final transition to T.O.

Pitman stated:

There are indeed in its writing many compromises
with the 'pure theoretical phonetic truth' because
of the need to adhere as nearly as possible to ortho-
dox spelling and the conventional appearance of words.
Being a medium for teaching reading--or as some may
Lli prefer: a learning device--and not a spelling reform,
the choice of i.t.a.'s spellings has been very flexible.
Its purpose is limited as well as temporary. Phonetic
considerations are relavent only in so far as they
impede or foster the process of learning to read, the
extraction of meaning from the silent page. Each deci-
sion has to be weifghed and assessed in relation to the
eventual objective: to provide an easier, surer way of
teaching meaningful reading of texts printed in the
" roman alphabet and with orthodox spelling, and to in~
fuse the process of learning with enjoyment from the
very start. In designing the characters and in deciding
how they can be best employed in the representation of
each word, this objective has been paramount (p. 140).

T ———
T e T e
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As Pitman envisaged the use of i.t.a., once the student had acquired
complete fluency in reading and comprehending the materials printed in
i.t.a. transfer was to be made to T.0. As mentioned above, Pltman made
concessions in the development of i.t.a. to promote an easy transfer
to T.0. He anticipated no problems for students making the transfer.
Part of his confi&ence was based on:
the well-known reseérch finding that fluent readers
use only minimal cues situated chiefly in the upper
part of the line of print. Therefore, as far as
possible, the upper part of the i.t.a. configuration
of whole words are similar to the upper part of the
T.0. configurations of the same words. (Downing, 1967b).
If words that afe not recognizable by the use of the upper half of the
line of print then Pitman felt that contextual clues would serve és the
guide. |
More recent research (Downing, 1967b) has shown that smaller units
of processing than the top half of configurations of whole words should
be considered as a factor in the transfer effect. Studies of errors
i.t.a. students make iIn reading traditional orthography indicate that
words which have highly similar configurations but some misleading in-
dividual letter or letters in the T.0. spelling (e.g., ch in school, s in

island; ¢ n ceiling) seemed to have caused errors in the post-transi-

tion T.0. tests.

Methodological Coﬁsiderations

Before beginning to review the British and American research evaluat-
ing the i.t.a. instructional programs, two methodological concerns will
be considered: (1) How success in reading is measured and (2) How teach-
ing methods might differ among users of the i.t.a. orthography.

In the United States, evaluation of the 1.t.a. reading programs are
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most frequently carried out using the Stanford Achievement Series. The
use of the Stanford series to evaluate its instructional programs has
drawn criticism from Block (1966). He poigted out that most reading
achievement tests including the Stanford series are comnstructed within
the framework of assumptions made from the evaluation of the more tr;di-
tional basal series. Block thought that the i.t.a. approach was based
on widely different assumptions. He compared measuring i.t.a. reading
achievement with the Stanford series to measutring success of modern math
with £he traditional math achievement tests. If this argument stood, it
would be logical to question the merits of the studies which have investi-
gated the effectiveness of i.t.a. thrbugh the use of achievement tests
like the Stanford.

Contrary to Block's bellef, empirical data has been gathered which

seems to support the use of the Stanford series. Bond and Dykstra (1967),
who recelved a federal grant to do a follow-up analysis of 27 United States
Office of Education (U.S.0.E.) reading evaluation studies (five of these
studies used i.t.a. materials), concluded that, "it is probably not nec-
egssary to use different tests to evaluate the reading ability of pupils
who learn to read by means of linguistic programs from tﬁose used to test
rea&ggg'ability of pupils from the basal reading prograﬁs" (p.118).
They went on to state in the conclusion of their study, "the high inter-
correlations found in the variety of reading measures used in this study
indicate that reading at the end of first grade is largely a unitary
accomplishment depending upon the ability to recognize words accurately
and to associate meaning with those words. (p.119)".

. Correlations were obtained by Bond and Dykstra to support the

emphasis they placed upon the unitary aspects of word recognition as a
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principle factor in reading proficiency. "It should be noted that the
correlations between the two reading tests (paragraph meaning and word
reading) was so high that little differential prediction could be expected
(p. 118)." Similarly, at the end of‘second grade Bond and Dykstra (1968)
stated: "the high intercorrelations between the word recognition and para-
graph meanihg tests indicate that reading ability at the end of the second
grade is largely a uﬂitary accomplishment. It is likely at this stage
that word recognition is so demanding that comprehemsion is highly in-.
fluenced by it (p. 60)."

It would seem that Block's beliefs thus were not borme out by the
extensive evaluation of the empifical research by Bond and Dykstra which
showed that reading in a unitary accomplishment that appears to be assessed
just as adequétely by conventional‘tests, such as the Stanford, without
regard to the medium of instruction. |

A further methodological consideration is the selection of the speci-
fic inétructional_approach for teaching reading using i.t.a. materials.
Most. typical is the use of the Early-to~Read i/t/a series which stresses
a language—-experience approach together with the teaching of the 44
characters of Pitmén's alphabet. Pupils are taught to recognize and
write each character of the new alphabet and to associate its visual
form wifﬁ\}ts speech equivalent, Intensive training in visual and auditory
discrimination accompanies the teaching of each character. After several
characters have been introduced, pupils are taught to use an analytical
procedure to "unlock'" the pronunciation of new words. This approach
emphasizes the analysis and synthesis of the characters of the word as
the principle method of word identificatioen.

In Britain and in other English speaking countries it is more
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common when comparative evaluations are being made for a standard basal

series to be reprinted using the i.t.a. alphabet but retaining the exact

content and illustrations. A standard British series which is often trans-

literated is "Janet and John". Britain's foremost researcher on

i.t.a., John Downing,‘feels thaf unless a t;ansligerated series 1s used,

all variables in the experiment are not comparable., Downing (1976) stated:

"It is clearly illogical for i.t. a. invariably to be used with one

set of readiﬁg materials and T.0. invariably to be used with another set,

if we wish to isolate the separate.effects of the two media (p.70)."
Mazurkiewicz (1966), author of the Early-to-Read i/t/a series takes

a view opposite to Downing contending that the benefits of i.t.a. cannot

be_achieve& to their fullest unless reading is freed from the‘traditional

look-say approach of transliterated basals. He feels that i.t.a.'s

merit is more than the use of new augmented aiphabet with any reading

series., Rather its effect comes from all the components of the

Early-to~Read series: the language experience, the training in visual

and auditory discrimination, and the word analysis that is employed.

In comparing the outcomes of research on i.t.a. it is important to
know what type of approach to beginning reading instruction is involved.
\_/\—'\_ f
Knowing that the Early-to-Read i/t/a series is used gives the evaluator
some indication that a consistent approach spelled out in the series’
manual was used. With the use of a transliterated basal series, a

greater knowledge of teacher individual differences is needed in order

to have an adequate idea of what is incorporated in the reading program.

Early Experimentation with i.t.a.

The earliest evaluations of the i.t.a. orthography as a measure

instruction in beginning reading were carried out in England by
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John Dowming, who is one of i.t.a.'s strongest advocates. Because the
favorable outcome of these evaluations was the launching point for the-
rather extensive use of i.t.a. both in Britain and America, the results
will be reviéwed in some detail,

The first ekperiment with the i.t.a. method of reading instruction
in real class situétions was conducted in 1961 by John Downing after
Pitman had convinced the University of London's Institute on Education and
the National Foundation for Educational Research in England and Wales
that his approach to reading instruction had merit and should be tested.

Four hundred thirteen pupils in the beginning classes of 20 infant
schools which are equivalent to our primary level (K-2), were instructed
with the i.t.a. materials while 687 students in 33 infant scﬁools received
beginning instruction in T.0. and served as the control group.

There was an attempt to match the i.t.a. and T.0. classes and
schools on such variables as pupil-~teacher ratios, urban-rural locations,
slze of schools, and the type of school organization, Alsc as a further
c".ontr-ol, puplils in both the i.t.a. and T.0. groups used the same reading
series, "Janet and Johp" with the texts of the experimental group being
printed (transliterated) in i.t.a. In addition, there was an attempt to
contréixfer the Hawthorne effecﬁ——the effect on teachers and classes
produced by the knowledge that their work is the subject of research--by
providing as nearly as possible equal treatment for both groups by those
conducting research. For example, the control classes received the
same number of class visits by researchers as the i.t.a. classes.

Comparisons were made between the two reading programs in terms of
(a) the time required for pupils to successfully complete the basal read-

ers (b) pupil performance on the Schonell Graded Word Reading Test (which
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measures skills in reading single printed words) and (c¢) pupil performance
on the Neale Analysis of Reading Ability Test which assess three areas
of reading achievement: speed, comprehension, and accuracy.

The results accor&ing to Dowvming (1964b) indicated that at the end
oé the first scbool year,-62% of the i.t.a. group had passed the begin-
ning of Book 2 in the Janet and John series, By that time only 23% of the
control group had done so; while six months later, only 55% in the control
group héd.reached this level of performance. In other words, after one
and a half years nearly half of the control group were not yet beyond
Book 1, while only 15% of the i.t.a., pupils remained at that stage. At
the higher levels, 25% of the i.t.ét group were in Book 4 or beyond after
only one year while 3.6% of the control gfoup had gotten that far.
Six monthe later 56,7% of the i.t.a. group were on or beyond Book 4
while only 12.6% of the controi‘group was at that level.
On the Schonell test, which was administered in a transliterated
form to .i,t.a. students, at the end of the first school year 50% of the
i.t.é. group scored 10 or more compared with 16% of the control group.
8ix months later 48.6% of the i.t.a. group scored at or beyond 35 words
on the Schonell test while only 3.5% of the control group scored at that
e
level.
The Neale Analysis of Reading Abilities was administered to a sub-
sample of pupils in both groups (146 i.t.a., and 190 T.O. pupils) after one

p=

and a half years of instruction. A transliterated;frbm was used for the
i.t.a. group. In all three areas of reading performance measured by the
test; speed, comprehension, and accuracy the i.t.a. group showed a

significantly higher level of performance (P <.0l).

In order te vitain an indication of the extent to which the i.t.a.
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pupils could transfer their reading skills to the conventional alphabet
and spelling a month later an alternate form of the Neale test printed
in T.0. was adﬁinistered to both groups. Although only 50% of the i.t.a.
group was reported to have made the transition to T.0., their results
ﬁere éignificantly better than those of the control group on the accuracy
and'comprehensiog measuresl(P <,01) and on the measure of reading speed
(P <.05).

Downing (1964b) stated at this point in the research on the effect-
iveness of i.t.a., "We would only submit that the preliminary evidence
indicates that Sir James Pitman's initial teaching alphabet, with its
design for transfer to conventional print at the later stage, does appear
to be a very promising solution to the problem of teaching beginners to
read (p. 62)." Because the preiiminary findings by Downing contained
strong evidence that i.t.a, did add to the ease of beginning reading

inétruction, interest in the use of i.t.a. was generated in the United

States.

United Stateg Studies

The initial teachiﬁg alphabet appeared as é fo;mal appfoach to read-
ing Eghhmerican public schools in the fall of 1963. Its first large-scale
use and evaluation was in Bethlehem, Pennsylvania (Pitman, 1969). In the
Bethlehem research, conducted by Dr. Rebecca Stewart (1965), 114 pairs of
. first grade students were matched in sex, chronological age, socio-economic
status, and I1.Q. within two points. The pairs differed on the form of
reading instruction they received., The two approaches to re;ding in the

Bethlehem district were in a language arts-centered co-basal reading

program and the use of i.t.a. as a medium. The Lower Primary level of
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the California Reading Tests which had been administered to all first

graders in the city's system at the end of first year of reading instruc-
tion was used to evaluate reading performance.

The tesf results showed that 67% of the 114 students instructed in
i.t.a. were reading at or above a 2.5 grade placement while only 39% of
the T.O. group were above the 2.5 grade level.

The speiling section of the Stanford Achievement Test, which measured

spelling proficiency in Traditional Orthography, was also administered at

the end of the year to the i.t.a. and T.0. instructed groups. The results
indicated that there was no significant difference between the two popula-
tions in the ability to spell as measured by the Stanford spelling test.
;In another early study, Tanyzer and Alpert (1965} who compared

i.t.a., the Lippincott, and the Scott, Foresman series found that in
samples of approximately 200 first grade students for each of the three
methodologies that the Lippincott and Early—to-Reéd i.t.a. groups ob-
tained significantly higher than the Scott, Foresman group on a composite

measure of reading proficiency and on all of the subtests of the Stanford

Achievement Test. In addition, the Lippincott group showed a significantly
higher level of achievement on the Vocabulary and Spelling subtests of
the Stanford than the i.t.a. group.

fIn another study to evaluate i.t,a. in which there was a more complete
effort to control for the Hawthorne effect, Fry (1966) compared another
new reading system, the Discritical Marking System (D.M.S.S with i.t.a.
materials. The D.M.S., which Fry developed, was alsc a means of increas-
ing the grépheme~phoneme correspogdence. Fry felt with two new method-

ologies, enthusiasm would be induced in teachers and thus compensate for

what is usually a more energetic teaching in tre first year of a newly
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introduced experimental program. Along with the i.t.a., and D.M.S. a
third group received beginning reading instfuction in a traditioﬁal basal
series, the Sheldon readers. Fry's method of evaluation involved random-
ly assigning 21 classes into one of the three methods. Pretests indicated
there was eséentiglly no difference among the seven D.M.S., the seven
T.0. classes, and the seven i.t.a. classes. The Stanford achievement
series showed no statistically significant differences in any of the
reading subtests for the three methodologies after one year of reading
instruction. In the spelling subtest on the Stanford, the i.t.a. classes
ﬁere significantly inferior to the D.M.S, and T.0. classes when T.O.
spelling standards were applied.

Hahn (1965) also believed the Hawthorne effect could be controlled
by "employing relatively unfamiliar programs so that the spontaneity of
interest and the exitement associated with using different materials
would be a common.experience for all (p. 591)." Hahn went on to state
"that at the close of the school year most of the teachers were enthusias—
tic about the programs they had selected (p. 591)." The three instruction-
al approagiég used were a traditional basal reading series, i.t.a., using
a transliterated British series (Janet and John), and language arts model. .

In the study of reading achievement resuits of the 300 or more
first grade students in each of the three matched treatment groups,
Hahn found no significant differences on the San Diego County Reading
Attitude Survey in the groups but did find the i.t.a. and language arts
approaéh resulted in significantly higher scores than the basal reader
approach on the Word Reading subtest of the Stanford.

Chasenoff (1968); ook’ different.approach. to contrel £6r the Hawthorne

effect. One of the teachera of a team consisting of two teachers taught
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the T. 0. reading program to a self contained first grade class and the
i.t.a. method to another class while the other teacher taught the re-
mainder of the academic subjects. Thus an enthusiastic teacher should
benefit the i.t.a. and T.0. programs equally according to Chasenoff. Seven
;Wo~teacher teams\taught 14 classes in his study. In selecting an experi-
mental and control group at the end of the academic year first grade pupils
were closely matched on such parameters as: sex, chromological age, I.Q.'s,
socio~economic status, reading readiness, éibling placement, and teacher
judgement. One hundred sixty-nine students comprised the experimental
group, and 150 pupils formed the conﬁrol. Near the 140th day of instruc-
tion the groups were administered the Stanford Achievement Test, Form W.
The experimental group received their test in a transliterated'férm;
The total experimental group showed higher mean scores on the Word Read-
"ing and Word Study tests that were significant at the .01 level and a
mean score on the Spelling test that was higher at the .05 level.

Near the 150th day of instruction another form of the Stanford
Achievement Test presented in T.0. was giveé'both groups. There was no
significant difference between the mean score for i.t.a. group of 20.37
and the mean for the T.0., group of 20.72.

Krech (1969) "in order to control the differences in methodology

which is created by using different reading series (p. 170)" introduced

a i.t.a. transliterated form of Scott Foresman's, then experimental

series, Dick and Jane, which was used by 397 students in the study. The

control group of 165 pupils received beginning reading instroction in
the T.0. Dick and Jane series. On the four subtests of the Stanford
‘ Achievement series (word meaning, paragraph meaning, vocabulary, and

spelling), psinted in i.t.a. for the i.t.a. group, which were administered
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at the end of a year's reading instruction the i.t.a. group showed
significantly superior levels of performance at the .00l level after
adjustment for inequalities in the pretest measures.

Ryan (1967) found inconsistencies in the results between comparisons
of first year instructed 1.t.a. and T.0. students in two different
Minnesota citigs. In his analyéis of the end of first grade results in
twelve T.0. and four i.t.a. classes in the St. Cloud system it was found
that the 1.t.a. classes Had developed:to.a greater degieel a higher per-

formance on those reading skills measured by the Stanford Word Reading,

Paragraph Meaning, and Vocabulary Tests and by the Gates Reading Test than

. did the T.0. classes. There was no achievement difference between the

T.0. and i.t.a. classes on the Word Study test of the Stanford. On the
Stanford épelling test, which measuréd spelling proficiency in T.0., the
T.0. pupils showed a higher level of performance than the students in
the 1.t.a. classes, |

In 13 i.t.a. and three T.0, first grade classes in Owatonna, a
comparison of reading achievement revealed ghat the i.t.a. group scored
higher&a? the Stanford Spelling test, given only in T.0. than did the
T.0. instructed classes. There were no other indications of reading
achievement differences between the i.t.a. and T.0. students in this

sample.

In summary, an overview of American first year studies does not
léad to tﬁe‘consiétéﬂﬁﬁpattern of results that Downing found in his British
studies. The studies would suggest that at the end of first grade it
would be probgblé to expect inferior spelling performance in the T.0.
alphaBet by i.t.a. students. In only one study was it found ﬁo be in-

ferior to a T.0. based instruction in any area of the étanford other than
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spelling. This was in a comparison of the Vocabulary subtest betweeﬁ
Lippincott and i.t.a. instructed pupils. It would be concluded that at
the end of first grade instruction i.t.a. except in the area of spelling
did not have any detrimental effect and showed some positive gains. How-
éver, there was little data to support the confidence that i.t.,a. adherents

~

had initially expressed with respect to this approach.

Post First Year Studies

éeveral of the above mentioned studies considered reading achieve-
ment beyond the first year of reading instruction. In decisions re-
garding effectiveness of an instructional program the long range achieve-
ment or performance of pupils could be considered of most significance.
Any differences observed immediately following the instruction may be
of little significance 1f they do not pefsist over time., On the other
hand, differences in later reading performance might appear because of
a delayed effect iﬁ one of the forms of reading instruction.

In the Stewart Study (1965), carried into the second year, objective
infotmation was available for measures of word recognition, comprehen-
sion, and spelling. At the end of the second year the group receiving
its instruction during first grade performed significantly better (P .,01)
than the T.0. instructed students on the spelling subtest of the Stanford
Achievement test. The California Reading Test, Upper Primary was
administered to 196 pairs of students drawn ffom the i.t.a. and control
populations in April of their second year in school. The results revealed
a difference at the .01 level of significance in the word reéognitiOn
subtest favoring the i.t.a. group over the T.0. students. There was a
slight but not statistically significant difference in the comprehen-

sion subtest also favoring the i.t.a. instructed group.
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Fry (1969) continued his study into the second.and third year of
reading instruction. He stated, '"Silent reading as measured by the Stan-
ford Achievement Test did not show ény significant differences among
any of the three ﬁethods of instruction on any subtest with several minor
exceptions (p. 361)."

Ryan (1968), in a post second grade follow-up of his St. Cloud study
compared the reading achievement of 76 pupils who had received beginning
reading instruction in i.t.a. to the reaching achievement of 161 T.0.
taﬁght pupils by an analysis of the achievement data of the Iowa Test
of Basic Skills (I.T.B.S.) which was administered early iﬁ thir& grade
and the results of the Gates Reading Test. The results showed that the
i.t.a. instructed students maintained a higher level of proficiency than
the T.0. students along the dimensions of achievement measured by the
Iowa Vocabulary test and the Gates Reading tests. Ryan stated, "Despite
the rather high correlation between the Iowa Vocabulary and the Iowa
Reading tests, a similar difference was not reflected in the latter

Lﬁmeasure (p. 8)." The results of the Iowa spelling test showed a similar
pattern to that shown in first grade with the i;t.a. students' performance
inferior to that of the T,0. students.

Qorrelations were cobtained between the measures of reading of i.t.a.
studenté at the end of first grade assessed by the Stanford Achievement
Test series and the Reading Test of the I.T.B.S. by Ryan. The correla-
tion of the Stanford Paragraph Meaning to the Iowa Reading Test was .73.

In summary, the limited gsecond grade results presented here would
tend to favor i.t.a. over T.0. in some indices of reading achievement
such as word recognition in the California Test, Vocabulary in the I.T.B.S.,

and the Gates Reading Test. Other than the questionable area of spelling
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achievemeqt, it can be said in the least that i.t.a. dees not produce
negative results and there is somé evidence that superiér results occur
in comparison to other reading methods on indications of reading achieve-

ment selected in the above studies.

Sex Differences

Studies on sex differences in reading readiness and achievement have
consistently indicated that girls are superior to boys.

This is a common finding in all reading approaches. Although this

~agreement exists there are differing theories as to its causes. It is
common that a strictly heredity view supports the girls' superiority.
There are, however, studies which do not confirm this belief. An interest-
ing project matched 1338 American children with 1015 German children on
such factors as I.Q. and socio-economic status (Preston, 1962). This
study found German boys performed better than\girls while the opposite
was true with American children in reading areas. An explanation of
kv\i:hes;e results would be cultural, suggesting that perhaps in the United

States reading and language are approached more as feminine activities.

Rond and Dykstra (1968)‘in their evaluation and analysis of the 27
U.S.0.E. funded reading studies found, "On the average, girls were superior
in reading achievement at the beginning of first grade. Girls were also
superior in. reading achievement at the end of second grade. In most cases,
however, differences in reading achievement disappeared when achievement
scores were adjusted for differences in readiness. The superiority of
girls in achievement at the end of the second grade was apparently large-
ly a function of their greater readiness at the beginning of first grade.

In addition, none of the treatments had a unique effect on the achievement
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of boys or girls. The absences of significant sex by treatment inter-.
actions indicated that girls tended to be better readers in all programs

(p. 63)."

Transition

Transition from the use of the i.t.a. alphabet to traditiomal ortho-
graphy seems to be commonly accepted By the layman as a possible stumbling
block which has kept i.t.a. from a more wide spread use. Although the
research presented thus far cannot unequivically show that transition
ié no problem, the following studies have not indicated any adverse effects
from i.t.a. instruction.

Shapiro (1971) contended that, "transition was not an incidental or
automatic process; rather it appeared to be a complex stage of learning
that warranted both comprehensive instruétion and more detailed research
(p. 57)."

He developed an 87 unit instructional package (G.C.R.P.) which was
designed to elicit specific responses identified as crucial to the demonstra-
tion of adequate transfer behavior. He assumed in developing this package
that the Early-to-Read i/t/a transitionai materials (E.T.R.) were not
adéquate to insure proper transition.

The study designed examined the transitional period of each of
three sets of four classes receiving 1) no transitional materials 2) E.T.R.
Method 3) G.C.R.P. materials. An analysis of coQariance revealed the
following results:

1. In the Word Meaning and Word Study Skills, the G.C.R.P.
group mean was significantly greater than that of both
the E.T.R. and contrel groups.

2. The mean Spelling scores of both the G.C.R.P. and the
- control groups were greater than the mean of the E.T.R.
group.
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3. The Language score of the G.C.R.P. group was significant~
ly greater than that of the E.T.R. group which was signi-
ficantly greater in turn than that of the control group.

4, There were no significant difference between the three
populations on the Stanford Paragraph Meaning test.

It would seem that an important consideration which has not been found
in this review of the literature is the extent to which achievement level
 0£ i.t.a. instructed children decreases during and following their transi-~

tion experience. This may well be an indication of the quality of the

transitional program rather than the }nherent transfer problem,

Additional Effects of Reading Programs

A distinction should be made between the results of standardized
spelling tests and spelling errors occuring in free wtriting. Studies
such as fry's, Tanyzer's, and Ryan's St. Cloud investigation most common-
ly show deficiencies in the spelling of i.t.a. students when spelling

\j?s measured in terms of correct spelling of words in traditional ortho-
graphy at the end of the first grade on standardized tests. This is
common because transfer has not been made by all i.t.a. students. I.t.a.'s
merit presumably comes in words attempted in free writing because words
are spelled like they éound. Therefore, children show larger writing
vocabularies at an earlier age. This is reflected in the length of stories
they write.

Chasenoff (1968) and Fry (1969) both report that i.t.a. children
wrote longer stories than T.0. students in first grade although these
differences were absent by the end of second gfade. In Hahn's evaluation
of i.t.a. he stated, "Mazurkiewicz and others have shown that children who
are provided with writing skills early in the reading program become

active independent learners who find delight in expreséing their ideas
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and in reading the writings of others (p. 590)." There is no objective
evidence, however, to clearly prove what Mazurkiewicz claims.in this re-
séect, |

Hahn's statement leads to a subjective area where perhaps i.t.a.
could present its strongest case if reliable measures could be used. Bond
and Dykstra (1968) state, "a limitation of most studies of this nature
is that it is much more difficult to measure attitudinal aspects of
reading than the more meéhanical aspects of the reading act...a more
important outcome of any reading program is to engender in pupils a

: desire to read (p.69)."




CHAPTER TII1
The Study

The purpose of this study was to make a comparison between students
who had received their beginning reading instruction with i.t.a. and
T.0. materials with respect to their reading achievement at the end of
second grade. The main comparison was made using the scores on the Read-
ing test of the I.T.B.S. obtained for all pupils at the beglnning of
third grade. In addition to the Reading test, comparisons were also made-
on the Spelling, Mathematics and Vocabulary tests included in the I.T.B.S.
%}hese four were selected for the follow1ng reasons: The Reading test of
‘the I.T.B. 8. according to Herrick (1959) is a:
test of reading comprehension designed to evaluate the
specific comprehension skills involved in grasping details
and purpose, analyzing organization, and evaluating a
reading selection. Most of the items for grade 3, 4,
and 5 deal with comprehension of details (Buros, p. 33)."
Thus it will be seen if the decoding skills that are purported to be a

product of i.t.a. instruction can carry over to the area of comprehension.

The Vocabulary test was included because of its high correlation

(.79) with'the Reading test of the I.T.B.S. (Lindquist and Hieronymus,
p. 48) and its overt resemblance to the Word Reading subtest of the

Stanford Achievement Series, with the recognition, however, that the type

of tasks involved in this test are somewhat similar to those typically
used in general intelligence tests.
The Spelling test was selected to assess one proficiency related

to reading for which there is some evidence, as noted in the review of
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the literature, that i.t.a. instruction may not be as effective as instruc-
tion initially with T.O.

The measure of mathematics achievement was included in the study
because achievement in mathematics would not be expected to be highly

related to achievement in reading. Adherents of the i.t.a. methodology

.

emphasized that i.t.a. instruction should result in a generai enthusiasm
for learning and thereby a better éerformancé in.all academic areas be-
cause success was met early and éonsisteétly at school,

- To have a basis for establishing equivalence with respect to exist-
ing pupils' abilities relevant to development of reading skills in the
first grade, and to assess reading program differences for different
readiness ability levels, séores on the Ginn Pre—Reading Tést, routinely
administered to all La Crosse public school pupils at the beginning of
first grade, were also used. As a further check on the general academic
ability of the pupils in the comparison groups at the time of the achieve-
ment test measures, scores on the Lorge-Thorndike Intelligence Test also
administered at the beginning of third grade were cbtained.

The general working hypothesis was thét beginning reading instruction
in i.t.a. would result in a higher level of reading achievement as
measured by a standardized reading achievement test at the beginning of
third grade than would T.0. instruction. It was also hypothesized that
i.t.a. would be found to be a superior medium of instruction in any of
the three pre-reading ability levels: high, medium, and loﬁ.

Based on the review of the literature, another hypothesis was there
would be a difference in the achievement between boys and girls generally
indepéndent of type of beginning reading instruction with girls showing

a superior pcrformance to boys., It was further hypothesized that this
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sex difference would not vary between the two ingtructional programs.
Also, contrary to some previous evidence, it was hypothesized that
for i.t.a. instructed students, performance on the Spelling test would
Poﬁ be significantly inferior to that of T.0. instructed students.
Finally, it was hypothesized that i.t.a. students ﬁould obtain a
higher level‘than the T.0. students on the Iowa Compbsite Arithmetic

score,

»

Method

‘Subjects. The experimental (i.t.a.) group consisted of all children
receiving beginning reading instruction with i.t.a. materials in the
first grade in the La Crosse school system for the two academic years
1968-69 and 1969-70, who continued in the system into the third grade and
for whom I.T.B.S. test data was available. Children who had been re-
tained were excluded in this study in part because no test data was
évailable fpr them. For both of the two academic years selected, i.t.a.
instruction was provided in the three first grade classes as Josephine
Hintgen Elementary School and one first grade class at Franklin Elementary
School. There was a total of 80 boys and 58 girls in the experimental
group.

The control (T.0.) group, which consisted of an equal number of
%students who had received first grade reading instruction in T.0, from
ngther teachers during the same years as the experimental sample, was

selected on the basis of matching scores on the Ginn Pre-Reading Test and
availability of the I.T.B.S. test data.

In selecting the control group, the relative socio-economic status

N

* and the overall average reading readiness ability levels of the pupils
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in the system's schools were copsidered. The matching procedure con-
sidered the difference that existed with respect to these factors between
the two schools participating in the i.t.a. program (Hintgen and Frank-
1in) by identifying two groups of schools that most clearly matched the
éifferent socio—-economic characteristics and average reading readiness levels
of those in each of the i.t.a. schools. Two schools were identified that
métched Franklin in addition to its own other T.0, instructed first grade

class and six schools were selected that matched Hintgen School. Thus

'for_each i.t.a. school there was established a respective pool of first

grade classes from which to select control group pupils. Separate pools
%; control group classes were identified for each of the two different .
years in which i.t.a. instruction was provided,

'For each i.t.a. pupil in each school, a T.0. pupil of the same sex
from the matching pool of comparable classes for the same year was selected
whose Ginn Pre~Reading Test score was closest in value to that of the
i.t.a. pupil. If there were two or more T.0. pupils who matched the re-
speétive i.t.a. pupil in all those respects then the T.0. pupill was
randomly selected from among these subsets.

The result.was that for each i.t.a. pupil one T.O. pﬁpil of the
same sex from a schocl of similar socio-economic level and average enter-

ing level who had an identical or very close Ginn Pre-Reading Test score

i

was selected and included in the T.0. control group. These pupils were
then classified into one of three categories (high, medium, low) with
respect to their Ginn Pre-Reading Test scores to establish a basis for

determining if there were differential reading program effects among

%,those at the different initial reading readiness levels.

There was then exactly the same number of pupils of each sex with
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matching pre-reading readiness abilities from comparable schoolé within
each pre-reading readiness ability level who had been instructed with
;he i.t.a. and T.0. materials respectively in the first grade. The
effectiveness of the matching procedures with respect to the preQread—
ing readinesg measure and the numbers of pupils in each sex by ability

level by pfogram cross classification category is shown in Table 1.

Instructional Program

Four first grade teachers were involved in i.t.a. instruction.
Tﬁo of the teachers had taught the only i.t.a. classes in the La.Crosse
system in the school year 1966-67. Thus for the two academic years
kove;edrin this study these two teacheérs had prior teaching experience

in the i.t.a. media. They had volunteered to teach the new reading

method and had attended a two day workshbp preéented by the publishers

of the Early-to-Read i/t/a Series before their first year of teaching.

The two teachers who began their instruction of the i.t;a. method in

the 1967-68 year participated in a one day in*sérVice conducted by

the two experienced teachers and did independent study in i.t.a. instruc-
tion prior to meeting their first classes. For six of the eight classes
considered, thé teacher had at least one prior year of i.t.a. teaching

% experience.

v " The teachers involved in the instruction of T.0. students who served
as the control gréup came from all but four of the city's schools so
characterization regarding years of experience, background in teaching,
and their methodology was not possible. There was one distiéct COmMOTn
feature between the i.t.a. and T.0. classes in that all teachers in-

structed self-contained classes.
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TABLE 1 o .

Means for the i.t.a. and T.0. Groups on the
Ginn Pre Reading Test

Sex : Males Females M&F
All All All

Pre Ability High Med Low Levels High Med Low Levels  High Med Low Levels
Level N=33 N=25 N=22 N=80 N=29 N=20 N=9 ‘N=58 N=62 N=45 N=31 N=138
Treatment ' '

i.t.a. 68.48 64.08 55.32 |62.63 |68.14 64.60 55.55 |62.76 }68.31 64.34 55.44 162.70

T.0. 68.12 64.16 54.95 |{62.41 |68.00 64.80 57.66 | 63.49 |68.06 64.48 56.31 62.95
Both 68.30 64,12 55.14 162.52 |68.07 64.70 56.61 | 63.13 168.19 64.41 55.88 |62.83
Programs

W
o
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The 1.t.a. materials used in the four classes were those incluﬁed
in the Early-to-Read i/t/a Series which consisted of seven readers, ac-
companying workbooks, teacher's manual, and éertain instructional aids,
-éuch as the i.t.a. plastic character kit, flannel broad cﬁaracters, and
flash cards. The T.0. classes were instructed with the Ginn Bagic Read-
ers by Russell. This series consisted of three pre-primers, one primer
;hd a reader with the approach being characterized as look-say involving
the presentation of words which are 1eérned through use.

In the La Crosse School system the i.t.a. program was planned only
;gr use in the first grade, thére is no additional formal instruction
with i.t.a. materials in second grade, Perhaps there were some differences
in gecond grade reading instruction between the Franklin and Hintgen j
classes. There was no attempt at Franklin to keep the i.t.a. group to- |
geﬁher thus in the school's two second grade classes there were two mixed
classes of i.t.a. and T.0. students. At Hintgen, on the other hand, with

only three second grades in the i.t.a. students remained as a homogeneocus

group with the exception of children transferring to the school as second

.graders.
T

e

“Measuring Instruments

The Ginn Pre-Reading Test was selected as the pre-instruction test
because it is routinely administered to all first grade students upon
their entrance into that grade. The scores of this test were used as an
indication of potential reading abilities the pupils possessed. The
" test consists of five subtests: Vocabulary Readiness, Tactile-Visual

Readiness, Visual Readiness, Auditory Readiness, and Comprehension Readi-

ness, These five subtests yield a composite score which gives an idea
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of overall readiness.

In dealing with the Ginn Pre-Reading Test, the distribution of
scores was tabulated and cut off points were established to roughly
break the distibution into thirds. The distribution of the Ginm Pre
Reading Test (McCullough and Russell, 1961) is typically a J distribution
b;ing skewed to the upper end of the test consequently the one-third
b:eakdown was 70-67, 66—-61l, and 60 and below. This coincides fairly
w;zl with the Ginn categories of Superior, Average, and Needs Help and
is iﬁterpreted as giving an indication of the pre-reading skills a child
possessed before starting instruction in reading.

The Lorge-Thorndike Intelligence Test which was given during the
same'period of time as the I.T.B.S., was selecfed as a post instructional
test because it was considered t§ providé further information concerning

the equivalence in academic ability at the time of the achievement test-—

ing between pupils in the experimental and control groups. The Lorge

$horndike Intelligence Test provides three scores: the Nomverbal score,
Eyerbal score, and Full Scale score. For purposes of this study only the
¢Full Scale score was used. In a technical review of this test, Freeman

(1959) provided the following evaluation:

On the whole, the Lorge-Thorndike series is among the
sounder group instruments available, from the point of
view of psychological insights shown in selecting and
developing the materials, and from the point of view
of statistical analysis of the standardization data
(Buros, p. 481).

. The Iowa Tests of Basic Skills were used as the main post instruc-—
tional test because they are used in the city system to provide a
continuous evaluation of student achievement and are administered

routinely at the beginning of third, fourth, fifth and sixth grade levels.
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In commenting on the tests, Morgan (1959) stated:

- Technically, the tests are beyond .criticism. Items
selected from three times as many tryout items were
carefully edited for educational and statistidal
acceptability. Standardization of the test is excel-

) lent., It is based on a sample as near as humanly obtain-
able to a true random sample of U.S. schools (74,000
pupils in 213 school systems) and merits the claim
that it is nationwide (Buros, p. 35).

At the third grade level for the composite tests' scores the split
half reliaﬁility is .97 and for the four measures of achievement con-
sidered in this study split haif reliability is around .90 (Lindquist
and Hieronjmus, 1964) . Validiﬁy is referred te as curricular which
means that identification and definition of the skill processes being
tested was done before the test items were divised. |

Herricks (1959) made the following commenté:

Intercorrelations among the various subtests range
from .37 to .83, with the average ranging from .60
to .70. As one would expect, the tests of wvocabu-
lary and reading comprehension have the highest
intercorrelation with all other subtests, indicat-
ing a heavy loading of all subtests with vocabulary
and reading skills. This suggests that a factor
analysis of these data would reveal that 2 to 3
skills are really being tested rather than the 5 to 1l.
The intercorrelations suggest further that not much
would be left after the effect of the vocabulary and
reading skills were removed.(Buros, p. 32).

Results

A Pearson Proauct Momment Correlation was run between the Ginn
Pre~Reading Tests and the I.T.B.S. Reading scores to determine the ex-
tent that the control variable (pre-test scores) related to the main
achievement variable. For the girls in both'groups this correlation was
.32 and for the boys it was .36.

Because of the relatively low correspondence between the pre-test




34

matching and this achievement measure, the Lorge-Thorndike Full Scale

'1.Q. data was examined to determine the comparability of the two groups.

These results are shown in Table 2 which shows the mean I.Q. scores for

i.t.a. and to students classified according to sex and reading readiness

ability. To test the difference among these means with respect to each

variable a three-way (2x2x3) factoriai_analysis of variance design was
used.A In this analysis, one dimension represented the two alternate
%rogréms, another dimension represented‘sex,'and thé third dimension re-
presented the three abilities established by the pre-reading test. Since
there were unequal numbers of subjects in the sub-groups the analysis was
carried out using an unweighted mean solution as recommended by Winer
(1962, Pp. 242-243). This analysis was also used to test the difference
among the means on each of the achievement measures.

Table 3 presents a summary of the results of the analysis of variance
on the means of the Lorge-Thorndike Intelligence Test. The date revealed

that there was a significant‘differencé (P <.05) between the i.t.a. and

@ T.0. instructed students on the Lorge-~Thorndike Intelligence Test. There

was also a significant difference (P <.05) between the I.Q. level of boys
and girls in the study with girls having higher I.Q.'s. It further showed
that the matching by ability level as determined by the Ginn Pre-Reading
Test differentiated significantly between the three levels; high, medium,
and low; at the P <.01 level. There were no significant differences in-
dicated for any of the Interactions among these variables. These results

indicated that pupils in the two reading instruction groups were mnot

- adequately matched with respect to this measure of intelligence obtained

at the béginning of third grade.

Table 4 shows the mean scores obtained in the I.T.B.S. Reading Test
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TABLE 2

Iy

Means I.Q.'s for the i.t.a. and T.0. Groups on the Lorge~Thorndike

Sex Males Females M&PF
All All All

Pre Ability High Med Low Levels High Med Low Levels High Med Low Levels
Level N=33 N=25 =22 N=80 N=29 N=20 N=9 N=58 N=62 N=45 N=31 N=138
Treatment . )

i.t.a. 108.88 96.28 94.36 99.84 118.21 107.05  103.33 {109.53 |113.55 101.67 98.85 [104.69

T.0. 101.90 96.72 94.59 [97.74 | 1l1l1.00 95.33 92.50 99.61 |106.45 96.10 93.55 98.67
Both 105.39 96.50 94.48 {98.79 [14.61 101.19 97.94 |104.57 ° |110.00 98.85 96.20 |101.68
Programs

Lo
w




TABLE 3

Summary of Results of Analysis of
Variance on the Lorge-Thorndike Intelligence Test

;
Source of Variation 58 af MS F

A Reading Prog;am-; 810.15 1 810.15 5.426%
B Sex 749.78 1 749.78 5.022%
C Pre Ability Level 3207.2 2 1603.6 10.741%
AxB '341.94 1 341.94 2.29
AxC 13.62 | 2 6.81 <
B'xC 137.5 2 68.8 <1
AxB=xdC 162.74 2 81.37 <1
Error- 39415.46 149.3

(within cells)

264

*P <.05
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TABLE 4
Means for the i.t.a. and T.0. Groups on the : ~
Iowa Reading Test
Sex Males Females M&F
A1l All T All
Pre Ability High Med Low Levels High Med Low Levels. High Med Low Levels
Level 7 N=33 ©N=25 N=22 ©N=80 ©N=29 N=20 N=0 N=58 N=62 N=45 N=31 =138
Treatment h
i.t.a. 3.81 2.69 2.67 | 3.05 (4.40 :3.71 3.32 § 3.81 |4.10 3.20 3.00 | 3.43
T.0. 3.41 3.29 2.67 | 3.12 |3.99 3.38 2.63 | 3.33 }{3.70 3.33 2.65 ] 3.23
Both 3.60 2,99 2.67 }3.09 14,19 3.54 2,98 | 3.57 |3.90 3.27 3.82 | 3.33

Programs

Note: Means expressed in Grade Equivalent Scores

LE
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for i1.t.a. and T.0. Students classified according to sex and reading

* readiness ability. Table 5 gives a summary of the results of the analysis

of variance on the means of the reading test of the I.T.B.S. It revealed
that there was no significant difference in reading achievement between

i.t.a, and T.0. instructed students as measured by the Iowa Reading Test.

It further showed that there were significant differences in either

methodology between the reading performance of girls and boys with the
girls' performance reliably better (P <,05) than that of the boys. The
matching by ability level as determined by the Ginn Pre~Reading Test
differentiated significantly between the three levels at the P <.01 level.
There were no significant differences indicated for any of the interactions
among these variables. On the measure of reading achievement there were
ne statistically reliable differences Between the students in the two
reading programs.

Table 6 shows the mean scores obtained in the I.T.B.S. Vocabulary

Test for i.t.a. and T.0. students classified according to sex and reading

 readiness ability. Table 7 presents a summary of the results of the

analysis of variance on the means of thé Vocabulary Test of the I.T.B.S.
It revealed that there was a significant difference at the P <.0l1 level
favoring the achievement of the i.t.a. instructed students over the T.O.
instructed students on this measure. The analysis showed there was no
significant difference between the performance of the boys and girls on
the wvocabulary test. It further showed that the matching.by ability level
as éetermined by the Ginn Pre-Reading Test differentiated significantly
between the three levels at the P <,01 level. There were no significant

differences indicated for any of the interactions among the variables.

Thus on this alternate measure of reading achievement there were
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TABLE 5

Summary of Results of Analysis of
Variance on the Iowa Reading Test

3, Source of Variation 58 af MS F

‘A Reading Program 18.86 .l .18.86 <1l
B Sex 520.10 1 520.10 4,939%
€ Pre Ability Level 1744,29 2 872.14 8.283%%
AxB 168.30 1 | 168.30 1.598
AxC 130.20 2 65.10" <1
BxC 34.59 2 17.29 <1l

Ly AEBXC 86.41 2 43.22 <1
Error 27796.8 264 105.29

(within cells)

B

< %P .05
%% P .01
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TABLE 6
1
Means for the i.t.a. and T.0. Groups on the
Iowa Vocabulary Test
Sex _ Males Females M&F
All All All
Pre Ability High Med Low Levels High Med Low TLevels High Med Low  Levels
Level N=33 N=25 N=22 N=80 N=29 N=20 N=9  N=58 N=62 N=45 N=31 N=138’
Treatment
i.t.a. 3.97 3,13 2.71 | 3.27 | 4.37 3.84 3.23 | 3.81 | 4.17 3.48 2.47 | 3.54
T.0. 3.32  3.02 2,42 ]2.92 | 3.56 3.05 2.34) 2.98 | 3.44 3.03 2.38 ] 2.95
Both 3.64 3,07 2,57 {3.09 3.48 3.44 2.79 3.40 | 3.81 3.26 2.68 | 3.25

Programs

Note: Means expressed in Grade Equivalent Scores

oy




TABLE 7

Summary of Results of Analysis of-
Variance on the Iowa Vocabulary Test

41

31 Source of-Variétion Ss df MS F

A Reading Program 773.74 1 773.74 8.378%
B Sex 207.85 1 207.85 | 2.251
C Pre Ability Level | 1902.82 2 951.41 | 10.302%
AxB 131.46 1 131.46 1.423
AxC 24.58 2 14.79 <1
B x C 8.29 2 4.147 <1
AxBxC 29,40 2 14.70 <1

%Y Error 24381 264 92.352 <1

(within cells)

*P <.01.




I NEN

42

statistically reliable differences favoring the i.t.a. instructed students.

Table 8 shows the mean scores obtained in the I.T.B.S.Spelling test
for i.t.a. and T.0. students classified according to sex and reading
ability. Table 9 presents a summary gf the results of the analysis of
;ariance on the means of the Spe;ling test of the I,T.B.S. It revealed
that there was no significant difference in spelling achievement as measured
by the I.T.B.S. between i.t.a. and T.0. instructed students. It further
showed that there were significant differences in either methodology be-
tween the spelling performance of girls and boys with thé girls' performance
reliably better (P <.05) than that of the boys. The matching by ability
level as determined by the Ginn Pre-Reading Test differenciated signifi-
cantly between the three levels at the P <.0l level. There were no
significant differences indicated for any of the interactions among the
variables. On the measure of spelling achievement there were no statisti-
cally reliable differences between the students in the two reading programs.

Table 10 showed the mean scores obtained in the I.T.B.S. Composite
Matﬁ Scores for i.t.a. and T.0. students classified according to sex and
reading ability. Table 11 presents a summary of the results of the
analysis of variance on the means of the Mathematics Composite scores on
the I.T.B.S. The analysis revealed there was no significant difference
in mathematics achievement as measured by the I.T.B.S. between the i.t.a.
and T.0. instructed students. It also showed there was no significant
difference between the performance of the boys and girls én the mathe-
matics measures. It further showed the matching by ability level as
determined by the Ginn Pre-Reading Test differentiated significantly be-
tween the three levels at the P <,05 level. There were no significant

differences indicated for any of the interactions among the variables.
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TABLE 9

Summary of Results of Anaiysis of
Variance on the Iowa Spelling Test

Source of Variation Ss df M5 F
3
A Reading Program 118.93 1 118.93 1.091
B Sex 666.76 1 666,76 6.115%
C Pre Ability Level 1283.91 2 641.95 5.887%%
AxB .| 202.18 1| 202.18 | 1.854
Ax¢C 66.68 2 33.34 <1
BxC : 17.67 2 8.84 <1
AxBxC 5.66 2 ' 2.83 <1
4 Exrror - 28787 264 104.04
(within cells)

* P <,05
*% P <.01




TABLE 10

Means for the i.t.a. and T.0., Groups on the
Towa Composite Math Tests ‘

Sex Males Females M&F
7 All All All

Pre Ability High Med Low Levels High Med Low Levels High Med Low  Levels
Level . N=33 N=25 =22 N=80 N=29 N=20 =9 N=58 N=62 N=45 N=31 N=138
Treatment ‘

i.t.a. 3.70 3.13 2.94 3.26 3.95 3.42 2.93 3.43 3.82 3.27 2,94} 3.34

T.0. 3.50 ©3.17 2.97 3.22 3.53 3.20 2.7 3.15 3.52 3.18 2.84 3.18
Both 3.60 3.15 2.96 3.24 3.74 3.31 2.82 3.29 3.67 3.23 3.89 3.26
Programs

Note: Means expressed in Grade Equivalent Scotres

Sy
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TABLE 11

Summary of Results of Analysié of
Variance on the Iowa Composite Math Tests

Source of Variation - 88 df MS F
A Reading Program 60.41 1 60.41 1.160
B Sex 16.17 1 16.17 <1
C Pre Ability Level 915.74 2 457 .87 8.789%%
AxB 24.15 1 24.15 <1
AxC 22.45 2 11,23 <1
BxC 30.31 2 15.16 <1
AxBxC 9.88" 2 4.94 <1
Error- 13753

{within cells)

% P <.01
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Discussion

~ Vocabulary Test was selected because of its correlation with the!Reading:Test

47

Table 12 is a summary of the analysis of variance results of each

of the measures in terms of the obtained significance levels.

The results of the study appear to offer mixed support for the general
working hypothesis that beginning reading instruction in i.t.a. would
result in a higher level 6f reading achievement as measured by a standard-
ized reading achievement test at the beginning of third grade than would
T.0, instruction, The results of the Iowa Reading Test revealed no
significant.difference between the i.t.a. and T. 0, instructed students.

The Iowa Vocabuléry Tést, on the other hand, showed a significantly

higher level of performance by the i.t.a. students. Since the Iowa

on the I.T.B.Si and because of its overt similarity to the wofd reading
task, it would seem logical to conclude that the i.t.a. students were
superior to those in the T,0, group on reading proficiency as measured
by this test.

However, the i.t.a. group was also found te have a significantly
higher level of intelligence than the T.0. group of pupils as measured ﬁy

the Lorge-Thorndike Intelligence Test. Consequently, because of this

sample difference in!idntelligence:a correlation.between:the- Lorge~Thorndike

Intelligence Test and the Iowa Vocabulary Test for the study's population
was obtained. The correlation between these two measures was .73. Such
a high correlation suggests that the vocabulary test of the I.T.B.S.

may be as much a measure of general intelligence as a measure of reading
proficiency.

As shown, pupils in the experimental (i.t.a.) and control (T.0.) samples
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TABLE 12

Summary of Analysis of Variance Results of Each
of the Measures in Terms of the Obtained Significance Levels

ARTABLES 1 " Reading Vocabulary Spelling  Mathematics
Reading . :
Program : Q5% - LOL% ' - -
7Sex- 05%% Q5% - . L05%% -

Pre Ability '_
Level i01 .01 .01 .01 .01

yte: = no significant difference
* difference favoring i.t.a.
** difference favoring girls
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were very closely matched on pre-reading ability as measured by the Ginn
Pre-Reading Test. However, two years later in the first group administration

of intelligence tests there was a disparity in intelligence between theitwoy- . [,
groups. Although reading readiness tests afe not designed ss intelligence
measures per se, it seems reasonable to expect that pupils closely

matched on a reading readiness measure should be at least roughly equiva-

lent on general intelligence. The Lorge-Thorndike Intelligence Test

results indicated they were not, but rather that +the i.t.a. pupils were

superior in that respect. There seems to be a fitting explanation for

this discrepancy between the i.t.a. and T.0. groups in intélligence at

the beginning of third grade that was not reflected in the first greade

. meagure of readiness, A subsequent inguiry revealed that with one

exception, kindergarten instruction in the La Crosse Schools involved
the use of Ginn readiness materials. The one exveption was Hintgen
School, which contributed 108 of the 138 students in the i.t.a. sample.
Kindergarten teachers at Hintgen; where no first grade classes were in-

structed in T.0., used more teacher made readiness mdterials and made

more use. of the Frostig program than they did the Ginn readiness program.
Consequently, it would seem that given a T.0. and i.t.s. student in

this sample who were matched on the Ginn Pre-Reading Test, it would follow

that the i.tua. student had more school sbility intelligence, as measured

by the Lorge-Thorndike, because the T.0. student through his direct use

of the Ginn pre-reading materials had been bhetter prepared for the Ginn
Pre-Reading Test., That is, it appears that because the i.t.a. pupils

had not received the same type or amount of instruction on the reading

readiness test related materials, their performance on the resading readiness
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test was not as high as.that of T.0. pupils of equal intelligence.
They were cénsequently matched with lower intelligence T.0. pupils who
were equivalent on the reading readiness measure.

It would seem advisable when conducting reading evaluation studies
to carefully consider curricular differences in kindergarten that may
exist between groups being compared and to select aé pre ébilit§ measures
instruments which take relevant differences into account. In retrospect,
for this study an intelligence test and a prewreéaing ability test less
sensitive to the specifilc pre-reading program would.have been more
appropriate, |

| Thus the reading program difference favoring i.t.a. over 7.0. in-
sfrﬁcted students on the Iowa Vocabulary Test seems from the post hoc
examination more.adequately explained by_the mismatching of I1.Q. level
in the original pairing of the i.t;a. and T.0. students than by the evidence
of a higher i.t.a. performance on a vocaBulafy test that has a resemblence
to the Stanford Word Reading subtest. It is evident at the same time
however, that even though they exhibited é higher average level of general
intelligence, the i.t.a. pupils did not show a higher average level of

reading proficiency as measured by the Reading Test of the I.T.B.S.

which was initially assumed to be the principle index of reading achieve-

ment,

In fact, given the high correlation between reading and intelligence,
if the present study had been undertaken with adequately ﬁatched, on the
#asis of I.Q., experimental and control groups it is quite likely that the
T.O..group would have shown a superiér achievement on the I.T.B,S. Read-~

ing Test. Whether this difference would have been statistically dif-

ferent can not be readily estimated.
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It was hypothesized that the experimental (i.t.a.) group would not

differ from the T.O. grouﬁ on the I.7.B.S. spelling test. The results from

the study confirm this hypothesis. This finding does not unequivically
counter the belief that i.t.a. produces inferior spellers because the
spelling section of the I.T.B.S. consists only of finding the in-

correctly spelled word in a series of five words which is different from

™

the "spelling bee'" approach of the Stanford series. It was in the spel-
ling of orally presented words as measured by the latter test that critics

of i.t.a. forsaw difficulties. The fact that the two groups differ in

general intelligence must be recognized in interpreting the results as
was noted in connection with the reading test.
As is'generally found in instructional programs which compare boys

and girls, girls in the present study showed superior achievement on

the measures of reading and spelling regardless of beginning reading

methodology, However, the analysis of variance on the means of the Lorge-

J Thorndike Intelligence test also indicated that the girls had a higher
average intelligence than the boys in the sample. It is possible that

some of the sex differences observed here were a consequence of the

initial mismatching with respect to intelligence.
Although the correlations between pre ability levels and I.Q. and
yveading are not of a large magnitude (.32-.38), there were statistically

significant differences on all of the I.T.B.S. tests among the high,

medium, and low ability levels which were established by the Ginn Pre-
Reading Test. However, this difference was observed across both in-

structional groups and since there was no significant interaction be-

tween instructional program and reading readiness level, the hypothesis

that i.t.a. would be found to be a superior medium of instruction for
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any of the three ability levels must be rejected. This indicates that
i.t.a., which was designed to make beginning reading instruction easier
and consequently provide greater help to those more likely to have dif~-
ficulty learning to read (i.e. the lower ability students) did not have
such an effect for the pupils in this study.

The hypothesis that i;t.a. students would show superior ability in
mathematics because of the belief that i.t.a. effects school attitude and
allows an.early, consistent feeling of success which generalizes to other
academic areas such as mathematics was not supported by the results. This
result is not éurprising for the hypothesis, as'it was stated, assumed
that before a significant difference for i.t.a. students in the Iowa
Mathematics Achievement measure was shown there would have to be signifi-
cant changes in other academic achievement areas more closely related
to reading, which in fact were not observed, Here again the I.Q. dif-
ferences in the two groups should be considered.

_Assuming the Iowa Vocabulary Test is more a measure of intelligence
thah of reading proficiency, in general the study revealed no differences
in the level of reading achievement between the i.t.a. and T.0. students
on the third grade administration of the I.T.B.S.

At the same time it must be recognized that other factors in the
instructional program could have contributed to these findings. For
instance, because i.t.a. was only used on a trial basis the additional
resources that the i.t.a. teachers had available were limited while the
use of the T.0. method, which had been employed for several years,
allowed for the accumulation of a.much greater variety and quantity of re-
source materials,

If the study had been planned prior to the implementation of the
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experimental (i.t.a.) reading program, a more careful selection of
pre and post test measures might have shown differing results.

As has been discussed anve the Ginn Pre-Reading Test did not prove
to be an adequate instrument for initial matching. Regarding the use of
the I.T.B.S. as a post measure, Ryan (1968) stated the tests, as a
measure of reading achievement lével tend to measure more generél pro-
ficiencies rather than those specific to reading as such. A diagnostic
reading.test would possibly have been a more sensitive instrument to
assess the specific kinds of reading skill differences between the two
?rograms being.examined here. This position, however, is not in line
with the earlier statements by Bond and Dﬁkstra which suggest that
early reading skills are a single unitéry trait, although they did'not
consider the I.T,B.S. as a post second grade measure in the studies
they evaluated.

Whatever the measures selected, it is not likely that the i.t.a.
group would perform at a superior level as the current results in-
dicated the i.t.a. group with its higher level of intelligence did not
achieve éignificantly higher scores on the measures of the Iowa Tests

used in this study.




CHAPTER IV
Conclusions and Implications

The present study seems to offer little evidence to support the
use of the Initial Teaching Alphabet. This finding is similar to the
findings of the studies discussed in the review of the literature which
- for the most part indicate no conclusive resulps regarding the question
of the effectiveness of 1.t.a. as a beginning medium of reading instruc-
tion.

Adherents of i.t.a. suggest that instruction in i.t.a. develaps
larger writing vocabularies, allows a child more ability to express himself
in writing, and provides a more positive attitude toward reading and
school in general than does T.,0. instruction. This study, with the limited
post measures that were employed, did not offer an insight into these
areas.

One factor to be considered in the post second grade comparisons
of i.t.a. and T.0. achievement results is how much of the i.t.a. pupils’
achievement at the end of second grade was a function of their initial
instruction in i.t.a. and how much is a function of their later instruc-
tion in some other type of program.

As was discussed in the review of the literature, Pitman's original
conception of how transfer was to take place was shown in later research
not to be a full explanation of the process., The initial te;ching alpha-
bet was never purported to be the ultimate in the ease of teaching begin-

ning reading and perhaps modifications can be made in the system that will
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faecilitate further use.

Ia considering the American studies that showed the success of i.t.a.,

it is important to recognize the type of i.t.a. reading program used.

With the use of the Barly-to-Read i/t/a series it is fitting to question
whether the results achieved are accounted for in the use of the i.t.a.
orthography or by the more structured use of a synthetic approach which
are both incorporated in the design of the Early-to-Read i/t/a series.
The Tanyzer and Alpert study showed Lippincott and i.t.a. superior to the
basal series used in their study on all subtests of the Stanférd while
the Lippincott series was superior to i.t.a. on the vocgbulary and

spelling subtests. This might serve as an indication that the method

of teaching (both used a synthetic approach) is more important than the
i.t.a. orthography.

Perhaps a more basic question to consider in evaluations of reading
programs 1s teacher differences. It is a quite common finding, for

example Fry's study, that reading program comparisons show greater

variations between classes in reading results that are shown in reading
treatment differences. In looking for the sources of these variations,

teacher differences play a large factor yet it is wvery difficult to

objectively weigh these considerations in reading program evaluations.

Of final consideration in reading evaluations is, even though

statistically significant differences may or msy not be found, what are

the practical implications of the selection of one reading program over

ancther in various areas such as teacher training and skills and costs

B}

involved.
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