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This study describes the developmental movement of 

kindergarten children from oral language toward written 

communication. The study describes and documents evidence 

of a sample of kindergarten children as they interact with 

print concepts in a kindergarten environment. The subjects 

were thirty kindergarten students randomly selected from 

three specific kindergartens identified as implementing the 

Key Vocabulary approach of Sylvia Ashton-Warner. The class-

rooms were public school kindergartens located in a suburban 

area of North Central Texas. 

Data were gathered for the entire school year by means 

of interviews conducted by the researcher, weekly observations 

by the classroom teachers and researcher, and two administra-

tions of the "Concepts about Print" test, SAND. 

Collection of data was facilitated by the development 

of record sheets for observing (1) concepts about print, 

(2) concepts about writing, (3) concepts about reading, and 

(4) actual reading. The data were organized by means of 



Benjamin Bloom's Theory of School Learning, and individual 

learning profiles were developed for each child. 

From the findings several conclusions can be drawn. 

The learning of kindergarten children can be documented and 

a profile of that learning can be developed that will have 

possible future use in the learning career of the child. 

Kindergarten children may perceive the reading of a story 

to the group differently from the teacher. The perception 

of the process of writing by kindergarten children may be 

different from that of adults. There was evidence of chil-

dren's writing in their movement from oral language toward 

print. 
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CHAPTER I 

INTRODUCTION 

In 1931, Morphett and Washburn published an article, 

"When Should Children Begin to Read?," in which the authors 

concluded that children needed a mental age of 6.5 years in 

order to learn to read (27). This conclusion was consistent 

with the existing maturational concept of child development. 

Young children were not expected to learn to read, because 

they had not achieved the physical or intellectual maturity 

needed to comprehend the printed symbol (12). This resulted 

in the development of a nebulous concept referred to as 

"reading readiness" (5). 

Teachers were expected to teach reading readiness but 

not reading, and tests were developed to ascertain when the 

child had matured enough to profit from formal instruction 

in reading. Numerous methods were devised for teaching 

reading readiness/ and a multiplicity of achievement levels 

was defined with the expectation that children would progress 

through levels of attainment (30). The time table was usually 

assumed to be reading readiness, taught during the kinder-

garten year, and the task of the first-grade teacher was to 

determine the stage of development attained (30, p. 193). 



These expectations continued to influence early educa-

tion for many years. However, in the 1960's Durkin began a 

series of studies in which she concluded that young children 

not only could learn to read, but often taught themselves 

to read (14). Durkin's findings introducted a new element 

into the growing conflict between the traditionally held view 

of maturation and the emerging theories of cognitive develop-

ment formulated by Jean Piaget (36) . 

As Piaget's developmental theories of interaction of the 

organism with its environment began to be influential, the 

constraining idea of a beginning age for reading began to 

fade. No longer was it forbidden to teach reading and writing 

to children under the age of six, but the question was how 

best to accomplish this task. 

The term "reading readiness" assumed new meaning. The 

meaning was determined by two conditions—the learner and 

the task. Interaction between the learner and the task was 

determined by instruction (30). 

Recent work by Clay (9) has shown that the task of 

beginning reading is comprised of two conceptual components. 

McDonell and Osburn refer to these two components, the visual 

component and the language component, and their combination, 

as "concepts about print" (25). Clay contends that children 

must master these concepts about print as they interact with 

written communication and begin the process of learning to 

read. 



Statement of the Problem 

This study was a description of the movement of kinder-

garten children toward written communication utilizing the 

Key Vocabulary approach. 

Purposes of the Study 

The purposes of this study were (a) to describe and 

document learning behavior as kindergarten children developed 

concepts in their interaction with print, and (b) to develop 

a learning profile consistent with Bloom's theory of school 

learning. 

Research Questions 

In accordance with the purposes of the study, the 

following questions were examined: 

Question 1_—Do children follow a predictable pattern of 

learning behavior in moving from oral language to written 

language? 

Question II—Is it possible to document concept learn-

ing in a manner that might be of further use in the learning 

career of the child? 

Question III—Can the rate of learning be determined by 

recording concept mastery? 

Question IV—Can the effectiveness of the classroom be 

determined by the student's mastery of concepts? 



Question V—Can Benjamin Bloom's theory of school learn-

ing serve as a structure for developing a learning profile 

for children beginning their educational careers? 

Background and Significance 

The basic format for this research was Benjamin Bloom's 

Theory of School Learning. The theory of a causal system, 

with few variables, that may be used to predict and explain 

differences in levels of learning lends itself to the vari-

ables considered in this research (7) . 

Bloom contends that individual differences in learning 

are observable and can be predicted and altered, whereas the 

concept of individual differences in learners is not alterable. 

(7, p. 9). Differences in learning do occur, are readily 

observed in any classroom, and their existence can be supported 

by research on both a large and small scale (11, 31). Bloom 

also cites the fact that individual differences in learning 

are observable early in a child's school career, by grade 

three, and tend to remain stable or increase over the years. 

He further contends that, considering the stability of the 

differences, environmental conditions of both the home and 

school affect the nature of the individual differences. 

Judgments are made about the learner, when in fact they should 

be made about the situations of learning. It is these environ-

mental factors in which the errors in learning are to be found 

rather than in the defects of the learner. 



In attempting to identify the errors in school learning, 

Bloom has proposed a theory that uses three independent 

variables: Student Characteristics, Instruction, and Learn-

ing Outcomes (7, p. 9). Bloom considers the characteristics 

of the students to be the extent to which the learner has 

already learned the prerequisites necessary to attempt some 

school task. Two components comprise the learner character-

istics: (a) the cognitive entry behavior and (b) the affec-

tive entry behavior. 

Traditionally, the school has been slow to adapt 

instructional practices from the theoretical constructs 

derived from current research. Until recently, most educa-

tional philosophy reflected the maturational theory of child 

development. Since the belief that a child would develop 

according to a preset unalterable time table was held by 

educators, differences among children were expected and were 

believed to be necessary. This view led to the idea of a 

mental age of 6.5 years as a prerequisite for reading (27) 

and the resulting practice of teaching beginning reading in 

first grade. Educators believed that the child had mastered 

all the necessary prerequisite skills upon reaching a mental 

age of 6.5 years. Any remaining differences were attributed 

to a deficit or to a developmental lag in the maturation of 

the child. Research measured the child and predicted his 

success or failure on the basis of age norms (12, 18, 23). 



Tests were formulated and classes were expected to attain 

scores that reflected the normal distribution of scores (6). 

Much attention was given to measuring learners and 

determining methods suited to their ability or disability, 

and very little thought was given to affective learning— 

how the child felt about himself and learning. 

As child development theories were influenced by Piaget 

and the humanists, new beliefs superseded the maturational 

theories. Piaget's insights into how children think required 

adults to accept the fact that children think differently, 

while at the same time their feelings are the same as adults' 

(17). Both cognitive and affective behaviors have been 

studied extensively in recent years (16, 19, 22). Purkey 

contends that a child's self-concept in regard to learning 

is as much a part of achievement as his innate potential 

(32, p. 14). The motivation to learn and the desire to 

perform depend upon the learner's perceived idea of the 

outcome. If failure is experienced, the learner expects to 

continue to fail, whereas if success is experienced, motiva-

tion is self-initiated. Studies confirm that self-concept 

influences performance and can serve as a good predictor of 

later reading achievement. The predictive power of evalua-

tion of the self-concept is often as reliable as intelligence 

test scores for predicting reading success (24). One pre-

dictive study by Wattenberg, conducted in kindergarten, 

used inferences made by trained observers to assess the 



self-concept of beginners. The conclusion of the study was 

that self-concept was a better predictor of later reading 

achievement than mental age (38). 

In defining a task to be learned, Bloom uses a unit of 

analysis by which he considers what is to be learned in terms 

of elements and relations among elements (7). For example, 

elements and the relations among elements could be terms, 

facts, processes, and applications which might or might not 

be sequential (7, p. 23). For the purpose of this study 

the learning tasks were defined as concepts about print (9). 

For many years, teachers working with children as they 

begin school have been involved in the dilemma of ascertain-

ing whether or not a particular child would benefit from 

formal instruction in reading. Most often, standardized 

tests were administered and scores were given on subtests 

such as visual perception, auditory discrimination, vocabu-

lary, and alphabet recognition. Composite scores derived 

from the subtests were used to determine an overall reading 

readiness score. The judgment whether to proceed with 

formal reading instruction or whether to place the child 

in a system of readiness, was left to the discretion of 

the teacher. If the child was placed in a readiness program, 

tremendous variation was inherent in the activities pre-

sented as reading readiness (8). Since the experts could 

not agree on the definition of readiness, it was doubtful 

that any one method was better than another. Most readiness 
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series made extensive use of pictures, shapes, and letters, 

but avoided words and sentences, because it was believed that 

children were not ready for print. Durkin (15) indicated 

that it was assumed that the learning task was a uniform unit. 

Frequently, teachers ignored aspects of readiness, such as 

the methods to be used, the skill of the teacher, and the 

rate of expected learning. This definition of readiness was 

proposed by Ausubel: " . . . the adequacy of existing capacity 

in relation to the demands of a given learning task" (4, 

p. 247). Ausubel's definition would include many aspects of 

learning already possessed by the learner, including language. 

One method used to enhance the existing knowledge of the 

child was the language experience approach. Proponents of 

this method used the child's own language as a method of 

beginning kindergarten instruction (1, 21). Goodman (20) 

contends that educators have been so concerned with skills 

that the language component has been overlooked. Reading 

has been presented as a series of skills to be mastered 

rather than as a process of language. Smith (34) and Good-

man further contend that beginning readers and mature readers 

are vastly different in attained concepts, and not just in 

degree of fluency. They aver that in learning to read, as in 

learning to talk, all of the strategies are needed at the 

beginning and that progress is not a mastery of parts. In 

fact, language cannot be broken into separate skills and at 

the same time retain meaning. 



Research by Clay suggests that assumptions made about 

the concepts of the beginning reader are not valid (10). 

Clay observed the behaviors of children learning to read 

and identified a set of concepts used by children. Addi-

tional work by McDonell and Osburn indicate that children 

move through stages as they master two distinct but related 

sets of concepts (25) . The two sets of concepts are the 

language concepts about print and the visual aspects of 

print. The language concepts include (a) print can be 

turned into speech to provide a message, (b) pictures can 

be used as a guide to the message, and (c) understanding 

that print must make sense as does spoken language. The 

visual aspects include (a) directionality of print, (b) a 

word is surrounded by spaces, and (c) a letter and a word 

are not the same (9). A child must be aware of both sets 

of concepts and must be able to integrate the two before 

he can read successfully. Children who are examined for 

reading readiness are asked different questions on standard-

ized reading readiness tests than were children who were 

examined by Clay. 

In determining knowledge of concepts, Clay devised and 

standardized, in a limited setting, a diagnostic survey which 

includes concepts about print. This diagnostic survey is a 

"Concepts about Print" test which utilizes a booklet titled 

SAND (10, p. 14). The SAND attempts to determine a child's 

use of the concepts and to determine if confusion exists. 
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A recent study by Perkins indicates that some of the 

concepts assessed by the SAND are more valid than other con-

cepts for evaluating a child's stage of readiness. Perkins 

found that certain items were known by readers but not by 

nonreaders, indicating the possibility these items may have 

more value when used to assess Cognitive Entry Behavior (29). 

One school district has used a checklist of behaviors formu-

lated from the concepts identified by Clay. The checklist was 

used for the purpose of diagnosis rather than for direct 

teaching (25). 

Goodman (20) and Pikulski (30) indicate the need for 

interaction with print in developing the child's readiness 

for reading. Goodman states that children should be exposed 

to opportunities to read, and that if the child reads 

regularly, the question of readiness becomes irrelevant (20, 

p. 194) . 

Instruction, the quality of instruction presented, is a 

variable of Bloom's theory that is defined as the extent to 

which the cues, practice, and reinforcement of the learning 

are appropriate to the needs of the learner. If the needs of 

the learner are viewed as the opportunity to develop concepts 

about print in an environment where success is optimized, then 

instruction should provide a match for learner and concepts 

to be learned. 

In 1963, Teacher, by Sylvia Ashton-Warner (2), was pub-

lished; in it the author described her work with Maori children 
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in New Zealand, the approach she developed to draw from them 

intrinsic thoughts, and how to record these thoughts. Every 

child has a unique Key Vocabulary, as Ashton-Warner describes 

the words that emerge, and it is these organic words that the 

child learns to read and write. Interest was generated in the 

United States by Ashton-Warner's description of this approach, 

but difficulty in implementing the approach was encountered 

since few guidelines were provided by the author. The Key 

Vocabulary, as the approach became known, was tried in con-

junction with changes from traditional to more open type class-

rooms. Traditional type classrooms in the majority of American 

schools, with ability grouping for readiness and beginning 

reading, hindered the spread of this approach to beginning 

reading and writing (26). Few references to the Key Vocabu-

lary and no research appeared before the late 1960's. Veatch 

(35), in her textbook, makes reference to the Key Vocabulary 

as a language experience approach, and refers to the method as 

Organic Reading. Studies have been conducted by Barnette (5), 

Duquette (13), Packer (28), and Wasserman (37), using the Key 

Vocabulary. Wasserman utilized the approach to introduce 

children to reading and writing in a longitudinal study in 

British Columbia, and the findings concur with those of Chall 

(8), that there is little if any measurable difference in 

reading performance, regardless of the method used for instruc-

tion. However, an incidental result of the Wasserman study 

was the revelation that all the children in the Key Vocabulary 
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component of the Vancouver project learned to read, whereas 

fifteen of the children in the control group were classified 

as nonreaders by the assessment instruments (37). Wasserman's 

results contradict the traditionally held view that the normal 

curve of standardized test scores predicts the failure of some 

children, thus indicating the possibility that instruction 

does alter the pattern of norm distribution. Wasserman's 

study utilized the Key Vocabulary as an initial exposure to 

reading in a setting where children are expected to learn to 

read. 

The present study was significant in that it 

1. described the pattern of learning as kindergarten 

children moved through the stages from oral language to 

beginning written communication, 

2. developed a profile of learning early in the initial 

stages of the school career of the child, 

3. examined the rate the children mastered concepts 

about print, and 

4. examined the interaction with print in a classroom 

using the Key Vocabulary. 

Definition of Terms 

The following terms have a specific meaning and are 

defined for this study. 

Kindergarten is the level of public school in the United 

States concerned with the education of children five years of 

age. 
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Key Vocabulary Approach is the method developed by 

Sylvia Ashton-Warner to elicit emotionally charged words 

from children and the resultant reading and writing of those 

words. 

Readers are those children who were identified by the 

classroom teacher as being able to read unfamiliar, continuous 

text with 85 per cent accuracy (29, 33). 

Benjamin Bloom's Theory of School Learning is a causal 

system in which a few selected variables may be used to pre-

dict, explain, and determine different levels and rates of 

learning (7, p. 10). 

Descriptors of Student Characteristics, the history of 

the learner, include the following. 

1. Cognitive Entry Behavior is the prerequisite learn-

ing held to be necessary for the learning task. 

2. Affective Entry Characteristics are the student's 

motivation to learn new learning tasks (7, p. 11) . 

Descriptors of Instruction, elements of the instruc-

tional process, include the following: 

1. Quality of Instruction is the extent to which the 

cues, practice, and reinforcement of the learning 

are appropriate to the needs of the learner. 

2* Learning Task is a basic unit or learning activity 

that has an independent existence large enough to 

have elements and parts that form a separable whole 

(7, p. 23). 
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Descriptors of Learning Outcomes are the product of 

student learning, including the level and types of achieve-

ment, the rate of learning, and the affective characteristics 

of the learner in relation to the learning task and self (7, 

p. 11). 

Limitations 

The Key Vocabulary has had limited use in the context 

described by Sylvia Ashton-Warner. In view of this, the 

study was limited to a specific suburban school district in 

the north central area of Texas where this approach has been 

implemented. Classrooms selected were those having teachers 

who were trained in implementing the Key Vocabulary approach. 

Teacher observation and recording of data are subject to bias. 

Therefore generalizability is limited to this population or 

populations similar. 

Procedure for the Collection and 
Analysis of Data 

Selection of the Subjects 

The population included in this study was the kinder-

garten children enrolled in public schools in a suburban area 

in North Central Texas. In keeping with the limitations of 

the study, students enrolled in kindergartens which used the 

Sylvia Ashton-Warner Key Vocabulary approach to beginning 

written communication were selected. Three elementary school 

kindergartens were used, and data sought from all children. 
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A random sample of thirty students was selected from the 

population. 

Collection of Data 

The collection of data from the kindergarten students 

was obtained during the entire school year. Permission was 

obtained by means of a letter to the students' parents (see 

Appendix). Teachers were trained in keeping records and Key 

Vocabulary procedures were reviewed at an inservice meeting 

before the school year began, and again at mid-year. Testing 

and interviewing of the students was done by the researcher. 

Analysis of Data 

The data gathered, the cognitive entry behavior, the 

affective entry characteristics, the interaction with 

instruction, and the mastery of the learning task, were 

compiled into a profile for each child. Kindergarten 

students with similar cognitive entry behaviors are compared 

and contrasted, and their learning outcomes are discussed. 
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CHAPTER II 

REVIEW OF LITERATURE 

This study describes and documents the movement of a 

selected group of kindergarten children in written communi-

cation. This movement toward written communication was 

identified through the use of the Key Vocabulary in the 

kindergarten classes which the subjects attended. 

Two questions have been debated since man developed 

the ability to communicate over time and distance: (a) when 

should a child begin to learn to read, and (b) how should a 

child learn to read? This review of the literature examines 

two interrelated themes from a historical perspective: (a) 

prevalent views on the education associated with a given 

time period and (b) prevalent views on beginning reading 

associated with a given time period. 

In ancient times, children were viewed as miniature 

adults and were taught by methods which were identical or 

very similar to those used for older students or adults. 

Formal education or schooling was reserved for the males of 

the society. Young children were taught life skills in the 

home; and symbolic communication skills, such as reading and 

writing, were taught only to the children of the socially 

elite. Schooling occurred in very small groups or in 

19 
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one-to-one situations. The teacher, often a slave, was 

able to give full attention to the student's memorization 

and recitation processes (17). 

In ancient Greece and Rome, the child of about seven 

years of age learned to read by rote memory. He learned 

the letters and spelled words orally until he knew enough 

words to allow him to read specific material (38). Quintilian, 

about 68 A.D., stressed the idea of allowing a child to play 

with the forms of the letters to facilitate learning of the 

alphabet. After learning the alphabet in this manner, the 

child would be expected to begin reading and writing (18, 38). 

Students of these times were expected to learn and then 

recite orally; letter names, syllables, words, and finally 

sentences. The student was expected to master each task as 

presented; this method became known as the alphabetic method. 

With the advent of Christianity, new attitudes toward 

the education of young children evolved. Education was 

viewed as a means of saving the child from his own base 

nature. Comenius (50) expressed the belief that education 

was to prepare man for happiness on earth as in heaven, and 

called for the education of all children. Rousseau (50) 

pointed out that children were not miniature adults, but 

needed to be educated in a manner appropriate to their 

strengths. Intrigued by Rousseau's theories, Pestalozzi 

(50) sought to humanize education, establish an order and 
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sequence to learning, and provide training for teachers. 

In actuality, the beliefs and theories of these educators 

and philosophers went unnoticed and unheeded. The concept 

of the "school" did continue to grow, and teachers were forced 

to deal with larger groups of students. Strict discipline, 

rote memorization of letters, numbers, and facts, and recita-

tion were the prominent teaching techniques of this period. 

Reading continued to be taught the ancient way, and many 

difficulties were encountered. Early writers had spelled 

words as they were pronounced because the spelling was not 

fixed. In about 1475 the art of printing reached England, 

and spelling tended to become fixed (46). This tendency to 

standardize spelling became more common, making learning to 

read by spelling less dependable. The alphabetic or ABC 

method of teaching reading continued with variations such 

as Jacotot's Normal Words. With Jacotot's Normal Words 

approach, the child was taught letters by presenting thera 

in words the child might encounter (46). The general quality 

of schooling was poor and children learned the alphabet 

slowly and painfully; however it was presented. Huey (38), 

in describing the learning of the alphabet, refers to Basedow, 

who, about 1790, taught the letters to children by baking them 

into gingerbread letter shapes. Practices such as these were 

not common, and the rod was used more often than the reward. 

Gradually, dissatisfaction with the slow rate of learn-

ing to read caused an increasing number of ideas to be 
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expressed concerning education in general and reading 

specifically. Partially, the controversy over reading and 

the education of young children was related to the intro-

duction of the "kindergarten" concept. As conceived by 

Froebel (50), the kindergarten was an educational process 

in which play and life experiences were emphasized. Not in 

evidence in the kindergarten classroom were desks, memoriza-

tion tasks, and an emphasis on learning the alphabet. 

Physical activity, gardening, singing, and activities imitat-

ing mature-life occupations were the core of the kindergarten 

curriculum. New thoughts about the education of young 

children dictated the development of new methods of teaching. 

Educators struggled with this new philosophy of education, 

since a child's first learning experiences in school had 

always been focused on learning the alphabet. 

Mathews notes that during this period the term "New 

Method" was used to describe methods other than the ancient 

ABC method. Horace Mann (45) in 1843 observed the teaching 

of children by the use of the "New Method," in which children 

were taught to read by means of whole words rather than by 

letters. Mann advocated the use of this new approach, pro-

nounced the teaching of the alphabet to be meaningless for 

the beginning reader, and advocated the postponement of 

learning of the alphabet (45). The struggle between the ABC 
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method and the "New Method" of teaching beginning reading 

continued throughout the century, with the new method 

gradually replacing the old one (46). The whole-word approach 

was not without its critics, and the ABC method continued to 

be used in some form by many teachers. Webster's Ole Blue-

Back speller and the McGuffey Readers followed the older 

tradition (28, 46) . These publications were used by many 

teachers, and continue to be used today. 

Observers of education during the waning decades of the 

nineteenth century and the early decades of the twentieth 

century (66) witnessed a number of developments. Matching 

the general mood of the nation, educators experienced a 

growing awareness of the needs of the child. Following 

closely this budding interest in the welfare of the child 

was a movement to make education a more scientific and 

quantifiable process. Educational movements such as "Child 

Study," "Child Development," "Scientific Testing and Measure-

ment," and "Progressivism" were in reality reflections of the 

moods of the larger society. Education was viewed as a 

means of solving the nation's social ills, and it was assumed 

that one method would be found that would solve all reading 

and learning problems. 

Colonel Francis Parker, head of a teacher training 

institution in the late 1800's, was an ardent disciple of 

the "New Method" of reading instruction. In his six schools 
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in Quincy, Parker postponed the teaching of letter names 

until the third year of school (46). Another advocate of 

new methods, John Dewey, credited Parker with being the 

father of progressive education for his advocacy of the new 

techniques for teaching (66). Dewey, a former student of 

the master of child study, G. Stanley Hall, contributed 

to the growing philosophy of education which was to become 

labeled as progressivism. Led by Parker and Dewey, American 

education took on a new look as the child and his needs were 

given highest priority in the schooling process. Learning by 

way of the rod was out, and a more humane way of schooling 

was endorsed. The traditional agonizing about learning the 

alphabet was disapproved by progressives. In keeping with 

Hall's maturational theory, Dewey urged postponement of read-

ing instruction until the child was mature enough to profit 

from its instruction, about ten years of age (20) . Hall, 

Dewey, and their students believed that reading had been 

given too prominent a place in American education, citing 

the example that many notable people in the history of the 

world had been illiterate. They believed that progressive 

education would allow the child to develop physically and 

mentally to capacity (20, 36). 

Reading instruction moved in the new direction during 

the first two decades of this century, and parents felt 

assured and confident that at last a method had been found 
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that was comfortable and workable. The first professional 

book on reading, The Psychology and Pedagogy of Reading, was 

published in 1908 by Edmund Burke Iluey (38) . Failure in 

reading was explained as being due to physiological causes, 

such as "word blindness" or "congenitial alexia," and many 

papers were published on the subject between 1900 and 1910 

(59) . 

Up to this time studies in reading depended upon obser-

vation and testimonials, because valid testing procedures 

had not been developed. In 1915, William S. Gray published a 

reading test—The Gray Standardized Oral Reading Paragraphs— 

which began the era of scientific testing in reading (59). 

When during World War I tests were given to American soldiers 

and an overwhelming 24.9 per cent of them were unable to 

read and write well enough to perform simple tasks (35, p. 14), 

the public was shocked. This fact was an affront to the 

schools, and it was assumed that they had failed to teach 

students to read. 

Chall, in discussing the conventional wisdom of teaching 

reading, indicated that by about 1930 the consensus of educa-

tors favored meaningful silent reading, sight words first, 

with gradual introduction of phonics, a controlled vocabulary, 

a readiness program for beginners, and instruction in small 

groups. Chall contends that these principles were partially 

based on research, partially on theory, and partially on 

faith and belief (14). 
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Rodney Smith, Jr., confirms Chall's contentions in his 

review of representative articles, in which he identifies 

four periods in our country's view of reading between 1924 

and 1973. His four periods, with trends and major issues, are 

"the Early Years," typified by the silent reading movement, 

phonics and an increasing interest in reading disability; 

"the War Years," with the concept of reading readiness, 

readability formulas and vocabulary list for children; 

"the Anxious Years," with criticism and defense of reading 

instruction; and "the Emergence of Individual Rights and 

Accountability" with emphasis on the disadvantaged child, 

individualized reading, and the use of literature (61). 

In reviewing each of these periods in relation to the 

research and methods used in beginning reading, cycles begin 

to appear. Using Smith's definition of periods, the follow-

ing cycles seem to be representative of the changing methods 

by which beginners are introduced to reading, the changing 

ideas about the time to begin instruction, and the increas-

ing importance of materials. During these periods, educa-

tional programs for young children have undergone both 

physical and philosophical changes. 

The Early Years 

During the early years of the century, two concepts 

seem to have influenced education and, subsequently, the 

teaching of reading. The maturational theory, proposed by 
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Hall, was the popular child development theory, and the 

standardization of the Binet Intelligence Test gave credence 

to the popular belief that intelligence was fixed. These 

concepts, along with compulsory school laws, determined that 

most children in the United States would experience the 

process of learning to read. Methods which were used 

reflected the Progressive Education Movement, with emphasis 

on beginning with whole words and a delayed teaching of the 

alphabet, basically an analytic approach. When some chil-

dren did not learn to read, it was assumed that they did not 

have adequate intelligence for the task or that they had not 

matured to a level that would allow them to reach their 

potential. Little or no thought was given to materials. 

With the advent of tests, there was much interest in and 

investigation into failure to learn to read. Reed's research 

revealed that one in every six children failed at the end of 

the first semester in first grade, and that one in every eight 

failed at the end of the second semester (56). 

During the years 1928 to 1930, Morphett and Washburn 

conducted research on all first grade children in Winnetka, 

Illinois, for the purpose of determining the progress in 

reading made by these beginners in school. A high correla-

tion was found between mental age, as measured by the Detroit 

First-Grade Intelligence Test and the Stanford Revision of 

the Binet-Simon, and the ability to learn to read, as 

measured by reading progress and sight word scores. The 
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conclusion was drawn that by postponing the teaching of 

reading until a child reached a mental age of six and a half 

years, the chances of failure would be lessened (52). This 

conclusion was substantiated by researchers such as Thompson 

(63), in 1934, Dean (19), in 1939, and Keister (39), in 1941. 

During this period, tests were being developed that 

would test a child's maturity in dealing with concepts which 

were believed to be important to reading (7, 37, 42). Pre-

diction of success or failure became popular, and authorities 

used tests to predict children who would succeed or fail. 

In 1939, Dean proposed to determine some causes of failure 

of first-grade entrants in the Billings public schools and 

to set up formulas for predicting success in advance of 

instruction. Pupils from five first-grade rooms with 

experienced teachers were given Monroe's Reading Aptitude 

Test for Prediction and Analysis of Reading Abilities and 

Disabilities and the Metropolitan Readiness Test during the 

first week of school. Mental ages were obtained on the 

Stanford Revision of the Binet-Simon Intelligence Scale. 

Vision was tested with the Keystone Telebinocular Test. The 

results indicated only a slightly increased correlation by 

combining either of the two readiness tests, Monroe's or 

Metropolitan, with mental age. Using all three variables in 

a multiple coefficient resulted in but little greater pre-

dictive value than when mental age was used alone. The 

conclusion drawn was that mental age was superior to a score 
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on a readiness test when used as an instrument for predict-

ing reading achievement. Dean also concluded that the mental 

age required to do average work in first grade was six years 

and six months (15). This work and others (70) confirmed the 

Morphett and Washburn study, which was to influence beginning 

reading instruction for a long time. 

During this time kindergarten curriculum emphasized 

habit formation and socialization of the child. The 

scientific study movement of the time was evident in the 

emphasis on the health and welfare of the child (69). Kinder-

garten was to socialize the child. With the maturational 

theory, the predominant thought, delaying instruction in read-

ing, appeared logical (49). Research indicated that the 

optimum time to begin reading instruction coincided with 

entry into first grade. The outcome of this practice for 

beginning reading in the kindergarten was that of waiting 

for intellectual maturation (49). 

The concept of a specific mental age for beginning 

reading became an educational issue when researchers began 

to look at instruction. Gates and Bond studied four differ-

ent classrooms, using a multitude of accepted readiness skill 

assessments,as well as mental age. The study stated that 

" . . . the optimum time of beginning reading is not entirely 

dependent upon the nature of the child himself, but that it 

is in a large measure determined by the nature of the read-

ing program" (30, p. 684). Another study by Gates, 
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investigating the teaching method of four groups, found that 

different methods and materials required different mental 

ages for success, rendering meaningless the concept of a 

fixed time for beginning reading instruction (31). Research 

such as this led to the thinking of extended concepts of 

reading and reading readiness. 

The War Years 

Nila Banton Smith states that the entire period from 

1935 to 1950 was marked by unrest. One effect of this 

period was a decline in reading research and materials. 

Interest in reading disability increased, and the multiple-

causation theory was developed during this period (27, 59). 

Reading readiness became firmly entrenched, although a 

definition was never agreed upon by all experts in reading. 

The work of Gesell and his views of maturational development 

were compatible with the prevailing attitude toward reading 

readiness. Hildreth indicated that learning to read demanded 

skills and capacities the child must have before learning to 

read could be successful. She cites the traits that are 

most important: language and auditory discrimination; 

visual perception and discrimination; thinking and memory; 

and attention (37, p. 251). 

However, new thoughts began to relate reading to other 

aspects of language arts: writing, talking, and spelling. 

Almy researched children's experiences before first grade 



31 

and their success in beginning reading. She investigated 

such areas as environment, effect of nursery school or 

kindergarten, individual differences, language experience, 

and prior experience with reading materials. She interviewed 

both parents and children to gather data. Almy concluded 

that a positive relationship exists between success in 

beginning reading and the child's experiences and opportuni-

ties for reading prior to first grade (1). Hildreth concurs 

that language is the connecting link between concrete 

experiences and abstract word symbols (37). 

During this period of time indications appear of a 

growing awareness of the importance of experiences before 

school in the development of a readiness state within the 

young child. Kindergartens were places in which to develop 

readiness, but not to actually read. Language was a major 

part of the curriculum, along with auditory discrimination, 

visual perception, and visual discrimination. Methodology 

began to expand, and kindergarten became a place to get 

ready for reading. 

In 1943, Lamoreaux and Lee published Learning to Read 

Through Experience, which summarized a developing idea of a 

changing curriculum (40). Use was made of the child's 

interest and ability. His experiences were used as the 

basis for beginning to read. Stories were written by the 

class, with the idea that familiar experiences would help 

the children recognize words. Progressive Education was at 
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its peak, but education was not a national priority, nor was 

the attention of the public directed to it. 

The Anxious Years 

From about 1920 to the raid-1950's, most children were 

taught to read with the analytical method of look-say, which 

paralleled the Progressive Education movement. In 1955, the 

Progressive Education Association ceased to exist, and Rudolph 

Flesch published Why Johnny Can't Read. Flesch attacked the 

method of teaching reading as the cause of the entire problem 

of illiteracy, and advocated a return to a phonic approach as 

the only method for beginning instruction (29). The book was 

a best-seller. The public was angry and demanded more and 

more phonics instruction, even though a study by Chall which 

reviewed methods used in basal series concluded that phonics 

instruction was being used (14). Flesch revived articles 

published in 1942 by Leonard Bloomfield, a distinguished 

linguistic scholar, to support his phonic approach. Linguis-

tics became popular and teaching materials based on 

linguistics, used experimentally since the 1930's, were pub-

lished (14) . 

This period mirrors the interest of the public in all 

aspects of beginning reading. It was a time in history when 

standards were high for academic excellence, and educational 

personnel were expected to produce scholars, technicians, 

scientists, and engineers to keep the United States in a 
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prominent position in the vzorld. New methods of beginning 

reading were explored: for example, the Initial Teaching 

Alphabet, and a renewed interest in the early learning of 

the Montessori individualized method of teaching reading. 

Lee and Allen refined the language experience approach, and 

some teachers used it exclusively or in conjunction with 

the basal reading series (41). 

In 1963-1964, a study was conducted by one of the public 

schools of Virginia to investigate the relative effectiveness 

of ten approaches to teaching reading in the first grade. 

Bliesmer and Yarborough, in reporting this research, indicate 

that five programs were based on the belief that the child 

should be taught through the whole word first, and then through 

various analytic techniques. This method was referred to as 

the analytic method. Five additional approaches were based 

on the belief that the child should be taught the letter-

sound relationships before beginning to read. This method 

was referred to as the synthetic method. Eight of the 

programs were commercially published programs. One of the 

programs in the analytic method was a completely individual-

ized program in which many different books were used, but no 

specific set of materials. Another analytic method was an 

individual approach supplemented with published material. 

Conclusions drawn from the study indicate that " . . . begin-

ning programs which give attention to sound-symbol relation-

ships prior to teaching of words, . . . tend to be 
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significantly more productive in terms of specific reading 

achievement in grade one" (9, p. 504). Bliesmer and 

Yarborough further implied, in reviewing the five analytic 

methods, that the methodology tended to be more a decisive 

factor than the materials used (9). 

Bond and Dykstra, in 1967, published a comprehensive 

work of twenty-seven individual studies on first-grade read-

ing instruction and concluded that there was little differ-

ence between basal and non-basal programs when comprehension, 

accuracy, and word study skills were the criteria of reading 

accomplishment. A further conclusion indicated that a teacher 

who was successful with a given instructional program would 

probably be successful with students of varying levels of 

readiness (12). 

Reading instruction in kindergarten continued to be a 

hands-off policy, with no formal teaching, until the late 

fifties and early sixties, when the shifting educational mood 

of the country was reflected in "Let's teach more in our 

schools, and let's teach it earlier!" (26, p. 3). The impetus 

for this change was the launching of Sputnik in October, 19 57, 

and the publication of Bruner's The Process of Education (13) 

and Bloom's Stability and Change in Human Characteristics (11). 

Kindergarten experienced a new philosophical question: can 

children younger than six and one-half years of age learn to 

read, and if so, how, and with what types of materials shall 

they be taught. 
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Years of Individual Rights 
to Present Time 

During this period change was occurring in educational 

thinking. Attention was focused on oral language and 

beginning reading. Long considered a part of language arts, 

it took several events to bring oral language into perspec-

tive. Piaget's theories of child development were beginning 

to be influential, and much of his research was on language 

and thinking. This period was also the time when emphasis 

was placed on disadvantaged children and children not in the 

mainstream of the dominant culture, and on the importance of 

their language. 

Authorities expressed the importance of oral language 

(1, 37, 44, 57, 62). Chomsky, in studying language acquisi-

tion, indicated that children come to classrooms equipped to 

learn language by their own methods and do not have to be 

taught a method for language learning (15). In earlier 

research, Strickland had found a close relationship between 

general language and reading achievement (62). Loban, in a 

study of language development in children from five to eigh-

teen years of age, concurs with Strickland that children 

rated high in language through the years also rank high in 

reading ability (4 3). Lundsteen refers to the oral language 

background as an important link to reading and writing (44). 

Anastasiow and Goodman agree that oral language is a pre-

requisite for success in beginning reading (2, 32). 
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Dolores Durkin, in a series of research studies, located 

children who taught themselves to read. She found that these 

children were exposed to reading in various ways, that they 

were curious about their surroundings, and that they were 

persistent and self-reliant. She found the factors of 

personality, exposure to reading materials, and listening to 

oral reading more important to learning to read than 

intelligence. Durkin also concluded that children could 

learn to read without being taught in school (22). 

Goodman points out that children are born into a world 

where language is used, and therefore they learn language 

naturally because of a need and because it has meaning (33). 

Bettelheim agrees with Goodman and says that if children 

were taught to speak by the methods commonly used to teach 

reading, the world would be nonverbal (8). Goodman states 

that "Universal literacy will be achieved only when we have 

understood enough about the reading process and its acquisi-

tion to stop interfering with learners in the name of helping 

them" (32, p. 505). 

Frank Smith, in studying the reading process, pursues 

the concept of information processing. His major thesis is 

that the brain and its prior knowledge of the world con-

tribute more information to reading than the visual symbols 

on the printed page (57, p. 3). The idea of information 

processing is a child of the computer age, an age when data 
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are measured in nanoseconds and research in reading has 

available sophisticated tools for measuring data. 

Research in New Zealand by Marie Clay brings into focus 

ideas on perceptions of reading by beginners. She points out 

that there are two major concepts a child must grasp before 

reading can begin: language concepts, and concepts about 

print. The language concepts require an understanding that 

speech can be transformed into print in order to carry a mes-

sage, and that the message must be sensible in order for com-

munication to take place. Concepts about print include the 

visual aspects of directionality, word and letter concepts, 

and knowledge that a word is surrounded by spaces (16, 48). 

Clay developed and standardized a test, SAND, to deter-

mine the understandings of the beginner in relation to his 

concepts about print. The questions are vastly different 

from the standard readiness tests given since the 1930's. 

Perkins, in investigating the use of the SAND with kinder-

garten children, concluded that there was an indication that 

certain concepts about print are more important for reading 

than others, and that there is a positive relationship 

between performance on the SAND and the child's performance 

on a language measure (54). Evidence such as this indicates 

that further research is necessary for understanding the 

enigma referred to as reading readiness. 

One trend continues through the research of the past 

and into the present—the growing understanding of meaning 
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in relation to the child's point of view and his feelings as 

related to success or failure, a view consistent with the 

kindergarten movement. In considering a child's attitudes 

and emotions in the beginning reading process, two individ-

uals, Grace Fernald and Sylvia Ashton-Warner, have developed 

an approach that is consistent with the trend for meaningful 

communication. 

In 1943, Fernald published Remedial Techniques In Basic 

School Subjects, in which she described a method of dealing 

with students who manifested the symptoms of what was then 

termed "word blindness." In her book she describes her 

methods and her successes in working with students who were 

nonreaders. In her introduction she states that the aim is 

". . . the development of diagnostic remedial and preventa-

tive techniques that will result in a satisfactory adjustment 

of the individual to his environment" (28, p. 1). Further-

more, she indicates that this may be accomplished 

(a) by the simplification of the environment to 
which the individual must adjust, together with 
the proper training of the individual for this 
less complex environment, (b) by developing satis-
factory adjustments to the requirements of an 
ordinary environment, or (c) by the development 
of preventive techniques the use of which will 
avert failures (28, p. 1). 

Although her book refers to many cases of success with 

children who had disabilities, she also indicates that her 

method is preventive and will avert failures. Fernald 

viewed failure as a blocking action that could be the result 
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of incorrect procedures used at school. Bloom concurs by 

stating that many differences in learners are man-made and 

accidental, rather than innate (10). Bloom and Fernald agree 

that children come to school eager to learn to "read and 

write," but that it is in school where they learn to fail. 

Fernald explained her plan of procedure in working with 

children, whether remedial or preventive. She allowed the 

child to select a word, any word, that he wanted to learn. 

Several words would be learned in this way, and as much time 

as necessary was spent on these first words. As soon as the 

child had discovered that he could learn to write words, 

"story writing" was begun. The child asked for words he did 

not know how to write. The words and stories he wrote were 

typed for him within twenty-four hours so that he might read 

them while he still remembered the original thought. Fernald 

also introduced a kinesthetic approach for children who had 

trouble remembering words they wanted to learn. She believed 

that tracing the word with the fingers of the dominant hand 

was necessary for some children to learn the words, but that 

they soon progressed beyond the need for this tactile rein-

forcement (28) . 

In applying Fernald's method to prevent failure, two 

reading experiments were conducted in 1921. The first group 

consisted of eighteen children who because of lack of English, 

illness, or various handicaps, were unable to enter first 

grade. These children were taught in a room with forty 
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regular first-grade children for one semester, and then in a 

separate room with ten additional children for another 

semester. All of the children made at least an additional 

half year's progress except four who made the regular prog-

ress. 

The second experiment included forty-four children who 

were in the same room; twenty-four of these children were 

beginners. These beginners were allowed to learn to read 

and write in the same way they learned to talk. No single 

method was used; however, for part of the day the usual 

routine of visual learning charts, books, and workbooks was 

used. Children were permitted to join groups if they wished. 

Story writing began with the children making marks, but 

gradually they asked to make real words. This process con-

tinued until the child requested all the words required to 

write his story. When the child requested a word, it was 

written for him in large letters on a strip of paper. The 

child traced the word with his finger and then wrote it 

for himself. The child's story was printed for him and 

placed on a reading table so that when he came to school he 

could find and read it. After the child had learned the 

word requested, he filed it in a word box along with all the 

other words he had previously requested. Students learned 

to read their own stories, which showed increasing complexity, 

and their handwriting improved during the course of the 

year. 
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Results of this experiment indicated that one child 

was advanced a full grade, eight were advanced a half grade, 

and the remaining fourteen made the regular promotion. Six 

years later, seventeen of the original children were located 

and all were making satisfactory progress. Several children 

had been advanced in grade level. In the first year, the 

average number of words learned by each child was 2 87, with a 

range of 141 to 471 words. By the end of the year only two 

children continued to trace their words, while all of the 

other children had progressed beyond this stage (28). 

Even though many references to Fernald are reported, it 

appears that her book was impressive only to people dealing 

with reading disabilities. It did not become as significant, 

as Lewis Terman stated in his foreword " . . . this book is 

one of the most significant contributions ever made to 

experimental pedagogy" (28, p. ix). When progressive educa-

tion expired, so did much of the research conducted in its 

time, and the Fernald method, with its emphasis on allowing 

the child a choice, smacked of progressivism. 

During the 1940 "s, a continent away from the United 

States, a teacher working with Maori children in New Zealand 

began to develop methods of teaching children from a culture 

different from the mainstream culture, Sylvia Ashton-Warner 

developed Organic Reading, the concept that thoughts can be 

represented by abstract symbols. Her method can be defined 

as a "one word" approach. It is similar to Egyptian 
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hieroglyphics and to an approach that Tolstoy used in a 

peasant school where there were no regular reading materials 

(3, p. 25). In other words, Organic Reading is not new. It 

is based on the individual's experiences, perceptions, and 

feelings. No prepared materials are used. The process 

starts naturally and gradually gains momentum. Ashton-Warner 

began with five-year-old children but her Organic Reading is 

adaptable to any beginning reader. 

Morning, cites Ashton-Warner, is the time to start, 

because this is when the children have their highest level 

of energy and come with the thoughts of the outside world 

still in their minds. She worked with all the children 

individually, and would ask them what word they would like to 

learn that day. This might require conversation, in which the 

child would talk about his thoughts; and gradually, from his 

conversation, a prominent word would emerge, or perhaps, the 

child would come bursting through the door with a word on 

his mind. Ashton-Warner called these words Key Words because 

she believes that they are the words that unlock the door of 

illiteracy. After the word is expressed, it was written on 

a long durable strip of paper in big bold letters with a 

dark crayon. The word was given to the child and discussed 

with him. The child traced the letters with his fingers and 

then wrote the word on a small chalkboard. Each child had 

his own set of personal word cards and a place to keep them. 

Later in the day the children would read their words to 
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Ashton-Warner. If the child did not recognize a word it was 

discarded. This action was taken because the word had no 

importance to the child. The object was not the teaching of 

words but uncovering the Key Words with v/hich to begin the 

process of written communication. Ashton-Warner states: 

"First words must mean something to a child. First Words 

must have intense meaning for a child. They must be a part 

of his Being" (3, p. 30). 

These first words are, as Ashton-Warner identifies them, 

"one-word books" or his "captions to inner pictures." A good 

example of a word from a child's Key Vocabulary might be the 

word "Mommy." Although he might share the word with millions 

of others, it is in fact the child's own feelings and associa-

tions with his own mother which give the word significance 

for him. The meaning for the word has come from within the 

child and is based on his own experiences. "Their words 

must be made out of the stuff of the child itself. I reach 

a hand into the mind of the child, bring out a handful of 

the stuff I find there, and use that as our first working 

material" (3, p. 31). 

By drawing these Key Words out of the child, the teacher 

helps the child understand that his own thoughts and feelings 

are acceptable and valid. Translating these Key Words into 

symbolic form teaches the child that communication has 

different forms and that words first were thoughts. Words 
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in print come from people and are messages from one person 

to another. 

Current authorities agree on the necessary understanding 

which children must have of the communication process as a 

basis for learning to read (16, 32, 57). Ashton-Warner 

developed the Key Vocabulary without the benefit of Piaget's 

theories and without the vast knowledge we now have about 

children and how they learn. Wadsworth indicates that most 

conventional reading programs are incompatible with Piagetian 

theory. Even though Piaget has never researched children's 

learning to read, his research on construction of knowledge 

has implications for instruction, one of which is meaningful-

ness. Wadsworth does, however, believe that there is one 

approach consistent with Piagetian principles, Sylvia Ashton-

warner's Organic Reading (65). 

Ashton-Warner describes the teacher's role in the child's 

learning to read: 

It may sound hard, but it's the easiest way I have 
ever begun reading. There's no driving to it. I 
don't teach at all. There is no work to put up on 
the blackboard, no charts to make and no force to 
marshall the children into a teachable and attentive 
group. The teaching is done among themselves, mixed 
up with all the natural concomitants of relationship 
(3, p. 45). 

This approach does not address reading readiness because 

it is assumed that all children will be on different levels 

of readiness and that they will not all be equally motivated 

or equally capable (65). The children progress from words to 
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sentences to stories, and they, as did the students of Fernald, 

increase in complexity and length of communication. Built 

into both approaches is one very important concept—that the 

child experiences success and not failure in the initial 

stages of learning to read. Bloom and Purkey agree on the 

importance of a good start in school to maintain a good self-

concept (10, 55). In Organic Reading, there are no unaccept-

able words and no limitations on word length. In this 

approach, all the components of communication receive equal 

emphasis. Reading, writing, spelling, phonics, and grammar 

are taught as a single integrated process. 

Until recently, little research had been done on the 

Key Vocabulary approach. In 1969, in Arizona, Barnette 

experimented with the use of the Key Vocabulary with 264 

first- and second-grade students from January until June. 

Results indicated that the first-grade children who were 

exposed to the Key Vocabulary approach developed more posi-

tive attitudes toward themselves and toward reading (5). 

Duquette, using the same subjects, analyzed the effect of the 

Key Vocabulary approach on achievement in reading and writing. 

Results revealed that the first graders had higher scores on 

t^e Stanford Achievement Test than the control children in 

three of the four areas measured: word reading, paragraph 

meaning, and word study skills. The first graders achieved 

significantly higher scores in writing (21). In a separate 

study, Bennett investigated the emotionality content of 
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selected words and concluded that emotion was valid as a 

variable in beginning reading (6). 

Packer investigated the vocabularies used in preprimers 

and primers in four classrooms located in Arkansas, Florida, 

Pennsylvania, and Washington, and compared them with the Key 

Words the children of each classroom requested. The words 

requested were divided into fourteen categories. His con-

clusion indicated that the number of words requested in the 

fourteen categories had little or no relationship to the 

words presented in basal readers. The results showed high 

correlations among the types of words selected in the various 

states. Packer further concluded that the difference between 

the child's selection of words and the controlled vocabulary 

indicated that Key Vocabulary could be meaningful for dis-

advantaged children (53). 

Additional work with the Key Vocabulary approach has 

been conducted by Wasserman in a longitudinal project in 

British Columbia. Findings indicate that primary children 

who are introduced to reading through the Key Vocabulary 

tend to do as well on reading achievement as children taught 

by other methods. Also, children appear to have a more 

favorable attitude toward reading and a facility in expres-

sing themselves in writing (67, 68). 

Veatch, in describing the Key Vocabulary approach, 

indicates a need for more research and application (64). 

Ashton-Warner recounts her experiences with the Key Vocabulary 
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approach in America in her book, Spearpoint (4). Monk and 

Trietsch describe an adaptation of this approach for use in 

existing kindergartens (51) . 

In conclusion, it appears that the educational mood 

greatly influences the way beginning reading is taught. 

Swings have occurred in the cycle of emphasis, from the 

learner to what is learned (66) . The analytic and synthetic 

methods each reoccur in conjunction with the prevailing 

educational emphasis on learner or learned; however neither 

proves to be significantly superior with the passage of time. 

Total reliance on either analytic or synthetic method sows 

the seeds of its own destruction at the height of its cycle 

because neither is completely adequate. However, continuing 

research adds to understanding of the process and maybe 

further learning will confirm Ashton-Warner1s concept: 

I see the mind of a five-year-old as a volcano with 
two vents; destructiveness and creativeness. And I 
see that to the extent that we widen the creative 
channel, we atrophy the destructive one. And it 
seems to me that since these words of the Key Vocab-
ulary are no less than the captions of the dynamic 
life itself, they course out through the creative 
channel, making their contribution to the trying up 
of the destructive vent (3, pp. 29-30). 

Summary 

In reviewing the literature, it appears that a gradual 

shifting of philosophy has occurred in teaching reading to 

kindergarten children. During the time periods when little 

or no thought was given to method or suitability of materials, 
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and when the idea of fixed intelligence and the unfolding 

character of child development was prevalent, reading instruc-

tion was not practiced in kindergarten because it was assumed 

that children of that age were not ready to learn to read. 

When research provided educators with evidence that kinder-

garten children not only could learn to read, but that in 

some instances they actually learned on their own, a different 

view of the young child as a competent learner emerged. 

As reading instruction began in some kindergartens, the 

instructional focus often was based on existing commercial 

programs usually used with first-grade children. This 

practice came about in part because most kindergarten teachers 

were not prepared to teach reading. They were, however, pre-

pared to use child development theories to develop language 

and to help a child enhance his self-concept. When the best 

use is made of the knowledge of child development, research 

indicates that there is no single "best" approach for intro-

ducing children to beginning written communication. 

In summary, this chapter has reviewed (a) the relation-

ship between general educational philosophy and specific 

techniques for teaching reading, associated with certain time 

periods, (b) the age when reading instruction is tradition-

ally begun, (c) the methods used, and (d) the shift of 

emphasis toward reading instruction at an earlier age. 
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CHAPTER III 

METHODS AND PROCEDURES OF 

THE STUDY 

The purpose of this study was to describe and to 

document learning behavior in relation to the concepts about 

print held by beginning school learners involved in the Key 

Vocabulary approach, and to develop a learning profile of 

each subject. 

Basic Design of the Study 

A descriptive developmental study, as described by Van 

Dalen (5, p. 241), was conducted. The selected sample was 

observed during the school year 1978-1979. Data were 

recorded by the classroom teachers and the investigator. 

In order to minimize the teacher variable, three 

teachers were selected who had followed the basic philosophy 

indicated by Ashton-Warner in the use of the Key Vocabulary. 

All three teachers were experienced kindergarten teachers 

and each had used the Key Vocabulary approach the previous 

school year. Before the semester began, an inservice work-

shop was held with the three participating teachers. The 

procedure for using the Key Vocabulary was presented (see 

Appendix). Since the three selected teachers were using 

the Key Vocabulary approach, the inservice session was a 
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review of the procedures for the approach. Procedures for 

recording the data were discussed and observational criteria 

were detailed. 

Beginning with the fourth week of the semester, the 

investigator visited each of the three classrooms to deter-

mine the routine and to insure that interviewing and observ-

ing would not disrupt the class. The investigator continued 

as a weekly visitor in each classroom. Recording of data, 

interviewing of the children, and evaluating were initiated 

during the sixth week of school by the teacher and the 

researcher. 

Midway through the school year, a one-hour discussion 

with the three teachers was held to review observational 

criteria. Since the investigator was in the classroom on a 

weekly basis, teachers also had the opportunity to discuss 

observations and problems at any time. 

Selection of the Subjects 

The population included in this study was the kinder-

garten children enrolled in public schools in a suburban 

area in North Central Texas. In keeping with the limita-

tions of the study, students enrolled in kindergarten who 

used the Ashton-Warner Key Vocabulary approach to beginning 

written communication were selected. 

Three elementary schools were used in the study. The 

three schools included kindergarten through grade six, with 

kindergarten classes conducted for a half-day session. The 
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total time spent in kindergarten by students each day was two 

hours and forty-five minutes. 

One school had an enrollment of 421 students, with a 

kindergarten enrollment of twenty-eight students. The second 

school had an enrollment of 445 students, with a kindergarten 

of forty-seven students. The third school served 596 

students and had sixty-seven students enrolled in two kinder-

garten classes. In keeping with the limitations of the study, 

only one teacher from the third school was selected. The 

kindergarten selected for the study contained thirty-two 

students. The total possible number of students involved in 

the study was 107. On the basis of statistical information 

supplied by the school district, the schools in this study 

were classified as middle class. 

Permission for the study was granted by the district 

research committee, by the principal of each school, and by 

the kindergarten teachers involved. 

To avoid contamination of data, records were kept on 

all children in each of the three classrooms. Parents of 

all students were asked for permission by means of a letter 

(see Appendix). The permission form was sent during the 

fourth week of the semester to the parents of the 107 students 

eligible for the study; eighty-three parents granted per-

mission. At the conclusion of the study, thirty students 

were selected from the population. The thirty students 

were randomly selected by means of drawing with replacement, 
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as described by Borg and Gall (4). No child, regardless of 

ability to speak English, was excluded from the study. The 

sex and age range of the selected students are presented in 

Table I. 

TABLE I 

DISTRIBUTION OF SUBJECTS BY MEAN AGE AND SEX 

Group No. Mean Age 
Sept. 1 

Range Mean Age 
May 1 

Range 

Boys 

Girls 

18 

12 

5.6 

5.7 

5.0-5.11 

5.3-5.11 

6.1 

6.2 

5.7-6.6 

5.11-6.6 

Descriptive Variables 

Using Benjamin Bloom's Major Variables in the Theory of 

School Learning, Figure 1, page 98, the descriptive variables 

consisted of cognitive entry behavior, affective entry 

characteristics, and quality of instruction. These variables 

were used to analyze the descriptive data. 

Cognitive entry behavior was one of the variables 

examined. Cognitive entry behavior is defined by Bloom as the 

prerequisite learning needed to learn the task presented (2). 

For the purposes of this study, cognitive entry behavior was 

assessed as specific behaviors a child possessed on entry 

into school, which are considered to be prerequisite 
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to formal reading. Included in these behaviors are language 

and ability to symbolize,as evidenced by writing. 

In gathering data on language, the classroom setting 

was used. It was not the purpose of the study to assess 

actual production of language by the kindergarten children 

but to record and describe use of language in a specific 

classroom situation. Students were taped during the inter-

view, during discussions with the interviewer, and during 

classroom interactions with other children. Criteria were 

established,and,with teacher input,the kindergarten children 

were classified as having superior classroom language inter-

action, adequate classroom language interaction, or inadequate 

classroom language interaction. Classroom language inter-

action was recorded by the teachers and interviewer (see 

Appendix). 

In gathering data on symbolization as evidenced by 

writing, children were observed as they engaged in scribbling 

and drawing, in copying letters and objects, in questioning 

about spelling,and in making up their own words. These 

behaviors were recorded by the teacher on a checklist (see 

Appendix). Anecdotal records and samples were kept during 

the entire study. 

The final aspect of cognitive entry behavior recorded 

for this study was actual reading. The child was asked if 

he could read; and if he responded in the affirmative, or if 

the teacher suspected the child was able to read, he was 
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given the opportunity to read from a preprimer he had not 

seen previously and from a Dr. Suess Book, The Cat and the 

Hat. The reading performance of the child was measured on 

the basis of reading an unfamiliar page with 85 per cent 

accuracy. The reading performance was measured twice, at the 

ninth week and again at the twenty-eighth week. 

Affective entry behavior is the variable of student 

motivation to learn new tasks (2). The child who has had 

many books read to him may recognize the relationship between 

the book and the story read. Behavior such as memorizing a 

favorite story, asking what the words say, and interest in 

looking at books, indicates an awareness that messages can be 

turned into print. Observation of this type of behavior was 

recorded in the form of anecdotal records and recorded on a 

checklist (see Appendix). 

Quality of instruction, according to Bloom, is the 

variable of most importance in school learning. This 

variable is described as the extent to which the cues, 

practice, and reinforcement of the learning are appropriate 

to the needs of the learner (2, p. 11). For the purpose of 

this study, the type of instruction was described as the 

Key Vocabulary approach of Ashton-Warner (1). The Ashton-

Warner approach uses no commercial reading materials, only 

blank cards, markers, and the child's own words. In 

implementing this approach, the child is engaged in con-

versation and the teacher asks the child what word he would 
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like to have. The response of the child is written on a 

card as the child observes, and then the card is given to the 

child. The child may talk about the word and then trace it 

or copy it on a chalkboard. The card is kept in a designated 

place, and on the following day the child reads the word to 

the teacher. Ashton-Warner calls the first words "one-word 

books" because each word elicits more than one image for the 

child (1). For example, "Mommy" represents not only a mother, 

but all the thoughts, feelings, and knowledge the child has 

about his own mother. 

The process of acquiring additional words is repeated 

every day. If the child does not recognize a word previously 

made, the word is discarded. In time the child develops a 

set of words—Key Words—so named by Ashton-Warner because 

they unlock the door to literacy (1). From these collections 

of personal words, the children begin to write sentences and, 

later, stories. Thus the children move from single words to 

sentences, and finally to stories, progressing in a logical 

order similar to the order in which language was acquired. 

Ashton-Warner emphasizes the emotions associated with the 

Key Words. Emotional words are words that are meaningful 

to a child. The children learn these personal words quickly 

and at individual rates, since these words are a part of the 

child and his language. The children discover that written 

communication carries a message. 
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The Key Vocabulary approach to written communication is 

not a method for teaching children how to read—it is a 

method for extending the development of the communication 

process, begun when the child acquires oral language. 

The Key Vocabulary approach has been implemented in 

several kindergartens in the North Central Texas area public 

school districts. The guidelines, developed by the inves-

tigator, for the use of the Key Vocabulary have been used 

for one year and were reviewed in the inservice session for 

teachers at the beginning of the year. The guidelines for 

implementation of the Key Vocabulary are in the Appendix. 

Criterion Variables 

One criterion variable from which the learning outcomes 

were determined is the learning task. For this study, the 

development of "concepts about print" was one criterion vari-

able. Clay has developed an instrument, the Concepts About 

Print Test (SAND), to observe children's concepts about print 

(3). The instrument is in the form of a picture book with 

printed text which the investigator reads with the child. The 

investigator asks specific questions about it during the read-

ing. The responses given by the child to the questions, and 

the errors made, are recorded. The twenty-four items on the 

SAND measure a child's understanding of such concepts as 

directionality, word and letter concepts, punctuation, and 
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reversals and inversions. A child can score between zero and 

twenty-four, with stanines given for raw scores (3, p. 11). 
% 

The SAND was standardized with 320 urban children who 

were 5.0 to 7.0 years of age. The reliability correlation of 

0.95 was obtained on forth children who were the same age. 

The validity with word reading for 100 children produced a 

correlation of 0.79. The SAND was standardized with New 

Zealand children and has not yet been standardized with 

American children. It is available in only one form (3, 

p. 11) -

The SAND was administered twice to all of the kinder-

garten children in the three classrooms. The first measure-

ment was given during the eighth week and the final 

measurement was given during the twenty-eighth week of the 

school year. 

Another aspect of the criterion variable involves the 

Key Vocabulary. In using the Key Vocabulary approach, the 

elicited words are kept by the child, and it is these first 

words, or Key Words, that the child begins to write. Since 

only important known words are retained, it is assumed that 

these are the types of words Ashton-Warner refers to as Key 

Words. At the thirtieth week, the conclusion of the study, 

all of the children's words were reviewed and known words 

were listed. Each child's individual words were recorded. 
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Analysis of Learning Outcomes 

The data gathered, the cognitive entry behavior, the 

affective entry characteristics, the interaction with 

instruction, and the mastery of the learning task, were 

compiled into a profile for each child. Students with 

similar cognitive entry behaviors were compared and con-

trasted and their learning outcomes were analyzed, as 

reported in Chapter IV. 
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CHAPTER IV 

PRESENTATION AND ANALYSIS OF DATA 

The purpose of this study was to describe and document 

learning behavior as children developed concepts in their 

interaction with print, and to develop a learning profile 

consistent with the theory of school learning proposed by 

Benjamin Bloom. 

In collecting data on each child, the following pro-

cedures were used: (a) an initial interview at the beginning 

of the study and a final interview at the conclusion of the 

study; (b) an assessment of classroom language; (c) an 

assessment of actual reading if the child indicated that he 

or she could read, or if the classroom teacher suspected the 

child could read; (d) the administration of the Concepts 

About Print Test, SAND at the beginning and again at the 

conclusion of the study; and (e) anecdotal records and check-

lists for observations of pre-writing, interest in books, 

and Key Vocabulary. 

The first part of this chapter is organized according 

to the individual procedures, and presents an analysis of the 

data collected for each procedure. The last part of the 

chapter presents data relevant to the research questions. 
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Interview 

The children were interviewed two times, at the begin-

ning and at the conclusion of the study. Data from the 

interview are presented in Table II. The interview ques-

tions, requiring only a yes or no answer, were then followed 

by a question requiring the child to qualify his answer. 

The first question of the initial interview, "Can you read 

yet?," was answered "no" by 87 per cent, 26 children of the 

sample. In qualifying the no answers, 77 per cent of the 

sample, 23 children, responded that they wanted to learn how 

to read. Subject 27 indicated he thought that reading was 

going to be too hard. When asked why they wanted to learn to 

read, responses ranged from the standard "just 'cause," to 

"so I can read the newspaper," but most of the children could 

not give a specific reason as to why they wanted to learn to 

read. When asked if they thought they would learn about 

reading in kindergarten, 63 per cent, 19 of the children, 

responded "yes." 

In the concluding interview, "Can you read yet?," 70 

per cent of the children answered "no." In qualifying this 

response, all children indicated that they wanted to learn 

how to read and all thought they would learn to read in 

first grade. In responding to why they wanted to learn to 

read, maturation was indicated by responses such as "so no 

one will have to read to me," "so I can read all about 

Dinosaurs," "'cause then I can read to my little sister," 
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INTERVIEWS 
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Can Does Does your Can What 

Subject you anyone teacher you can Subject 
read read read to write you 
yet? to you? you? yet? •write? 

Interview Interview Interview Interview Interview 
1 2 1 2 1 2 1 2 1 2 

1* — + + + + + + + 2 * * 

2 — — + + - + + + 2 2 
3* — + + + + + + + 2 2 
4* + + + + + + + + 1 1 
5* + + + + + + + + 1 1 
6 + + + + + + + 2 2 
7 - + + - + + + 3 3 
8 — + + + - + + + 2 2 
9* — + + + + + + + 2 1 
10 — + + - + + + 2 2 
11* — + + + + + + + 1 1 
12 — + + + + + + 2 1 
13 — + + + + + + 3 2 
14 + , „ + + + - + + 2 3 
15 — + + + - + + 2 2 
16 — - + + + + + 2 1 
17 — + + + + + + + 3 1 
18 — + — + + + + 2 2 
19 — + + + + + + 2 1 
20 — _ + + + + + + 3 2 
21 — + - - + + + 3 1 
22 — + + - + + + 3 2 
23 _ + + + + + + 2 1 
24 — + + - + + + 2 1 
25 + + + + + + 3 2 
26 _ _ + + + + + + 2 1 
27 — - + + + + + 3 2 
28 — + + + + + + 2 2 
29 __ - + - + + + 3 2 
30* - 4- + + + + + + 2 1 

No 87 70 10 10 27 7 0 0 

Yes 13 30 90 90 83 93 100 100 • • • • 

•Indicates children who became readers. 

**+ = Yes, - = No. 

***1 = Words, 2 = words and pictures, and 3 = pictures only. 
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"so I can read stories and books," and one boy responded 

"so I can read to my kinds when I have some." In the second 

interview, the non-specific "just 'cause," the answer given 

in the first interview, was replaced with a valid reason and 

a better understanding of how reading could be used. 

During the first interview, 13 per cent, or 4 of the . 

kindergarten children, responded with yes, when asked if 

they could read. When asked how they learned, they said 

their parents taught them, and one child said she did not 

know how she learned. Further testing of the children 

indicated that two children could read a little but neither 

could read with the 85 per cent accuracy defined as actual 

reading for the study; therefore they could not be defined 

as readers at the beginning of the school year. The other two 

children who indicated that they could read had actually 

memorized a favorite story and could retell it to the 

investigator, but they could not read unfamiliar words. 

By the conclusion of the study, 30 per cent of the 

sample, or 9 children, indicated that they could read; 23 

per cent of the sample, or 7 children, were judged readers 

according to the definition, and one non-reader who answered 

"yes," he could read, qualified his statement by saying "yes, 

some words." The remaining child who responded "yes" was 

only able to tell about the book he was asked to read. In 

indicating where they had learned to read, all but two 

children responded that they were taught by parents, or just 
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learned. However, two said that they had learned to read in 

kindergarten. 

The second major area of the interview concerned the 

question "Does anyone ever read to you?" At the beginning 

of the study, 10 per cent of the sample, or 3 children, 

answered that no one read to them. The remaining 90 per cent 

of the sample, or 27 children, indicated that parents, sib-

lings, or babysitters read to them. By the end of the year two 

children responded that no one read to them, while the remain-

ing sample indicated being read to. Only one child sponta-

neously replied that the teacher read to her. In responding 

to the question "Does your teacher ever read to you?," 27 

per cent of the sample, or 8 children, answered "no," even 

though storytime was a regular part of each day's activities 

in all three kindergarten classrooms in the study. One child 

replied that "no," the teacher did not read to them, she just 

talked to them. By the end of the school year, only three 

children responded that the teacher did not read to them^ but 

several children who responded "yes" qualified their answer 

by saying "she reads to everybody." Results of the final 

interview included three children who spontaneously included 

the teacher in stating who read to them. 

The last area included in the interview involved writ-

ing. The child was asked, "Can you write?" At the time of 

the first interview, all children, 100 per cent of the sample, 

answered "yes" emphatically. When queried, "What can you 
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write?" an interesting pattern of responses emerged. There 

appeared to be three categories: (a) those children respond-

ing with "my name," "the ABC's," "numbers," or some other 

word or words, (b) those children who responded that they 

could write "houses," "people," "cows," "airplanes," or 

other drawings, and (c) those responding with a combination 

of both words and pictures. As a follow-up to the "Can you 

write" question, the children were asked if they thought 

they would learn more about writing in kindergarten. The 

children appeared puzzled by this question and appeared not 

to know how to answer the question. It probably was per-

ceived as a silly question to the children,since they knew 

they could already write. 

At the final interview, all children answered again 

that they could write. However, two children qualified their 

"yes" with statements of "a little" and "if I copy." When 

asked what they could write, only one child responded in the 

"just pictures" category, while many responded with specific 

words and names. However, in following up with "What would 

you write if you could write anything you wanted to, most 

of the children answered by relating things that they wanted 

to draw. For example, subject 20 replied, "my name, my last 

name, Kim, Kim's last name, and love," but in answering what 

he wanted to be able to write, announced "a brown and white 

horse with straight legs." 
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It appears that kindergarten children possess informa-

tion about themselves and only need to be asked to volunteer 

this information. 

Classroom Language 

In assessing classroom language, a descriptive assess-

ment was made. The purpose of this study was not to assess 

actual language production but to record the language 

behavior the child used during actual verbal exchanges in 

the classroom. The children were tape-recorded while talk-

ing about an experience; interviews were reviewed; and 

teacher observations were considered. The following cate-

gories were defined: 

1. Superior—Volunteered information, described 
activities, talked at length, asked questions, 
speech easily understood. 

2. Adequate—Responded when talked to, used complete 
sentences, answers related to topic, speech could 
be understood. 

3. Inadequate—Little verbalization, one-word answers, 
unrelated answers, speech difficult to understand. 

Table III presents the data in relation to classroom 

language, and indicates the range of assessed language at the 

beginning of the year. Ten per cent of the sample, or three 

students, met the criterion of inadequate classroom language, 

30 per cent of the sample, or ten students, had superior 

classroom language, and the remaining 60 per cent of the 

sample, or seventeen students, were judged to have adequate 

language for the classroom environment. 
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TABLE III 

CLASSROOM LANGUAGE 

Subject Inadequate Adequate Superior 

1* / 
2 • 
3* / 
4* • 

5* / 
6 / 
7 / 
8 / 
9 * / 
10 / 

/ 11* / 
12 / 
13 • 
14 / 

/ 15 / 
16 / 
17 / 
18 / 
19 / 
20 / 
21 • 

22 / 
23 / 
24 / 
25 • 

26 • 
/ 27 / 

28 / 
29 / 
30* / 

Total 3 (10%) 17 (60%) 10 (30%) 

'indicates children who became readers. 

This study defined a reader as a child who can read 

unfamiliar material with 85 per cent accuracy. Table IV 

presents data concerning actual reading. 



74 

> H 

w 

PQ < 
EH 

O 
S 
H 

D 
Eh 
U 
C 

>1 
•—I 
i—I 
fd 
3 
-P 

<D U) 

^ u id d)>i 

•H 
X! 
U 

C o H3 Cd 
(D <d g 

o m (D — 

>1 
O 0) 

-a 
5 EH Ti 

rd 
£ T3 0) 
a) cu & 
M -P 
n3 fd 
i—I O i—I 
•H -H 3 
6 T5 O 
o c u 

H 

>1 
fd 
g 

o 

12 

£ 
<D 
u 
<13 
I—I 
•H 
JZ 

13 
fd 

>1 Q) 
I I PH 
I—I 
fd ro 
3 rH 
-P 3 
o o 

u c u 

-p 
a 

CD 
CO 

o 

*5-

c 
Q) 
u 

I—I 
•H 
rd 

>1 
0 

eh 

fd 
0 & 

T3 
Q) 
-P 
fd 
O 
•H i—I 
n3 3 
£ o 

U H U 

-p 
a 
CD 
CO 

a 

o 
M 0 

CM CO 
CN 

CM LO 

CN 
CM 

CN O 
CO 

LO 

ro 
i—I 

CN CN 

CO ̂  
>100 
O rH 
CQ ̂  

CO ̂  
H CN 
M rH 
"H ̂  
O 

fd 
•P 
O 
Eh 



75 

At the beginning of the study, the four children who 

replied to the interview question that they could read were 

tested to determine their actual reading performance. The 

Cat and the Hat by Dr. Suess, and Big Boy, a preprimer by 

the Addison Wesley Company, were shown to the child and each 

child was asked if he could read these books. Subject 4 read 

the first few pages in Big Boy but could not continue when 

picture clues became less numerous. Three children "told" 

about The Cat and the Hat but did not read it. The fourth 

child whose native language was not English, was not familiar 

with the book and did not respond. None of the four chil-

dren were assessed as readers by the definition of this study. 

Indications by the teachers confirmed the view that none of 

the kindergarten children included in this study were readers 

at the beginning of the school year. 

The same two books were presented to the students at 

the conclusion of the study. At this time 30 per cent of the 

sample, or 9 children, responded to the interview question 

that they could read. The classroom teachers indicated an 

additional three children who were either reading or very 

close to reading in classroom situations. A total of twelve 

children were tested at the conclusion of the study to deter-

mine if they met the defined criteria of readers. Table IV 

reports the data indicating that 23 per cent of the sample, 

or seven children, were assessed as readers. The remaining 

five children who were tested could read some words but they 



76 

did not meet the 85 per cent accuracy defined in the study 

and were therefore not considered readers. Noted also in 

Table IV is the difference between the percentage of boys 

who became readers, 11 per cent, and the percentage of girls 

who became readers, 42 per cent. 

SAND 

Only one standardized instrument, the "Concepts About 

Print" test known as the SAND, was used in this descriptive 

study. A part of the usefulness of the instrument depends 

on recording the comments of the child as he answers the 

specific questions about the test booklet. The SAND was 

administered twice, at the beginning and again at the con-

clusion of the study. An interval of six months elapsed 

between the two administrations of the SAND. 

The first administration of the SAND yielded a range 

from zero to fourteen correct items out of a total possible 

twenty-four items, indicating a wide range of concepts 

relating to print. The individual items on the test 

measure various concepts about print. Table V gives the 

concept measured by each test item and the number and per-

centage of students successful on both the initial and the 

final assessment. 

Table V also includes the percentages of increase of 

each item from the beginning to the conclusion of the study. 

The largest percentage of increase was in the concept of 
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beginning to read at the top left of the page. At the time 

of the first administration only 5 per cent of the boys in 

the sample and 25 per cent of the girls in the sample were 

successful with the item concerning where to begin read-

ing. At the time of the final administration of the SAND, 

78 per cent of the boys in the sample and 100 per cent of 

the girls in the sample were successful in determining where 

to begin to read. 

Girls had a greater percentage of increase than boys in 

eight of the twenty-four items. These eight items were the 

following: beginning to read top left, left to right move-

ment, return sweep, word-by-word pointing, first and last 

of the sentence, line sequence, meaning of quotation marks, 

capital and lower case correspondence, and letter concepts. 

The boys had a greater percentage of increase than girls in 

ten of the twenty-four items measuring concepts about print. 

These ten items were the following: orientation of the book, 

concept that print not picture carries the message, inver-

sion of the picture, a response to inverted print, left page 

read before the right page, meaning of the period, reversible 

words, word concepts, first and last letter concepts, and 

capital letter concepts. 

Although seven children were reading at the time of the 

second administration of the SAND, five of the items measur-

ing specific concepts about print were not recognized by any 

of the children, even those who were reading. The five items 
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were the following: word sequence, letter order in words, 

reordering letters within words, and punctuation concepts. 

Possibly these concepts are not important to beginning read-

ing. 

Figure 1 records data of item responses of all subjects 

and those children who became readers. There were increases 

on most items from the first administration to the second 

administration. At the second administration all the readers 

correctly answered nine items. The children who became 

readers had higher scores, especially in the areas of orienta-

tion and directionality (items 1 through 5) and letter and 

word concepts (items 21 through 24). The punctuation con-

cepts were missed by both readers and non-readers on both 

administrations of the SAND. On item number 6, word-by-word 

pointing, five of the seven readers accomplished this success-

fully, while only six of the remaining twenty-three children 

were able to follow as the examiner read the words. 

Teacher Record 

Teachers were asked to record behavior in three cate-

gories during the school year. Pre-writing and writing 

observations were recorded; observations of the interest 

of individual students in books, and progress on the Key 

Vocabulary. Checklists were used to record data (see 

Appendix). Teachers recorded dates when behavior was 

first observed. The dates were transposed into three time 
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periods of the school year. The school year was divided into 

the last three months (early), the middle three months (mid), 

and the last three months (late). 

Table Vi presents the data gathered on the pre-writing 

and writing behavior of the sample during the study. All of 

the children entered kindergarten drawing or scribbling, and 

most were making letters or letter-like figures. Early in 

the year, within the first three months, 80 per cent of the 

children could write their names, and by mid-year all could 

write their names without help. By mid-year 27 per cent of 

the children were asking for words to be spelled for them. 

Table VII presents the data gathered on the interest in 

books expressed by the kindergarten children. During the 

first three months of the school year, 97 per cent of the 

children were observed looking at books and 67 per cent of 

the children had asked to have a book read to them. It 

appears that there is interest in books from the beginning 

of the school year in kindergarten. Only 3 per cent, one 

child, was not observed looking at or asking for a book to 

be read until late in the year. 

Listening behavior indicates that most kindergarten 

children are interested enough in stories to listen to them 

early in the school year. A small group of children appeared 

to be slightly favorable over the large group for listening. 

However, 7 per cent of the sample, two of the children, were 

not observed to be actively listening to stories in large 
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DRAWING OR WRITING BEHAVIOR 
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Behavior 

Time of Year Observed * 

Early 

No. a * * 

Mid 

No. 

Late 

No. 

Not Observed 

No. 

Draws or 
scribbles 

Makes 
letter-
like 
figures 

Requests 
adult to 
write 
words 

Makes 
letters 

Writes 
name 

Asks how 
to spell 
a word 

Asks how 
to spell 
word 
other 
than 
name 

30 100 

28 

28 

24 

93 

10 

9 3 . 3 3 3 . 3 3 

80 20 

27 

0 

0 

0 

0 

26 

1 

0 

26 

19 

87 

3 . 3 3 

0 

87 

63 

*Early = first three months of school year, Mid = 
middle three months of school year, and Late = last three 
months of school year. 

**Percentages rounded to nearest whole integer when 
possible. 
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READING BEHAVIOR 
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Time of Observation* 

Behavior Early Mid Late Not Observed Behavior 

No. %** No. % No. % No. Q. "o 

Looks 
at 
books 29 97 0 0 1 3 0 0 

Asks 
to 
have 
book 
read 20 67 1 3 1 3 8 27 

Listens 
in 
small 
group 25 83 2 7 2 7 1 3 

Listens 
in 
large 
group 24 80 2 6. 67 2 6.67 2 6.67 

Favorite 
book 12 40 13 43 3 10 2 7 

Requests 
specific 

12 40 book 12 40 6 20 0 0 12 40 

*Early = first three months of school year, Mid = 
middle three months of school year, and Late = last three 
months of school year, 

••Percentages rounded to nearest whole integer when 
possible. 
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groups even at the end of the school year. One child was 

observed not listening in small groups at the end of the 

year. Early and mid-year observations indicate that a 

number of children had favorite books which they specifically 

requested to be read. 

The data on children involved with the Key Vocabulary are 

presented in Table VIII. In considering the data on the Key 

Vocabulary, it appears that by the time six months of the 

school year had elapsed, all of the children in the sample 

were requesting, remembering, and writing words of their own 

choice. By the end of the year, all children in the sample 

were constructing, writing, and reading sentences of their 

own making, yet only seven of the thirty children were judged 

readers by the definition for this study. 

Data Relevant to Research Question I 

Research Question I concerned the emergence of a 

discernible pattern of change as children moved from oral 

language toward written communication. At the conclusion of 

the study seven children met the defined criteria of being 

readers. Table IX presents the data comparing the mean scores 

of readers and non-readers on both the initial and final 

administration of the SAND. 

On both the initial and final administration of the 

SAND, the girls scored slightly higher than did the boys. 

However, the boys who became readers during the school 

year matched the scores made by the girls who became readers, 
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KEY VOCABULARY WORDS 
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Time of Year Observed 

Behavior Early Mid Late Not Observed 

No. %* No. % No. % No. % 

Requests 
words 26 87 4 13 0 0 0 0 

Remembers 
words 26 87 4 13 0 0 0 0 

Writes 
words 26 86 4 13 0 0 0 0 

Con-
structs 
Sen-
tences 3 10 19 63 8 27 0 0 

Writes 
Con-
structed 
sen-
tences 3 10 19 63 8 27 0 0 

Reads 
sen-
tences 3 10 19 63 8 27 0 0 

Points 
to each 
word 0 0 16 53 11 37 3 10 

Changes 
verb 
tense 0 0 7 23 7 23 16 54 

Alpha-
betizes 0 0 15 50 7 23 8 27 

Writes 
story- 0 0 0 0 5 17 25 83 

*Percentages rounded to nearest whole integer 
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as the data in Table IX indicate. The children who learned 

to read had slightly higher mean scores for both administra-

tions of the SAND. 

TABLE IX 

MEAN ITEM SCORE ON SAND 

Mean Correct Response SAND #1 SAND #2 

All Boys 5 items 10 items 

All Girls 7 items 13 items 

Boys who became readers 5 items 15 items 

Girls who became readers 8 items 11 items 

Total 6 items 11 items 

However, data presented in Table X do not indicate specific 

items or concepts measured by the SAND. 

TABLE X 

STUDENTS SCORING ABOVE MEAN BUT 
NOT BECOMING READERS 

Group SAND #1 SAND #2 

Boys scoring above mean but not 
becoming readers 5 students 

28% 
7 students 

3 8% 

Girls scoring above mean but not 
becoming readers 

2 students 
16% 

2 students 
16% 
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Table XI presents the percentage of increase from the 

first administration to the second administration of the 

SAND, for students who became readers and those who did 

not. 

TABLE XI 

MEAN PER CENT OF INCREASE FROM FIRST TO LAST SAND 

Group Per Cent 

All students 24% 

All boys 24 

All girls 24 

Boys who became readers 4 4 

Girls who became readers 29% 

Boys who became readers increased in concepts about 

print more than girls who became readers. The boys who 

became readers started out with fewer items correct than 

the girls. There were more girls who had more correct 

responses initially than boys. No girl increased more 

than the mean increase for girls who became readers. 

Date Relevant to Research Question II 

Research Question II addressed the idea that in observ-

ing and describing children in a kindergarten classroom, it 

would be possible to record concept learning as related to 

movement toward print in such a manner that use could be 

made of the information in subsequent learning situations. 



90 

Collection of data was organized into the following 

categories: (a) Concepts about Print, (b) Concepts about 

Writing, (c) Concepts about Reading, and (d) Actual Reading. 

In recording data, the SAND provides concepts known 

about print. Table XII is a sample of the record sheet for 

recording concepts known and concepts learned. 

Concepts about writing were documented by recording a 

child's perception of writing, interest in writing and draw-

ing, actual writing of words, and actual writing of sentences. 

Table XIII is a sample of the record sheet for recording 

writing behavior. 

Concepts about reading were documented by recording 

the child's progress in the Key Vocabulary. Table XIV is 

a sample of the record sheet for recording progress in Key 

Vocabulary. 

Actual reading was assessed without formal testing 

and judgment made of the performance of the child recorded. 

Table XV is a sample of the record sheet for recording actual 

reading performance. 

By use of the four categories above, a child's behavior 

in moving toward written communication was documented. 

The documentation established a base line for future learn-

ing by illustrating strengths and weaknesses of the children 

involved in the study. During the year teachers recorded 

behavior on forms similar to the following record sheets. 
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TABLE XII 

SAMPLE OF CONCEPTS ABOUT PRINT RECORD SHEET 

Item Concept SAND #1 SAND #2 

1 Orientation of book 

2 Print not picture carries 
message 

3 Begin to read top left 

4 Left to right margin 

5 Return sweep 

6 Word-by-word pointing 

7 First and last 

8 Inversion of Picture 

9 Response to inversion 

10 Line sequence 

11 Left page before right 
page 

12 Word sequence 

13 Letter order in words 

14 Reordering letters 
within words 

15 Meaning of question 
marks 

16 Meaning of period 

17 Meaning of comma 

18 Meaning of quotation 
marks 
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TABLE XII—Continued 

Item Concept SAND #1 SAND #2 

19 Capital and lower-case 
correspondence 

20 Reversible words 

21 Letter concepts 

22 Word concepts 

23 First and last 
letter concepts 

24 Capital letter concepts 

TABLE XIII 

SAMPLE OF CONCEPTS ABOUT WRITING RECORD SHEET 

Question 
Beginning 
of Year 

End 
of Year 

What can you write? 

What would you like to be able 
to write? 

Does child spontaneously draw and/ 
or write? 

Does child write words from memory 

Is child able to write a sentence 

Yes No Yes No 
Does child spontaneously draw and/ 
or write? 

Does child write words from memory 

Is child able to write a sentence 
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TABLE XIV 

SAMPLE OF CONCEPTS ABOUT READING RECORD SHEET 

Child indicates word to 
learn and is usually 
successful in remembering 

Child is successful in 
constructing and reading 
sentence from own words 

Pattern of sentence 
becomes more complex 

Child can construct and 
read simple story from 
own words 

TABLE XV 

SAMPLE OF ACTUAL READING RECORD SHEET 

Book Used 
Level of 

Difficulty 
Could 
Not Read 

Recognize 
Some Words 

Read 85% 
Accuracy 
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Data Related to Research Question III 

Research Question III concerned documenting the rate at 

which a child masters concepts about print. In collecting 

data, teacher observations and base line data of the initial 

SAND were combined to assess the rate of change. 

Table XVI indicates rate of change using the criteria of 

increase in the SAND, the number of Key Words acquired, and 

the time of year when the student began to make and write 

sentences using the Key Vocabulary. Criteria by which each 

of the components were analyzed and values given were the 

following: (a) Increase in the SAND—Decrease = 0 , No Change 

= 1, Increase between one and six items = 2, Increase between 

seven and fourteen items = 3; (b) Key Words—Zero to twenty 

words = 0, Twenty to forty words = 1, Forty to sixty words 

= 2, Sixty or more words = 3; (c) Making Sentences—Not 

observed = 0, Late in year = 1, Mid-year = 2, Early in Year 

= 3; (d) Writing of Sentences—Not observed = 0, Late in 

year = 1, Mid-year = 2, Early in year = 3. Rate of learning 

was assessed by comparing the total score with the criteria 

for progress—score of zero to four indicates slow progress, 

score of five to eight indicates moderate progress, and a 

score of nine to twelve indicates rapid progress. There was 

a possible range from zero to twelve. Zero was included even 

though a child would have to have regressed to have scored 

zero. The range from zero to twelve was divided into three 

intervals. 



TABLE XVI 

RATE OF LEARNING 
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Increase Number Making Writing Rate 
Subjects in 

SAND 
of Key 
Words Sentences Sentences 

Total * * of 
Learning 

1* 3 3 2 2 10 rapid 
2 2 0 1 1 4 slow 
3* 3 3 3 3 12 rapid 
4* 3 3 2 2 10 rapid 
5* 3 2 3 3 11 rapid 
6 3 2 2 2 9 rapid 
7 1 1 1 1 4 slow 
8 3 1 3 3 10 rapid 
9* 2 2 2 2 8 moderate 
10 3 0 1 1 5 moderate 
11* 2 1 2 2 7 moderate 
12 2 1 2 2 7 moderate 
13 2 1 2 2 7 moderate 
14 2 1 2 2 7 moderate 
15 3 0 1 1 5 moderate 
16 2 2 2 2 8 moderate 
17 3 0 1 1 5 moderate 
18 3 1 2 2 8 moderate 
19 3 0 1 1 5 moderate 
20 3 1 1 1 6 moderate 
21 2 1 2 2 7 moderate 
22 2 0 1 1 4 slow 
23 2 0 2 2 6 moderate 
24 2 2 2 2 7 moderate 
25 0 1 2 2 5 moderate 
26 2 1 2 2 7 moderate 
27 1 1 2 2 6 moderate 
28 2 1 1 1 5 moderate 
29 2 0 2 2 6 moderate 
30* 3 1 2 2 8 moderate 

*Indicates children who became readers. 

**Zero to four considered slow progress, five to eight 
considered moderate progress, and nine to twelve considered 
rapid progress. 
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In analysis of the rate of learning, students who made 

scores in the slow range were 10 per cent of the sample, 

or 3 children. The moderate range contained 70 per cent 

of the sample, or 21 of the children, and the rapid pro-

gress range included 20 per cent of the sample, or 6 chil-

dren. 

This study verifies that the rate at which a kinder-

garten child changes in the process of mastering concepts 

can be documented. 

Data Relevant to Research Question IV 

Research Question IV concerned determining the effec-

tiveness of the classroom by documenting the students' 

mastery of concepts. In analyzing the data, the number of 

items gained from the first administration to the last 

administration of the SAND, and the number of Key Words 

acquired by the children, were compared by classrooms. The 

data are displayed in Table XVII. 

The difference found among schools does not appear 

to be attributable to age, since this factor was relatively 

stable within the sample studied. Also, as stated in 

precedures, the socioeconomic factors of the three schools 

are considered approximately equal. However, the children 

in one classroom did learn more words than those in the 

other two classrooms. 
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Data Relevant to Research Question V 

Research Question V concerned the development of a 

learning profile based on the theory of learning model of 

Benjamin Bloom. In response to the question, the data were 

gathered, analyzed, and organized into a form based on the 

model. The form of the learning profile is presented in 

Figure 2. 

Using data from the preceding tables and subjective 

statements from the interviews, the following examples of 

profiles for the kindergarten children's learning are 

compiled (Figures 3, 4, 5, and 6). 
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In analyzing the profiles, subject 23, Figure 3, 

indicates slow progress in most areas. Few words were 

acquired, little progress was made on the SAND, and interest 

was not in evidence. These items along with the child's 

need for encouragement indicate that the child has made 

little progress in moving from oral to written communication. 

The profile for subject 8, Figure 4, indicates a rapid 

progress, high interest and evidence of concept learning. 

In addition, the teacher indicated this boy is very close to 

reading. 

Subject 7, Figure 5, has cognitive entry behavior, and 

affective entry behavior much like subject 8, however, pro-

gress was slow and this child's affective outcomes are very 

different. 

Subject 3, Figure 6, represents one of the children who 

became a reader during kindergarten. By the end of kinder-

garten this child perceived herself as a reader and a writer. 

The implication for future learning of this attitude is 

important for her learning career. She needs to be regarded 

as competent. 

Comparing students, it becomes apparent that differences 

are observable, and with a minimum of descriptive statements, 

all aspects of the learning behavior are included. A future 

teacher of the child can consider the previous progress and 

attitudes of an incoming student by reference to the profile. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Summary 

This study described the developmental movement of 

kindergarten children from oral language toward written 

communication. It described and documented evidence of a 

sample of kindergarten children as they interacted with 

print concepts in a kindergarten environment. 

Thirty kindergarten students were randomly selected 

from three kindergarten classrooms using the Key Vocabulary 

approach of Sylvia Ashton-Warner. The kindergarten class-

rooms were in an independent school district in the North 

Texas area. Data were collected over the entire school year 

through interviews, the administration of the "Concepts 

about Print" test (SAND), and teacher observations. Data 

were analyzed descriptively. 

In interviewing the children, it was noted that many 

kindergarten children do not perceive the teacher as reading 

to the group. It is possible that since young children are 

most often read to individually, they may not perceive read-

ing to a group as the same process as being read to alone. 

Kindergarten children view themselves as being competent 

writers. Clearly evident from the interviews, this interest 

104 
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in writing, not to be construed as copying or other "hand-

writing" activities, represents a potential source for 

extension of learning. It appears that young children 

perceive their own ability to draw the pictures they have 

in their minds and the writing done by adults, as the same 

process. Based on the perceptions of the children, writing 

appears to be the first step in reading, rather than an 

outcome of reading. 

The children in the study were aware of their own limita-

tion in being able to read. The children in the study knew 

whether they could read, and almost all of them expected to 

learn about reading while they were in kindergarten. It 

appears that children who enter school in kindergarten view 

themselves as learners and have expectations of learning. 

Data indicate that the "Concepts about Print" test, SAND, 

even though not specifically predictive can supply pertinent 

information about children's perception of concepts related 

to reading. It is apparent that kindergarten children learn 

and use both reading and writing concepts in moving toward 

understanding print. A child's use of the Key Words in 

making and writing sentences, plus his attitude about read-

ing, appears to contribute to a gradual movement that can be 

identified as progress toward written communication. 

Dala also indicate that documentation by classroom 

teachers of learning and the rate of that learning is possible. 

Checklists appear to assist teachers in recording learning 
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behavior. Data suggest Bloom's theory can be applied to the 

variables of learning and used as a structure to communicate 

to successive teachers. 

Conclusions 

The factor of a small population in the study is 

recognized as a limitation to generalizations; however, 

based on the analysis of data of this study, the following 

conclusions appear reasonable. 

1. The learning of kindergarten children can be 

documented and a profile of that learning can be developed 

that will have possible future use in the learning career of 

the child. 

2. Kindergarten children's perceptions of the reading 

of a story to the group may differ from those of the teacher. 

3. The perception of the process of writing by kinder-

garten children may be different from that of adults. 

4. There was evidence of children's writing in their 

movement toward print as they were involved in the Key 

Vocabulary. 

Recommendations 

The following recommendations are based upon the con-

clusions of this study. 

1. Research is needed in the area of children's con-

cepts about writing and the development of these concepts 

as children learn. 
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2. Investigation is needed into the perception of 

kindergarten children about reading when they are involved 

in listening to a story as a group. 

3. It appears that further research is indicated owing 

to the children's reading and writing their own words and 

sentences and yet not viewing themselves as readers. 

4. It is suggested that the study be replicated. 
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September 28, 1978 

Dear Parents* 

I have been a kindergarten teacher in the Carrollton-

Farmers Branch ISD for the past six years. I am currently 

on leave to complete my Doctorate in Early Childhood Education 

at North Texas State University. I am doing my research in 

the area of kindergarten education and I plan to study and 

describe how children learn about beginning writing and how 

they begin to recognize print as words. 

I will be visiting and working in your child's class-

room about once a week during the year. I will be talking to 

the children and recording their language and keeping a record 

of some of the things they write. I will administer one 

measure called the SAND test. The child will work with me 

individually on this test and it will consist of looking at 

a booklet and answering specific questions about the story 

and the print. At no time will a child be kept from his re-

gular classroom activities. All information collected will 

be recorded as group data and no child will be identified 

except by number. 

I am looking forward to working in your child's class-

room and with your child. If at any time you have questions 

please contact me at your child's school or at 43^-1^38. 

Thank you, 

North Texas 
State 

University 

Denton, Texas 
76203 

Department 
of 

Education 

/•\ v 

f"' / M-i 

Patti Trietsch 

Graduate Student 
North Texas State University 

PT/s 
Parental Consent Form 
Attached 
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PARENTAL CONSENT FORM 

PLEASE COMPLETE AND RETURN THIS FORM TO YOUR CHILD'S 

TEA. CHER. 

Permission is granted for , . n J, * 
(child's name) 

to be included in the study of beginning concepts about 

writing and word recognition. 

(Parent Signature) 

Date 

THANK YOU FOR YOUR COOPERATION. 
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Name 

PREWRITING 

Age_ 

Checklist of Observations 

Date Observed: 

1. Draws or scribbles 

2. Makes letter-like figures 

3. Requests adult to write name 

4. Makes letters 

5. Writes own name 

6. Asks how to spell word 

7. Asks how to spell word other than 
name 

Anecdotal record of writing behaviors 
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AFFECTIVE ENTRY BEHAVIOR 

Name - ̂ &e-

Checklist of Observations 

Date Observed s 

1. Looks at books 

2. Asks to have book read 

3. Listens attentively to story in 
small group 

4. Listens attentively to story in 
large group 

5. Helps teacher read in choral 
reading style 

6. Can supply missing word in simple 
repetitive rhymes or stories 

7. Has favorite books 

8. Requests specific books to be read 

9. Brings books to school or indicates 
ownership of books 

Anecdotal record of behavior toward books*. 
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KEY VOCABULARY CONCEPTS 

Name Age 

Checklist of Observations 

1. Makes request for words 

2. Remembers words requested 
(Key Words) 

3. Writes Key Words 

4. Constructs sentences from Key 
Words 

5. Writes sentences constructed from 
Key Words 

6. Reads sentences constructed from 
Key Words 

7. Demonstrates ability to point to 
each word as read 

Demonstrates ability to change 
verb tense 

9. Demonstrates ability to put 
Key Words into an alphabetized 
file in correct order 

10. Writes simple story using Key Words 
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INTERVIEW 

Name Date Number 

Questions to be asked: 

I. Can you read yet? (If Yes) 

How did you learn? 

Do you like to read? 

Why? 

Why most? 

II. Can you read yet? (If no) 

Do you want to learn how? 

Why? 

Why not? 

Do you think you will learn more about reading this year? 

When you can read really well, what are some things you 
want to read? 

III. Does anyone ever read to you? 

Who? 

Does your teacher ever read to you? 

IV. Can you write yet? (If yes) 

What can you write? 

Do you like to write? 

Why? 

Why not? 
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Do you think you will learn more about writing this year? 

When you can write really well, what are some things you 
want to write? 

V. Can you write yet? (If no) 

Do you want to learn how? 

Why? 

Why not? 

Do you think you will learn to write this year? 

When you can write really well, what are some things you 
want to write? 
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CONCEPTS ABOUT PRINT TEST 

Score Sheet 

Name Date Number 

Item Score Question Response 

#1 

#2 

#3 

#4 

#5 

#6 

#7 

#8 

#9 

#10 

#11 

#12 

#13 

#14 

#15 

#16 

#17 

Show me the front of the book. 

I'll read you this story. You 
help me. Show me where to start 
reading. Where do I begin to 
read? 

Show me where to start. 

Which way do I go? 

Where do I go after that? 

Point to it while I read it. 

Show me the first part of the 
story. Show me the last part. 

Show me the bottom of the picture. 

Where do I begin? 
Which way do I go? 
Where do I go after that? 

X̂ hat1 s wrong with this? 

Where do I start reading? 

What's wrong on this page? 

What's wrong on this page? 

What's wrong on this page? 

What's this for? 

What's this for? (.) 

What's this for? (,) 
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Item Score Question Response 

#18 What's this for? (") 

#19 Find a little letter like this. (T) (M,H) 

#20 Show me was. 
Show me no. 

#21 This story says, "The waves splashed in the 
hole" I want you to push the cards across 
the story like this until all you can see is 
just one letter. 

Now show me two letters. 

#22 Show me just one word. 
Now show me two words. 

#23 Show me the first letter of a word. 
Show me the last letter of a word. 

#24 Show me a capital letter. 
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KEY VOCABULARY WORD CARDS 

An Adaptation by Patti Trietsch and Betty Jo Monk 

STAGE ONE NOTES 

DIRECTIONS 

1. Allow at least four weeks for the children to become 

acquainted with you and the classroom and for classroom 

procedures to become established. 

2. Set up a center in a prominent place in the room with a 

chair for you and a chair for one child. Have all needed 

supplies at your fingertips. 

3. Supplies needed for stage one: 3 x 5 (unruled) index 

cards, black marker, red marker, class 3 x 5 card file 

box with A-Z guides, chalk, small chalk boards, rubber 

bands, chalk erasers. 

4. Children should have become familiar with working with 

you on a one-to-one basis—if not make sure that they 

have this opportunity before beginning with the key 

vocabulary. When you decide to begin with the word 

cards, start with only a few children a day. You can 

call a child, one that appears interested in the process 

of drawing and writing, and ask if he or she would like 

to learn a word. If the child says yes, then talk to 

and listen to the child and ask him what word he would 

like to learn. 
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Write the word the child has chosen on an index card. 

Make sure the child is beside you and can see the 

letters properly—not in front of you so that the child 

sees the letters upside down. Make sure your writing is 

correct and the letters are in the right form and pro-

portion. 

On the back of the card in the corner write the child's 

initials (explain to him what you are doing) and ask him 

to copy the word for you on a chalkboard and then to 

show you what he has done. Supply the child with a good 

piece of chalk, an eraser and a small chalkboard. 

Observe the child to make sure that he has his card in 

the proper position to copy. When the child brings his 

copying back for you to see, check to see if the child 

has written the letters in the left-to-right sequence and 

without reversals. This procedure at this point is more 

reinforcement than writing practice—so be accepting of 

immaturity. 

If you have not, make the child a card with his name on 

it and put a red line under the first letter. Show the 

child how to put his name card and word card together 

with a rubber band—name card on top. Help the child 

find the place in the file box where he is to file his 

cards—behind the file guide with the first letter of 

his name. Tell the child this is where he will always 

find and file his word cards. 
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8. The next day, ca.ll the child to you and have hini read 

his cards. Don't give hints, but do be patient and 

allow the child ample time to think. If the child 

doesn't know the word—don't tell him the word—-THROW 

IT AWAY. Repeat the process of conversation and make a 

new word. Go through the process of having the child 

copy the word, show his copying to you, checking and 

filing of the word cards. 

9. As a general rule, allow each child to make only one 

new word card per day. If the child sincerely wants to 

make a phrase—write each word on a single card and tape 

the cards together on the back with a piece of masking 

tape. Fold the cards accordion style with the first 

word on top to file. 

10. You should start a few children each day and read all 

those words made until the entire class is involved. 

This step could take as little as a week or as long as 

four weeks. 

11. As words accumulate, if_ you find it impossible to read 

all the words every day then make words for everyone but 

read only a third or fourth of the class each day make 

a schedule and maintain it. At this point you will 

probably be concerned with time—if you feel overwhelmed 

call in some upper-class students or Moms to help in 

reading the word cards. Never allow anyone other than 

yourself to make the child's word cards unless you are 
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convinced that they understand the process and provide 

a good model for the child. If you are well organized 

you can do this entire process yourself without trouble. 

If you have been accepting of the child's words and have 

enjoyed your conversations with him, the child will be 

eager and enthusiastic about the word cards. 

CAUTIONS AND SUGGESTIONS REGARDING KEY VOCABULARY STAGE ONE: 

1. This process will put you into intimate contact with 

your children and will allow you to know them very well 

never in any way or by any action show that you dis-

approve of them or the words they make—ALWAYS BE ACCEPT-

ING OF THE CHILD AND HIS KEY VOCABULARY. 

2. Stage One is time consuming, but weigh the merits of 

getting to know the child against other possible 

priorities. 

3. Establish simple rules of courtesy with your children 

when you are talking with one child give him your full 

attention and help the other children to learn to avoid 

interrupting so you will be able to give them your full 

attention when you talk with them. 

4. Make sure that your classroom is arranged so that your 

children can operate without checking with you for every 

direction. 

5. Listen to the children in both your conversations and as 

they converse with the other children to gain insights 

into their interests and feelings. 
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6. Never use the Key Vocabulary as a privilege or punish 

ment. 

Date Completed 

KEY VOCABULARY CARDS 

STAGE TWO NOTES 

DIRECTIONS 

Date Started 

Additional Supplies Needed: sentence strips, sharpened 

pencils, pencil erasers. 

When the child has ten to fifteen words and you feel he 

is progressing well you are ready for the second stage. 

If the child has been making and throwing away a lot of 

words—examine the process and see if you are really 

finding out what is important to him—don't begin stage 

two until a pattern of making key words is established. 

One way to enter stage two is to tell the child that 

today you would like to make a word to share with him. 

Tell him he does NOT have to keep the word if he doesn't 

want to do so. On a card write a verb which will fit 

with the words the child has previously made (love, saw, 

like) and show the child how you can combine this new 

word with his words to make simple sentences. John loves 

Mommy. John saw Daddy. I like Sue. Explain that this 

is a sentence because it makes sense and that if you said 

it to someone else they would know what it meant. Show 
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the child how to manipulate his other words around this 

verb to make additional sentences. Allow the child 

ample time to manipulate the words and to be sure he 

understands the process. 

4. When the child understands the process, make him a card 

with a period (.) on it and explain that this is a stop 

sign that means he is finished. (File the period as the 

last card.) Tell him a sentence isn't finished without 

the period. 

5. Ask the child to make sentence to be copied. Provide 

him with a sentence strip and help him arrange his word 

cards in the proper sequence. Have him work at a table 

with the word cards aligned in the proper order above 

the strip onto which they are to be copied. This is the 

time to reinforce left-to-right. As always, the child 

will show you his writing and use this time to talk about 

spacing between words, letter formation and capitalization. 

Do not make the child redo the sentence unless it is 

reversed. Children tire easily at this stage and their 

graphic skills are much weaker than their thought pro-

cesses. Gradually, gradually . • . encourage better 

work but never put the stress on the product. 

6. Require a sentence a day from the children in this stage. 

Occasionally end the day with everyone reading what he 

has written for the day (new words or sentences)—this 
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will encourage both the sentence writers and those not 

yet writing sentences. 

7. Mot everyone will want a new word every day and you will 

need to check word boxes only every week or so the time 

required now is much less but you need to stay on top of 

things to be sure that children do not get stuck in a 

rut and continuously repeat only the same sentences. 

8. Caution—the sentences that the children make will be 

very simple ones and very similar in nature this is as 

it should be. Work to create new interests and stimulate 

new thoughts (field trips, etc.) but don't be dis-

appointed if you don't get a lot of carryover into the 

key vocabulary because you are dealing with what is 

organic to the child not what is being introduced. 

NEVER MAKE WORD CARDS FOR THE CHILD UNDER ANY CIRCUMSTANCE. 

9. Continue with sentence writing daily. Expand the key 

vocabulary and the child's awareness of his importance 

and the importance of his own thougnts. 

CAUTIONS AND SUGGESTIONS REGARDING KEY VOCABULARY STAGE TWO: 

1. Never make a word card for a child under any circumstance 

unless he wants the word. When you introduce the verb 

make sure that the child understands that he will keep 

this word only if he choses to do so. 

2. Go slowly with sentence writing but don t allow chil 

dren to get stuck in a rut. Encourage them to share 
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their writing with their families, friends and the 

principal. 

3. Don't let your ego get in the way--don't try to fancy up 

the children's work or to make it more sophisticated. 

4. Do display some of every child's work--the best he has 

done so far. 

5. Encourage your children to listen to the writing the 

other children have done. 

6. Do set expectations for every child. 

Date Completed 

KEY VOCABULARY WORD CARDS 

STAGE THREE NOTES 

DIRECTIONS 

Date Started ! 

1. Additional Supplies Needed: individual 3 x 5 file boxes, 

alphabet guides—you have to put on the lower case letters, 

file box for facilitating words. 

2. As children make more complex sentences, they will want 

to use words that are not important to the essence of 

their thoughts—words that facilitate the key words. 

These are pronouns, adjectives, and adverbs which are 

too difficult and which the child should not be held 

responsible for knowing. As these are needed—and you 

will have to be responsible for deciding which words are 

facilitating words-—make the word in red instead of 
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black and have the child file this word in a box 

designated for this purpose only (The Red Word Box?). 

When a large number of this type of words has accumulated 

rather than make the word each time direct the child to 

the box to look for the needed word. (You will have to 

know the contents of the box.) Direct the child by 

writing the needed word on a scrap of paper and let him 

find it in the word box. This is an excellent visual 

discrimination exercise. 

3. When the child has acquired a number of words (about the 

same time as the class box becomes crowded) and is 

writing sentences, it is time to have the child establish 

his own word box. Arrange to have a file box, a set of 

guides with upper and lower case letters and a marker 

ready, call the child with his word cards and explain 

that he is ready to make his own personal word box. Show 

the child how to file his words behind the letter they 

begin with (a familiar process) and let him work. Check 

the box when he is finished and make any necessary 

corrections. Provide the child with a storage place and 

write his name on the 3id of his box. He now has his own 

personal dictionary. 

4. Read through the word card box on a regular schedule. Be 

patient and give the child time to think but throw away 

words which are not known (often, they will be remembered 

later and retrieved from the rubbish can by the child). 
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rpĵg reading of the word cards can replace the writing 

activity if you desire to do so. 

5. Raise your expectations to two sentences daily. Always 

check the work of the children and never dismiss this 

responsibility. Encourage the children to write related 

sentences and to improve the quality of their writing if 

this is possible. 

6. Allow the children to write as much as they want to do 

but reinforce gently the expectations you have for each 

child. 
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