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Abstract:

The problem of this study was to determine if there were differences in understanding of print
concepts, sight vocabulary knowledge and attitudes about reading between kindergarten children who
had been taught for one semester with predictable books of traditional-size and children who had been
taught for one semester with the same predictable books in a big book format. Aspects examined in
conjunction with print size were gender, frequency of school attendance and age range of kindergarten
students (younger and older kindergarten students).

Marie Clay's "Ready to Read Word Test" and "Concepts About Print Test" were used to gather
information for the cognitive areas of this study. An adaptation of Betty Heathington's "Primary
Attitude Scale" was used to gather information for the affective area of the study.

Two-way analysis of variance was used to test for interaction and differences between mean gain
scores identified by the testing instruments. Chi square was used to evaluate the results of the attitude
survey. A structured interview conducted with teachers involved in the study was used to determine
perceptions about using big books. This information was reported in a narrative format.

The conclusions of this study, based on statistical findings, support the hypothesis that kindergarten
students who were in classrooms where big books were used obtained significantly more growth in
concepts about print knowledge and sight word vocabulary knowledge than children who did not have
exposure to big books. Information gathered through teacher interviews supported the findings of other
researchers (Holdaway, 1982; Lynch, 1986; Peetoom, 1986), that children enjoyed having big books
read; but there was no statistically significant evidence gathered from this study which indicated that
student attitudes about reading differed between the two groups.
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ABSTRACT

The problem of this study was to determine if there
were differences in understanding of print concepts, sight
vocabulary knowledge and attitudes about reading between
kindergarten children who had been taught for one semester
with predictable books of traditional-size and children who
had been taught for one semester with the same predictable
books in a big book format. Aspects examined in conjunc-
tion with print size were gender, frequency of school
attendance and age range of kindergarten students (younger
and older kindergarten students).

Marie Clay's "Ready to Read Word Test" and "Concepts
About Print Test" were used to gather information for the
cognitive areas of this study. An adaptation of Betty
Heathington's "Primary Attitude Scale" was used to gather
information for the affective area of the study.

Two-way analysis of wvariance was used to test for
interaction and differences between mean gain scores iden-
tified by the testing instruments. Chi square was used to
evaluate the results of the attitude survey. A structured -
interview conducted with teachers involved in the study was
used to determine perceptions about using big books. ' This
information was reported in a narrative format. -

The conclusions of this study, based on statistical
findings, support the hypothesis that kindergarten students -
who were in classrooms where big books were used obtained
significantly more growth in concepts about print knowledge
and sight word vocabulary knowledge than children who did
not have exposure to big books. Information gathered
through teacher interviews supported the findings of other
researchers (Holdaway, 1982; Lynch, 1986; Peetoom, 1986),
that children enjoyed having big books read; but there was
no statistically significant evidence gathered from this
study which indicated that student attitudes about reading
differed between the two groups. .




CHAPTER 1
DEVELOPMENT OF THE PROBLEM

Introduction

"Reading is a complex act that must be learned"
(Burng et al., 1988, p. 11). But how can teachers of
youné children lead them toward meaningful acquisition of
reading ability? Reading must be more than the ability to
decode print; reading must make sense and have meaning for
the reader (Smith, 1986). When dealing with beginners who
are just learning to read, the teacher needs to assist
those readers, as they interact with print, to obtain both
meaning and pleasure from the print and the act of reading
(Alexander, 1988; Burns et al., 1988; Cullinan, 1987).
What reading method might a teacher use with young children
to help them become confident, enthusiastic, eager readers
who have positive attitudes toward reading?

Three primary reading programs currently in use aré:
(1) a basal reader approcach, (2) an individualized
approach, and (3) a language eXxXperience approach
(Alexander, 1988; Burns et al., 1988).

A basal reader approach is both a systematic and

sequential program for reading dinstruction. A Dbasal
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reading program.inclﬁdes, but is not limited to: (1) a
series of student feaders which have controlled-vocabulary;
(2) instruction in sight word vocabulafy and information
about the principles of phonics; (3) supplementary
materials such as workbooks,:duplicating masters, placement
tests, and mastery tests; and (4) expliéit directions for
teachers to use (Aléxander, 1987) .

An'individualized approach to teaching reading is
based on the belief that each child has within him/herself
a timetable for his/her own individual'development
(Alexandér,-1987). Instruction is based on individual
assessment of achievement, interests, and abilities of each
child in the classroom. The students have choices and they
are allowed tolmake decisions about learning objectives for
“themselves. When using individualized instruction,
students, with the help of the teacher, select materials
and pace themselves as they develop reading ability
(Alexander, 1987; Blackburn & Powell, 1976).

A language experience approach to teaching reading is
‘based on the language of the learner as a foundation for
reading instruction. The personél experiences of the
learner are used to develop reading materials, to help the
child see the relationship between written language and
oral lqnguage/ Which is already familiar. In a language
experience approach for bedinning reading, the importance

of communication is stressed through all of the language
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arts: speaking, listening, writing and reading. The
child's speech patterns are the basis for developing
" personal maferials to aid the reading learning pfocess.
The underlying balief with thié appraach to beginning
reading is that reading will have greater significance for
the learner if the materiais used for learning have
personal meaning (Hall, 1981). One of tha initial
advocates and guides for the language experience approach
to reading instruction, Sylvia Ashton-Warner (1963),
stressed the importance of using the child's own language
"whether it is good or bad stuff, violent or placid stuff,
coloured or dun" (p. 34).

Evolving from ‘language experience approaches is an
approach which has gained in popularity among teachers in
the 19§0s. This approach is known as the whole language
approach to reading. The whole language approach haslbeen
built upon the premise that languagé learningAis natural
and easily handled by young children until they begin
formal instruction_in'schooi. If speaking and listening
skills develop easily and naturally, then reading and
writing skills should be aspects of language that can be-
learned easily and naturally. By keeping language whole,
rather than breaking it into parts, language can be learned
more readily (Brountas, 1987). Learners need to see
language learning as meaningful and purposeful in their own

lives. Learners need to use -language in real activities
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- which have meaning for them, rather than learning isolated
skills through repeated exercises which may lack interest
for them. Learners‘should learn through a need to communi-
cate rather than through sequenced instructional materialé
which have little to do with a pupil's real life experi-
ences (Goodman, 1986). |

Each approach has had ample supporters -of gqod repute
advocating its use. These three approaches to teaching
reading (a basal reader approach, an individualized
approach, and a languagé experience approach) are currently
found in many schools in the United States.  However,
Aukerman (1984)'identified 165 different methods which have
beenn used for beginning reading instruction. Each method
-claimed‘to be a "sure—-fire" method for teaching beginning
reading; Yet no one method had been found to'teach
beginning reading'effectively to all childrén.

Spache and Spache (1977) reported'that a basal reader
approach to teacﬁing beginning reading is- used in 95
percent of the classrooms in the United States. Approxi-
mately 50 percent of all elementary classrooms use a basal
reader approach aé'their sole'reading program. Yet there
has been- no research to support the use of a basal reader
.approach as being superior‘to any other beginning reading
approach when used by itself (Spache & Spache, 19775.
First grade studies, conducted by the United States 0Office

of Education during 1964, resulted in no conclusive
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findings as to .whether one single method of teaching
beginning reading was superior to any other when.examined
by the researchers (Aukerman, 1984; Spache & Spaqhe, 1977).

Since no one approach to teaching beginning reading
has been found to be supefior for instructioh, fesearchers
began to explore.the environments of children who seemingly
learned to read spontaneously before formal instruction
commenced (Clay, .1972; Durkin, 1974). The results of these
studies indicated thaf children who had early reading
abilities came from literate environments, where reading
and writing activities were used often by others in the
child's family or immediate environment.. Reading aloud was.
a common activity often done with the child (Bennett,.
1986) .. Children from literate environments were encouraged
to participate in reading and writing activities, which
they selected for themselves: These c¢hildren were also
found in secure and supportive.énvironments, where
participation in literate ‘endeavors was met with positive
encouragement. Environmental factors, such as socio-
economnic level of the parents, educational 1level of the
parents, and the verbal interaction -among famiiy members,
affected a child's reading development. (Burns et al.,
1988). |

Researchers have found that studénts in classrooms
which have psychologically secure, safe, supportive

environments had a tendency to have less trouble learning
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than did children in non—éupportive environments (Holdaway,

1973; Goodman{'1986; Leeper, Witherspoon & Day, 1984;

Peetoom, 1986). Risk-taking has been identified as an
important aspect of learning because by attempting
something new, learniﬁg can take placé (Spiegel, 1978).

Students did not feel free to take risks and attempt
learning in an environment that was not‘supportive.

Environments which encouraged risk—taking,.ﬁith acknow-

ledgement for attempts at learning as'well as correct
answers, helped beginning readers develop into competent,.
successful readers (Martin, 1987).

Clark (1982) and Dixon (1984) reported that knowledge
about the conventions aﬁd mechanisms of print and the
knowledge we often take for granted about books, such as
front, back, beginning, end, punctuation, spacing, words
and letters, were important aspects of developing literacy.
Conventions and mechanisms about print wefe learned Dbest
from repeated exposure and involvement with printed text.
Understanding basic concepts about print was an aspect of
beginning reading overlooked by many teachers. Teachers
assumed that students knew theée concepts about print; yet
research has shown;that many beginning readers were unaware
of these basic concepts, even at the second grade level
"~ (Alexander, 1988).
| Bridge (1979) found that teachers who used predictable

reading materials for beginning instruction in reading and
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writing produced readers that possessed greater sight word
vocabularies. These children also used context clues
better and heid more positive feelings about reading than
did children who were taughp with a traditional basal
feading program. |

Based on personal‘classroom experiences and observa-
tions in numerous educational settings, Don Holdaway
(1979), aided by colleagues, developed a beginning reading
program which was built upon many of the techniques other
researchers had found to be beneficial for beginning
reading instruetion. His technique is known es the
shared—reading approach. It is also known as.the big book
approach to reading. The big book approach to beginning
reading incorporated the use of an enlarged format of
traditional-sized books, so that all children in a group
could readily view the print and pictures. The big book
approach to beginning‘reading also depended on the use of
predictable meterials which children enjoy.

During the 1950s, some'publishing companies used-big
‘books as a part of their basel reading programs (Peterson,
1987; Robinson et al., 1962). These big books consisted of
-large cards which accompanied the students' firet pref‘
primer. Eech big book had the cover, title page, text, and
pictures of the first stories enlarged so an-entire group
could see the material. The basal readers used during this

" time had stilted language and stories which had 1little




- interest for the children. Many of the stories were

¢

actually non—stories (Carbo; 1987). An example from a
student.text which had enlarged text to accompany it is
(Robinson et al., 1962, pp. 4-10):

Go, go, ‘go,
Go, Dick, go.

Help, help!
Look, Dick.
Dick! Dick!
Help Jane.

Go help Jane.

The texts in the 1950s were enlarged so that a group
of students could read together. Likewise, the big book
approach used in the 1970s and 1980s had enlarged print and
pictures so that groups of children could see thé print and
read tqgether. However, the language of the text was'not
stilted as it was in the past. Using prédictablé books,
where children can easily anticipate upcoming text, was.an
importaﬁt aspect of the big book approach in the 1970s and
1980s. This approach also used big books throughout the
beginning reading program, not limiting the enlarged print
to a few introductory lessons as was done in the 1950s. |

Teachers who used the big book approach in the 1970s
and 1980s encouraged children to join in with the reading

of the text. This instructional technique was based on

. traditional bedtime story experiences which occurred in

mény homes. By enlarging the book, children could view the
print and the pictures in the selected book, and have

experiences similar to that of the child who was read to at
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home in a one-to-one situation. Children in homes where
bedtime story experiences were common learned about
conventionshand mechanisms of print, an important prereqg-
uisite for reading, in a natural, meaningful manner (Butler
and Clay, 1983; Horton, 1978). It has been Holdaway's
(1979) contention that by replicating the bedtime story
setting in the clagsroom, by using big books, those
children who did nbt come from homes where & bedtime story
had béen a tradition would receive the benefits that the
children from such homes had received.

Holdaway (1979)‘did not.claim-to have the answers for
all of the problems teachers of beginning reading
encounter. He did claim to have an approach which would
put children in a more literate énviroﬁment than tradi-
tional beginning reading approaches. By using an enlarged
format and the shared reading approach, the teacher
established a safe, secure environment where children
gnjoyed learning. = Learning was conducted through immefsion
in a literate environment, where text which was of interest
to children was used, and where children had some choice in
"the text selection, rather than learning isolated skills
which appeared meaningless in themselves. Using . the
enlarged format allowed children to view the matefials from
which they were expected to learn.

The use of predictable text helpéd the children feel

confident since they were able to participate in the
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reading because of their knowledge of the familiar,
repetitious materials (Barrett, 1982; Bridge, 1979; Hall,
1981; Lynch, 1986). The use_of the enlarged format enabled .
.children to view the print énd learn about the conventions

of print such as spacing, left—to-right progression,

punctuation, and front-to—-back progression. Learning that
the print contained the messaée, not the pictures, was

another concept readily acquired from exposure to enlarged
texts. Learning sight words in a meaningful context was

another benefit when using an enlarged format where

children can actually see‘the words. The big book approach
for beginning reading instruction was one aspect of a whole

language curricuium at the primary level (Dixon, 1984).

The big book approach to beginnihg reading has uséd_
predictable materiéls which have been found to.be bene-
ficial to beginning readers (Bridge, 1979). Holdaway
(1979) and his colleagues believed that enlarging‘the print
of predictable materials for beginning readers helped the
students learn to read.. Since this belief waé.based on
observétional.data, a need for empirical study was evident.
The use of the big book approach in a beginning feading
program may help more children develop into readers than
bther traditional épproaches to téaching beginning reading
(Slaughter, {983). A big'book approach to beginnihg
reading"may'help children learn the basic concepts abéut

print which were often taken for granted by teachers
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(Alexander, 1988). A big book ‘approach to beginning
reading may help children acquire sight vocabulary

knowledge using meaningful text (Slaughter, 1983).:

Statement of the Problem

The problem of this study was to determine if there

' were differences in understahding'of print concepts, sight

vocabulary knowledge, and attitudes about reading between
kindergarten children who had been taught for one semester
with predictable books of traditional size and children who
had been taught for one semester With the same predictable

books in a big book format.

Need for the Study

The use of big books is becoming popular With teachers
in the United States (Holdaway, 1979; Slaughter, 1983;
Tierney et al., ;985; Zdaniak, 1984). While incorporating
the use of big books into the curriculum appears to be
beneficial to students, there is little research to
indicate whether or not the use of this approach is
actually advantagéous for beginning readers (Holdaway,
1979; Tierney et al., 1985).

The construction, coloring, and preparation of a big

" book requires a considerable amount of teacher time

(Slaughter,_1983). At pfesent there are very few big books

available for teachers to purchase. The big books that are
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available for purchase are expensive. Therefore, if there
is no clear advantage to using big books in a school
district's beginning reading program, then the cost and the
time commitment for teachers should be questioned.

Using predictable reading materials with students in-
beginning reading programs has been shown to be beneficial
for students (Bridge( 1979). If the predictability of the
materials'used in a big book is the only.factor that
facilitates learning, then predictabie materials of
traditional size can be used in the classroom for much less
cost and with less of a storage inconvenience. Also, time
commitment on the part of the teaéher would be greatly
reduced i1f they did not have_to develop big books to use
for thelr reading programs.

To this point there are only observational data to
support the use of the big book approach to beginning
reading.a An experimental study could add validity to the
use of tne big book approach to beginning reading instruc-
tion. Holdaway (1979), the primary advocate of the big
book ap%roach to beginning reading, suggested that research
needs to be done to examine the use of this approach.

Though there are‘many methods for teaching beginning
reading, nb single technique has proven effective for all
' students (Aukernan, 19845. By using identical predictable
materials, which have been found to be beneficial in

beginning reading instruction (Bridge et al., 1983; Lynch,




13

1986), in both the experimental and the control groups,

this researcher hoped to determine if the enlarged print is

advantageous in beginning reading instruction. If using

big books could signifigantiy increase the number of young

children .who meet with reading success, this infqrmatibn

would be of wvalue to the field of education.

(1)

(2)

(3)

(4)

Questions to Be Answered

wWill the:e-be a significant difference in concepts
about print knowledée and sight word recognition
between kindergarten étudents when taught with’
traditional—-sized books or when taught wifh big books?
Will there be a significant difference in attitude
about reading between kindergarten students when
taught with traditional-sized books or when taugﬁt
with big books?

Will there be a significant difference in concepts
about print knowlédge and sight word recognition
between kindergarten children taught with traditional-
sized books who frequently miss school and kinder-

garten’chiidren taught with big books who frequently

" miss school?

Will there be a significant difference in concepts
about print knowledge scores and sight word recogni-
tion scores between children taughﬁ by different

teachers?
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(5 Will there be a significant difference in concepts
about print knowledge and sight word recognifibn
between children who turn age six before Decenber
first of thé school year and chiidren who turn age six
after December first of the school year, who are
taught using different sized texts?

(6) What percepfions do teachers who use big books have

about using big books in theilr classrooms?

General Procedures

Duriﬁg May of 1987, the director of curriculum and
instruction for School District 5, Kalispell, Montana, was
contacted regarding cOnducting this research project in
- that district. After her approval to proceed, principals,
kindergarten teachers, and the.district superintendent were
contacted regarding the project. All those contacted
épproved of and agreed to participate in the research
project. |

In the fall of the 1987-1988 school year, prior to the
beginning of school, the kindergarten teachers were
individually instructed in classroom procedures_to be used
during the course of the research project.

During the firét week of school, a random sample of
kindergaften students were individually tested to determine
their knowlédgé about print concepts and their level of

sight word acquisition.
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For five months (one semester) of the 1987-1988 school
vear, predictable big books were blacea in half of the
kindergarten sections and predicfable tiaditionalfsized
books with the same céntent were placed in the other half
of 'the kindergarten sections. The researcher visited each
classroom each week during the research project to exchange
books used for the project.

Letters were seﬁt to_parents of the kindergarten
‘children informing them of the research project and the use
of big books in the kindergarten program (see Appendix A).

At ‘the conclusion of the research project, the
students from the original random sample who had remained
in the school system were individually poéttésted. Means
from the gain scores between the pretests and the posttests
were computed and‘analyzed to determine 1if there were
éignifiqant differences in knowledge acquisition about
print concepts and sight vocabulary between the experi-
méntal group and the control group. Information regarding
student éttitudes about reading was also gathered at the
conclusion of the research project. Narrative information
regarding teacher berceptions'about using big books in the

kindergarten program was also collected.
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Limitations of the Study

Intact kindergarten classrooms were used.

The area of the country where thé research took place
was not randomly seleéted.

The study was limited to oﬁly one school district;
therefore, bnly one reading series was used in

conjunction with the research dquestions.

Definition of Terms

For. the purpose of this research project, the follow-

ing definitions will be emplqyed:

(1)

(2)

Concepts abouf print knowledge: Knowlédge regarding
the understandiﬁg of basic concepts about print
necessary for beginning reading was determined by
administering Marie M. Clay's "Concepts About Print
Test." The print concepts tested by this instrument
included: beginning and ending of a.book, that print
contains messages, directionality, return sweep, word-
by-word matqhing, punctuation meanings, capital and
lowercase letter associations, and letter and word

differences.

"Sight word recognition: Sight word recognition

knowledge was determined by administering Marie M.

Clay's (1979) "Ready to Read Word Test." A sight word




(3)

(5)
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is a word which is recognized instantly withouf the
use. of word analysis skills (Alexander, 1988).

Attitude—-—children: Attitudes of children regarding

reading were determined by an instrument devised by

"the researcher based on the "Heathington Primary

Attitude Scale" (Heathington, 1976). Attitudes were
defined as the feelings children had about reading at
the library, outside, after school, in a quiet place,
at bedtime, on a trip, when it is warm, instead of
watching television or coloring, and when a teacher
read aloud.

Perception——addlt: Perceptions of the teachers

regarding the‘big books' effectiveness were determined
by a structured interview instrument devised by the
researchef. Teacher perceptions were defined as
attitudes-teachérs held about using big books in
relation to enjoyment, student attention to the story,
améunt of questions students asked, plans for future
use of big books, and other benefits éfudents may have

derived due to exposure to big books.

Predictable book: A predictable book is one which
enables a child to readily anticipate following text.
Predictable books for this research employed at least
one of the following schemes: (a) a rhyming scheme;
(b) a repeated refrain; (c) a cumulative pattern;

(d) a cultural framework scheme (days of the week,




(6)

(8)

(9)

(10)
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counting scheme, months of the year, Eolor words, an
alphabet séduence, etc.); or (e) picture clues. '
Big book: A big book ié a story or'poem which is
enlarged to a size of approximately 18 by 20 inches,
where the wbrds are printed so that they can be seen

easily at a distance of 15 feet.

Frequently miss school: Refers to a chiid_who missed
10 days of school or more during the semester of the

study.

Semester: The time period from September 1, 1987

until January 22,  1988.

Young kindergarten children: Refers to children in

kindergarten who turned age six on or after December

1, 1987.

01d kindergarten children: Refers to children in

kindergarten who turned age six before December 1,

1987.
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CHAPTER 2
. REVIEW OF LITERATURE

Introduction

This chapter will be divided into five main parts.
These five parts include: Early Readers, Whole Language
Curriculum, Favorite Books, Predictability in Begihning

Reading, and Shared-Book Experiences.

Early Readers

‘While most students enter school at various stages of
_readiness for reading, there are those who enter school
already reading. Over'the past two decades, particular
attention has been paid to these students. Researchers
havé tried to determine what, if anything, has caused these
- §tudents to have reading abilities unlike those of their
peers (Clay, 1972; Durkin, 1966; Durkin, 1974;‘Holdaway,
1979). These researchers have found common trends among
the children théy have studied.

Researchers - found that children who were able to read
before the formal instruction of school began came from
environments where they were surrounded by language-ﬁsage.

Reading was often observed by the children. Each éhild was
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provided with a variety of language arté opportunities of
his/her'own,choosing and met with positive reinforcement
for partiéipating in language eXxperiences. Language
experieﬁces included, but were not limited to, access to a-
wide variety of books, magazines, paper, pencils, and
crayons. Early readers were read to often by siblings or
parents. They were listened to when they had questions to
ask about reading and the questions were answered by a
caring respondent. These early readers were.- in a secure

and supportive environment where they felt free to attempt
" reading at their own level of development without harsh
puhishment or reprisals from 6thers when errors were made

during their attempts at literacy acquisition. An environ-

ment where risk—faking with language was accepted was:the

norm for studeﬁts who entered school as readers (Fishef,

1987).

Forester (1977) found that children from environments,
such as those described above, learned to read in what she
termed a "naturalh way. Natural reading had many parallels
with the natural way in which children léarned to speak.
Early readers were not taught rules fo follow in order to
read, but réthér learned from the modeling they'saw in the
world'qbout them. This envirOnment was one where reading
and language usaée were important but not stréssed to
unnatural proportions. Learning took placélwhere there was

-a positive attitude about learning to use all aspects of
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language in a natural manner. Specific attempts to teach
decoding skills for literacy acquisition were not stressed
(Durkin, 1966).

Durkin (1966) also found that the children she studied
were curious, were persistent, were self-reliant, had good
memories; and had the a&gbility to concentrate. Yet these
students were found to be heterogeneous as far as IQ,
‘mental ége, and home enVironment were concerned.

Manninq and Manning (1984)‘foﬁnd early readers from
low socioeconomic environments had language éxperience
backgrounds similar to the language experience backgrounds
of early readers from higher socioeconomic environments.

When looking ét early readers, the important variables
found by. researchers were that tﬁese children came from

- homes where parents or siblings readily answered questions

about reading, where there was exposure to reading'

materials, and where oral reading was’done often (Forester,

1977) .

Whole Language Curriculum

The whole language philosophy for literacy development
in school settings had practices similar to the practices
found in the homes of children who came to school as
readers. A whole language curriculum advocated the
philosophy that reading, writing, listening, and speaking

were part of the overall picture of language development
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and should have been done in a natural manner, not in
ébstract ways which'were unrelated to the eiperiences of
the childfen-who were supposed to be learning the language
(Goodman, 1986). -

Whole language teachers believed that learning to read
should be as natural to learn -as learning to speak is for
younger children. Researchers in whole language saw that
oral language was learned in a positive environment, where
meéning was conveyed through learning. They asked, then,
why students in schools were expected to learn other parts
of the language arts, reading and writing, by having the .
language broken into parts, and having the reason for
communication absent from the iearning experiences
(Goodman, 1986) .

Researchers with a whole language philosophy believed
that learning to read and write should be an integrated
curriculum, learned in a natural way, where obtaining
meaning  from leérning experiences was the purpose for the
learning (Goodman et al., 1987); .The environment where
formal learning took - place éhould then be similar'to the
environment where.early readers had learned to read
naturally.

In a whole language curriculum, teachers needed to
help students see language learning as meaningful. The
" whole langﬁage philosophy was‘based on the premise that

' learning is an exciting undertaking, where teachers and
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'leafners share thée responsibility for learning, where
children and instructors valﬁe and appreciété each other as
coworkers who are eager to léarn material that they view as
meaningful for them. There was the belief that each
individual learner would learn according‘tp‘his/his
individual developmental level if the opportunities were
made available (Fisher, 1987).

The whole language philosophy put the language, the
culture, the community, the learner,‘énd‘the teacher
together to make language learning easier, more interest-
ing, more stimulating, and'mpre meaningful for the learners
(Goodmaﬁ, 1986) . Language learning was considered an
important aspect of learning for students because all
humans needed to be able to communicate. But too often
that learning becamé senseless, abstract, and végue»once a
child entered the formal school setting. By using meaning-
ful cbmmunication activities with the students, by offering
children daily oppbrtﬁnities to read and write, and by
modeling in.a positive manner the value of communication, a
teacher in é whole language environment encouraged language
development in the étudents being taught (Brountas, ;987).

Whole language programs emphasized the need to
'establiéh environments where children felt free to take-
risks in order to learn (Goodman, 1986). The environment
where children were learning needed to be a warm and

inviting place. - Children should have opportunities to
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talk, listen,'read, aﬂd write aboﬁt.meaningful, purposeful
activities (Walton, 1985). Only in such an environment
would children see a reason -for taking a risk which leads:
to learning new information.

A whole language philosophy was based on the premise
that language could and should be easy, a natural part of
~language development. Barrett (1982) suggested that
teachers should help students discover the enjoyment of -
books. Children who enjoyed good books would want to learn
more about print and would grow in their ability to read.
Goodman (1986, p. 8) listed'what he believed helped to make
language learning easy.

It's real and natural.

It's whole.

It's sensible.

It's interesting.

It's relevant.

It belongs to the learner.

It's part of a real event.

It has social utility.

It has purpose for the learner.
The learner chooses to use it.
It's accessible to the learner.
The learner has power to use it.

Language learning has been made difficult in many
educational settings. According to Cochrane et al. (1984),
schools have made reading difficult by stressing the skills
approach which was more concerned with mistakes that
children made than with the reading process itself.

According to Goodman (l986; p. 8), the following is what

has been done to make language difficult to learn:
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It's artificial.
It's broken into bits and pieces.
It's nonsense.

.It's dull and uninteresting.
It's irrelevant to the learner.
It belongs to somebody else.
It's out of context..

It has no social value.

It has no discernible purpose.
It's imposed by someone else,
It's inaccessible.

The learner is powerless.

A whole language approach to language arts instruction
was dependent on the teacher for implementation. A whole
language approach to instruction did not have specified
materials and qurriculum guidelines wifh a scope and
sequence :ﬂxr an instructor to follow. A whole language
approach to language arts instruction was considered a
philosophy, not a packaged program. When a teacher made a
decision to use a whole language approach, he/she accepted
the responsibility for teaching each student at his or her
individual developmental level using meaningful, interest-
ing, relevant, real activities where the learning
environment was student-centered rather than teacher-
centered (Goodman, 1986).

A whole language approach to reading instruction was
based on the Dbelief that the Dbasic responsibility of a
school was to educate students in the use of language and
to be able to think and use the knowledge which they

acquire (Goodman et al., 1987). When teachers followed

these‘beliefs, they based instruction on materials which
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were of interest to students and where students had input
as to the selection of the materials to be used for
instructional purposes. In early grades, the use of
selected favorite books of the students was one consid-
eration of the teacher when selecting materials for

instructional purposes.

Favorite Books

Children who have been read to regularly have
developed strong ties to selected books (Holdaway, 1979;
Trelease, 1982). These books have become favorite

selections which have been asked for during reading

. sessions repeatedly. Bettelheim and Zelan (1981) believed

that these selected books met soﬁe concern of thé child and
helped the child deal with a problem. When a certain
problem was resolved, the child would bhange his/her
favorite book selection. When parents reread favbrite
books to children, they helped the child 'deal with a
problem. Children who had no apparent problem also
developed strong'desires for hearing certain'books-read
(Trelease, 1982). .

In.an interview by Park‘(1982), Holdawa& described
stages through'which a book passed as it became a child's
favorite. First, a book was read for enjoyment. This
procedure was ofteﬁ done as a bédtime story with a voung

child. There were no demands placed on the child. The
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time waé spent in a pleasant way, as a relaxing end to a
day.' At times .the child did ask questions about the text
and these questions were answered and discuésed.

During the second stage, the thiid asked for the book
'to be reread. The'book was asked for again and again,
until the child could‘repeat.many of the words, phrases, or
sentences in the étory.

The third stage was when the child spent time alone
with the book, readihg to him/herself. While some people
believe that the child was simply memorizing the story, not
actually reading it, the fact remained that the child did
épend independent time with the book on his/her own
volition.

Holdaway (1979) believed that a classroom reading
program could be.built based on children's enjoyment of
selected favorite books. A reading prograﬁ using favorite
books of children ﬁould be more meaningful for the children
involved with the learning. More meaningful text, rather
than the stale, simplistic materials found in basal
readers, would help children develop into better readers
(Bettelheim and Zelan, 1981; Weaver, 1980) .

In 1967, teachers in New Zealand initiated a beginning
readihg program based on using favorite books of the
children (Holdaway, 1979). When basing a réading program
on févorite.bboks of children, the teachers did not

abdicate all areas of control over text selection. While
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they .did not control vocabulary in the way basal texts do,
they’jiid control materiai difficulty by choosing approp-
riate‘text’format for.the group of children under their
tutelage (Park, 1982).

Smith (1978) believed that the only way children could
learn to read waé by reading. TeachersAwho followed the
beliefs of Smith, and other psycholinguistic researchers,
had difficulty starting'young‘children on the path toward
reading because these children had none of the basic
reading abilities usually associated with reading (Kavale
and Schreiner, 1978). ‘

Teachers had to build on what children did know about
language. Chilaren entering school did have knowledge
about the structure of ianguage, syntax, and the meaning 6f
‘language, semantics. Because of their experiences with
oral language for four or five years, children knew a great
deal about the Englisn language (Weaver, 1980). '

Another_impoftant aspect in teaching beginning reading
was found to be using materials which had meaning and were
interesting to the readers. This cquld be done by using

predictable text (Goodman, 1976).

APredictability in Beginning Reading

Predictability has been found to be an important
aspect of text to consider when selecting materials for

beginning readers (Lynch, 1986). Predictable texts helped
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students remember what was written, thus helped them feel
like readers as they were able to follow the story when the
teacher read-aioud.A Using bredictable books helped
children learn because they knew that they could learn.
Using predictable books helped'children become risk-takers
when dealing wifh text, an important aspect for successful
reéding development (Bridge, 1979).

Predictable text could be materials which children
dictated. When children-used their_own dictated stories,
they had such personal involvement that they were able to
predict the material when‘they read it back to another
person (Ashton-Warner/ 1963). Allen (1976)’believed that
readérs need to know four things to be abie.to read:
(1) the sound of the material, (2) its meaning,'(3)\its
syntax, and (4) what .it looks like in print. »Stbries
written by children themselves had'all.of these components -
which made those stories easy for the writer to read.

Reading materials éould also be predictable because of
their patterned or structured format (Bridge et al., 1983).
Predictable materials include text with repetitive
structures, texf based on cultural or linguistic structures
such as days of the week, months of the year and numerals,
text with cumulative structuyre, or text with a rhyming
scheme. Because of its predictable structure, students
were able to Jjoin in with the reading of the material’

(Bridge, 1979). Bridge et al. (1983) conducted studies
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which have shown that the use of predictable matefials with
beginning readefs helped the children acquire sight
vocabulary, use context clues with unfamiliar words, and
created more positive feelings about reading than with the
use of preprimers.

By using predictable text, children cbuld read better
because they were able to utilize their knowledge of
semantic, syntactic and graphophonic cues, while reading
meaningful text which also was enjoyable (Bridge, 1979;
Pickert, 1978).. Reading fluency was also more naturally
developéd by using predictable materials (Park, 1982). ‘

The use of predictable métérials with beginning
readers has been of value both to teachers who work with
young children and researchers as they search for instruc—'
tional means which benefit more children (Bridge, 1979;
Bridge et al., 1983; Holdaway, 1979; Park, 1982; Pickert,

1978; Slaughter, 1983).

Shared-Book Experiences

At least 165 different methods can be identified for
teaching beginniﬁg reading (Aukerman, 1984) . All methods
have claimed to be "sure—-fire" .approaches, with the ability
to feach all children (Slaughter, 1983). Don Holdaway
(1979) has devised another approach for teaching beginning
reading. His program was based on using children's

favorite books where there was a one-to—-one relationship
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during the reading procdess and predictable matérials were
ﬁsed for most of tﬁe text selections (Slaughter, 1983).

Holdawaf (1979) called his program a shared—bobk
.experience.' A shared-book approach was when teachers did
just that —-- shared rgading'éxperiehces with their classes.
Teachers shared the enjoyment of discovering good books
with students. They shared an'awareness of how print
functions and the satisfaction of becoming an effective
language user. There have been numerous writings regarding
how teachers can promote a shared-book atmosphere in their
- classrooms (Barrett, 1982). One way to approach a shared-
book program when teaching beginning readers was through
the use of big books. .

A big book was a story that was enlarged to the point
where a group of children were able to see the words and
the'illustfations on the page clearly. Any story which
children enjoy cou;d be expanded into a big book format,
but Holdaway advocated the use of predictablée books for the
best results (Park, 1982). |

By beihg able to see the words on the page, fhe
children in the group were able tolfollow along with the
teacher during the reading of the story.. This. procedufe
"was intended to be similar to the exXperiences of young
children from hbmes with books. By using the big book,
children could anticipate ﬁords and eventually read élong

with the leader. Other skills were learned with the big
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book lessons that many preschool children learned during
bedtime story sessions at home (Holdaway, i979). Big book
lessons hélped students learn concepts about pfint such as
left-to-right progression, top—to—bottom'éf the page
sequenciné, spacing, punctuation, and the difference
: between letters and words. Beginning readers learned to
éssociate a written word with a spoken word. They learned
qthat it was the words that were read, not the pictures.
The student léarned to predict parts of the story, a
procedure that all capable readers unconsciously use during
reading (Weaver, 1980). The students learned to make self-
corrections during their reading, thus reading with
meaning. Stuaents learned sight vocabulary and letter-—
sound associations to assist them in the reading task.
Because the print could be seen by all of the children in
the group, it was believed that'more learning took place -
(Holdaway, 1979).

Holdawéy's program was developed in the late 1960g in
New Zealand with children during their first three vears of
schooling (Pérk; 1982). Holdaway (1979) reported pbsitive
results from the use of shared-book exXperiences. He
c¢laimed thét none -of the methods used in the instruction
with big books were new to teaéhing. He felt that he had
simply taken the "oldest form of natural teaching, that of

the bedtime story situation, and adapted it for use in the
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classroom with a group of students rather than an individ-
ual child; | |

Indeed, as Holdaway (1979) pointed out, many of the

methods used in- his shared-book experience are not new to
the field of teaching beginning readingf Enlarged charts
-have been part of the beginning reading program fof many
vears (Dolch, 1950). In the 1940s and 1950s enlarged
charts, known as experience charts, were in many reading
programs. Experiences df the students were recorded in the
students' words on chart paper. During this time period,
teachers were encouraged to correct any grammatical errors
that a student might have made during the retelling of an
experience._ During this time period, the experience charts
were not considered to be a part of the actual reading
program (Dolch, 1950). The experience charts were Qalued
because they emphasized experiences that children had which
helped ;hem_deVelop capabilities, and because the charté
'helped develop social cépacities.

In addition to the experience charts, companies such
as Houghtoh—Miffliﬁ and Scott, Foresman and Company, have
had big. books to accompany their earliest basal readers
since the 1940s (Ellison, 1987; Murnin, 1987). These big
books were sets of large cards which had a reproduction of
the cover, the title page, and the first few stories in the

" series. They were considered an effective way to gain
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attention from students because all eyes could concentrate
at the same time on a printed page (Robinson et al.,‘1962).

The stories in basal readers in the 1940s and 1950s
used stilted language which actually had little interest
for children (Carbo, 1987). In comparison, the shared-book
experiences of Holdaway used literature which was often
selected by'the children in the classroom, and:which has
been rgcoghized as literature well~liked; enjoyed, and
apﬁreciated by the children who are involved with the
reading. The language in the books selected for a shared-
readiné experience was not stilted, but did use the
criteria of predictabilityf whicﬁimade it interesting and
easy to understand by beginning readers.

The shared-reading program by Holdaway (1979) was
designed to use big books with readers as long as the
interest was present in the learners, rather than limiting
the experience for the first few stories in the beginning
readiné program. The use of big books is considered to be
a definite part of the beginning reading program, compared
to the programs in the 1940s and 1950s, which held the
enlarged charts to be simply an attention-getting device
(Dolch, i950).

.In recent years, shared-book experiences have gained
popularity in the United States (Slaughter, 1983). Butler
(1984) outlined some suggested stages for using shared—book

exXperiences. Phase one consisted of having the teacher
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read a story to the whole class using the enlarged copy oOf
‘the story. The téacher pointed to each word as it was
vocalized so the children could see exactly what was being
read. After the story, there was time for questions and
discussion of the story. The teacher then went back and
repeated any reffain,or chéﬁtlthat had been in the story,
encouraging the children to repeat these with him/her. From
the reading and discuésion, the children were able to
obtain meaning from the selection which had been read.

Combs (1987) ahd Perez (1986) stressed the importance
of modeling. by teachers as they instruct students.
Modeling helped children realize the value and enjoyment
that came from books. Depending on what . the teacher has
'modeled; children have learned about the enthusiasm fbr
books the teacher held, or they have learned that reading
is not actually as important!as the teacher wverbalized.
The ﬁodel the teacher displaved for enjoyment with thé text
was a vital component to the overall process when using big
books in the shared-reading experiences. The enthusiasm
‘displayed by the teécher while reading-from.the big book is
infectious (Lynch, 1986). |

The second phasevwas-carried out the following day.
The teacher - reread the story. After several stories were
introduced, the ;hildfen were able to select the story to
be read for the day. The children joined in, reading any

parts of the story that they knew. After the story, some
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type of activity related to the story was carried 6ut.'
These activities.ranged from:closeﬁactivities to acting out
parts of the story or creating some aspect of the story
with clay, paint, or annther.medium.

The final phase of the shared-book experience was
having the childfen reread the story on their own. They
could use the large text and read as a group or read from
the individual, traditional—sized texts available with the
same text material as the enlanged text.

These_phases'of the shared-book experiences were to
copy the phases the individual children experienced when
" they were read to at home in a one-to-one sitnation.

Since their introduction, shared-book experiences have
been expanded (Sléughter, 1983). Children have been
endouraged to make their own big books, which have been
very predictable because of each child's ownership of the
text. Suggestions for eXpanding the use of favorite books
intn older grades and using the big book technique with
remedial readers have been offered (Zdaniak, 1984).

An important'aspéct in using ﬁhe shared-boock experi-
ence was the environment in which it was used. Shared-book
eXperiences were to be done in a cooperativé, noncompeti-—
tivé atmosphere, where children were not over-corrected for
‘attémpts at reading (Dixon, "1984; Holdaway, 1979; Tierney

et al.,. 1985). Beginning reading taught in this type of
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atmosphere, using other techniques, has also been found to
have positive resuits-(Veatch et al., 1979).
Slaughter (1983) questioned whether the use of big
books was.aétually a new approach for teaching beginning
reading or simply a £fad. Hoidaway (1979) and Tierney et

al. (1985) have indicated that the use of big boocks will

not answer all of the problems for beginning reading

programs. But, experiences with this approach have mét
many needs for individual children because it is a flexible
program, which takes children's personal experiences into
account, and makes reading meaningful for the children
involved. ' ’

Newman (1985) reviewed what researchers who deal with

emergent literacy have uncovered during the past decade.

Children th have dealt with language in written and spoken
forms expected it to be meaningful. Children have used
what they knew abéut'their world to assist them in making
sense out of the print they have encountered. Children
have been willing to take risks to léain more about
language when thé environmehf where they have learned has
been one where they were not censored for their apparent
lack of knoWledge. Children have used knowledge ébout one
form of language -- reading, writing, speaking, or
listening -- to assist them in learning new information

about one of the other forms of language.




38

" When tﬁese strategies have been allowed to operate in
-a classroom, children have felt eomfortable exploring
language, thus learnin§ (Newmah, 1986). Teachers who have
accepted students as curious people who want to learn, and
" have acknowledged that each student is a unique individual,
who has a wealth of experiences to draw from .to help him/_
her learn new informatiop, have had success helping
" students learn in an environment which encouraged students

te take chances to'learn (Goodman, 1986) .

Newman (1986) stressed the importance of the environ-
ment where childfen learn. . Children learned the best in an
atmosphere where they were immersed in active, purposeful
language activities. When big books have been used With

_beginning readers, the environments have been the types
that are supportive of children who were activelf involved
with purposeful,.meaningful language activities (Holdawa&,

1979).
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CHAPTER 3
PROCEDURES

Introduction

The problem of this study was to determine if there
were differences in understanding of pfint concepts, sight
vocabuléry knowlgdge, and attitudes about reading between
kindergarten children who had beeh taught for one semestef
with predictable books of traditional size and children who
had been taught for one semester with the same predictable
books in a big book format. The gender of the students and
the regularity of school attendance were considered when
the information gathered was analyzedﬂ

This chépter includes a description of the populatién
and sampling procedure, design of the study, procedures,
demographic description of Kalispell, Montana, location of
the research pfoject, statistical hypotheses, method
emploved to analvze thé data, precautions taken fdr

accuracy, and the statistical treatment utilized.

‘Population Description

The population for this study was the kindergarten

students .in School District 5 located 1in Kalispell,
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Montana. There were five pﬁblic elementary schools in
Kalispell with 12 sections of kindergarten during the time
of this study. There‘were a total of 245 students
registered to attend kindergarten/during the 1987-1988

school year in Kalispell with six full-time teachers, each

teaching one morning and one afternoon class. A frequency

distribution of the 1987 kindergarten classes by sex and

number of students in each section is shown in Table 1.

Table 1. Fredquency distribution of the 1987 Kalispell,
Montana kindergarten classes.

Section ‘ Class Size . Males Females
1 24 13 11
2 22 _ 11 11
3 19 - | 5 14
4 20 S & 9
5 19 6 13
6 17 7 10
7 17
8 20 12
9 24 11 ' 13

10 23 15 '
11 21 13
12 19 _ 10

Table 2 depicts the .locations for each kindergarten
section and identifies each as a morning or an afternoon

section.
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Table 2. Identification of kindergarten sections in

Kalispell, Montana schools.

Section School Class Time

1 Russell AM
2 Russell PM
3 Elrod : PM
4 Elrod AM
5 Elrod PM
6 Edgerton , AM
7 Edgerton AM
8 Edgerton PM
9 . Hedges AM
10 Hedges PM
11 . Peterson AM
12 '~ Peterson PM

Design of the Study

This study was a quasi-experimental study with six
control'groups and six treétment groups. Table 3 defines
the groups of kindergarten children.. Each teacher
instructed one treatment'group using big books and one
control group using the same text in a traditional—sized
format. The treatment groups were assigned randomly.

According to the director of curriculum and
instruction for Schooi District 5, children who enﬁered'
kindergarten classés in Kalispell, Montana were assigned to

sections in the school nearest their home. Students who
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left the district during the course of the research project

were not included in the final analysis of the study.

Table 3. Control groups and treatment groups.

Section AM PM . Treatment ~ Control

1. X X

2 ' X X
3 X X

4 X X
5 X X
6 X X

7 X X
8 | X X

9 X X
10 X X
11 X X

12 X X

Prbcedures

On May 4, 1987, the director of curriculum.for s;hool
'Districf 5, Kalispell, Montana was contacted regarding .
doing the research for this projeét in that district. The
proposal for the research was presented to the building

administrators during a principals' meeting on May 11,

1987. Permission to proceed with the research was secured

1 from the school superintendent on the same day.
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Kindergarﬁen teachers had the project explained to
them in detail at a teéchers“ meeting on-May 19, 1987. The
kindergarten teachers were asked to participate in this
research project 6n a voluntary basis. All of them agreed
to participate.

Big books and accompanying traditional-sized books
with predictable content were ordered from publishers (see
Appendix C) who produced big books. Big books produced by
. the researcher, with traditional-sized books to accompany
them, were also used. |

Kindergarten teachers met ﬁith the researcher pridr to
the beginning of the research project to learn how to
consistently use the big books in their classrooms.
Individual meetings were held with each teacher in her
classroomlséfting during the week prior to the opening of
school for the 1987-1988 school year.

There were 12 sections of kindergarten in Kalispell,
Montana at the beginning of the 1987-1988 school year. All
of the teaéhers participated in the research project; there
were six teéchers and - 245 children involved in the étudy.
Six of the kirndergarten sections had big books with
predictable text read'to them, while the other six sections
had the same texts read, but from traditional-sized books.
Each teachér in the sfudy.had one kindergarten session
where she read big books and another session where she read

traditional-sized books with the same content.
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The decision as to which teachers used the big books
in the morning or afternoon and which used the traditional—
sized books was randomly determined before the beginning of
the research project.

A letter was sent to'parents of the kindergarten
children informing them of the research project and the use
of big books in the kindergarten progfam (see Appendix A).
There weré‘no responses, quesfions, or criticisms from any
parent.

During the first week of the research project, a
random sampling. of the kindergarten children were indi-
vidually testea by the researcher and a trained assistant
using Marie M. Clay's "Concépts About Print Test" and
"Ready 'to Read Word Test" (see Appendix D). These
instruments'identified the children's awareness of printed
language concepts and indicated the extent to which a chiid
had accumulated a basic reading vocabulary of frequently
used words.

In preparation for the testing, the researqher and an
assistant reviewed the tests and discussed anf questions
either.had about the test instruments. Then each tester
administered the instruments.twice. Problems encountered
were discussed'following,theée practice sessions. Each
tester fheﬁ administered the test while the other kept
score. The results of these:testing_sessions were compared

to establish inter-rater reliability.
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The "Concepts Abouf Print Test" and the "Ready to Réad
Word Test" were then indiVidually administered 'to 112
randomly selected kindergarten students, of which 161 were
posttested and therefore forﬁ the basis of this assessment;
The pretest results were compared using one-way analysis of
variance. There were no statistically'signifiqant
differences between the scores of the two groups on either
" of the test instruments. Thus it can be inferred that the
experimental and control groupé began the study at the same
levels with regard to concepts about print and sight word
_vocabulary. " These data are reported in Tables 4, 5, 6 and
7.
Table 4, One-way ANOVA table for pretest scores between

experimental group and control group based on
"Concepts About Print Test."

Source of 'Sum of Mean F- jo i

Variation Squares DF Square Ratio Value
Between groups 11.5001 1 11.5001 .9666 .3279
wWithin groups 117.8600 99 11.8976
Total : 1189.3663 100

Table 5. Means for pretest scores between experimental
group and control group based on "Concepts About
Print Test" (N indicated in parentheses).

'.Experimental Control
Group ‘ Group

Mean Scores ' 6.58 (51) 7.25 (50)
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Table 6. One-way ANOVA table for pretest scores between

experimental group and control group based on
"Ready to Read Word Test."

Source of Sum of Mean F- ' D—
Variation Squares DF Square . Ratio Value
Between groups .0294 1 .0294 .0123 .9119
wWithin groups 236.2082 99 2.3859
Total 236.2376 100

Table 7. Means for pretest scores between ekperimental
group and control group based on "Ready to Read
Word Test" (N indicated in parentheses).

Experimental ~ Control
Group Group

Mean Scores .260 (51) .294 (50)

The expeiimental group ﬁsed big books three days a
week for five months of the school year. Teachers began
using big books following the administration of "Concepts
About frint Test" and "Ready to Read Word Test" on
Septémbér 14, 1987. They cqntinued using big books for
five consecutive months. Teaéhers_in the experimental
-groups read threé big books each week during the experi-—
mental time period. A card was attached to each big book
and the teacher recorded the amount of time spent reading

each big book to the class (see Appendix F).
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An easel which.was appropriate for holding the big
_ book was brovided for each teacher. The teacher pointed to
the words in the big book as she read to the students. The
‘big books were displayed in the classroom so the students
could 'use them durihg any free time they had during the
day. Traditional-sized tekts of the same story were also
available in the library sectién of the classroom. The big
bobks read each week were selected by the researcher and
were distributed to the teachers on Thursday afternoons or
Friday mornings. - The researcher rotated the big books so
that by the conclusion of the experimental time period,
every class had exposure to the same big books (see
Appendix G) .

The control groups had thé same three stories read td
them each week as the experimental groups, but from a
traditional-sized text. Questions were not initiated by
the teacher; hbwever, any questions these children asked
regarding the story or’the print were answered. Since the
amount of time spent with tegt was not the issue addressed
by the research project, teachers were encouraged by the
researcher to spend the same amount of time reading the
traditional-sized books as they had spent reading the big
books. A card was attached to each traditional-sized book
and the teacher recorded the amount of time spent reading

" each traditional-sized book to-the class (see Appendix F).
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The research was continued for the first semester of
the 1987-1988 school year. 'The researcher wvisited eaéh
.school each week to exchange big booké and traditional;
sized books for the teachers. Any questions or problems

were discussed at that time. Comments made by teachers

regarding their observations of the children's reactions to. 

the big books during the week were shared with and recorded
by the researcher at that time.

Children who enteréd the school after the third week
of the semester were not included in the study. Also,
students who left the school prior to the end of . the
semester were not included in the study. One child who had
been hospitalized at the time of posttesting was eliminated
from the study. |

At the conclusion of the first semester for the 1987-
1988 schooi vear, the research project was completed.
There were 101 children from the group of 112 children in
the original ran@om sample who were individually posttested
at the conclusion of the project. Parallel test forms of
the ofiginal test instruments, Marie M. Clay's "Conqepts
" About Print Test" and "Ready to Read Word Test," were’
readministered to the test subjects.

An ingtrument based on Betty Heathington's (1976)
"Primary Attitudé Scale" (see Appendix E) was developed by
the.researcher. The instrument was used to determine the

attitudes about reading the kindergarten students had at
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the conclusién of the research project and to determine if
attitudes éiffered.between S£ﬁdents taught with big books
and students taught with traditional—sized books. The
attitude scale Was individualiy administered to the tesﬁ
subjects at the same time as the other two test instru-
ments.

During the two weeks following the posttest adminis-
tration, each kindergarten teacher was individually
interviewed by the researcher using a structured interview'
developed by the researcher.

Validation and Reliability of‘
the Test Instrument

The Early Detection of Reading Difficulties: A

Diagnostic Survey, developed by Marie Clay in 1972, is. a

series of tesfs which includes a variety of methods to
identify early reading behavior and deteqt'reading
difficulties (Clay, 1979). »Two sections of the test were
used fbr establishing conceﬁts about print and sight
vocabulary scores for each participant tested.

The "Concepts About Print" section tested the child's
khowledge of printed language éonventions. "Concepts About
Print".waslreported_as being a sensitive indicator bf one
. group of behaviors which suppo;t reading acquisition (Clay,

1979) .
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This section of the test was normed on 320 urban
children aged 5.0 to 7.0 in New Zealand in 1968. Concur-
rent validity was reported at 0.79 when correlated with the
Burt Word Reading Test. . Reliability was reported at .095
when the Kuder-Richardson Test was applied (Clay, 1979).
Test-retest reliability was reported at 0.73-0.89 by Day
. and Perkins'(cited in Clay, 1979). Day and Perkins (Clay,
1979) dlso reported the corrected split-half coefficiénts
as being between.0.84—0.88.

The "Ready to Read Word Test" section tests a child's
sight wérd vocabulary.. The word 1lists compiled for this
test were high frequency words in reading materials. The
score obtained indicated the extent to which a child had
acquired basic sight Vocabulary;

This section of the test was also normed by Marie Clay
on 320 urban children aged 5.0 to 7.0 in .New Zealand.
Reliability was reported at 0.90 with the Kuder—Richardson
" Test. Validity was reported as 0.90 when correlated with
the Burt Word Reading Test and 0.90 when correlated with
the Schonell R1 Word Test (Clay, 1979).

A reyised vérsion of the Héathington "Primary Attitude
Scale" was used to determine attitudes about reading that
the‘kindergartén studenté held at the conclusion of'the
research project. ‘The Heathington "Primary Attitude Scale"
éonsisted.<3f gquestions regarding student attifudes about

reading. Some of the questions on the scale referred to




51

reading groups in the classroom. Reading groups were not a
part of the kindergarten program in Kalispell, Montana;
therefofe, those questions which referred‘to reading groups
were omitted. The ansﬁer sheet on the Heathington
instrument used a Likert scale. This sheet was adapted by
the researcher for the kindergarten children so there were
two choices rather than five (Appendix E).

The revised scale was tested for reliability by
administering it in two kindergarten classes, one mofning
.sectioﬁ and one afternoon section, in a town adjaceqt to
the research site... The classrooms in which the revised
scale was tested were in a school in a socioeconomic area
similar to the research site. The students in the school
were randomly assigned to kindergarten sections according
to fhe school principal. The test was administered on
February 16, 1988, and readministered two weeks later on
February 29, 1988, at the same times of the day. Thirty-—-
" two students were involved in the reliaﬁility-check. A
reliability correlation coefficient for the test-retest
-score was established at .81 (Ferguson, 1981). Minimum
acceptance for the reliability coefficient had been set at
an r of .70.

A structured interview survey was devised by the
researcher to collect data from teachers regarding their
perceptions' about using big books in the classroom (see

Appendix H). The researcher cohsulted with Dr. Carol
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Santa, the curriculum director of School District 5 in
Kalispell, Montana, who was a member of the Board of
Directors for the International Readiﬁg Association,

" concerning the types of information which would be bene-

ficial to obtain_regarding the use of big books in the'

kindergarten program. With this information, plus
knowledge about how chi;dren learn to read based on
psycholinguistic theory, the researcher devised a struc-
tured intgrview‘survey aimed at obtaining divergent
responses from teachers involved in the research study (see
Appendix H). |

This strucﬁured interview was reviewed with three
teachers who were not involved with. the research project,
but who had used big books in their classrooms. These
three teaéhérs were questioned regarding the clarity of the
instrument and the responses which they gave were analyzed
by the researcher fo determine how well the information in
gquestion was being communicated. As a result, minor
adjustments to the survey were made prior to using the
instrument with the.teachérs in&olved in the research
project.

The information about the use of big books which was
collected from teachers during the research project is
reported in narrative format (see Appendix H).. Information
about the use of big books collected from teachers at the

conclusion of the study is reported in narrative ﬁormat in
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Chapter 4. The regularity:of student attendance and
student age wére determined by examination of the school
records and are feported in Apbendix B.

Demographic Description of
Kalispell, Montana

A demographic.description of Kalispell, Montana, the
location of the research project, Will aid those in other
areas of the country who might be interested in considering
the use of big books in their kindergarten prograﬁs.

All of the kindergarten sections in Kalispell,
Montana, School District 5, were a part of this research
project.’ There.were_a total of 12 kindergarteﬁ sections,
in five different elementary schools, located at various
points inside the city limits of Kalispeil. During the
1987-1988 school year there was one high school with grédes
10, 11, and 12. There was one‘junidr high school which
contained grades 7, 8, and 9. There was one middle school
serving only the sixth grade. These schools, plus five
additional private eiementary schools, served the ciﬁy of
Kalispell during the time of this study. There was also
one community college located in the city of Kalispell.

The following is based on 1980 census information:from
the State Capitol in Helena,-Montana. Kalispell is thé
county éeat of Flathead County, located in northwestern

~Montana, with a population of 10,648 in 1980 and an
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estimated population of 12,247 in 1987. The total
population for the county was 61,001 in 1987. The
population of Kélispell is predominately white with
approximately one percent of the population being American
Indian, Eskimo, Asian, Hawaiian, Vietnamese, or of Spanish
descent.

There were seveh banks in Kalispell with approximately
$381,604,206 in depésits. The mean income for households
in Kalispell, Montana in 1979 was §17,342.

‘The princibal iﬁdustries in the county were lumber
mills; an élﬁminum plant; fruit packing plants; semi tool
industry which produces industrial machinery parts; and
farming of grainf mint, catflé, dairy cattle, and seed
potatoes. In 1980, 3159 people who lived in the city had
completed high school, 1783 had attended college, and 1295
had cémpleted four or more vears of college. Retail tradé
occupations employed the largest amount of people, aé
identified by employment group, in Kalispell, Montana.

There were three covered'shopping malls in the area
and five blocks.pf downtowﬁ éhopping. There was one'
newspapef business which served the county six days a week
with an evening paper. -Thefe was one lécal television
station which served the area. There was one hospital with
150 beds in the city. There was one alcohol and drug abuse

center. There was one city airport located in the city
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limits and one international airport which was located four

miles outside of the city limits.

Statistical Hypotheses

. The following statistical hypotheses tested the
questions asked in Chapter 1. Question number one was
tested by Hypothesés 1, 2, 3, 4, 5 and 6. Question number
two was tested by Hypothesis 17. .Question number thfee was
tested by Hypotheses 7, 8, 9 and 10. Question number four
was tested by Hypotheses 15 and 16. Question number five
was tested by Hypotheses 11, 12, 13 and 14. Question
number six Qas answered using a narrative format.

Null Hypothesis i. There is no significant.interac—

_ tion between student gender and size of the text used for

instruction based upon concepts about print scores.

Null Hypothesis 2. There is no significant difference
between males' and females' concepts about print scores
when taught with big books.

Null Hypothesis 3. There is no significant difference

between concepts about print scores of students taught with
big books and students taught with traditional-sized texts.

Null Hypothesis 4. There is no significant interac-—

" tion between student gender and the size of the text used

for instruction based on sight word scores.
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Null Hypothesis 5. There is no significant difference

between males' and females' sight word scores when taught
with big books.

Null Hypothesis 6. There is no significant difference

between sight word scores of students taught with big books

and students taught with traditional—sized-texts.

Nuli Hypothesis 7. There is no significant interac—
tion between frequency of school attendance and the size of
the  text used for instruction based upon concepts about
print scores.

Null Hypothesis 8. There is no significant difference’

between concepts about print scores of students who
frequently missed school and students who seldom missed
school.

Null Hypothesis 9. There is no significant interac-

tion between fredquency.of school attendance and the size of
the text used for instruction based upon sight word scores.

Null Hypothesis 10. There is no significant differ-

ence between sight word scores of students who frequently
missed school and students who seldom missed school.

Null Hypothesis.il. There ie no significant interac-—-

tion between age of kindergarten students and the size of
the text used for instruction based upon concepts about
print scores.

Null Hypothesis 12. There is no significant

difference between concepts about print scores of young
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kindergarten children and old kindergarten children taught
with big books.

Null Hypothesis '13. There is no significant interac-

tion between age of kindergarten students and the size of
the text used for instruction based upon sight word scores.

Null Hypothesis 14. There is no significant diffef—

ence between sight word scores of young kindergarten
children and. old kindergarten children taught with big
" books.

Null Hypothesis 15. There is no significant differ-

ence between the control group and the experimental group
concepts about 'print scores of students taught by different
teachers.

Null Hypothesis 16. There is no significant differ-

ence between sight word scores of students taught by
different teachersh.

Null Hypothesis 17. Students' responses to questions

regarding attitude about reading are independent of the .

size of text used for instruction.

Analysis of Data

Mean gdain scores were obtained from analysis of
posttest data minus pretest data. The ANOVA hypotheses
were anélyZed based on mean gain'sqores data.

Hypotheses 1_through‘14 wefe tested with a two-way

analysis of variance to determine if there was interaction
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betweén thé independent variables when either a concépts
about print score or.sight vocabulary knowledge scoré was
the dependent.variable.

Hypotheses_ls and 16 were tested with a one-way

.analysis of variance.to determine if there was a signifi-

cant difference in test scores between students taught by
different teachers. ’

Hypothesis 17 was tested using Chi Square\to determine
if student attitudes were independent of the,size of text
used for instruction. |

At the conclusion of this study; each classroom
teacher involved was asked to discuss her perceptions about
the use of big bobks with the reseqrcher. The responses
from the teachefs were reported in summative fashion as
part of the narrative analyéis of the data from this study.

This study is of an exploratory nature and the level
of significance for the statistical tests was appropriately
set at .10 (Gay,”1981). At the time of this study the
researcher was mére willing to accept a Type I error which
may have encouraged further.research into the question than
a Type II error which may have discouraged furthér

research.

" Precautions for Accuracy

Teachers using the big books were advised of the

.experimental’ nature of this research and the importance of
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following the controlled design of the study by adhering to
the directions given by the researcher. The researcher
maae weekly visits to the school during the course of the

study and was able to.remind teachers to use the appropri-

ate procedures.
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CHAPTER 4

DATA ANALYSIS AND INTERPRETATIONS

Introduction

The data reported in this chapter are arranged
according to the order of the hypotheses listed_in Chapter
3. Additional data that added clarification to the study
regarding the population were included as a preface to the
anélysis of the hypotheses. Additional data that added
clarification to the study regarding teacher perceptions
about the use of big books in the kindérgarten program were
gathered and are included following the analysis of
Hypothesis 17.

The problem of this study was to determine if there
Were differences in understanding of print concepts, sight
vocabulary knowlédge,_and attitudes about reading between
kindergarten children who had been taught for one semester
with predictable books of traditional size and children who
had'been taught for one semester with the same predictable
books in a big book format. | |

Seventeen hypotheSes were formulated to guide this

study. The level of significance was set at p € .1. The
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results of the analyses of these seventeen hypotheses and

related data are reviewed in this chapter.

Population Saﬁple

Table 8 illustrates the division of the population
sample according to gender, age classification, absence
classification, and treatment and control group classifica—

tion.

- Table 8. Classifications of population sample.

.Classification . Girls ‘ Boys Total
Number of students _ 51 50 101
Experimental Groﬁp 27 24 51
Control Group ‘ 24 26 50
Young Students 23 ‘18 o 41
older Students 28 32 60
Often Absent . 3 3 6
Seldom Absent 48 47 ' 95

Hypotheses Findings

Null Hypothesis 1

There .is no sighificant interaction between student
gender and size of the text used for instruction based upon
concepts about print scores.

Data based on scores recorded from students' responses

‘on Marie Clay's "Concepts About Print Test," used to
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determine if there was significant interacfion between
student gender and the size of the print used for insﬁruc—
tion, are preéented in Tables 9 and 10. The comparison of
the mean gain scores obtained on the "Concepts About Print
‘Test" for the expefimental and control groups was analyzed
using a two-way analysié of variance with gendér and priht-
size serving as the independent variables.

Table 9. - Two—way ANOVA table including main effects for

gender and size of text based on "Concepts About
Print Test" scores.

Source of Sum of ‘ Mean F- . p-
Variation . - Squares DF Square Ratio Value

Main Effects

Gender _ 11.532 1 11.532 1.231 .270
Size of Text 163.985 1 163.985 17.502 .000*
. Two—-Way Interac. . 0.013 1 0.013 .001 .971

*Statistically significant (p < .10)

Table 10. Mean scores for gender and size of text based:
on "Concepts About Print Test" scores
(N indicated in parentheses).

Traditional-
Gender Big Books Sized Books
Males 5.56 (24) 2.56 (26)

Females 5.88 (27) 2.67 (24)

No significant .interaction between gender and print
size used for instruction based on concepts about print .

scores was found. The two-way analysis of variance yielded
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an F—ratio of .001, a sfatistic that was not significant
beyond the .1 level (p=0.971) (see to Table 9). Thié
finding led to the retention of Null Hypothesis 1. There
is no significant interaction between student géndér and
size of the text used for instruction based on concepts

about print scores.

Null Hypothesis 2

Theré is no significant difference between males' and
females' concepts about print:scoreS'when taught with big
books.

Hypothesis 2 is a main effects hypothesis from
Hypothesis 1, for questioﬁ‘number one. The comparison of
the main gain scores recorded'on the "Concepts About Print
Test" between the male students and female students in the
experimental group showed no significant difference based
~on the scores obtained on the "Concepts About Print Test."
There was no significant difference between male and female
students' concepts of print scores who had their educa—l
tional program supplemented for oné semester with big
books. The obtained F-ratio of 1.231 (p=0.270) is a
- statistic that is not significant beyond the .1 ievel (see
Table 9). Tﬁis finding led to the retention of Null
Hypothesis 2. There is no significant difference between
, males' and feméles',concepts about print scores when taughﬁ'

with big books.
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Null Hypothesis 3

There is no significant difference between concepts
about print scorés of students taught with big books and
students taught with traditional-sized texts.

Hypothesis 3 is a main effects hypéthesis from
Hypothesis 1, for question number one. The comparison of
the mean gain scores recorded on the "Concepts About Print
feét" between fhe experimental group and the control group
resulted in a 'significant .difference. There was a
significant difference between the kindergarten students
taught with traditional—sized texts>and the kindergartén
students whose beginning educational course of study was
'supplemented for one semester with big books. The
kindergarten students who had their educational program
supplemented with exposuie to big books scored signifi-
cantly greater gains on fhe "Concepts About Print Test"
than did their céunterparts whose instrugtion was
restricted to traditional-sized texts. The obtained F-
ratio of 17.502 (p=0.000) is a statistic that'is signifi-
cant beyvond the .1 level (see Table 9). This finding led
to the rejection of Null Hypothesis 3. There is a
significant difféerence between concepts about print scores
of studentsftaught'with big booké and studénts taught with

traditional-sized texts.
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Null Hypothesis 4

There 1is no-significant;interaction_between student
gender and the size of the text used for instruction based
on sight word scores.

Data based upon scores recorded from students’
responses on Marie Clay's "Reédy to Read Word Test,"‘used‘
to'determine if there was significant interaction between
studeﬁt gender and the size of the print used for instruc-
tion, are presented in Tables 11 and 12. |
Table 11. Two-way ANOVA table including main effects for

gender and size of text based on "Ready to Read
Word Test" scores.

Source of Sum of Mean F- p-
Variation Squares DF Square Ratio Value

Main Effects

Gender 10.649 2 .232 .136  .713
Size of Text 10.239 1 10.239 - 5.999 .01le6~*
Two—Way Interac. .609 1 : .609 .357 .552

*Statistically significant (p < .10)

Table 12. Mean scores for gender and size of text based
on "Ready to Read Word Test" scores (N indicated
in parentheses).

- Traditional--
Gender Big Books . Sized Books
Males ' .80 (24) .24 (26)

Females - .96 (27) .21 (24)

The comparison of the mean gain scores obtained on the

"Ready to Read Word Test" for the experimental and control
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groups was analyzed using a two¥way'analysis of wvariance
"with gender and print size serving as the independent
variables.

There was no.significant interaction between gender
and print size used for instruction based on sight word
scores. The two—-way analysis of variance yielded an F-
ratio of .357, a statistic that was not significant beyond
the .1 ;evel (p=0.552) (see Table llf. This finding led to
the retention of Null Hypothesis 4. There is no signifi-
cant interaction between student gender énd the size of the

text used for instruction based on sight word scores.

Null Hypothesis -5

Thére is no significant difference between males' and
females' sight word scores wﬁen taﬁght with big books. |

Hypothesis 5 is a main effects hypothesis from_
Hypothesis 4, for question number one. The coﬁparison of
the mean gain scores recorded on the "Ready to Read Word
Test" between the male students and female students in the
experimental group showed no significant difference based
on the scores obtained on the sight word test. There was
not a significaﬁt‘differende between male and female’
étudents' sight wbrd knowledge’who had their "educational
program supplemeﬁted for one semeétef with big books. The
obtained F-ratio of .136 (p=.713) is a statistic that is

not‘significant beyond the .1 level (see Table 11). This
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finding led to the retention of Null Hypothesis 5. There
is no significant difference between males' and females'

sight word scores when taught with big books.

Null Hypothesis 6

There is no significant difference between sight word
scores of students taught with big books and students
taught with traditional-sized texts.

Hypothesis 6 is a main effects hypothesis froﬁ
Hypothesis 5, for queétion number one. The comparison of -
the medn gain scores recorded on the "Ready to Read Word
Teét" between the experimental group and control group
resulted in a significant difference. There was a
significant difference on test scores between the kinder-
garten students taught with traditional-sized texts and the
kindergarten students whose beginning educational coufse of
study was supplémented fér one semester with big books.
The kindergarten students who had their educational program
supplemented with exposure to big books scéred signifi~- -
cantly dgreater gains on the "Ready to Read Word Test" than
did their counterparts whose instruction was restricted to
fraditional—sized'tekts. The obtained F-ratio of 5.999
(p=.016) is a statistic that is significant beyond the .1

- level (see Table 11). Thié finding led to the rejection of

Null Hypothesis 6. There is a significant difference
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between sight word scores of students tadght witn big books

and students taught with traditional—sized texts.

" Null Hypothesis 7

There is nn significant interaction bétween frequency
of school attendance and the size of the text used for
‘instruction based upon concepts about print scores. |

Data based upon scores recorded from students'
responses on Marie Clay's "Concepts About Print Test," used
to determine if there was significant interaction between
frequency of school attendance and the size of the print .
‘used for instruction, are presented in Tables 13 and 14.
Table 13. Two—way ANOVA table:including main effects

for frequency of school attendance and size

of text based on "Concepts About Print Test"
scores. '

Source of Sum of Mean F- p-
Variation Sguares DF sSguare Ratio Value

Main Effects

Absences 15.275 1 15.275 1.638 .204
Size of Type 168.974 1 168.974 18.119 .000*
Two—-Way Interac. .550 1 .550 .059 .809

?Statistically significant (p £ .10)

Table 14. Mean scores for frequency of school attendance
and size of text based on "Concepts About Print
Test" scores (N indicated in parentheses).

Frequency of : Traditional-
School Attendance Big Books Sized Books
Often absent 7.00 (3) 5.00 (3)

Seldom absent . 5.65 (48) 2.46 (47)
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The coﬁparison of the mean gain scores obtained on the
"Concepts About Priht Test" for the experimental. and
control groups' was analyzed using a two—-way analysis of
variancé with frequency of school attendance and print size .
serving as the independent variables. |

There was no significant interaction between frequency
of school attendance and the size of the text used based on
concepts about print scoreé. The two-way analysis of
variance yielded an F-ratio of .059, a statistic that was
not significant‘beyond the .1 level (p£.809)(see Table 13).
This findiﬁé led to the retention of Null Hypothesis 7.
Therevis no significant intefaction betﬁeen frequency of
school attendance and the size of the text used for

instruction based on concepts about print scores.

Null Hyvpothesis 8

There is no significant difference between concepts
about print scores.of students who frequently misséd school
and studenté who seldom missed school.’

Hypothesis 8 is a @ain effects hypothesis from -
Hypothesis 7, for question hpmber three. The comparison of
the mean gain scores recorded on the "Concepts About Print
Test" between students who frequently missed schooi and
students who seldom missed school showed no- significant
. differenée based on the scores recorded from that instru-

ment. The obtained F-ratio of 1.638 (p=.204) is a
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statistic thét is not significant beyond the .1 level (see
'Table 13). This finding led to the retentiqn of Null
Hypothesis 8. There is no éignificant difference between
concepts about print scores'of,students who frequently

missed school and students who seldom missed school.

Null Hypothesis 9

There is no significant interaction betwéen frequency
of sdhooi attendance and the size of the text used for
instruction based upon sight wbrd scores.

Data based upon Marie Clay's "Ready to.Read Word
Test," used to deterﬁine if there was significant interac-
tion between fredquency of school attendance and the size of
the test used, are presented in Tables 15 and 16. The
comparison of the ﬁean gain scores thained on the "Ready
to Read Word Test" for the experimental and control groups
was analyzed using a two-way analyéis of wvariance with
frequency of school attendance and print size serving as
the independent'variables.

No significant interaction between frequency of school-
attendance and print size used for instruction based on the
sight word scofes was :éund. The two~way'analysis‘of
variance yie;ded an F-ratio of .089, a statistic that was
not significant beyond the .1 level (p=.766) (see Table 15).
This finding led to the retention,df Null Hypothesis 9.

There is no significant interaction between frequency of
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school attendance and the size of the text used for
instruction based on sight word scores.‘
Table 15. Two—-way ANOVA table including main effects for

frequency of school attendance and size of text
based on "Ready to Read Word Test" scores.

Source of Sum of ~ Mean F- p-
Variation Squares DF - Square Ratio Value

Main Effects :
.993 .583 .447

Absences ' .993 1-
Size of Type 10.402 1 10.402 6.105 .015*
" Two-Way Interac. .152 1 - .152 .089 ° .766

*Statisticdally significant (p < .10)

Table 16. Mean scores for frequency of school attendance
and size of text based on "Ready to Read Word
Test" scores (N indicated in parentheses).

Freqguency of : Traditional-
School Attendance Big Books Sized Books
Often absent .33 (3) .00 (3)

Seldom absent .92 (48) .24 (47)

Null Hypothesis 10

There 1is no significant differenge between sight Qord
écores of students who ffequehtly missed school aﬁd
students who seldom missed school.

Hypqthesis.lo is a main effects hypothesis from
Hypothesis 9, for question number three. The comparison of
the mean gain scores recorded on the "Ready to Read Word

Test" between students who frequently missed school and
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students Who seldom missed school showed no significant
difference based on the scores obtained on the sight‘word
instrument. The obtained F-ratio of .583 (p=.447) is a

" statistic that is not significant bevond the .1 level (see

Table 15). This finding led to the retention of Null

Hypothesis 10. There is no significant interaction between

frequency of school attendance and the size of the text

used for instruction based on sight word scores.

Null Hypothesis 11

There 1is no significant interaction between age of
kindergarten students and the size of the text used for
instrqction based upon concepts about print scores.

Data based on scores recorded from students' fesponses
on Marie Clayfs "Concepts About Print Test," used to
determine i1f there was significant interaction between age
of kindergarten students and:the eize of the text used for

instruction, are presented in Tables 17 and 18. The

comparison of the mean gain scores obtained on the

"Concepts About Print Test"” for the experimental and
control groups was analyzed using a two—way analysis of
variance with age of the stuaent and print size serﬁing as
. the independent variables.

No significant interaction between age of the stndent
and the- size of the text used for instruction based on

concepts about'print scores was found. The two—-way
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.analysis of variance yielded an F-ratio of .477, a

statistic that was not significant beyond the .1 level

(p=.491) (see Table 17). This finding led to the retention

of Null Hypofhesié 11. There is no significant interac-

tion between age of kindergaften students and the size of -

the text used for instruction based on concepts about print

- Scores.

Table 17. Two-way ANOVA table including main effects
for age and size of text based on "Concepts
About Print Test" scores.

Source of Sum of Mean F- -
Variation sSquares DF Square Ratio Value

Main Effects

Age 8.463 1 8.463 .905 .344
Size of Type - 173.144 1 173.144 18.507 .000*
Two—-Way Interac. 4.464 1 4.464 477 .491

*Statistically significant (p < .10)

Table 18. Mean scores for age and size of text based on
- "Concepts About Print Test" scores (N indicated
in parentheses).

Traditional-
Age . Big Books - Sized Books
- Young students . ¥'5.50 (20) 2.82 (22)

01d students 5.88 (32) 2.44 (27)

Null Hypothesis 12

There 1s no significant difference between concepts
about print scores of young kindergarten children and old

kindergarten children taught with big books.
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Hypothesis 12 is a main effects hypothesis from
Hypothesis 11,,for.question'number five. The comparison of
the mean gain scores recoraed on the "Concepts About Print
Test" between young kindergarten children and old kinder-
garten children showed no significant difference based on
the scores obtained on the "Concepts About Print Test."
. The obtained F-ratio of .905 (p=.3445 is a statistic that
is not significant beyond the .1 level (see Table 17).
This finding led fo the retention of Null Hypothesis 12.
There is no significant difference between concepts about
print scores of yoUﬁg kindergarten children and old

‘kindergarten children'taught‘with big books.

Null Hypothesis 13

There is no significant interaction between age of
kindergarten students and the size of the text used for
instruction based upon sight word scores. ‘

Data based on scorées recorded from students' responses
on Marie'Clay's "Ready to}Read Word Test," used tb.
determine if there was significant interaction between age
of kindergarten students and the size of the text used for
instruction, are presentéd in Tables 19 and 20. The
comparison of the mean gain scores obtained on the "Ready
to‘Read Word Test".for the experimental and control groups

was analyzed using a two-way analysis of variance with age
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of the kindergarten students and print size serving as the
independent variables.
Table 19. Two-way ANOVA table including main effects for

age and size of text based on "Ready to Read
Word Test" scores.

Source of " sum of Mean F- -
Variation o Squares DF Sguare Ratio Value

Main Effects

Age 675 1 .675 .398  .530
Size of Type 10.008 1 10.008 5.903 .017*
Two—-Way Interac. 1.272 1 1.272 .750 .389

*Statistically significant (p < .10)

Table 20. Mean scores for age and size of text based on
"Ready to Read Word Test" scores (N indicated
in parentheses).

: . Traditional-
Age , Big Books Sized. Books
Young students - .60 (20) .18 (22)
0ld students _ 1.06 (32) .26 (27)

No significant interaction between the age of the
kindergarten students and the size of thée text used for
instruction based on sight vocabulary test scores was
found. The two-way ahalysis of variance yielded an F-ratio
of .750, a statistic that was not significant beyond the .1
level (p=.389) (see Table 19). This finding led to
retention'of Null Hypothesis 13. There is no significant

intefaction'between age of kindergarten students and the
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size of the text used for instruction based on sight word

scores.

Null Hypothesis 14

There is no sgignificant difference between .sight word.
scores of young kindergeften children and old kindergarten
children taught with big books.

Hypothesis 14 is a main effects hypothesis from
Hypothesis 13, for question number five. The comparison of
theAmean gain scores recorded on. the "Ready to Read Word_
Test!" between students who.were identified as young
students and those identified as old students showed no
significant diffefence based on the scores obtained on the
sight wvocabulary test. The obtained F—rafio of .398
(p=.530) is a statistic that is not significant beyvond the
.1 level (see Table 19). This finding led to the retention
of Null Hypothesis 14. ThereLis no significant difference
between_sight word scores of young kindeigarten children -

and old kindergarten children taught with big books.

Null Hypothesis 15

There is no significant difference between the control
group and the experimental group concepts about print
scores of students taught by different teachers.

Hypothesis 15 was analyzed using a one-way analysis of
variance to determine i1f there were statistically signifi-

cant differences between the scores on Marie Clay's
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- "Concepts About frint Test; in groups of kindergarten
students taught by different teachers involved in the
rgsearch project. The data collected are presented in
Tables 21 and 22.

Table 21. One-way ANOVA table  for teacher groups based on
"Concepts About Print Test" scores.

Source of Sum df Mean F- -
Variationv - Squares DF Square Ratio Value
Teacher Groups 49,344 5 9.869 .902 .483
Residual 1039.784 95 10.945 :

Total . 1089.129 100

Table 22. Mean gain scores fof students in different
teacher groups based on "Concepts About Print
Test" scores (N indicated in parentheses).

Teacher Groups
A B e D E F

Mean Gains 5.21 5.23 4.00 3.75 3.68 5.00
(13), (18) (16) (16) (19) (19)

There was no significant difference between ﬁhe groups
of students taught by different teachers based on the
concepts about print scores. The one-way analysis of
variance yielded an F-ratio of .902, a statistie thét Was
not significant beyond the .1 level (p=.483) (see Table 21).
This finding led to the retention of Null Hypothesis 15.

There is no'significant difference between the concepts
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about priﬁt scores .0of students taught by'different

teachers.

Null Hypothegis 16
‘ There is no signifiéant difference between sight word
scofes of students taught byldiffefent teachers.

Hypothesis 16 was analyzed using é one-way analysis of
variance to determine if there were statistically siénifi—_
cant differences between the scofes on Marie Clay's "Ready
to Read Word Tést" in groups of kindergarten students
taught by different teachers involved in the research
project. The data collected are presented in‘Tables_23 and
| 24,

Table 23. One-way ANOVA table for teacher groups based on
"Ready to Read Word Test" scores.

Source of Sum of . - Mean F- p-
Variation Squares DF Square Ratio Value
Teacher Groups 12.318 5 2.464 1.423 .223
Residual 164.513 95 1.732

Total 176.832 100

Table 24. Mean gain scoreé for students in different
teacher groups based on "Ready to Read Word
Test" scores (N indicated in parentheses).

Teacher Groups
A B c D B F

Mean Gains - .142 - .294 .20 1.06 .85 .72
(13) (18) (16)  (16) (19)  (19)
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, No éignificant difference between the groﬁps of
kindergarten étudents taught by different teachers based on
the sight vocabulary instrument was found. The one-way
analysis of wvariance yieided én F-ratio of 1.423, a
statistic that was not significant beyond the .1 level
(p=.223) (see Table 23). This finding led to the retention'
of Null Hypothesis 16. There is no significant difference

between the sight word scores of stu@ents'taﬁéht by

different teachers.

Null Hypothesis 17

Students' resSponses to questions regarding attitude
about reading are independent of the size of text used for
instruction.

" Data based on scores recorded from students' responseé
td an attitude survey designed by the researcher (see
Appendix E), to determine 1f there were sigﬁificant
attitude differences about reading between students taught
with big books and students taught with traditional—sized
texts, are reported in Table 25.

Analysis of the data indicates that attitudes about
- reading are independent of’the size of text used for
instruction. This £finding léd to the retentién of Null
Hypothesis 17, answering question number two. Students’
responses to questions regarding attitude about reading are

independent of the size of the text uéed for instruction.
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Table 25. Chi Sgquare table for student attitudes toward
reading based on group inclusion.

Text Size

Positive Responses Traditional- Row
Attitude Scale Big Books Sized Texts Total
5-17 : . 28 .32 60
8-10 23 18 41
Column Total 51 50 101
Chi Square = 0.53509 DF=1 p=0.4664

Teacher Perceptions About
Using Blg Books

This research project emploved the services of six,
full-time kindergarten teachers, the total number of
kindergarteﬁ teachers in the district where the project
took place. During the course of the project, the
researcher visited each teacher, each week, to exchange the
big books and the traditional-sized books and to discuss
any-concerné the teachers may have had about the project.
During this time the.teachéfs shared information regarding
the use of the big béoks in their classrooms. At the
conclusion of the research project, the researcher spent
one hour with each teacher, uninterrupted outside of the
school setting, to discuss perceptions regarding‘the use of
big books in the classroom setting. A structured interview

- designed by the researcher (see Appendix H) was dsed to
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guide the collection of data from each teacher. Appendix H
relates specific information received from teachers during
the course of the fesearch project. Teacher perceptions
collected during the structured interview are reported
here.

During the research project, each teacher was
encouraged to use big books in the experimental group and
the éorresponding traditional—sized books in the control
group for.the same amount of time each day that the
research project book was used. Table 26 shows the total
amounts of time that each kindergarten teacher used each
style of book; (Appendix F gives a detailed account of the
amount of time spent by each teacher with each different
style of book.) The average amount of time spent ﬁsing big
bookslduring the semester of the research proje&t was
292 minutes. The average'amount of time spent using

traditional-sized texts was 275 minutes. Four of the

teachers involved in the study had minor-differences‘

between the amount of time they spent using the big books

" and the amount of time they spent using the traditional-

sized books. Time differences were three minutes, four

minutes,'five minutes, and eight minutes. One teacher had

a 39-minute time difference.and one teacher had a 46—minuté

diffgrence. |
All of the teachers involved in the research project

reported positive attitudes about the use of big books.
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Fach teacher interviewed claimed that she enjoyved using the
big books. Ever? teacher stated that she was glad that she
had been involved in the project and each felt that‘her
students had definitely‘benefitted from having had the big
books to use. -One teacher, who had been reluctant to
become involved in the proﬁect in the beginning stages,

repeatedly told the researcher how glad she was thét she‘
had decided to become involved with the reséarch project.

Table 26. Amount of time in minutes spent reading from
big books and traditional-—sized texts by each

teacher.
Traditional-
Teacher Big Books Sized Texts
A 319 ' 280
B 294 : ‘ 290 -
C 285 282
D © 283 275
E 266 261
F 306 260
Totals ' 1753 1648
Averages 292 275

All oflthe téachers.reported that the students in the
big book group attended to the stéries better thaﬁ did the
students in the traditional—sizedngroup. While students in
_both groups.enjéyed the stories, the students with the big
books paid better aftention. Every teacher felt that since-
the students cbuld see the picture better, they lost

interest less frequently than those students. who were
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unable to see the pictures. The teachers reported that the
students also attended to the print. The students could
see the print, so became curious, asking questions about
the text as well as the pictures. Students who asked
questions about the text were especially curious about
punctuation. Students in the traditional-sized text group
did not ask questions about the picturés or the print.

Four of the teachefs interviewed discussed how the
studepts in their classes joined in with reading when big
books were used. Even the quietest children would read
aloud as part of the Qroup when the big books were used.
Students who never joined the group in reading-aloud
activities when small books were read aloud joihed their
peers in reading aloud with the big books. As one teacher'
explained, children in the big book group "just seem to
know what is gQing.on more wheﬂ they can see the print and
the pictures.". .

All of the teachers believed thaﬁ the students in the
big book groups enjoyed story time more when the big books
.were 1n use. The students appeared to be‘ﬁore involﬁed
with the.story. They wanted to participate more,.espec¥
ially with the stories thét had a repeated refrain or a.
rhyming scheme. Two teachers reported that the studenté
noticed common words often and.- asked questions about these
woras, then looked for these words when subsequent big

books were used. Teachers reported that there were no
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~children who did not pay attention to the story when big
books were in use. When traditional-sized texts were being
read, there were always a few in the back of the group who
were not paying attention.

wa teachers reported that they thought the students
in tHeir classrooﬁs "felt like readers" when reading‘from
the big books. . The way the students followed along with
the.stories, the expression in their voices, and the
movements of their bodies méde oné realize that they were
‘really involved with the story. The students in the
traditional—sized group rarely Jjoined in with the story
being read, but rather sat, listening. Observations by
these teachers concur with findings by Huck and Kerstetter
(1987). | |

Four of the teachers reported that the students in the
} big book Qroup would seek ouf the big books during.free
time to read to each other, often with one child acting as
teacher. Not only did the students use the big books
during free time, but they also were apt to reread the same
story using the traditional—sized format. Students in. the
tréditional—sized_groups did not appear to select the
stories they had been exposed to during story time any more
frequently than anj other text in the library center.

All of the teachers in the research projec; Yeported
that.they'felt the students in their classrooms had

benefitted from using the big books for the semester. One
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teaéher reported that the big books were cumbersome to use
but, because of the benefits to the children, she was happy
to have them to use with her class.

Teachers named numerous benefits they felt their
students had received from exposure to the big books. The
" children enjoyed story time. They could see the pictures
and the print, so paid better attention. They noticed
concepts about print that teachers often take for granted,
such aslpunctuation, spacing, capital lefters, and
directionality, and as such learned about these concepts
with meaningful, interesting materials. Many stuaents also
noticed common words. The students became more involved

with the story lines in the texts and there was more

participation in reading aloud by'the students exposed to

the big books.

All of the teachers said they want to uée big books
with their kindergarten classes 1in the futufe. Five
teachers reported that they would not only use\big books,
but would develop extending activities to go along with

the stories because the big books lend themselves to

developing across the curriculum activities.
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CHAPTER 5

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

Introduction

The purpose of this chapter is to summarize the key
points from the previous four chapters and to analyze the
informdtion.presented. There are three sections in this
chapter; The first section contains a summary of the
literature on whole language curriculum at the beginning
reading levei.' The second section presents the conclusions
of the study and the final section pfesents recommendations

based on the.findings from the research.

Summary of the Literature

The use of big books has become populér with teachers
in the primary grades during the past decade. Thé use of
big books grew from the whole languaée philosophy. regarding
the teaching of readiﬁg. "Based on psycholinguistic‘
research, the whole language philosophy advocated teaching
~beginning readiﬁg as a natural process. \As a natural
process, reading was learned by placing children in an
environment which was rich in print and where there'was

support for. attempts to read, write, explore and
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communicate. Whole language advocates believed that
students do not need sequenced materiais, contrglled
vocabulary, workbooks and worksheets to learn to read.

Whole language teachers believed that students learned
from being in an enriched, supportive classroom, similar to
an environment iﬁ which children learned to waik and to
talk in their homes, and in which some children learned to
.read before the formal school experience began. In such an
environment students were ehcourééed to risk attempts at
learning new material which had meaning for them, without
the fear of harsh repriéals. When infants were learning to
walk and to talk, significant‘others in the children's
lives encouraged them with positive feedback. Researchers
have observed that when children were learning to read and
~wWrite, too often significant others in their lives only
recognized the errors they made and encouraged them to-
correct the errors, with little attention being paid to the
correct responses they had learned.

In a whole language classroom, learning was done by
using wholes, not parts. Teachers did not start with
parts, such as letters and letter sounds. They began
instruction with whole stories, poems, chants, and:songs.
Whole language teachers used books, fairy tales, nursery
rhymes, and language exXperience stories, and only some of
the stories out of basal readeré with their'related

activities.. In whole language classrooms, children were
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read to every day; there was reading with tne children and
there was reading done by the children. The teacher was a

model for redding and writing, demonstrating daily the joy

-and excitement that accompanied learning to read and write.

Research haé shown thét.children who learned to read
' before going to formal school settings had experiences with
print in the supportive environment of their homes. In
supportive homes there was an abundance of opportunities
for children to use books, pencils, papers,‘and other
materials associated with the language arts. There were
significant others in the environment who answered
questions that children asked,' without pressure or intimie
dation. - There weré people who modeled reading and writing
activities in the chiid's environment. Children in such
environments had many exXperiences where they were read to,
such as bedtime stories, where there were opportunities to
be in close proximity to the print and the pictures of the
stdries. Children in these environments had exposure to
aspects of printed.material which made learning to read a
natural part of their devélopment.

From examining the environments of children who came
to school as readers, researchers believed that imitating
such an environment in the school setting might help
beginning readers, who came from a variety of home back-

grounds, deal with print in a positive way.
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In keeping with the whole language phi;osophy, some
whole language teachers enlarged the print and pictures of
_ books'which'their children enjoyed reading, so that the
group of students could view the text at .once. Sinée 25
.children-in a claséroom could not sit on the teacher's lap
to have experiences similar to a bedtime stéry experience,
the enlarged text, or big book, was used to establish a
éupportive, shared-reading atmosphere for the beginning
readers.

Not only was the concept of enlarging the text
important to the whole language teacﬁer, but the'type of
content in the books whiéh were enlarged was of importance
also. The content was to be pfedictable. Teachers
selected books that had elements that made the material
easy to remembép. By'using books that had rhyme, rhythm,
repeated lines, or a story structure that repeats, students
could join in with the reading of the text, feeling like
readers,. thus encouraging the supportive atmosphere where
beginning readers feel success with reading materials.

By .using the‘big books, teachers could point out
rhyming words, letters,'punctuatioh, spacing; left—-to-right.
progression, and other concepts about print which were
important.for beginning readers to learn. By using big
books teachers couldvpoint out these concepté about print
using meaningful materials which all of the children could

see at once. Research (Clay, 1979) has shown that a
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child's knowledge of print concepts is an indicator of

ability in successful beginning reading experiences.

with

-/

The positive impact of using predictable materials

childrén who are learning to read has been established

by researchers. The importance of using big books with

beginning readers'has only béen reported using nharrative

style. ' This research project attempted to establish

whether or not the enlarged print did have an impact on

helping beginning readers learn concepts about print

knowledge and sight wvocabulary words. The attitudes that

beginning readers held were also examined.

draw

(1)

(2)

(3)

Conclusions

The results of the study allowed the researcher to
the following conclusions:

Kindergarten students who were in’classfooms where big
books were used obtained significantly more growth in
concepts about print knowledge than students who did
not have exposure to big books.

Kindergarten students who were in classrooms where big
books were used‘obtained‘sighificantly more growth'in
sight word vocabulary knowledge than kindergarten
students who did not have exposure to big books.

No Specific group of kindergarten students identified
by this research project benefitted more'ffom the big

books .-than others. All classifications of students,
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younger students, older students, males, females,
frequently absent students,—and students who were
seldom absent, benefitted from exposure to big books.
No kindergarten section had students who significantly
out—-performed the students in any other section when
compared on the basis of which teacher they were
assigned to in the district.
The attitudes about reading of the kindergarten
students were similar regardless of exposure to big
books or traditional—sized books.
Kindergarten teéchers who had not used big books as a

part of their curriculum previous to this project saw

~benefits to using them as a part of the kindergarten

curriculum.

Recommendations for Instruction

Significant differences regarding concepts about print

knowledge and sight vocabulary knowledge were found between

the kindergarten children who were exposed to big books and

kindergarteﬁ children who had the same stories réad to them

in traditional-sized format. The following recommendations

are made in .regard to employing the use of big books in

kindergarten programs:

(1)

It is recommended that kindergarten teachers use big
books as a part. of the kindérgarten curriculum. The

students who were exposed to the big books for a
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relatively‘short émount of time did improve their-
knowledge of concepts about print and their sight
vocabulary knowledge significantly more than the
students who were not exposed ﬁo thé big books.
Knowledge of concepts about print is an important
aspeét to consider whén dealing with begiﬁning
readers. Sight vocabulary development is another
important area which beginning readers need to
develop. The experimehta; group grew significantly in
"both of these important areas. Alexander (1987)
reported that_ﬁany children were unaware of numerous
concepts about print even at the end of first grade.
An approach, use of big booké, which aids children in
learning print concept knowledge should be used with
any droup of children during the beginning stages of
reading development. While there was no statistical
support regarding'students' positive attitudes toward
reading, téaChers' perceptions regarding students'
attitudes while using the big books support the
recommendafion that the big books shoﬁld be used as
part of é kindergarten curriculum. All of the
teachers reported_thatAthé students in the big book
gréup did attend to the stories better and appeafed to
be more inpefested in the étories when they could view

the print and the pictures.
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It is especially recommended that kindergarten
teachers in areas.that are demograbhically similar to
Kalispell, Montana, supplement their current curric-
ulum with big books. Dnring the research project time
period, a limited amount of time was epent with the
treatment. When teachers implemented the treatment,
reading from big books, they simply read from an
enlarged text rather than from a traditional-sized
text. Teachers in the study reported that this had
been aivery simple task, easily fitting into the
kindergarten_program. If such a simple procedure
gives significant gains to the students on signt
vocabulary knowledge and concepts about print know-
ledge, then this tool should be made available to .
other students who mignt benefit. |

It is recommended that first grade teachers that have
children who do not understand concepts about print
use big books in their classroom settings. The use of
big books in the kindergarten showed . significant
advantages for the children exposed to them.
Aiexander (1987) reported that many students at the
end of first grade were still unaware of adequate
knowledge regarding‘print concepts that are necessary
for succeseful reading ebility. . No kindergarten
student in the reseerch project obtained a perfect

score on the  concepts about print test. The best
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' score was 20 correct out of 24 possible. The poorest

score was four correct out of 24 possible. Based on

this information, it is recommended that first grade

© teachers use big books as a part of the first grade

curriculum until students have a clear grasp of

concepts about print knowledge.

Recommendations for Future Research

The researcher recommends the following research:

Research following the format of this project for

schools in demographic locations which differ from
Kalispell, Montana could add validity‘for using big
books in kindérgarten and cher primary grade programs
in a variety of locations.

Similar reseérch could be conducted uéing a diffgrent
research instrument to test student attitudes toward
reading. While the instrument selected for this

reséarch project was tested for reliability and a

correlation coefficient for the instrument was

established at .81, it may not have discriminated
between the experimental group's and the control

group's attitudes toward reading. Based on teacher

. comments regarding the involvement of the students in

the experimental group compared to those in the
control group, the researcher believes that a more

sensitive instrument may indicate a more positive
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attitudé toward reading is held'by students who have
exXposure to big books as part of their reading
curriculum. |

The time spent using the big boéks in the classroom
setting was minimal. Teachers used the three big
books each week during the semester of the research
project. With this limited exposure to the big books
there was significant imbrévement in concepté about
print'knowledge and'sight vocabulary knowledge by the-
children in the experimental group compared to the
control group. Further research could be conducted
using extended activitiés to accompany nhe big books

as suggested by whole language curriculum guides.

Several teachers discussed with the researcher the-
desire to use extension activities with the big books.
Several tedchers planned on pursuing that course of

action after the completion of this research project.

" A planned, statistical research project could help

teachers decide if using big books with extension
activities would be a valuable part of a beginning
reading progrém which would benefit the students in
their classrooms. |

If similar research is conducted using Marie Clay's
"Concepts About Print Test," it is recommended that an
item analysis be done in regard to tne test instru-

ment. Knowledge about exactly on which concepts
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students in the experimental group surpassed those in
the control group, as identified_by the test instru-
ment, would be a contribution to the 1literature
regarding the benefits of using big books in a
beginning reading program.
Similar research using a different test instrument

could add useful information to the body of knowledge

dealing with whole language curriculum in the early

grades. The test instrument showed that there were
significant differences between the control group and
the experimental grouplbaSéd on sight vocabuiary'
knowledge scores and concepts about print knowledge
scores. It would be of interest to those involved in
the field of beginning reading to see 1if there . were
other types of growth that were promoted bf incor-
porating the usage of big books into'the existing

kindergarten curriculum.
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September 1987

Dear Kindergarten Parents,

In conjunction with the Department of Curriculum and
Instruction at Montana State University, I will be doing a
research project with the kindergarten teachers during the
first semester of this school year.

The project consists of placing Big Books in the
kindergarten classrooms. 'Big Books are simply stories that
have been enlarged so that the children can see the
pictures and the print more easily. Research indicates
that when children are able to see the print easily they
develop more positive feelings about reading. Enlarged
texts also help 'children develop concepts about print,
which are necessary prereading skills, more readily. A
random sample of the children will be asked how they feel
about reading and about books in general before and after
the introduction of the Big Books into the classroom.

If you have any questions about this project, I would
be eager to discuss them with you. My previous work using
Big Books with young children convinces me that it is an
exciting development which helps children discover the joy
of reading. My home phone number is 892-4879. I would be
happy to show you the Big Books that will be used in the
classroom and discuss the development of programs which use
them. ‘

Sincerely,

Gwen Taylor
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Subjects! birthdates and absences record.

Table 27.
Student No. Birthdate Absences
Section #1:
1 Moved —-—
2 . 09/12/81 12
3 12/26/81 4
4 11/26/81 14
5 03/12/82 0
6 01/26/82 0
7 Moved -
8 07/18/81 0
9 03/06/82 5
10 08/09/81 1
Section #1:
1 11/28/81 1
2 Moved -=
3 11/05/81 4
4 08/31/81 2
5 Moved -
6 Moved -
7 09/11/81 7
8 Hospitalized -
9 Moved -
10 12/04/81 4
Section #3:
1 05/11/81 2
2 12/17/81 2
3 Moved -
4 02/07/81 3
5 08/06/81 3
6 01/20/81 7
7 12/23/81 1
8 10/14/81 7
9 11/24/81 0
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Student No.

Birthdate

" Absences

Section #4: -

QWO UTWN P

Section #5:

@oo\l'owunbwt\)l—t

Section #6:

co~NoOYUIbWN R

03/29/81
11/14/81
02/23/81
06/20/81
01/22/82
05/19/82
01/07/82
12/08/81
10/19/81
06/12/82

03/29/82
05/22/82
07/19/81
10/15/81
Moved

02/08/81
07/07/81
05/04/82
11/06/81

04/20/82
12/30/81
02/28/82
10/12/81
11/09/81
04/03/82
04/09/82
09/25/81

11
11

s
NOoO~NEFHEJWwhw

OO O W

RPN

NOOWOORO
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Table 27--Continued.

Student No. Birthdate Absences

Section #7:

05/28/81

08/12/81

12/30/81 .
Moved : -
10/11/82

01/09/82

09/29/81

02/21/82

O~ITOUTIxWN R
| owvww

O =N

Section #8:

08/20/81
08/08/81
12/31/80
05/16/81
05/24/81 -
10/30/81
05/11/82
06/17/82
05/19/82

O O~I0 U WN K
MNNOoCOABRORO

Section #9:

09/13/81
08/02/81
08/19/82
01/15/82
03/31/82
09/18/81
02/24/82
07/07/82
08/18/81
12/--/81

ocowoo~JovnUTidhWN R
OOWRWEREFENPO

-
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Student No.

Birthdate

Absences

Section #10:

OWONNAAUTIxWN K

'__\

Section #11:

cwooJou W

[

Section #12:

Wo-JouIdWwWwiE

11/10/81
08/04/81
04/26/82
10/02/81
04/18/82
03/27/82
08/18/81
07/12/81
Moved

08/30/81 "

05/13/81
07/29/81
12/11/81
06/23/81
09/18/81
07/14/81
11/09/81
04/15/81
10/12/81
07/06/81

 09/24/81"

01/31/81
01/22/82
03/01/82
05/27/81
12/30/81
03/01/81
09/02/81
08/30/81

HORONWO I

=

w

NOWOONONRP W

WWwwowwkrkrovP
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' BIG BOOK PUBLISHERS
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PUBLISHERS OF BIG BOOKS
USED IN THE RESEARCH PROJECT

Class Sized Books, Limited-
P. 0. Box 366
Port Coquitlam, B.C. V3C 4K6

Holt, Rinehart and Winston
383 Madison Avenue
New York, NY 10017

Scholastic Publications
P. 0. Box 7501

2931 E. McCarty Street
Jefferson City, MO 65102

The Wright Group
10949 Technology Place -
San Diego, CA 92127
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'TEST INSTRUMENTS
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. CONCEPTS ABOUT PRINT SCORE SHEET

Date:
Name: Age: " TEST SCORE: 124
Recorder: Date of Birth:
STANINE GROUP:
PAGE SCORE ITEM COMMENT
Cover 1.Front of book
2/3 2.Print contains message
4/5 3.Where to start
4/5 4. Which way to go
415 5.Return sweep to left
4/5 6.Word by word matching
6 7 .First and last concept
7 8.Bottom of picture
"8/9 e - 9.Begin ‘The’ (Sand)or ‘I’ -
(Stones) bottom line; top =37 "o vi
OR turn book
10711 10.Line order altered
1213 u {1 Left paige before r_ig-;Ht' )
12/13 - - 12.0ne change in word order
12/13 13.0ne change in letter order
14/15 14.0ne change in letter order
14115 15.Meaning of ?
16/17 16.Meaning of full stop
16/17 17.Meaning of comma
16/17 18.Meaning of quotation marks
16/17 19.Locate M m H h (Sand)
. OR Tt B b (Stones)

18/19 20.Reversible words was, no
20 21.0ne letter: two letters
20 22.Qne word: two words
20 23.First and last letter of

" . .word e
20 24.Capital letter - . » .-

SOURCE: Clay (1979).
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YORD TEST SCORE SHEET

[Use any one list of words.]

I

COMMENTS ¢

Name: Age: Date:
Recorder: Date of Birth:
Test Score:’ /15
Record incorrect responses beside word.
LIST A LIST B LIST C
and Father
Mother to come
are will for
here look a
me he you
shouted up at
am like - school
with in went
car where get
children Mr. we
help going they
not big ready
too go - this
meet let boys
. away on please
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ATTITUDE SCALE
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KINDERGARTNERS' ATTIT.UDE'S ABOUT READING

Your answer sheet has 10 numbers on it. "Beside each number
are two faces, an unhappy face and a happy face. I will
ask you how you feel about certain things and you will put
an X on the face that shows how you feel. Suppose I said,
"How do you feel when you eat chocolate candy?" Which face
shows how you feel? Now I'll read some questions to you
and you mark the face that shows how you feel about what I
- read. Remember to mark how you feel because everyone does

not feel the same about certain things. I'1ll read .each
Question two times. Mark only one face for each number. -
Now listen carefully.

How do you feel.i....
(1i when you go to the library?
(2) when‘you read instead of playing outside?
(3) when you read instead of watching TV?
(4) when you read with a friend after school?
(5) when vou read in a quiet blace?
(6) when you read a story at bedtime?
(7) when you read while you are on a trip?
(8) when you read outside when it is warm?
(9j when yvou read instead .of coloring?

(10) when your teacher reads a story at school?
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STUDENT ANSWER SHEET
FOR
KINDERGARTNERS' ATTITUDES ABOUT READING

(1)
(2)
(3)
(4)
(5)
(6)
(7)
(8)
(9)

(10)

POPDHO DO
DOOEEOOOOE
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TIME SPENT READING RESEARCH

PROJECT BOOKS
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Table 28. Time spent reading big book versions.

, Teacher Identification
Title - A B C D BE

Hickory Dickery Dock

Jack Be Nimble
~Little Bo-Peep

Little Boy Blue

Little Dog

Little Jack Horner

Little Miss Muffet

01ld Woman in a Shoe

Three Little Kittens

Wee Willie Winkle

Brown Bear, Brown Bear

Chicken Soup with Rice

In a People House

Noisy Nora

Very Hungry Caterplllar

What Do You Do with a Kangaroo?
"The -Big Toe

Boo—-Hoo

Dan, The Flying Man

The Farm Concert 1
Grandpa, Grandpa

Hairy Bear

The Hungry Giant

In a Dark, Dark Wood

The Jigaree

Lazy Mary

The Meanies

The Monsters' Party

Mrs. Wishy—Washy

Obadiah . LN
One Cold, Wet Night

Poor 0l1ld Polly

The Red Rose

Sing a Song

Smarty Pants

Three Little Ducks

To Town
- Who Will Be My Mother?
Woosh!

Yes, Ma'am

Boss for a Week

Clifford's Family

Bunches of Bunnies 12
More Spaghetti, I Say! 12 10

Totals in Minutes . 319 294 285 283 266 306
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Table 29. Time spent reading traditional~sized versions.

: Teacher Identification
Title ‘ A B C D B

Hickory Dickery Dock
Jack Be Nimble
Little Bo—Peep
Little Boy Blue
Little Dog

Little Jack Horner .
Little Miss Muffet
0l1d Woman in a Shoe
Three Little Kittens
Wee Willie Winkle .
Brown Bear, Brown Bear 15
Chicken Soup with Rice 10
In a People House 5
Noisy Nora : 10
Very Hungry. Caterplllar 6
What Do You Do w1th a Kangaroo? 20
The Big Toe

Boo-Hoo

Dan, The PFlying Man

The Farm Concert

Grandpa, Grandpa

*Halry Bear

The Hungry Giant

In a Dark, Dark Wood

The Jigaree

Lazy Mary

The Meanies 1
The Monsters' Party

Mrs. Wishy—Washy

Obadiah ,

One Cold, Wet Night

Poor 01ld Polly

The Red Rose

Sing a Song

Smarty Pants ‘

Three Little Ducks

To Town

Who Will Be My Mother?

Wooshl!

Yes, Ma'am

Boss for a Week |

Clifford's Family

Bunches of Bunnies - 11 10
More Spaghetti, I Say! _ 10 12 10 10

Totals in Minutes 280 290 282 275 261 260
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APPENDIX G

SCHEDULE FOR BOOKS IN CLASSROOMS




Iable 30. Schedule for books in the classrooms:

124

1987-1988 school year.

Dates for

Teacher Identification

Title A B C D E F
Hickory Dickery Dock 09/21 09/28 10/12 11/16 11/02 10/26
Jack Be Nimble 12/14 10/12 01/04 09/28 11/02 09/21
Little Bo—-Peep 09/28 10/12 11/02 12/14 09/21 11/23
Little Boy Blue 10/12 10/26 11/02 09/21 11/23 12/14
Little Dog 10/26 11/02 11/23 01/11 12/14 01/11
Little Jack Horner 11/23 09/28 " 09/21 12/14 10/12 11/02
Little Miss Muffet 01/11 11/02 09/21 11/23 10/12 09/28
0ld Waman in a Shoe 01/18 11/23 12/14 11/02 09/28 10/12
Three Little Kittens 10/12 01/18 09/28 10/26 ‘11/02 12/14
Wee Willie Winkle 11/16 09/21 10/26 10/05 01/18 ——
Brown Bear, Brown Bear 09/21 09/28 11/02 10/05 10/26 11/23
Chicken Soup with Rice. 09/28 11/02 10/12 11/23 09/21 12/14
In a People House i0/26 10/05 11/02 09/21 01/11 12/07
Noisy Nora 10/12 10/26 12/07 09/21 11/02 05/21
Very Hungry Caterpillar 12/14 11/16 09/21 11/02 10/12 09/28
- What Do You Do w/a Kangaroo? 11/23 10/12 01/18 12/14 01/11 11/02
The Big Toe 10/12 10/26 11/02 11/16 09/28 12/14
Boo-Hoo 11/02 01/11 10/12 11/16 12/07 10/26
Dan, The Flying Man 12/07 11/23 01/11 01/18 12/14 01/18
The Farm Concert 11/02 11/16 09/21 10/26 10/12 09/28
CGrandpa, Grandpa 1i/02 01/11 01/18 12/07 10/26- 10/05
Hairy Bear 12/14 11/02 10/05 11/23 01/18 10/12
The Hungry Giant 01/18 12/14 11/23 11/02 10/05 10/12
In a Dark, Dark Wood ° 10/05 12/07 01/11 11/02 11/23 10/12
The Jigaree 10/05 12714 11/23 10/12 01/18 11/02
Lazy Mary 12/14 10/12 09/28 12/07 11/23 11/02
The Meanies 11/23 01711 11/02 12/07 10/26 10/05
The Monsters' Party 01/11 10/05 12/07 - 10/12 11/05 10/12
Mrs. Wishy-Washy 01/18 12/07 11/23 11/02 10/05 10/12
Obadiah : 09/21 09/21 10/05 10/12 10/12 10/26
One Cold, Wet Night 10/12 12/14 09/28 11/02 01/18 11/23
" Poor 01d Polly 09/28 10/12 12/14 11/23 09/21 11/02
The Red Rose 10/26 . 01/18 10/05 01/11 12/07 01/11
Sing a Song 11/23 11/02 10/12 09/28 12/14 09/21
Smarty Pants 10/26 11/23 01718 12/14 11/16 10/05
Three Little Ducks 11/16 09/21 10/26 10/05 01/11 12/07
To Town : 10/05 -11/02 12/14 10/12 01/18 11/23
Who Will Be My Mother? 12/07 10/05 o01/18 10/12 12/14 11/02
"Woosh! 11/02 12/14 10/12 10/26 09/28 11/16
Yes, Ma'am 11/16 - 01/18 10/26 01/11 10/05 12/07
Boss for a Week 11/02 -12/07 12/14 01/18 01/11 11/16
Clifford's Family 12/07 11/16 12/14 01/11 11/02 01/11
Bunches of Bunnies 01/11 12/07 11/02 01/18 11/23 01/18
More Spaghetti, I Say!- 11/02 01/28 11/16 01/11 12/07 01/01
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APPENDIX H

TEACHER PERCEPTIONS ABOUT

USING BIG BOOKS




(1)

(2)-

(3)

(4)

(5)

(6)

.(7)_

(8)
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- TEACHER PERCEPTIONS ABQUT
USING BIG BOOKS

Did yvou find teachlng with the big books enjovable?
Why or why not?

Did you find that students in the big book group

" attended to the story better or worse than the

students in the traditional-sized book group?

Do you +think your students in the big book group
enjoyed story time more or less than students in the
traditional-sized book group?

Did you find that students in the big book group asked
more or less questions about the stories than students
in the traditional-sized book group?

Did students in the big book group want to reread the
stories?

'Did students in the traditional-sized group want to

reread the stories?.

Do you think your students benefitted from being in
the big book group? If yes, in what ways?

Will you use big books in the futuré?




September 28

October 5

October 12

November 2
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 COMMENTS MADE BY TEACHERS
DURING THE COURSE OF THE STUDY

This is one of the nursery rhymes we've been
using in class. The kids are really paying
attention to the words when they see it
enlarged. I wish I could share the enlarged
version with my other class.

The children with the big books like to play
"school" during free time and read the big
books to each other. (Similar comments
about "school" were made often.)

The ‘kids in the big book group noticed these
question marks and wanted to know what they
were for. I really think that the guys in
the big book group are paying better atten-
tion to the stories than my other class.

All of the children are getting so they read
along with the repeating parts of the story,
even those who sit in the back. With the
little books, there are always a few in the
back who don't pay much attention.

I am sure glad that I decided to participate
in the experiment. I really am enjoyving
using these big books. The kids think they
are so neat! (This teacher voiced this type
of statement repeatedly throughout the
project.)

You Xknow, these big books are kind of
awkward to handle, even with the easel, but
the kids do respond to them; so.I guess I
don't mind. The kids seem to feel like they
are reading, which is what they want to do
now that they are in school.

We read this book at the beginning of the‘

year. The kids sure liked the story. Do
you want me to reread it to the llttle boock
group? [yes]
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TEACHER COMMENTS-—-Continued

November 16

November 23

December 14

Some of my kids recognized some works from
the big book this week. Then they pointed’
them (the words) out to other children as

. they encountered them in other print.

These big books are really great. I think

the kids with the big books do pay better
attention to the stories than the other
students. They Jjust seem to feel like they
are a part of the story. They're more
involved with reading.

T am glad I decided to do this project with
you. The students pay attention so much
better with the big books.

We are sure enjoying these stories. Even in
the little book group, the kids are inter-
ested in the stories because they can guess
what is going to happen next.

I thought the kids wouldn't want this story
since we had done it early this year, but
the kids in the big book group asked for it
several times, then read it over and over to
each other. The little book group didn't
seem all that interested in repeating it.

Some of my children asked about the gquota-

tion marks and the periods in this one.

My kids (in both groups) wanted to act out
this story. Should I let them? [Not until
after the study is over.]

One of my students asked me where I got
these big books. Then he told me that he
sure liked them. .  He wants to get some for
home. '

This one was my kids' favorite yet. We
should have had it for Halloween! '

I didn't have much time to read this week.
We got them read, but pretty fast. )
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TEACHER COMMENTS--Continued

" January 11

January 18

We enjoyed this book particularly (Obadiah).
The big book group wanted it reread several
times. I tried to reread it to the little
group for the same amount of time. Can I
borrow the big version after this project is
completed?

How much longer do we do this? I am sure
going to miss having these big books. We're
going to order some for the kindergarten
classes. There are so many things you could
do with them after you read them aloud.

My kids are going to miss having these big
books. I'm sure glad that I did this!
Everyone enjoyed them so much. They help
the kids feel like readers.

The books from last week were S0 good! The
kids wanted to reread all of themn.

I didn't do this nursery rhyme, and I don t
really want to do any more nursery rhymes
with my class.

My kids could guess the rhyming words that
came next in this story!

You should have seen my students reading to
each other this past week from the big
books. I hope I don't really act like the
teacher they were pretending to be! They
were so stern with each other, but I did
notice that they were really sincere in
explaining the story to each other as they
played teacher.
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