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ABSTRACT

MUSICAL APTITUDE AND PHONOLOGICAL SPELLING

STRATEGIES AMONG READING-PROFICIENT ADULTS

‘ HITH SPELLING DISABILITIES

By

Sophie Shambes McGee

The purpose of the study was to collect, analyze, and compare

data of various auditory and phonological characteristics shared by

spelling-disabled adults who were competent readers. Fifty-seven

American-born adult students at Hashtenaw Community College in Ann

Arbor, Michigan, comprised the study population used to investigate

the hypothesis that a "good ear" is necessary to spelling

proficiency. The researcher tested the subjects with six

measurements of musical aptitude to determine whether low scores

would accompany poor spelling performance. In addition, four

phonological spelling strategies were investigated, the data for

which were collected by administering spelling tests and a

questionnaire. The results were then compared to those from a

second group of subjects, proficient in both reading and spelling,

to whom the same measurements were administered. Poor spellers had

difficulty attending to the sounds of language and music.



Sophie Shambes McGee

The following significant characteristics were found among

reading-proficient adults with spelling disabilities: (a) low

scores on the musical aptitude measurements of pitch and tonal

memory, (b) high frequency of occurrence of phonetically misspelled

words, (c) high frequency of spelling words by letter naming rather

than syllabication, and (d) difficulty with pronunciation of words.

The four characteristics listed above have been found to improve

with practice and instruction.
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CHAPTER I

THE PROBLEM

3351591111111

Wm

Anyone who studies the history of spelling disability among the

English-speaking people of the world discovers quickly that the

problem is not new. As far back as the year TZOO there were

attempts to renovate English spelling by bringing it into closer

correspondence with spoken language (Gibson & Levin, l975;

Zachrisson, l93l). In the fourteenth century, Chaucer lamented the

confusing variations of English writing in his poem, "Troilus and

Criseyde":

And for there is so grete dyversite

in English, and in writyng of our tonge

So preye I God, that non myswrite the,

Ne the mysmetere for defaut of tonge!

(Geoffrey Chaucer, l957, p. 479)

Simplification efforts were directed toward improving an

alphabet that struggles with too few a number of letters to

represent too great a number of sounds. Since the alphabet has only

26 symbols to represent more than 40 phonemes, spelling reformists

claimed that additional alphabetic symbols would produce the

necessary letter-to-phoneme correspondences that would simplify

reading and writing.



That spelling has persisted to be troublesome and difficult for

many people throughout the past 500 years is obvious from the number

of attempts made to simplify English spelling. In the sixteenth

century, Sir 'Thomas Smith and John Hart argued for a "phonic”

approach, using a somewhat consistent “phonetic“ alphabet (Fries,

T963). Alphabetic reform continued in the seventeenth century under

the leadership of Alexander Gill, Charls Butler, and John Wilkins,

followed by Benjamin Franklin in the eighteenth century and

continuing into the middle of the nineteenth century with spelling

reformists A. J. Ellis and Isaac Pitman. Organized spelling reform

underwent its greatest surge of activity between the years 1875 and

l886 under the leadership of Francis A. March, leader of the

American Philological Association, who made a vigorous attack on

what he called "the monstrous spelling of the English language" and

its adverse effect on education (Dewey, l97l).

Probably the most famous spelling-reform advocate of the

twentieth century was George Bernard Shaw, who devised his own

version of an orthography for new English spelling. Alphabet-

reformists Pitman (l969) and Dewey (l97l) attempted to substitute

traditional orthography with Sir James Pitman’s Initial Teaching

Alphabet (ITA) as a temporary alphabet to be used in beginning

reading and writing. 'ITA is today beyond question the outstanding

exemplar of a phonemic notation as an initial teaching medium” wrote

Dewey in his recommendation for the effective teaching of initial

orthography. The ITA was tested extensively in England and to a

lesser extent in the United States, but Dewey’s enthusiasm was not



shared by Gibson and Levin (l975), who represented a multitude of

anti-reform advocates seeking to preserve traditional English

spelling for the following reasons:

l. The principal basis for the efficient recognition of words

is the intra-word conditional redundancies generated by rules of the

present orthography. Phonetically precise spelling ignoring these

rules would remove important clues to efficient word perception.

f 2. Current English spelling preserves the morphological simi-

larity of words: telegraph (t 1 gr ef), telegrapher (t legr f r).

Reformed spelling does away with this more lexically relevant repre-

sentation of words.

3. Traditional orthography distinguished the various meanings

of homophones: principal-principle, cord-chord.

4. English spelling occasionally shows the etymology of words.

For example, the ph spelling for /f/ indicates Greek origin:

philosophy, sphere (Gibson & Levin, 1975, p. l87).

An additional objection to simplified spellings is the disfavor

with which they are received by the reader. According to White

(1979) in his book ELEM. ”They distract [the

reader’s] attention and exhaust his patience.” Should the

orthography reform take effect, major problems would arise--namely,

the accessibility of the countless books already in print for which

the new orthography would be too costly to revise and, in a few

years, too unfamiliar to be read.



WEIRD

More successful than the simplification of English spelling was

its standardization. The desire for spelling uniformity emerged

with the increasing popularity of printing in the sixteenth century,

which demanded that a general agreement for spelling variations be

adopted. Until that time, there was little standardization of

spelling; words were spelled according to their sound, as perceived

and created by the writer. By the end of the seventeenth century,

the patterns of modern English were fairly well established (Fries,

1963). Although ‘these patterns became relatively fixed in the

orthography, the pronunciation of words underwent and continues to

undergo more radical changes, a phenomenon that caused even more

confusion to those who sought to "make sense" of English spelling.

The printing of Dr. Samuel Johnson’s dictionary in 1755 provided a

widely accepted reference for "correct” English spellings (Crosby &

Emery, 1981). In the United States the most influential source for

standardized spellings was theWWW

Language, edited by Noah Nebster in l828. With the publication of

Johnson’s and Webster’s dictionaries came a general agreement on a

standardization of English spelling--a standardization that, like

language, keeps changing with events, necessitating frequent

publications of latest editions.

The standardization of English spelling continued to frustrate

advocates of spelling reform who were more interested in the

acceptance of ”simplified spellings” than the standardization of

what March 0893) referred to as a "monstrous system.” Convinced



that at the root of the problems of reading and writing of English

was an inadequate orthography, spelling reformists were dealt a

crushing blow by a number of linguists (Bloomfield & Barnhart, l96l;

N. Chomsky 1: Halle, I968: Fries, I963; Hanna, Hanna, Hodges, &

Rudork, l966: Venezky, T970), whose research demonstrated the

surprising efficiency of many features of English orthography.

BMW;

As mentioned above, recent research in English spelling has

revealed that contrary to previous beliefs there exists a remarkable

consistency of letter-to-grapheme correspondences in English

spelling. Fries (I963) asserted that modern English spelling is not

hopelessly erratic; most spelling is patterned, basically phonemic

and/or morphophonemic in its representation, with patterns of

letters, rather than single letters, as the functioning units of the

representation.

Hanna. et al. (l966) provided linguistic insights into the

nature of English orthography in a computerized study in which they

analyzed the sound-letter relationships in more than l7,000 words.

They discovered that just as there is pattern and system in the

relationships between phonemes and their graphemic representations,

there is also pattern and system in the ways words are created, and

continue to be created, in our language. The researchers also

demonstrated that the number of so-called ”spelling demons" in the

English spelling system is only about 3 percent of the core

vocabulary-~that these few words should hardly constitute the basis



for the assumption that the entire English language is orthographi-

cally chaotic as advocates of spelling reform (Dewey, l97l; March,

1893: Paine, I920; Ripman & Archer, l948: Shaw, 1962) would have us

believe.

N. Chomsky (1970) argued that English orthography appears to be

a nearly optimal way of representing underlying meanings, offering

the following advantages:

1. The semantic similarity of related words is preserved

graphically: for example, anxious and anxiety appear alike to the

reader, who can go directly from the appearance of the word to its

meaning without attention to redundant phonetic information.

2. Lexical representations are resistant to change and persist

over long historical periods.

3. Lexical representations are common to a wide range of

dialect (Gibson & Levin, l975).

Applying phonemic principles to the teaching of reading,

Bloomfield (1933) stressed the importance of helping beginning

readers establish connections between letters and speech sounds

(phonemes), a method that soon came to be known as "the linguistic

approach." A child’s success in learning to read also depends on

giving him the most suitable words to read, without regard to their

meanings. "The child will get the meanings only when he has solved

the mechanical problems of reading," said Bloomfield. Halle (I969)

found that adults learning to read English as a second language

discovered the helpfulness of their being able to use the high-order



information provided by English orthography. In his analysis of

spelling-to-sound correspondences, Venezky (1970) found that

knowledge of the morphophonemic level of English simplified the

pronunciation rules.

Linguistic studies have helped explain some of the most

perplexing problems of spelling in the English language. They

have weakened the arguments supporting spelling reform by

demonstrating that by simplifying spelling through easy

pronunciation, we ignore the high correspondence of relationship

between graphemes and phonemes and the benefits of grammatical and

semantic information about words derived from their orthographic

forms (Gibson & Levin, l975). Despite the linguistic and

educational discoveries in the soundness and effectiveness of

English orthography, the problem of spelling disability persists.

In a society in which reading problems continue to be a major

concern, children in schools today read better than they can spell

(Barbe, Francis, & Braun, l982).

.i i i

Several research studies have indicated that reading-disabled

children may have more difficulty than normal readers in processing

aural input (Godfrey, Syrdal-Lasky, Millay, & Know, l98l: Katz,

Shankweiler, & Liberman, 1981; Moore, Kagan, Sahl, & Grant, l982:

Payne, Davenport, Damanque, & Saroka, l980). The findings

demonstrated the inability of poor readers to use auditory input

effectively.



However, in a study conducted by Zivian and Samuels (I986)

investigating whether differences existed between reading-disabled

and normal readers in the ability to integrate orthographic and

phonemic information, the investigators found no evidence that

reading-disabled children were less able than normal readers to

process or integrate aural input. Perhaps poor readers do not

possess auditory deficits as suggested by Zivian and Samuels, but

there remains the strong likelihood that such deficiencies do exist

in spelling, for even more puzzling than widespread spelling

disability is the fact that many children who are poor in the

ability to reproduce words in spelling are skilled in the ability to

recognize them in reading (Lerner, l97l). Reading achievement and

spelling achievement share a close relationship in the beginning

stages. Thereafter, their paths grow increasingly apart as reading

proficiency increases and the detailed study of words is no longer

necessary. Spelling a word is a more complex task than recognizing

a word; such aids as context clues, phonics, word configuration, and

structural analysis, which enable the reader to recognize words, are

not as helpful to the writing of words. As a consequence, reading

alone, even a great deal of it, is not a guarantee that correct

spelling habits will be learned (Henderson, 1985).

Liberman, Rubin, Duques, and Carlisle (I985) found that poor

spellers demonstrated an ineffective use of phonological strategies

as compared to good spellers. Concerned with linguistic abilities

and spelling proficiency, the researchers concluded that if



successful spelling strategies are to be attained, more explicit

instruction in alphabetic orthography will be required. Similarly,

Templeton (1980) found that a productive knowledge of English

orthography may precede the higher order of phonological knowledge

found in the spelling strategies of good spellers.

Extensive research has been conducted on possible causes of

spelling disability (Fitzsimmons a Loomer, l978: Groff, l973;

Hillerich, I977: Mazurkiewicz, I975: McFeely, l98l; Petty, I958).

Although it appears that the major problem with poor spellers is

their ineffective use of phonological strategies, research

investigating the explanation of spelling disability among the

reading proficient is scant.

m n f in

That learning to spell is sequentially developmental in nature

is perhaps one of the most significant discoveries in research on

spelling acquisition. Studies have shown that spelling is acquired

in a series of systematic stages through which children progress as

a result of their knowledge of phonology and ability to deal ana-

lytically with the structure of language (Beers, I980; C. Chomsky,

1970, 1971; Clay, 1975; Henderson, 1985; Liberman et al., 1985;

Manolakes, 1975; Moskowitz, l973; Read, l97l, l973; Zuttell, l979).

Children grow into spelling proficiency, and as they mature

they use different strategies to produce new words. The hypothesis

of spelling acquisition is that learning to spell is a language-

based activity, just as are learning to speak and read. Beers
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(1980) maintained that children internalize information about spoken

and written words, organize that information, construct tentative

rules based on that information, and apply these rules to the

spelling of words.

Spelling strategies of preschool and primary-grade children

rely heavily on their phonological knowledge in their attempts to

spell (C. Chomsky, 1970; Read, l97l). After children demonstrate

their proficiency in matching phonemes to graphemes in the early

stages of spelling acquisition, they are then prepared to progress

through the more complex subsequent stages of analyzing the struc-

ture and patterns of language. Children’s early attempts to spell

are based on their knowledge of how sounds are articulated.

Prerequisite to the developmental processes of spelling acquisition

is the child’s ability to match sounds to letters in the first and

most basic stage-~a skill that should be acquired before progressing

to the next stage.

In the past, Henderson (1985) explained, the best we could

offer deficient spellers was more phonics and memory drill. Today

we can offer much more. By examining the nature of children’s

errors, we can determine the stage of spelling development they have

reached. ”50 informed, we can temper our prescriptions to their

competence” (Henderson, T985, p. l9l).

Waggoner!

There is little unanimity of opinion regarding proper methods

of teaching spelling. Basic research on fundamental strategies for



II

the teaching of spelling has had little influence on the teaching of

spelling. Teachers are not usually familiar with the literature

devoted to spelling research and base their instruction more on

tradition than on the results of spelling research (Barbe et al.,

1982). Many of the ideas presented in research depend on

complicated theories of language and learning that teachers do not

understand. In addition, basic research in spelling often

challenges time-honored truisms about spelling that teachers prefer

to preserve.

The application of educational and linguistic research to the

teaching of spelling is not commensurate with research efforts

(Fitzsimmons & Loomer, I978). According to T. D. Horn (1960) and

Christine and Hollingsworth (1966), the problem with the teaching of

spelling is the lack of application of the valuable evidence

currently available.

n H w u

”Some persons have an aptitude for hearing and reproducing

. speech-sounds: we say that such persons are good imitators or

have a "good ear” (Bloomfield, I933, p. 84).

In 1952, five graduate students from Harvard University

conducted a study in Lindale, Georgia, a small mill-town community

in the northwestern area of the state. Although the primary purpose

of the study was to investigate correlations between a Harvard-

designed reading program and an already established basal reading
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program, the researchers were also interested in variations in the

teaching styles of the school’s four first-grade teachers.

One of the researchers, Benjamin Bohnhorst (1954), designed his

doctoral dissertation to study the effectiveness of different

teaching styles of the four teachers observed. He measured the

success of’ each of the classes by administering and comparing

pretest and posttest scores on the Gates Pre-reading Inventory, the

California Test of Mental Maturity, and a test designed by Bohnhorst

to measure visual discrimination. He was especially interested in

the extremely diverse teaching styles of two teachers in particular.

The first was a "drill-sergeant" type of teacher, who was focused on

time-on-task performances from her students“ Her students entered

class each morning, went directly to their desks where they found

their basal readers and workbooks opened to the appropriate pages,

and began working immediately. To insure further that no time be

misspent, the teacher placed sharpened pencils at each desk aJong

with crayons, writing and drawing paper, and whatever other

materials were necessary for the morning’s first project. The

second teacher Bohnhorst observed was described as a relaxed,

gentle, low-keyed teacher who spent 20 minutes each morning on

musical roll call. She sang the names of each of her students on a

note (or pitch), after which the students were expected to respond

on the same note. "Alice, are you here?” was sung on one note.

Alice responded with "I’m here." If Alice’s response was on the

right pitch, the teacher would move on to another child. If,

however, the response was off pitch, the teacher would sing the
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following request on the same note: “Let’s help Alice be here."

The entire class would then assist by singing, ”Alice is here" on

the appropriate note.

Correlations between the various teaching styles that were

observed proved to be a major factor in the results of the posttest

scores. The students of the musical-roll-call teacher scored

consistently higher on the subsequent tests than did the students of

the other three teachers--including the teacher Bohnhorst dubbed

”Drill Sergeant," whose students performed second best in overall

improvement.

The Bohnhorst study revealed the importance of a child’s having

or developing a good ear in order to learn many of the important

skills taught in early school years. Similarly, the importance of

having a good ear is prerequisite to learning to spell. According

to Kesselman-Turkel and Peterson (I983), spelling is so sensibly

tied to a word’s sound and meaning that all one needs in order to

spell correctly are (a) a good ear, (b) careful speech, and (c) an

understanding of which letters stand for which sounds.

EUEEQSE

The purpose of this study was to examine various auditory and

phonological characteristics shared by spelling-disabled adults who

are competent readers. More specifically, the areas of

investigation were five measurements of musical ability and four

phonological spelling strategies.

The scant research on adult spelling disability has focused on

poor readers who understandably lack the skills to acquire spelling
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competency. Liberman et al. (I985) compared linguistic abilities

and spelling proficiency of kindergartners to adult poor spellers,

all of whom were enrolled in adult literacy classes.

In this study, the researcher attempted to bring to the problem

of spelling disability a knowledge of auditory and phonological

disorders not yet explored among competent adult readers with

spelling disabilities.

W

I. Hill the scores on any of the six measurements of musical

ability (pitch, loudness, rhythm, time, timbre, and tonal memory)

differ significantly between the spelling-disabled (Group I) and

spelling-proficient (Group 2) adult students?

2. Hill the mean scores on each of the tests of musical

ability obtained by the population of high school and college

students, as reported in the Seashore norms, reveal significant

differences from the mean scores obtained by Group I and Group 2?

3. Hill there be a correlation between the scores on the oral

Sgglljgg_l§99 Diagnostic Spelling Test (05) and the visual Eggus gn

Spelling Proficiency and Diagnostic Spelling Test (FS)?

4. Hill deficient spellers have a higher occurrence of

phonetic misspellings than proficient spellers?

5. Hill the subjects with high occurrences of phonetic

misspellings employ the spelling strategy' of letter-naming more

frequently than will the subjects with lower frequencies of phonetic

misspellings?
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6. Hill there be a significant difference between the self-

assessment of musical ability and a high frequency of phonetic

misspellings?

7. Hill the mean scores of self-assessment of artistic ability

differ significantly with the frequency of phonetic misspellings?

8. Hill the poor spellers in Group I admit to having more

difficulty with word pronunciation than those proficient spellers in

Group 2?

9. Hill the poor spellers in Group I be significantly less

proficient in the ability of dictionary skill word-pronunciation

than those proficient spellers in Group 2?

IO. Hill significantly more of the poor spellers in Group I use

the spelling strategy of letter-naming than will the better spellers

in Group 2?

II. Hill the better spellers pronounce words and/or syllables

to themselves as they write significantly more often than the poor

spellers?

l2. Hill the self-assessment of musical aptitude reveal

significant differences between the judgments of poor spellers and

those of better spellers?

I3. Hill the self-assessment of artistic ability reveal

significant differences between the judgments of poor spellers and

those of better spellers?
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laminnlm

Eungtjgn_wgrd. A term sometimes used in word classifications

for a word whose role is largely or wholly grammatical, e.g.,

particles, pronouns, conjunctions. All contrast with the lexical

words in a language, which carry the main semantic content.

firggngmg. An alphabetical symbol (letter).

W. The relationship between a

phoneme (sound) and a grapheme (letter) in writing. In English

there is not as close a one-to-one relationship between printed

symbols and speech sounds as there is in some other languages, such

as Spanish. Some letters (graphemes) represent more than one sound

(phoneme), e.g., the two 5’s in saves. Some sounds (phonemes) are

represented by more than one letter or group of letters (graphemes).

Examples: the vowel sound in too, do, you, flue, and chew.

MM. A writing process in which children are

encouraged to "write" their thoughts, feelings, and experiences.

Because these children have not yet developed the ability to spell

words correctly, they invent spellings for the words they use by

attempting to spell by matching phonemes to graphemes according to

their own levels of linguistic ability.

flgrghgmgs. The smallest meaningful unit in a language, and the

central concern of morphology. Examples: roots, prefixes,

suffixes, inflectional endings.

W-A linguistic

study of the morphemes of the language, including the analysis and
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classification of phonological factors that affect the pronunciation

of morpheme variants (allomorphs).

Ehgnemg. The minimal unit in the sound system of a language,

according to traditional phonological theories. The extent to which

the phonemes and the graphemes of a language are regular is called

the phoneme-grapheme correspondence.

Ehgngmigs. The study of phonemes.

W. The use of phonics in the spelling of

words; also used to pronounce a written word in reading.

£hgne11g_gu§§gglliggs. The spelling of a word that cannot be

correctly pronounced as written; misspellings of words that do not

have a correspondence of phonemes with graphemes.

one . The science that studies the characteristics of

human sound-making, especially ‘those sounds used in speech, and

provides methods for their description, classification, and

transcription. Three branches of the subject are generally

recognized: (a) articulatory is the study of the way speech sounds

are made (articulated) by the vocal organs; (b) acoustic phonetics

studies the physical properties of the speech sound wave as

transmitted out of the mouth; and (c) auditory phonetics studies the

perceptual response to speech sounds, as mediated by ear, auditory

nerve, and brain.

Ehgnigs. The application of phonetics (or phonemics) to

spelling and reading.
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Pitch. An auditory phonetic feature, corresponding with the

acoustic feature of frequency, which in the study of speech is the

number of complete cycles of vibration of the vocal cords.

E1tgh_d15gr1m1natign_igr_sensg_gf_pitgh1. The ability to hear

small differences in pitch. It is a measure of the capacity for

using pitch in musical hearing and tone production.

Bgadjng;nrgf1g1gnt_agglts. Those attaining a grade-level score

of ll.2 or better on the Gates-MacGinitie Reading Test, Levels lO/IZ

or K/L. A criterion required for all subjects in the study.

Strugtgral analysis. The use of meaning units (or morphemes)

in the spelling or recognition of words.

Iimbre. The attribute of auditory sensation in terms of which

a listener can judge the dissimilarity between sounds of otherwise

identical pitch, loudness, and length. The best examples can be

found in the characteristic timbres, or tonal qualities, of

different instruments of the orchestra; but a similar set of timbres

can be established to distinguish between the frequency

characteristics of individual sounds (such as vowels and fricatives)

or individual speakers (as one of the features of voice quality).

WW1

Chapter II contains a review of pertinent literature in the

following areas: (a) the relationship between musical aptitude and

the Seashore Measurement of Musical Aptitude, (b) studies on the

effectiveness of training to improve musical ability, (c) the

effectiveness of the English orthography in the spelling system, (d)
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the application of educational and linguistic research to the

teaching of spelling, (e) the developmental stages of spelling

acquisition, and (f) research on spelling among spelling—disabled

and reading-proficient adults.

The materials and procedures employed in this study are

described in Chapter III. The design of the study is also

presented.

The results of the data collected, compared, and analyzed in

the study are reported in Chapter IV.

Chapter V concludes the study with a discussion of the

investigation, implications, recommendations for both the teaching

of spelling and future research, and the researcher’s reflections.



CHAPTER II

REVIEH OF RELATED LITERATURE

The investigation of musical ability among reading-proficient/

spelling-disabled adults focused on the following five major areas

in the review of the literature:

I. The relationship between musical aptitude and the Seashore

Measurement of Musical Aptitude.

2. Studies on the effectiveness of training to improve musical

ability.

3. The effectiveness of the English orthography.

4. The application of educational and linguistic research to

the teaching of spelling.

5. The developmental stages of spelling acquisition.

6. Research on spelling competency and phonological disorders

among adults.

i w n

W

The Seashore Measurement of Musical Talents (C. Seashore,

Lewis, a Saetveit, I960) is the best-known test of musical aptitude.

The tests included in the measurement--pitch, time, rhythm, timbre,

loudness, and tonal memory-~represent the auditory qualities of

music, each of which can be isolated for measurement. The Seashore

20
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test asks specifically whether variations within each of the

separate measurements can be heard. The results are recordable,

repeatable, verifiable, and predictive (C. Seashore, 1938).

mm

Pitch discrimination has played the primary role in determining

musical ability. Both psychologists and musicians place more

emphasis on the ability to perceive the variations of pitch than on

any of the other musical measurements. In his own description of

the Seashore measurement, C. Seashore (I938) asserted that pitch is

the most basic measure of musical aptitude through which musical

capacity or incapacity can be judged. Lundin (I953), in his

research of studies on the psychology of music, affirmed the common

belief that the ability to discern pitch discrimination is a

necessary attribute for musicianship. Common sense, Lundin

continued, tells us that one will not be a successful singer if he

cannot sing ”in tune," regardless of a superior quality of the

voice.

C. Seashore (l9l9a) asserted that the judgment of pitch

discrimination is innate, not dependent on logic but rather on the

various degrees of sensitive mechanisms in the inner ear. Pitch

discrimination, a capacity that does not vary with age, is the most

widely accepted of the musical measurements for determining music

capability. According to the test’s author, the average pitch

scores of grade-school children is lower than that of adults, not

because of the capacity of the sense organ in the ear but because of
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the relative cognitive immaturity of the child compared to that of

the adult.

The Seashore measurement was included in a battery of entrance

tests for all entering freshmen at Casper Junior College in an

effort to identify prospective members of the college choir.

Russell Schwejda (I954), the director of music at the college,

claimed that the pitch test gave a ”good factual argument” in

persuading students to join the choir.

Faulds (I959) administered a battery of 14 auditory tests to 67

freshmen from the Hestminster Choir College and 35 freshmen from

Princeton University to examine various aspects of pitch

discrimination. He found that those subjects who were poor at pitch

discrimination in a ”pure situation" like the Seashore test were

correspondingly poor in a musical situation.

In a study conducted in the Biolinguistic Laboratory of the

University of Michigan, Brody (I949) administered a series of tests

to a group of 34 children, ages 9 to I7, involved in a voice-

training program based on effective motor coordination for the

production of tone. The Seashore Pitch Test, the only test given

from the Seashore measurement, was selected as an auditory

discrimination test, not only because it measures the ability to

hear two pitches, but also because it. measures the ability to

compare and make judgments on the previous pitch. The researcher

claimed that the test was a measure of a specific function of the

cortex and could not be considered an elemental capacity.
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Maugham

Unlike C. Seashore, who singled out pitch as the best predictor

of musical ability, other researchers, while supporting the cflaim

that pitch is an essential measurement, have concluded that tonal

memory is also a valuable predictor. Drake (I933) believed tonal

memory to be the one factor on which musical ability could most

accurately be predicted. J. L. Mursell (I937), a notorious skeptic

on the reliability of musical ability tests, reported that the

Seashore Measure of Tonal Memory, along with the Kwalwasser-Dykema

Test of Tonal Memory, correlated highest with various criteria of

musical success.

Using the Spearman tetra-difference statistical technique,

Drake (I942) found that at least five separate abilities constitute

musical talent. He recommended that the two capacities, pitch

discrimination and auditory (tonal) memory, are distinct and

fundamental for the musical mind and should always be included in

any music testing program.

In a factor analysis of the Seashore measurement, McLeish

(I950) found that the tests of pitch and tonal memory both revealed

high correlations to musical ability. Bachem (I954), in his study

of time factors in relative and absolute pitch, concluded that the

most musical subjects (half of whom had absolute pitch) had the

highest scores in memories for pitch during a test in which he
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introduced longer time delays than normally given on the pitch

measurement. Using the Seashore test, Konig (I957) noted that the

more the lengthening of time intervals on the pitch test, the more

notably the scores fell for some of the subjects, suggesting that

both tonal memory and pitch were determining factors in the pitch

scores. Although Konig’s subjects were not selected for their

musical ability, the studies produced similar results: Both pitch

and tonal memory were predictors of musical talent.

Bienstock (I942) found in her research of various studies on

musical aptitude that, in considering the tests of musical talent

available to date, most investigators agreed that the Seashore Pitch

and Tonal Memory Tests were the two most important and fundamental

criteria in the measurement of musical talent.

hm T'mbre n dn

So questionable are the low coefficients of the time, rhythm,

timbre, and loudness tests of the Seashore measurement to musical

ability that Farnsworth (l93l) concluded that only the pitch and

tonal memory tests were sufficiently reliable for diagnostic value;

the other tests should be used only with extreme caution.

Similarly, Bienstock (I942) and Lundin (I953), in their surveys of

studies on tests of musical aptitude, found an overwhelming

consensus that little importance should be placed on the

significance of the measurements of time, rhythm, timbre, and

loudness.
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Summanx

Of the various measurements used to test musical ability, only

the pitch and tonal memory tests are sufficiently reliable for

diagnostic value. Studies of musical aptitude tests have revealed

an overwhelming consensus that the measurements of time, rhythm,

timbre, and loudness are of little significance in determining

musical aptitude. Furthermore, the importance of tonal memory and

pitch as basic constituents of musical talent is evident by their

inclusion in all leading music tests.

'e v

to Improve Musical Ability

The theory that pitch discrimination is an innate characteris-

tic that does not improve with training was supported by C. Seashore

(l9l9b), who was steadfast in his view that individual differences

in the ability to discriminate pitch reach maximum levels at an

early age. He further believed that people possess a number of

specific inherited abilities that cannot be altered or improved upon

with training.

Although Seashore’s views have had a profound influence on both

psychologists and musicians, little evidence has substantiated the

theory of inborn capacity. On the contrary, Lundin (I953) reported

that most of the research has supported the opposite theory-~that

pitch discrimination, like other musical behavior, is acquired and

subject to improvement.

Disputing the theory that musical talent is hereditary and

questioning the emphasis of schools in sorting out the musically
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talented for special training, Brody (I949) selected 34 subjects

from grades 4 through I2 to participate in a voice-training program.

Throughout a seven-week program based entirely on effective motor

coordination for production of tone, the researcher emphasized the

activities of posture, respiration, phonation, resonation, and

articulation. At the end of the training period, the following

improvements in musical ability were observed:

1. All of the subjects displayed qualitative changes in their

singing voices.

2. All of the nonsingers were able to carry tunes.

3. The shallow breathers showed a considerable increase in the

length of breath.

4. All but one increased their ability to sing in tune.

5. Twenty-three of the 34 students showed improvement in

breathing control, pitch performance, and auditory discrimination.

6. The same group of 23 students showed an average gain of

four‘ points on the Seashore Pitch Test, whereas 12 of the 34

subjects showed an average gain of nearly six points.

Pitch discrimination in tests of musical ability is measured by

sounding two tones (on tuning forks with resonators or electrical

oscillators) and gradually reducing the frequency until the listener

is unable to discern which of the two tones is higher. The

frequencies usually employed in setting the frequencies are 30, 23,

l7, l2, 8, 5, 3, 2, I, and 0.5 (C. Seashore, I938). Holner and Pyle

(I933) selected seven children with such poor pitch-discrimination
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ability that they were not able to discern octaves. Using tuning

forks accompanied by verbal explanations as to the correctness of

the responses, the researchers spent l6 hours with each of the

subjects in individualized sessions. Before the training, the

children were not able to discriminate a difference of 30 cycles per

second (cps). At the end of the l6 hours, all of the children

improved; four could distinguish differences as low as I/2 cps, and

the remaining three could distinguish differences of 2, 3, and 8

cps, respectively.

Twelve adults were selected in a study conducted by R. Seashore

(1935), in which improvement in pitch discrimination was observed.

Using an electrical oscillator as a training instrument, Seashore

found that the average ability to discriminate pitch differences

rose to 4.6 cps from the previous threshold of 9.2 cps. The average

percentile rank on the Seashore Pitch Test improved from 6.6 to 45.

Carpuso (I934) claimed that, after six weeks of training in interval

recognition, one of the subjects improved from 6 to 93 in the

percentile rank of the Seashore test. Similarly, Hyatt (I936, I945)

concluded that deficiencies of pitch discrimination are remediable.

After individualized training with l6 college students with poor

ability to discriminate pitch, he reported that the average increase

of the score on the Seashore Pitch Test was 6.l points.

Semeonoff (I940) conducted a study in which 270 children

ranging from age I2 to I5 were tested. Significant differences on

musical aptitude tests were found between children who played

instruments and those who did not. Although the amount and length
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of training were not considerations in the study, the research

gave evidence that children with training on musical instruments

received higher scores on musical aptitude tests.

In comparing the mean scores of junior high school students

with no music training outside the school with those who received

ten or more private lessons, Kwalwasser (I936) found the difference

in the scores to be statistically significant. On the Kwalwasser-

Dykema Test of Musical Ability, the mean of the untrained group was

l76.26, whereas the mean for the trained group was 187.50.

Sumac!

The results of the studies on the ability to improve musical

aptitude, particularly in the area of pitch, have shown that

improvement is possible. Through remediation of auditory-

discrimination techniques or musical training, many subjects were

able to obtain higher scores as revealed after retesting. Subjects

with musical training in their backgrounds received significantly

higher scores on the tests of musical ability than did those

subjects with no training.

WW

English spelling has traditionally been condemned by scholars

and educators because of the apparent inconsistency of relationships

between the phonemes of American-English speech and the graphemes

by which phonemes are represented in writing. The playwright and

outspoken critic of English spelling, George Bernard Shaw, is
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credited with the humorous but outrageous formula that results in

the spelling of GHOTI for the word fish: gh as in rough, o as in

woman, and ti as in vacation. A scholar of the teaching of

spelling, Edmund Henderson (I985), recently made the claim that

linguists, who know so much about language, think learning to spell

is very' difficult-~a claim this researcher has been unable to

support in her review of recent studies by linguists on the subject

of spelling.

Two schools of thought have prevailed in the concern about the

apparent lack of regularity in the English spelling system. One

side would reform the orthography toward a more consistent letter-

to-sound correspondence, thus reducing the number of graphemes

involved with the spelling of words. The other side would prefer

that the orthography remain unchanged for two reasons: (a) changing

the orthography would interfere with the traditional patterns and

meaning relationships that have evolved historically, and (b)

studies of English orthography have revealed a far greater

consistency of phoneme-to-grapheme correspondence and a far greater

consistency in writing morphemes than previously believed.

W

The fundamental cause of our present chaotic and indefensible

spelling, underlying all the rest, has been the effort to spell

a cosmopolitan language--basically Anglo-Saxon or Teutonic but

greatly enriched from Romance sources, notably Norman-French--

which distinguishes about 40 sounds, by means of a Roman

alphabet, quite adequate for Latin, for which it was developed,

but containing a maximum of 26 letters. (Dewey, I97I, p. 4)
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Bloomfield (I933) said that to change the orthography of a

language does not change the language; the language remains the

same, regardless of how it is written. (Bloomfield, however,

questioned the feasibility of an orthographic revision for reasons

to be discussed in the following section, I'Arguments Against

Spelling Reform.') Ever since the Great Vowel Shift, which occurred

during the Middle Ages, in which the pronunciation of words changed

but spelling remained essentially the same, advocates of spelling

reform have attempted to improve English spelling by devising a more

compatible grapheme-to-phoneme orthography.

Described by Scrag (I974) as ”one of the ffinest phoneticians

English has known," John Hart (I554) wrote what is thought to be the

first book on spelling reform, entitledMW

Beginning, for'.A11 innlegnneg, and in 1570 published a phonetic

alphabet as an instrument to teach reading. In about I569, Hart

published Qnihngnnnnje, in which he described the "newe maner of

 

writing,” which he had previously discussed in his manuscript lne

WWW(c. 1551):

For even so I have opened the vices and faultes of our writing:

which cause it to be tedious, and long in learnyng: and learned

hard, and evill to read. . . . And then have I sought the

meanes (herein writen) by the which we may use a certaine, good

and easi writing, onli following our pronunciations; and keping

the lettera in their auncient, Simple, and Singular powers.

(cited in Fries, I963, p. 55)

Hilliam Bullokar published four books in about l580 in which he

advocated “amended" spelling with a new orthography not too

different from that which already existed at the time. Similarly,

Sir Thomas Smith and Edmund Coote in the sixteenth century,
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Alexander Gill, Charls Butler, and John Hilkins in the seventeenth

century, and Benjamin Franklin in the eighteenth century advocated

the use of phonetic alphabets (Fries, I963). During the nineteenth

century, A. J. Ellis and Isaac Pittman attempted to construct a

simpler alphabetic system.

Phonetic alphabets, the primary focus of spelling reformists,

were designed with the hope that it would be possible to represent

the individual sounds so precisely that the full details of the

pronunciation of any language could be revealed by the writing alone

(Fries, I963). In l888, an alphabet of international application

was established by the International Phonetic Association, the

International Phonetic Alphabet (IPA), which represented the sounds

for 26 vowels and 52 consonants. During the twentieth century,

additional appeals for reform and attempts to teach reading and

spelling through a simpler system were developed (Zutell, I979):

Sir James Pitman’s initial teaching alphabet (ITA), Horld English

Spelling (HES) of the Horld English Society, the initial teaching

medium (ITM), and New Spelling (NS) of the British Simplified

Spelling Society.

Block (I972) reported that the results of the ITA, the most

widely taught of the revised systems, when it is used as an initial

teaching tool, have repeatedly demonstrated it to be an effective

aid to spelling development. Petty, Murphy, and Mohan (I974)

studied the effects of teaching the ITA to third, fourth, and fifth

graders and found that little improvement was made. Block, however,



32

contended that the ITA was never intended for children who had

previous training in traditional spelling experience: hence, the ITA

must be used as an initial teaching method.

Attempts to simplify English orthography with the hopes of

providing a less complicated spelling system and more easily

acquired reading skills have repeatedly been met with opposition,

despite arguments that the change would be beneficial to the English

language:

There would be no serious difficulty about devising a simple,

effective orthography for all types of standard English; the

use of it would save an enormous amount of time and labor, and,

far from injuring our language, would raise the general level

of standard speech, both by reassuring native speakers of non-

standard and by removing their tendency of spelling-

pronunciations. (Bloomfield, I933, p. 502)

W

Opponents of the alteration of English orthography have

maintained that, contrary to the claims of the spelling reformists,

English orthography has a higher correspondence of regularity to

the phonemes than previously thought. Recent analyses of English

orthography have suggested that a logical system of impressive

regularity emerges; the spelling system generally reflects a

structural consistency only partially evidenced in sound-symbol

correspondences (N. Chomsky a Halle, I968: Klima, I972: Templeton,

I979: Venezky, 1970).

Stanford researchers (Hanna, Hodges, 8 Hanna, I97l) used

computer technology to analyze phoneme-grapheme correspondences in

more than I7,000 words. Several of their findings are as follows:
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l. The American-English orthography is an alphabetically based

orthography; i.e., it employs graphic symbols to represent the

speech sounds, the phonemes, of the language.

2. Although the orthography does not perfectly conform to the

alphabetic principles, there is a more consistent relationship than

traditionally thought, as demonstrated by the fact that about half

the spelling words normally used in writing were spelled correctly

by a computer that was programed with certain phoneme-grapheme

principles of the American-English writing system.

3. Just as there is pattern and system in the relationship

between phonemes and their graphemic representations, there is also

a morphological pattern and system in the way words are created.

4. "Spelling demons” found in the spelling system account for

less than 3 percent of the core vocabulary. The researchers

contended that these few words hardly constitute a basis for

assuming that the entire language is orthographically chaotic and

that most words are spelling problems.

Apart from phonological correspondences, the present spelling

system also reflects morphological, syntactical, and derivational

aspects of language. Phonetic spelling would obscure the derivation

of words and cause serious confusion between words of like sound

(homophones), now distinguished by different spellings (Henderson,

I985):

their, there, they’re knight, night

right, rite, write, wright buy, by

cent, scent, sent hear, here
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road, rode, rowed hour, our

sew, so, sow knew, new

to, too, two one, won

Mary, marry, merry see, sea

wear, where, ware tow, toe

From a morphophonemic standpoint, word alternations are

frequently preserved in English orthography in the very instances in

which one might suspect functionless graphemes. In discussing the

spelling of“ paradigm, damm, and bomb, Heir and Venezky (I968)

offered the following analysis:

In a pure and direct spelling-to-sound analysis, one is forced

to the conclusion that the g in paradigm, the n in damn, and

the final b in bomb are functionaless graphemes. Hhen viewed,

though, from a morphophonemic standpoint, the pairs

paradigm:paradigmatic, damn:damnation, bomb:bombard reveal a

regular morphophonemic alternation that is preserved in the

orthography. (p. I92)

Hithout the retention of the full consonant cluster in the final

position, the identity of the common morphemic element in such pairs

would be obscured on the graphemic level.

Additional support of English orthography was offered by Klima

(I972) when he cited the monumental study on the generative

phonology of English by N. Chomsky and Halle (I968), in which the

authors praised English orthography for its clarity in reflecting

the linguistically well-motivated deep structure of English words.

The general rules that N. Chomsky and Halle discovered for English

phonology suggest an underlying phonological form for giraffe, with

abstract feature segments corresponding approximately to /giraeffe/
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with a double /ff/ and a final /e/. The word courageous, they

argued, has an underlying lexical form /koraege-s/, with an /e/ as

in the orthographic representation. They concluded:

Once again, a quite abstract underlying form, very similar to

conventional orthography, accounts for the variant forms by

rules of great generality and wide applicability. ‘There is,

incidentally, nothing particularly surprising about the fact

that conventional orthography is, as these examples suggest, a

near optimal system for the lexical representation of English

words. The fundamental principle of orthography is that

phonetic variation is not indicated where it is predictable by

general rule. . . . Orthography is a system designed for

readers who know the language, who understand sentences and

therefore know the surface structure of sentences. . . . It is

noteworthy that English orthography, despite its often cited

inconsistencies, comes remarkably close to being an optimal

system for English. (p. 49)

The English language is frequently referred to as a

”cosmopolitan" language, inasmuch as it is composed of German,

Danish, Norman French, Church Latin, classical Latin, and classical

Greek, in addition to the borrowing of words from a number of other

languages. It is a language rich in vocabulary and well suited to

diversity, not only in the United States but globally. English

serves well as an international language, for it is read as a first

or second language by more than half the literate population of the

world (Baugh, I957). Should the proponents of spelling reform

create a singular letter-to-sound relationship, the elements that

now comprise the international characteristics of the English

language would render unrecognizable the meanings of thousands of

words whose basic written forms would be lost in strictly phonetic

spellings (Potter, I950).
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Bloomfield (I933) said that the real difficulty of a new

orthography is economic and political in that the confusion and

expense of reprinting books "far [transcend] our present political

and administrative powers" (p. 502).

511mm:

One of the greatest faults in the teaching of spelling has been

to see only disorder in the matching of letters and sounds.

Attempts to reform the orthography of the English language with the

hopes of facilitating the acquisition of spelling have failed for

more than 400 years. The idea that English spelling is highly

regular and bound by a finite and practically assimilable set of

“rules” is now widely held among language scientists.

WW' uc t' mamas

r h T a liing

The methods of procedure, the order of presentation, and the

various minor devices can be determined only by experiment;

from the outset, however, one must know what one is trying to

do. (Bloomfield, I933, p. SOI)

 

Mailman

Fitzsimmons and Loomer (I978) designed a study to find the

degree to which a sample of elementary teachers were aware of

research- and non-research-supported procedures in spelling and to

what degree those procedures were used in the classroom.

Improvement in spelling programs in the elementary schools, they

found, did not seem commensurate with research efforts.
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Historically, spelling has been one of the most frequently

investigated areas of the curriculum, but Petty (I969) stated that

much has been learned but the knowledge has not been used; the

problem in spelling really is the application of what is known.

T. D. Horn (1960) also stated that the chief problem with spelling

today appears to be the need for a more critical and universal

application of the evidence now available. Christine and

Hollingsworth (l966) agreed that, despite the large number of

studies conducted in the area of spelling during the twentieth

century, children continue to experience spelling difficulties. In

his research on the methods and teaching of spelling, Campanole

(I962) concluded that if instruction in spelling were planned in a

more definite fashion, using pertinent research findings, it could

be made more meaningful. Similarly, E. Horn (I944), in his study of

various spelling strategies, concluded that:

The evidence is sufficiently complete and convincing to enable

schools to teach spelling with substantial professional

efficiencyu Shortcomings in the teaching of spelling are

therefore due not so much to the absence of satisfactory

evidence as to the lack of knowledge of existing evidence, to

the failure to apply it intelligently, or to erroneous

interpretations. (p. 6)

Basic to teaching children the significance of phoneme-to-

grapheme correspondences and spelling patterns of English is

teachers’ understanding of this knowledge. Aaron (I960) conducted a

study of teachers’ knowledge of phonics and discovered that how much

teachers knew about these skills had a bearing on the extent to

which they taught them. After replicating Aaron’s study, Spache and

Bagget (I965) reported similar findings. They discovered that the
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extent to which teachers could and did teach their pupils various

phonics and syllabication skills depended on their own knowledge of

the underlying principles and conventions.

Using a sample of 300 elementary school teachers from 26 school

districts in New Jersey, Mazurkiewicz (l975a) administered a ”phon-

ics competency examination” to assess teachers’ knowledge of a vari-

ety of consonant grapheme-phoneme correspondences. The researcher

found that the weaknesses included not only a lack of knowledge of

the consonant and vowel letters, but also the vowel and consonant

sounds, phonic knowledge as reflected in generalizations, phoneme-

grapheme correspondences, and graphemic options for phonemes.

In a subsequent study of 2,482 professors of reading in 50

states, Mazurkiewicz (l975b) discovered the following inadequacies

among college reading instructors:

I. They did not agree on what reading terms should be taught.

They did not agree on the definitions of those terms or on the

generalizations to be used in word analysis.

2. Only a small percentage had satisfactory knowledge of

decoding elements they themselves deemed important for teachers to

know.

3. Gross nfisunderstanding characterized their instruction to

teachers.

4. They supplied contrary information to teachers.

5. They were generally poorly instructed about or meagerly

conversant with those elements that are basic to the teaching of

reading and spelling.
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Similarly, Hallace (I962): Gagan (I960); Austin, Morrison, &

Morrison (I963); and Schubert (I959) conducted investigative

research that revealed an overall lack of knowledge of teachers in

the area of phonics and word analysis. Moreover, Fries (1963) found

that those who wrote professionally about the teaching of reading

made no distinction between phonics and phonetics, or between phonic

and phonetic.

Wiggles

Additional confusion surfaces with the selection of what

educators believe to be the most effective teaching strategies. For

example, Henderson (I985) contended that correct spelling of English

words must be memorized because the alphabetic principle, which

teaches children the alphabet letters and then applies them to the

spelling and pronunciation of words, does not result in correct

English spellings. He stated further that the alphabetic method of

learning to spell is "inadequate"; hence memory plays the primary

role. Bloomfield and Barnhart (I96l) would disagree, for it was

their belief that the alphabetic principle is crucial to spelling

acquisition--memorization is necessary for unusual spellings, which

concern us secondarily.

Anderson and Dearborn (I952) stated that children do not need

to know their sounds in order to read or write; the recognition is

the word--hence words are best taught in units. To support their

views, the authors attempted to substantiate their theory of the
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'word' approach in the following statement with reference to

Bloomfield:

Because of the nonphonetic characteristics of the English

language, Bloomfield has suggested that the vocabulary of

beginning materials be confined to words in which each letter

shows only one phonetic value. . . . Bloomfield’s method is not

incompatible with the word method, however, inasmuch as in any

case the words are always represented in units. (p. 209)

According to Fries (I963), Anderson and Dearborn ignored the

fact that Bloomfield’s position on the word-method approach was one

of criticism: ”The most serious drawback of all the English

instruction known to me, regardless of the special method that is in

each case advocated, is the drawback of the word method"

(Bloomfield, cited in Fries, I963, p. 33).

A complete antithesis to the linguistic approach of inventive

spelling (to be discussed in the section following) is a technique

encouraged by Fernald (I943), which instructs teachers to cross out

any misspelled words in such a way that the incorrect form is

obliterated and the correct form is written in its place.

Furthermore, Fernald encouraged students to strive for perfection in

their attempts to spell when she told them never to misspell a word:

”Never write a word incorrectly. If you are not sure how to write a

word, ask the teacher or look it up in your speller or your

dictionary” (Fernald, I943, p. 2l0, quoting Cook & O’Shea, l9I4).

Another popular method of teaching reading and spelling is the

I'phonics" approach, but discussions of the technique are so complex,

conflicting, and confusing that there is a gross lack of

understanding and consensus of definition.
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Minimum;

An investigation of contemporary literature on spelling

instruction indicates that little use is made of linguistic

information in spelling programs (Hanna et al., 1971). Furthermore,

Fries (1963) reported that educators not only ignore the valuable

contributions by linguists to the scientific study of language, but

frequently their attempts to support teaching strategies through

linguistic validation have revealed misrepresentations of linguistic

endeavors to shed light on reading.

In his article "Linguistics and Reading," Bloomfield (I942)

explored the applications of linguistic knowledge by educators whose

jobs are to teach children to read and write. He stated,

Perhaps the most important weaknesses of the present approaches

to the teaching of reading arise out of a misunderstanding or

an ignoring of the structural significance of alphabetic

writing, and the nature of the spelling patterns of present-day

English. (p. xv)

He clarified the uses of the words phonics, phonetics, and phonemics

and offered a brief history of English spelling to demonstrate that

although the alphabet is phonemically based, it is not a phonemic

alphabet in the sense that there is a single letter for each phoneme

and a single phoneme for each letter.

Hanna et al. (1971) would support Bloomfield’s alphabetic

principle with their rationale that a comprehensive spelling program

should begin with the following criteria:

1. An awareness of the alphabetic nature of the English

writing system, which frees students from the memorization of each

word.
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2. A knowledge of morphology, which contributes to the

students’ spelling development as well as being inherently

interesting.

3. An awareness that unusually spelled words (spelling demons)

account for only 3 percent of the core vocabulary, which should not

dictate basic spelling procedures.

Linguists have viewed the act of learning to read and write as

first and foremost the establishing of the ability to produce the

phonemes of one’s language and recognize their corresponding

graphemes. Bloomfield and Barnhart (I961) devised a method of

teaching reading whose central thesis was that an inseparable

relationship exists between the words as printed and the sound for

which the letters are conventional signs, and that to learn to

convert letters to meaning requires from the start a concentration

upon letters and sounds to bring about as rapidly as possible an

automatic association.between them. In this way, they believed that

a good knowledge of spelling would follow routinely along with

learning to read.

Hhat seems crucial is that we avoid making the beginning

speller’s linguistic tasks too difficult. Goodman and Greene

(1977), in their research on miscue analysis to determine receptive

competence (the ability to understand language), discovered that

children have a lot going for them in overcoming the problem of the

mismatch between written and spoken language, for they will use all

they know about their language to make predictions. The authors
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further stated that although the essential part of language

acquisition has taken place by the time children enter school, an

important role of education is to facilitate the expansion of their

linguistic competence--to encourage them to become linguistically

more mature and sophisticated.

The first major studies to examine how children begin to spell

were conducted by C. Chomsky (1970) and Read (1971), in which they

disclosed that very young children try to make sense of language by

using information already available to them. Children apply their

intuitive knowledge of the sound structure of English to spelling

and essentially teach themselves to spell if allowed and encouraged

to progress through the stages of spelling acquisition in accordance

with their readiness. Because young children have not yet developed

the ability to spell words correctly, they invent spellings of their

own; hence, the term "invented spelling" was derived.

Replicating the Read study, Paul (1976), using her own

kindergarten class as subjects of her investigation, found that

”ordinary" children (i.e., not the children of linguists and college

professors, as some of those in the Read and C. Chomsky studies)

enjoyed writing in their own inventive way. Furthermore, she found

that the children did not develop bad habits through their wrong

spellings left uncorrected by adults: on the contrary, they became

gradually more enthusiastic and knowledgeable about their ability to

spell.

Although many teachers and parents object to the concept of

invented spelling, in which wrong spellings are left uncorrected
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(Barbe et al., 1982), linguists have agreed that the environment

that contributes to early and logical spelling acquisition is one in

which "children are allowed to trust their own ears and their own

judgments. . . . The whole approach introduces them to the written

word by making them aware that it belongs to them and grows out of

their own consciousness" (C. Chomsky, 1970).

A study conducted by Moskowitz (1973) provided evidence that

not only do speakers of English have knowledge of internal

morphophonemic rules (IM rules), but that these rules are acquired

from predictable sources and at predictable stages of acquisition.

One goal of the experiment was to determine the number of trials it

would take for a child to produce vowel alternations correctly. Her

experiment, which included a total of 39 subjects between the ages

of 5 and 12, provided the following information regarding children’s

knowledge of IM rules:

1. Children do have knowledge of vowel-shift rules, as

evidenced by the ability of 9 to 12 year olds and 4 to 7 year olds

to apply IM rules correctly.

2. Knowledge of IM rules is acquired by some children by age

seven to nine.

3. The source of the knowledge of IM rules is the spelling

system of English.

The rules of English grammar must be discovered. According to

Larkin (1977),

Most everyone (above a certain age) knows a language and,

therefore, knows what the rules of that language are. . . . He
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must deduce them from our verbal behavior. Hhenever people use

English they are behaving according to the rules of English

grammar . . . using their own internalized grammar in order to

constfuct and understand meaningful sentences of English.

p. 4

Hhen children come to school, about 90 percent believe they can

write, whereas only 15 percent believe they can read (Graves, 1983).

Children believe that the marks they make on paper can be

interpreted by others. Hhen asked to write, they do so by

scribbling, drawing pictures, writing their names, and so on. Soon

they begin to write from their own perceptions of words. Hhat they

are attempting to do is make correspondences between the sounds of

the phonemes and the representation of those sounds 'hi graphemes.

They are, in fact, practicing their linguistic abilities in an

effort to make phoneme-grapheme connections. According to Graves,

children feel confident in their ability to make these connections

until they are told they are wrong.

Children should be able to do their own experimenting. . . . In

order for a child to understand something, he must construct it

himself, he must re-invent it. Every time we teach a child

something, we keep him from inventing it himself. (Piaget,

1972)

Summit

Teachers appear to be inadequately prepared to impart to

children the linguistic knowledge necessary to acquire reading and

writing skills. Educational and linguistic research on the subject

of the acquisition and effective teaching of spelling is available

but, unfortunately, with little widespread use or understanding.

Encouraging children’s natural inclination to spell according to
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their own levels of linguistic ability and without unnecessary adult

interference has enabled them to acquire writing skills that are

both comfortable and enjoyable.

Widow

Research on the spelling strategies used by children has

suggested a developmental and predictable nature of learning to

spell. Studying the spelling patterns of first and second graders,

Beers (1980) found that the children appeared to have developed a

highly sophisticated knowledge of English phonology. Although

children proceed through spelling-pattern sequences at different

rates, the patterns Beers examined appeared constant for most of the

children. The fact that the sequences are relatively consistent

indicates that children may be building a set of internalized rules

with which to deal with the system of English orthography. One of

the most important findings of Beers’s study is the evidence he

provided that pointed to the developmental nature of learning to

spell:

Many of the high frequency words were spelled correctly (hat,

bed, gate) which can be attributed to reading or spelling

instruction. These very same children, however, failed to

spell low frequency words correctly (sap, speck, drape)

regardless of the classroom instruction they received. 'This

finding suggests that, although children may memorize weekly

spelling lists, they may not yet recognize the orthographic

principles underlying those words; otherwise, they would

certainly apply them to less familiar words. (p. 209)

Clay (1975) suggested that children begin writing in much the

same manner as they learn to speak: by experimenting and active

learning. So natural a progression is the acquisition of spelling
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that it appears that children may acquire writing skills in the same

ways they learn oral language. The repeated observation that small

children have strong urges to spell words phonemically--that is, as

they sound (Manolakes, l975)--signals that this impulse should be

directly exploited for its importance in the early stages of

spelling acquisition.

Additional studies of observed spelling-pattern sequences

conducted by Read (1971, 1973), C. Chomsky (I970, 1971), Paul

(1976), and Beers and Henderson (1977) found that children seem to

have developed a highly sophisticated knowledge of English

phonology. Furthermore, the sequential patterns of spelling are

relatively consistent, indicating that children may be building a

set of internalized rules that allow them to progress from one

spelling level to another. In a study that investigated the

acquisition of knowledge of internal morphophonemic rules while

observing the spelling strategies of’ children, Moskowitz (1973)

reported that the rules were acquired in various and predictable

stages.

Hhen spelling errors of children are studied developmentally,

Henderson (1985) reported that the spellings of new words are made

predictably and in stages. Likewise, Liberman et al. (1985), in

their study to determine the linguistic ability and spelling

proficiency of kindergartners in relation to their skill in invented

spelling, reported that spelling skills develop systematicaliy as

young children master the ability to analyze words into their

constituent phonemes.
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In another investigation of the developmental nature of

children’s spelling strategies, Zutell (1979) examined the attempts

of children in grades one through four to spell complex word

patterns. He found that the development of spelling proficiency

involves both cognitive and linguistic processes exhibited in

stagelike characteristics. He suggested that rather than assign

children extensive phonics drills and weekly spelling tests, it

would

. . . seem more profitable to construct learning environments

in which children have the opportunity to formulate, test, and

evaluate their own hypotheses about the orthography.

Children need the opportunity to discover fer themselves othe

structures governing English spelling. (p. 52)

Samaria

The research presented here demonstrates that children’s

knowledge about spelling is acquired systematically, developmen-

tally, and gradually. The stages of the spelling-pattern sequences

through which a child progresses appear to deveIOp as a result of

the young speller’s knowledge of English phonology and ability to

deal analytically with the structure of language.

WWW

1W

The scant research available on adults with spelling

 

disabilities has focused on reading-disabled subjects who, not

surprisingly, have been found to perform poorly on tasks requiring

explicit understanding of the internal structure of words (Byrne &

Ledez, I983: Liberman et al., 1985; Marcel, I980; Morais, Cary,
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Alegria, a Bertelson, 1979). However, there appears to be no

research or literature available on the subject of spelling

disability among reading-proficient adults. Research has revealed

that it is too risky a postulate to assume that spelling ability

will inevitably accompany good reading skills (Blair, 1975). The

studies described below may have some bearing on the investigation

of' characteristics shared by reading-proficient adults who have

serious spelling disorders.

II III 111’]!!! ”1]..

MW

MW

Concerned with the linguistic abilities and spelling

 

proficiency of kindergartners and adult subjects, Liberman et al.

(1985) found that the problem with poor spellers was their

ineffective use of phonological strategies. The researchers

reported on two investigations; in one they examined the invented

spellings of kindergartners, and in the other they explored the

"virtually uncharted territory" of linguistic factors in adult

’literacy. Hith the kindergartners, the researchers found that the

children who were better spellers exhibited better skills, as well,

in analyzing the phonemic constituents of words. Hith the adults,

all of whom were enrolled in an adult literacy class, it was evident

that the subjects had not mastered the basic phoneme-grapheme

spelling relationships that would allow them to produce even

phonetically reasonable renditions of nonsense words for which the

investigators allowed several acceptable spellings (i.e., for the
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pseudo-word Iete, four spellings--Iete, leet, leat, liet--would all

be scored correct). Additional areas in which the adult subjects

experienced difficulties were as follows:

I. An informal qualitative analysis of the errors made on

writing samples showed clearly that they had serious linguistic

problems over and above their poor spelling. Approximately one-

third of their errors reflected grammatical weaknesses--difficulties

with function words accounted for 12 percent of the errors, and

omissions or substitutions of inflectional endings accounted for

another 21 percent.

2. The adults were able to pass only 63 percent of the items

on the Berry-Talbott Language Test (1966), which measures

inflectional and derivational knowledge» In contrast, irI a study

completed by Rubin (1984), a group of first graders was able to pass

57% of the same items. Moreover, the young children did well on the

lower-level items and less well on the higher, thus showing a

systematic development of morphemic understanding. ‘The adults, on

the other hand, often performed poorly on even the simplest

categories of plural and past tense inflections, though they were

able to use them correctly in their spontaneous speech.

3. It appeared that when the adults had to do even a moderate

degree of analysis of their language, whether written or spoken,

their linguistic abilities were strained to the point of breakdown.

4. In view of ‘their performance on the morphemic-analysis

task, it was not surprising to find that language analysis at the
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phonemic level was especially trying for these adults. 0n very

simple phoneme-analysis tasks, which are similar to those used in

training kindergartners and first graders in phonemic segmentation,

only 58 percent of their responses were correct. Moreover, they

found the task frustrating and unpleasant.

Liberman et al.’s concluding remarks stressed the belief that

the ability to analyze the structure of one’s language does not

develop naturally as a result of cognitive maturation. It must be

learned and taught. Furthermore, those children who have linguistic

inadequacies will require more explicit instruction in alphabetic

orthography if they are ever to deal effectively with unknown or

previously unlearned words.

Snellin Phon I and

inegOl

Most studies investigating orthographic-phonological ability

 

   

have involved young children from preschool to early elementary

grades. To determine the correspondence between knowledge of

certain higher-order aspects of phonology and knowledge of English

spelling, Templeton (1980) conducted a study of older students,

which involved good spellers in grades six, eight, and ten. Twenty

students at each grade level were assigned randomly to one of two

groups. In the first group, each child was shown a base word plus a

suffix and asked to pronounce the resulting derived word. Next, the

word and suffix were removed and the student was asked to spell the

derived word. In the second group, a base word was pronounced for

the student while a suffix was visually presented. The required
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response was the same as with the first group; the student first

pronounced and then spelled the resulting derived word. Although

the subjects studied were not adults, several findings were

significant to age variations as students demonstrated their

linguistic proficiencies on spelling strategies:

1. Although the correlation between vowel alternation and

spelling increased across grades, this relationship was

significant only at grade ten.

2. At each grade, students appeared to generalize ortho-

graphic knowledge to pseudowords. There was no significant

difference between the spelling of the real words and the

pseudowords.

3. At all three grade levels it was found that presenting a

sentence in which a derived word could occur significantly affected

correct vowel alternation. In addition, spelling performance was

significantly better for words with which a sentence was presented

than for words presented in isolation.

4. ”Seeing" a base word seemed to provide a more direct

correlation to the appropriate selection of phonological rules than

"hearing" a base word. Templeton stated that this finding occurred

even among tenth graders, which suggests the tenuous nature of the

knowledge of vowel alternation.

Templeton’s study gives evidence that among good spellers a

closer correspondence between orthography and phonology develops

with age and from more experience with written language. Although
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most of the students in his study were able to internalize English

spelling with little apparent awareness of whatever rules or

generalizations ‘they' used, Templeton found ‘that. even among good

spellers there was a need to learn better ways to examine word

structure. His study further suggests that a productive knowledge

of English orthographic structure may precede the higher order of

phonological knowledge.

Semen

Although phonological awareness appears to be prerequisite to

spelling proficiency, orthographic awareness may be the basis for

attaining a higher order of phonological knowledge, which enables

students to analyze previously unknown words. Hhereas good spellers

demonstrate better skills in analyzing the phonemic and morphemic

constituents of words than do poor spellers, it appears that

orthographic-phonological skills increase with age among good

spellers. Adults with deficiencies in both reading and spelling

demonstrate a low-level understanding of the phonemic structure of

words--a lack of linguistic competency they share with the poorest

of the kindergarten invented spellers. Several investigations have

demonstrated that linguistic awareness can be improved with

training.

Woman

The literature reviewed in the first section of Chapter II

concerned the relationship between musical aptitude and the Seashore

Measurement of Musical Aptitudes. Research has revealed that pitch
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and tonal memory are the two most important and fundamental criteria

in measuring musical talent. Evidence that pitch discrimination may

be improved with training was substantiated, as was the finding that

subjects with musical backgrounds received significantly higher

scores on the pitch and tonal memory sections of musical aptitude

tests.

English orthography was found to be more regular and

assimilable to a set of bound rules than previously thought. In

addition, the high regularity of consistency of phoneme-to-grapheme

correspondences provides an effective orthography for the English

spelling system.

Improvement in spelling programs in schools does not appear to

be commensurate with educational and linguistic research efforts.

Studies have demonstrated that teachers themselves are inadequately

prepared to impart to their students the linguistic knowledge

necessary for acquiring reading and writing skills.

Research on the spelling strategies of children has suggested

that spelling acquisition is both developmental and predictable in

nature. The stages of spelling sequences through which children

progress appear to develop as a result of their knowledge of English

phonology and ability to deal analytically with the structure of

language.

Finally, the writer discussed the importance of linguistic

competency in older children and adults to the acquisition of

spelling skills, a competency that several researchers have

demonstrated can be improved with training.



CHAPTER III

METHODOLOGY

The methodology used in conducting the study is presented in

six sections:

1. The population and sample.

Selection of subjects.

Tests and materials.

Procedures of testing and data collection.

Research questions.

0
1
0
1
-
t
h

Data analysis.
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The population was composed of 57 students, all of whom were

voluntarily enrolled in the researcher’s Vocabulary and Spelling

Power courses at Hashtenaw Community College in Ann Arbor, Michigan.

Forty-one of the students selected (Group I) were proficient in

reading but disabled in spelling; 16 students (Group 2) were

proficient in both reading and spelling. Although the study focused

primarily on Group 1, Group 2 was included to provide a comparison

of scores and spelling self-evaluation attitudes. The subjects were

18 years or older, a criterion for admission in community colleges

in Michigan. All participants were American-born speakers of

English.

55
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Wham;

The basis of selection of the reading-proficient/spelling-

disabled subjects was (a) a grade level of 11.2 with an extended

scale score of 622 or better (see Appendix C) on the Gates-

MacGinitie Reading Test, Levels 10/12, Forms K/L, and (b) a poor

performance on the Snelling_1§QQ Diagnostic Spelling Test, on which

spelling disability was determined with 21 or more incorrect

spellings.

The 16 students who were proficient in both reading and

spelling were selected on the basis of (a) scores of 15 errors or

less on the Snelling_i§99 Diagnostic Spelling Test and (b) a grade

level of 11.2 or better on the Gates-MacGinitie Reading Test, Levels

10/12, Forms K/L. The Engns nn Spelling Proficiency and Diagnostic

Spelling Test and the Seashore Measures of Musical Talents were not

criteria for the selection of subjects but were included in the

study to provide further diagnostic measurements.

The subjects were also assessed with reading and spelling tests

normally' used 'hi the Reading Department of’ Hashtenaw Community

College.

151111191131:er

WNW

Reading proficiency was determined through the administration

of the Gates-MacGinitie Reading Test, Levels 10/12, Forms K/L. The

test consisted of 45 questions in a vocabulary test and 48 questions

in a comprehension test. Vocabulary, comprehension, and total
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scores were determined separately from the Grade 12 Norm Table--the

highest grade level norm available (see Appendix C). Raw score,

grade equivalent (GE), percentile rank (PR), and extended scale

score (ESS) were obtained for each subject. Because there were 30

levels of post-high-school (PHS) scores, the E55 made it possible to

represent the differences in achievement from the lower to the

higher end of the scale.

Spelling ISQO

The Diagnostic Spelling Test in Spelling ISQQ (Hook, 1967)

consists of 100 words, each of which is representative of a

particular spelling rule, strategy, or academic subject (see

Appendix 8). Only 50 spelling words from the test were used; the

words were first dictated and then used in sentences for

clarification. Although the words were dictated to the entire class

(some of whom were not reading proficient and therefore not included

in the study), the words were familiar to the reading-proficient

students who were the subjects of the research. Spelling disability

was determined with 21 or more incorrect spellings. The test

allowed observation of the types of spelling errors that occurred,

the most serious of which were phonetic misspellings-~an area the

researcher investigated in the study (see Appendix D).

W

After identifying spelling performance on the Spelling 1590

word-dictated test, the Proficiency and Diagnostic Spelling Test
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from fppp§_9n__Sp_eJJ_ing (Rodney a Seat, 1967) was administered to

determine the subjects’ visual ability to identify correctly spelled

words from a choice of misspelled exemplars. For each of the 100

spelling words on the test, there were four possibilities, only one

of which was correctly spelled (see Appendix B). [pens pn Spelling

is intended for college-bound high school seniors, college freshmen,

and adults who find spelling deficiencies detrimental to their

careers. The authors of the book state that a score of 77 percent

or below constitutes a serious problem in basic spelling.

Seashpre Measnres of Mnsipel Telente

The Seashore Measures of Musical Talents (C. Seashore et al.,

1960), first published in 1919 and revised in 1939, is designed to

be used with subjects from fourth grade to adult. The authors

affirm that musical ability is an important area not addressed by

scholastic or general aptitude tests. Some of the most common uses

of the test are educational and vocational counseling, admission to

music instruction in schools, and selection for membership in bands,

choirs, and orchestras. The test provides separate measures for six

musical capacities: pitch, loudness, rhythm, ‘time, timbre, and

tonal memory (see Appendix B).

Eiien. In the test of the sense of pitch, 50 pairs of tones

are presented. In each pair the listener is to determine whether

the second tone is higher or lower than the first. The stimuli are

derived from a beat-frequency oscillator through a circuit producing

pure tones lacking in harmonics and overtones. The tones are at
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about 500 cycles and have a duration of .6 second each (see Table

3.1).

Table 3.l.--Frequency differences between tones in pairs.

 

Item Numbers Differences in Cycles

 

1- 5 17

6-12 12

13-22 8

23-32 5

33-40 4

41-45 3

46-50 2

 

Lpnpneee. Fifty pairs of tones are presented. The subject is

to indicate for each pair whether the second tone is stronger or

weaker than the first. Stimuli are derived from the same apparatus

that is used for the pitch test, but the frequency is held constant

at 400 cycles (see Table 3.2).

Table 3.2.--lntensity differences between tones in pairs.

 

 

Item Numbers Differences in Decibels

1- 5 4.0

6-10 2.5

11-20 2.0

21-30 1.5

31-40 1.0

41-50 0.5
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Bnyinn. Thirty pairs of rhythmic patterns comprise the sense

of rhythm test. The subject is to indicate whether the two patterns

in each pair are the same or different. The source of the stimuli

is a beat-frequency oscillator set at 500 cycles. Tempo is constant

at the rate of 92 quarter notes per minute. The first ten items

contain patterns of five notes in 2/4 time: the next ten, patterns

of six notes in 3/4 time: and the last ten, patterns of seven notes

in 4/4 time.

line. The test of the sense of time consists of 50 pairs of

tones of different durations. The subject is to determine whether

the second tone is longer or shorter than the first. The source for

the stimuli is the oscillator used in the pitch test. The duration

of the tones is controlled automatically by a tape timing device for

which the tape has been prepared with a predetermined schedule of

time intervals. The frequency of the tones is held constant at 440

cycles (see Table 3.3).

Table 3.3.--Differences in duration between tones in pairs.

 

 

Item Numbers Differences in Seconds

1- 5 .300

6-10 .200

11-20 .150

21-30 .125

31-40 .100

41-45 .075

46-50 .050
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Iinppe. The purpose of the timbre test is to measure ability

to discriminate between complex sounds that differ only in harmonic

structure. It consists of 50 pairs of tones: in each pair the

subject is to judge whether the tones are the same or different in

timbre or tone quality. The tones are produced with a special

generator. Each tone is made up of a fundamental component, whose

frequency is 180 cycles, and its first five overtones. Tonal

structure is varied by reciprocal alteration in the intensities of

the third and fourth harmonics (see Table 3.4).

Table 3.4.--Amounts by which intensities of third and fourth

harmonics in variable tones differ from levels in

standard tone.

 

 

Item Decibel Increase Decibel Decrease

Numbers in 4th Harmonic in 3rd Harmonic

1-10 10.0 9.6

11-20 8.5 4.0

21-30 7.0 2.4

31-40 5.5 1.2

41-50 4.0 0.7

 

W. This test has 30 pairs of tonal sequences

consisting of ten items each of three-, four-, and five-tone spans.

In each pair one note is different in the two sequences, and the

subject is to identify which note it is by the number. A Hammond

organ is used as the stimulus source. The 18 chromatic steps upward

from middle C are used. Tempo is carefully controlled, and

intensity is essentially constant.
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Wheat:

In addition to the tests that were administered, each of the

subjects was asked to complete a questionnaire on spelling self-

evaluation. The four-page questionnaire focuses on the following

categories (see Appendix B):

1. Pronunciation difficulties.

2. Dictionary skills with emphasis on the ability to use the

pronunciation key.

3. Auditory spelling techniques: letter naming and word

pronouncing or syllabizing.

4. Self-appraisal of musical or artistic ability.

u r T 'n a d on

The subjects were group tested under the direction of the

instructor/investigator during class sessions. Testing took place

at Hashtenaw Community College, where the four tests were

administered to all students enrolled in Vocabulary and Spelling

Power. The number of students tested at one time ranged from 8 to

17. Only one of the four tests was administered per class session.

The first test given was the Gates-MacGinitie, Forms 10/12,

Levels K/L. Subjects were each given a hand-scored test booklet in

which to write their answers. Directions for administration were

read for both the vocabulary and comprehension components of the

tests, and a stop clock was used to monitor the time allowed for

each test: vocabulary--20 minutes, comprehension--35 minutes.
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The second test administered was the Spelling_1SQQ Diagnostic

Spelling Test. Subjects were first asked to write 50 words given in

dictation and then placed in sentences for clarification by the

administrator:

Example: 'circumference--The students were asked to

determine the circumference of the circle.“

The test was not timed, subjects were permitted to ask that

words be repeated, the test administrator did not go on to the next

word until all subjects were ready, and the subjects were told to

take time at the end of the test to look over their spelling.

For the purpose of further diagnosis, the [pens pn Spelling

Proficiency and Diagnostic Spelling Test was administered during the

third class session to each student in the class (see Appendix B).

The test required that the correct spelling be chosen from a list of

four printed words, three of which were misspelled. Once the

selection had been made, students wrote in a designated space what

they believed to be the correct spelling.

The Seashore Measures of Musical Talents was the final

measurement administered. The instrument was a group test that

required the playing of a reel-to-reel tape containing the six parts

of the measurement. Using the Hollensak Model 1520, several

demonstrations of what to listen for were given for each of the

tests. The regular classroom was the testing room for all of the

testing sessions.
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8mm

1. Hill the scores on any of the six measurements of musical

ability (pitch, loudness, rhythm, time, timbre, and tonal memory)

differ significantly between the spelling-disabled (Group I) and

spelling-proficient (Group 2) adult students?

2. Hill the mean scores on each of ‘the tests of' musical

ability obtained by the population of high school and college

students, as reported in the Seashore norms, reveal significant

differences from the mean scores obtained by Group I and Group 2?

3. Hill there be a correlation between the scores on the oral

Spelling_lSQQ Diagnostic Spelling Test (05) and the visual Epene pn

Spelling Proficiency and Diagnostic Spelling Test (FS)?

4. Hill deficient spellers hawe a higher occurrence of

phonetic misspellings than proficient spellers?

5. Hill the subjects with high occurrences of phonetic

misspellings employ the spelling strategy of letter-naming more

frequently than will the subjects with lower frequencies of phonetic

misspellings?

6. Hill there be a significant difference between the self-

assessment of musical ability and a high frequency of phonetic

misspellings?

7. Hill the mean scores of self-assessment of artistic ability

differ significantly with the frequency of phonetic misspellings?

8. Hill the poor spellers in Group I admit to having more

difficulty with word pronunciation than those proficient spellers in

Group 2?
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9. Hill the poor spellers in Group I be significantly less

proficient in the ability of dictionary skill word-pronunciation

than those proficient spellers in Group 2?

10. Hill significantly more of the poor spellers in Group I use

the spelling strategy of letter-naming than will the better spellers

in Group 2?

11. Hill the better spellers pronounce words and/or syllables

to themselves as they write significantly more often than the poor

spellers?

12. Hill the self-assessment of musical aptitude reveal

significant differences between the judgments of poor spellers and

those of better spellers?

13. Hill the self-assessment of artistic ability reveal

significant differences between the judgments of poor spellers and

those of better spellers?

033.811.11.251;

Descriptive statistics were computed on the collected data for

each of the subjects and then each of the two groups within the

study in preparation for causal-comparative analysis. Next, an

analysis of variance (ANOVA) for correlated means was used as the

statistical analysis to test the significance of the differences

between the means. Significance of differences was compared on each

of the variables between the two groups. The one-way ANOVA was used

to compare the mean scores of each of the independent variables on

the Seashore Measures of Musical Talents. In addition, an ANOVA was
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used to determine whether the means of the various data presented in

the study differed significantly between the two groups.

The results of the self-evaluative questionnaire are reported

in chi-square statistics for the responses to the fbllowing

questions for both Groups 1 and 2: (a) ability to pronounce words,

(b) dictionary-key pronunciation ability, (c) letter naming while

spelling a word, (d) pronouncing words and syllables while spelling,

(e) musical ability, and (f) artistic ability.

All statistics used in the research were derived from the

statistical program, Minitab. The statistical research procedures

were designed in accordance with statisticians from Hashtenaw

Community College and Michigan State University.

mm r

In Chapter III the methods and procedures of the study were

described. Reading levels were obtained by administering the Gates-

MacGinitie Reading Test, Forms 10/12, Levels K/L. Spelling

proficiency' was determined by performance on two spelling

measurements: the SpellingJSQQ Diagnostic Spelling Test and the

Proficiency and Diagnostic Spelling Test fromW.

Additional information was obtained through a self-evaluative

questionnaire completed by each of the subjects.

The adult subjects selected for the study were 57 community

college students, all of whom were proficient in reading but

displayed various levels of spelling ability. Their performances on

the Seashore Measures of Musical Talents were compared and analyzed.
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The conditions and procedures of testing were described, and

the research questions were presented.

The procedures for obtaining data were explained, and a

description of statistical-analysis techniques was given. Methods

of” reporting the results of' the study were determined largely

through the application of ANOVA and chi-square statistical

procedures.



CHAPTER IV

PRESENTATION AND ANALYSIS OF DATA

Introduction

The purpose of this study was to collect, analyze, and compare

the data of various auditory and phonological characteristics shared

by spelling-disabled adults who were competent readers (Group I).

The scores were then compared to those obtained by reading- and

spelling-proficient adults (Group 2). The norms on the musical

ability tests of both groups were also compared to the population

norms of’ more than 4,000 high school and college students as

reported in the test manual of the Seashore Measures of Musical

Talents (Seashore et al., 1960). In addition, comparisons of

spelling strategies and self-evaluative musical and artistic ability

were investigated through an analysis of the results of a

questionnaire administered to both groups of adults.

The data on the tests of musical ability were statistically

tested with ANOVA (from the subprogram Minitab) and z-scores.

Variables on comparisons of phonetic misspellings were also analyzed

with analysis of' variance. ‘The Pearson-r formula was used to

calculate the degree of correlation between the two spelling

measurements administered to determine spelling competency. The

results of the questionnaire were analyzed using a chi-square

68
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statistical procedure (also from the subprogram Minitab). Chapter

IV contains the results of the statistical analyses of the findings

as they relate to the major research questions.

BMW

W

W

i . Hill the scores on any of the six

measurements of musical ability (pitch, loudness, rhythm, time,

timbre, and tonal memory) differ significantly between the

spelling-disabled (Group I) and spelling-proficient (Group 2)

adult students?

ANOVA was used to test each of the six measurements: pitch,

loudness, rhythm, time, timbre, and tonal memory (see Tables 4.1

through 4.6).

Eiien. The data indicated that there were significant differ-

ences between the poor spellers and the proficient spellers in the

ability to discriminate levels of pitch. These differences occurred

in total number of correct responses to determine whether for each

pair of tones presented the second tone was higher or lower than the

first. The F-value of 11.25 with a probability level of .01 at a

critical value of 7.08 was statistically significant for the Pitch

Test (see Table 4.1).

Leupneee. The data indicated that there was no significant

difference between the two groups in the ability to determine for

each pair of tones presented whether the second was stronger or

weaker than the first. The results of the Loudness Test scores were

not statistically significant (see Table 4.2).
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Table 4.l.--Analysis of variance on pitch.

 

 

 

 

Source df SS MS F

Group 1 785.9 785.9 11.25

Error 55 3841.3 69.8

Total 56 4627.3

Level N Mean SD

1 41 33.049 8.523

2 16 41.313 7.897

Pooled standard deviation - 8.357

 

p < .01 Critical value - 7.08

Table 4.2.--Analysis of variance on loudness.

 

 

 

 

Source df SS MS F

Group I 0.8 0.8 0.06

Error 55 666.5 12.1

Total 56 674.2

Level N Mean SO

l 41 43.244 3.604

2 16 44.063 3.130

Pooled standard deviation - 3.481

 

p > .01 Critical value - 7.08
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Bnyimn. The data indicated that there were significant

differences in the ability to determine whether the two patterns in

each pair of rhythmic patterns presented were the same or different.

The F-value of 7.47 with a probability level of .05 at a critical

value of 4.00 was statistically significant for the Rhythm Test (see

Table 4.3).

Table 4.3.--Ana1ysis of variance on rhythm.

 

 

 

 

Source df SS MS F

Group I 40.13 40.13 7.47

Error 55 295.38 5.37

Total 56 335.51

Level N Mean SD

1 41 26.195 2.315

2 16 28.063 2.323

Pooled standard deviation - 2.317

 

p < .05 Critical value - 4.01

Line. There were no significant differences between the two

groups in the ability to determine whether in the 50 pairs of tones

of different durations presented the second was longer or shorter

than the first. The results of the Time Test were not statistically

significant (see Table 4.4).
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Table 4.4.--Analysis of variance on time.

 

 

 

 

Source df SS MS F

Group I 20.1 20.1 1.00

Error 55 1106.9 20.1

Total 56 1127.1

Level N Mean SO

I 41 40.366 4.893

2 l6 ' 41.688 3.156

Pooled standard deviation - 4.486

 

p > .05 Critical value - 4.01

linppe. The data indicated that there was no group difference

in the ability to discriminate whether in each of the 50 pairs of

tones presented the tones were the same or different in timbre (or

quality of tone). The results of the Timbre Test were not

statistically significant (see Table 4.5).

lpnel_nenpny. The data indicated that there were significant

differences in identifying which note was different in the 30 pairs

of. tonal sequences presented to both groups of subjects. The

F-value of 7.26 with a probability level of .05 and a critical value

of 4.01 was statistically significant for the Tonal Memory Test (see

Table 4.6).



Table 4.5.--Analysis of variance on timbre.
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Source df SS MS F

Group 1 0.7 0.7 0.03

Error 55 1356.1 24.7

Total 56 1356.8

Level N Mean SD

1 41 37.122 5.036

2 16 36.875 4.773

Pooled standard deviation - 4.966

p > .05 Critical value - 4.01

Table 4.6.--Analysis of variance on tonal memory.

Source df SS MS F

Group 1 283.7 283.7 7.26

Error 55 2148.5 39.1

Total 56 2432.2

Level N Mean SD

1 41 20.098 6.324

2 16 25.063 6.049

Pooled standard deviation - 6.250

 

p < .05 Critical value - 4.01
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Sum. Six separate measurements of musical ability were

investigated and compared. Differences in the data compiled for

both Group I and Group 2 were computed and analyzed for statistical

significance with ANOVA. It would appear that the good spellers had

better musical ability in the areas of pitch, rhythm, and tonal

memory--the three measurements that were found to be statistically

significant. The data revealed no differences between the two

groups in loudness, time, and timbre--the three measurements that

were found not to be statistically significant.

UUSi£31.8051LUQ§_I£§L_§£Q£§§

W

Reeeepeh Questipn 2. Hill the mean scores on each of the tests

of musical ability obtained by the population of high school

and college students, as reported in the Seashore norms, reveal

significant differences from the mean scores obtained by Group

I and Group 2?

Eiien. The data indicated that there was a significant

difference between the mean pitch scores of the Seashore norms and

those of the poor spellers of Group I. The z-value of -7.1317 with

a probability level of .05 was statistically significant. The mean

pitch scores of the Seashore norms and those of the proficient

spellers of Group 2 were calculated; the resulting z-value of .913

was not significant (see Table 4.7).

Lpnpneee. There was no significant difference between the mean

loudness scores of the Seashore norms and those of Group I or

Group 2. The z-values of .6049 and 1.0748, respectively, were not

statistically significant (see Table 4.8).
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Table 4.7.--Z-values of the Pitch Test.

 

 

 

Levels N Mean SD Z-Value

Seashore 4,314 40.400 6.600

Group I 41 33.049 8.523 -7.1317

Group 2 16 41.313 7.897 .9130

p < .05 Critical value - 1.96

Table 4.8.--Z-values of the Loudness Test.

 

 

 

Levels N Mean SD Z-Value

Seashore 4,319 42.80 4.70

Group I 41 43.24 3.60 .6049

Group 2 16 44.00 3.10 1.0748

p > .05 Critical value - 1.96

Bnyinn. The mean rhythm scores of the Seashore norms and those

of the poor spellers in Group I were calculated with a z-value of

.6974, which was not statistically significant. The data indicated

that there was a significant difference between the mean rhythm

scores of the Seashore norms and those of the proficient spellers of

Group 2. The z-value of 2.233 with a probability level of .05 was

statistically significant (see Table 4.9).

line, The data indicated that there was no significant

difference between the mean time scores of the Seashore norms and

those of Group 1 or Group 2. The z-values of .08286 and 1.0886,

respectively, were not statistically significant (see Table 4.10).



Table 4.9.--Z-values of the Rhythm Test.
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Levels N Mean SD Z-Value

Seashore 4,024 26.50 2.80

Group I 41 26.20 2.30 .6974

Group 2 16 28.10 2.30 2.2330

p > .05 Critical value - 1.96

Table 4.10.--Z-values of the Time Test.

Levels N Mean SD Z-Value

Seashore 4,316 40.30 5.10

Group 1 41 40.36 4.89 .08286

Group 2 16 41.68 3.15 1.08860

p > .05 Critical value - 1.96

Iinppe. The data indicated that there was no significant

difference between the mean timbre scores of the Seashore norms and

those of Group I or Group 2. The z-values of 1.85 and 1.35,

respectively, were not statistically significant (see Table 4.11).

Innel_nenppy. The data indicated that there was a significant

difference between the mean tonal memory score of the Seashore norms

and that of the poor spellers in Group I. The z-value of 6.82 with

a probability level of .05 was statistically significant. The mean

tonal memory score of the Seashore norm and that of the proficient

spellers of Group 2 was calculated; the z-score of .0547 was found

not to be statistically significant (see Table 4.12).



77

Table 4.II.--Z-values of the Timbre Test.

 

 

 

Levels N Mean SD Z-Value

Seashore 4,319 38.60 5.10

Group 1 41 37.12 5.04 1.85

Group 2 16 36.87 4.77 1.35

p > .05 Critical value - 1.96

Table 4.12.--Z-va1ues of the Tonal Memory Test.

 

 

 

Levels N Mean SD Z-Value

Seashore 4,068 25.00 4.60

Group 1 41 20.10 6.32 6.8300

Group 2 16 25.06 6.05 .0547

p > .05 Critical value - 1.96

Snnnery. As with the between test scores, similar results were

found when each group was compared to the population: Significant

differences occurred in the measurements of pitch and tonal memory

between Group 1 and the population. However, Group I did not differ

significantly from the population in the measurement of rhythm as

did Group 2.

WW

B§S£§££h_9!£§1120_3- Hill there be a correlation between the

scores on the oral Spelling_lSQQ Diagnostic Spelling Test (05)

and the visualWProficiency and Diagnostic

Spelling Test (FS)?
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The relationship between the scores obtained by the 57 subjects

on the two measures was calculated using the Pearson-r formula of

statistical relationship (see Table 4.13). The correlation between

the DS and the FS was .757, with a value of r - .5730. At a

probability level of .0005 with a critical value of .0354, the value

of r - .5730 indicated that there existed a strong correlation

between the orally administered testing instrument (OS) and the

measurement that asked students to visually choose the correctly

spelled word from among three others that were misspelled (FS). The

tests are contained in Appendix B.

Table 4.13.--Correlation between 05 and FS diagnostic spelling

 

 

 

tests.

Correlation Pearson-r Value

.757 .5730

DS - Spelling_lSQQ Diagnostic Test FS - chne pn Spelling

p < .0005 Critical value . .0354

Snnngpy. The Pearson-r statistical procedure indicated a

strong correlation between the auditory measurement of oral

dictation (OS) and the visual measurement of selecting a correctly

spelled word from among four spelling variations (FS). The results

suggest that either test could produce similar diagnostic results.
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Minimums

. Hill deficient spellers have a higher

occurrence of phonetic misspellings than proficient spellers?

The data indicated that there were significant differences in

the number of occurrences of phonetic misspellings between spelling-

deficient and spelling-proficient adults. These differences

occurred in the percentage of phonetic misspellings derived from all

the spelling errors in both groups. The F-value of 18.95 with a

probability level of .01 was statistically significant (see Table

4.14).

Table 4.14.--Analysis of variance on phonetic misspellings.

 

 

 

 

Source df SS HS F

Group 1 1415.4 1415.4 18.96

Error 55 4106.0 74.7

Total 56 5521.5

Level N Mean SD

1 41 12.902 9.992

2 16 1.813 2.738

Pooled standard deviation - 8.640

 

p < .01 Critical value - 8.640
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Beeeenpn_nne§iipn_S. Hill the subjects with high occurrences

of phonetic misspellings employ the spelling strategy of

letter-naming more frequently than will the subjects with lower

frequencies of phonetic misspellings?

The ANOVA indicated that there was a significant difference in

the higher use of the spelling technique of letter naming by those

adult spellers with a higher occurrence of phonetic misspellings.

The value of F - 26.06 with a probability level of .01 was statis-

tically significant (see Table 4.15).

Table 4.15.--Analysis of variance on phonetic misspellings and

letter-naming strategy.

 

 

 

 

 

Source df SS MS F

Letter naming 1 1775.2 1775.2 26.06

Error 55 3746.3 68.1

Total 56 5521.5

Level N Mean SD

1 41 12.902 9.992

2 16 1.813 2.738

Pooled standard deviation - 8.640

p < .01 Critical value - 7.08

. Hill there be a significant difference

between the self-assessment of' musical ability and a high

frequency of phonetic misspellings?

ANOVA was used to test the relationship between the judgment of

one’s musical ability and the frequency of occurrences of phonetic

misspellings. The results indicated that among adults whose
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spelling errors consisted of high numbers of phonetic misspellings,

there existed a low self-assessment of musical ability. Among

adults with lower occurrences of phonetic nflsspellings, the self-

judgment of musical ability was high. The resulting F-value of

26.06 with a probability level of .01 was statistically significant

(see Table 4.16).

Table 4.16.--Analysis of variance on phonetic misspellings and self-

assessment of musical aptitude.

 

 

 

 

Source df SS MS F

Musical aptitude 1 1673.8 1673.8 23.93

Error 55 3847.7 70.0

Total 56 5521.5

Level N Mean SD

1 22 2.955 4.572

2 35 14.086 10.013

Pooled standard deviation - 8.364

 

p < .01 Critical value - 7.08

Beeeepen_gneeiipn_1, Hill the mean scores of self-assessment

of artistic ability differ significantly with the frequency of

phonetic misspellings?

The data indicated that there were significant differences in

the judgment of one’s artistic ability and the frequency of phonetic

misspellings. The adults with higher occurrences of phonetic

misspellings judged themselves to have artistic ability
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significantly more often than did those with lower occurrences of

phonetic misspellings. The F-value of 21.26 with a probability

level of .01 was statistically significant (see Table 4.17).

Table 4.17.--Analysis of variance on phonetic misspellings and self-

assessment of artistic ability.

 

 

 

 

Source df SS MS F

Artistic ability 1 1539.1 1539.1 21.26

Error 55 3982.3 72.4

Total 56 5521.5

Level N Mean SD

1 31 14.548 10.627

2 26 4.115 4.877

Pooled standard deviation - 8.509

 

p < .05 Critical value - 7.08

Snnnnny. Statistically significant differences were found in

the percentages of occurrences of phonetic misspellings between the

poorer spellers of Group 1 and the proficient spellers of Group 2.

Furthermore, high occurrences of phonetic nfisspellings accompanied

the more frequent use of the letter-naming technique, whereas the

reverse was found with the more phonologically sound strategy of

syllabication or word pronunciation.

Next, self-assessments of musical aptitude and artistic ability

were analyzed. It was found that the subjects who were most apt to
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employ spelling strategies that used the letters of the alphabet to

represent the sounds of speech had high occurrences of phonetic

misspellings and perceived themselves as having little musical

ability. Finally, an investigation of self-assessment of artistic

ability revealed that adults with high occurrences of phonetic

misspellings regarded themselves as having more artistic ability

than did those adults with lower frequencies of phonetic

misspellings. The variables of phonetic misspellings and the

phonological spelling strategy of letter naming were found to be

statistically significant between the two groups.

MW

. Hill the poor spellers in Group I admit

to having more difficulty with word pronunciation than those

proficient spellers in Group 2?

Chi-square was used to 'test the differences in word-

pronunciation difficulties between the poor spellers of Group I and

the proficient spellers of Group 2. The data indicated that poor

spellers admitted to having significantly more difficulty with the

pronunciation of words than did the proficient spellers. Thirty-one

of the 41 subjects in Group 1 indicated ”yes," whereas only 2 of the

16 subjects from Group 2 responded likewise. The chi-square value

was calculated at 18.804 with a probability level of .010. The

results were statistically significant (see Table 4.18).
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Table 4.18.--Pronunciation difficulty.

#

 

Group Status Yes (H) No (x) Total No. in Groups

1 (poor spellers) 75.6 24.4 41

2 (better spellers) 1.5 87.5 16

All 57

 

Chi-square - 18.804 df - l p < .010 Critical value - 6.634

W. Hill the poor spellers in Group 1 be

significantly less proficient in the ability of dictionary

skill word-pronunciation than those proficient spellers in

Group 2?

Chi-square was used to test the differences in the ability to

use the dictionary to determine the pronunciation of words. The

data indicated that the poor spellers of Group I perceived

themselves as having significantly less ability in the dictionary

skill of word pronunciation than did the more proficient spellers of

Group 2. The chi-square value was calculated at 8.884 with a

probability level of .050. The results were statistically

significant (see Table 4.19).
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Table 4.19.--Dictionary word-pronunciation ability.

 

 

Group Status Yes (1) No (1) Total No. in Groups

1 (poor spellers) 43.0 57.0 41

2 (better spellers) 87.4 12.5 16

A11 57

 

Chi-square - 8.884 df - 1 p < .050 Critical value - 3.841

W. Hill significantly more of the poor

spellers in Group 1 use the spelling strategy of letter-naming

than will the better spellers in Group 2?

Answers to the questionnaire revealed that fewer of the better

spellers in Group 2 wrote words by naming the letters as they

spelled than did the poorer spellers in Group 1. Chi-square was

used to test the differences between the letter-naming spelling

procedure between Group 1 and Group 2. The result of the chi-square

calculation was 11.731 with a probability level of .010, which was

statistically significant (see Table 4.20).

Table 4.20.--Spelling by letter naming.

 

 

Group Status Yes (1) No (1) Total No. in Groups

1 (poor spellers) 56.0 44.0 41

2 (better spellers) 6.0 94.0 16

All 57

 

Chi-square - 11.731 df - l p < .010 Critical value - 6.634
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. Hill the better spellers pronounce words

and/or syllables to themselves as they write significantly more

often than the poor spellers?

The data indicated that better spellers were more likely to

pronounce words or syllables of words as they wrote than were poorer

spellers. The chi-square test was used to compare the differences

between the two groups. The chi-square value was calculated at

6.605 with a probability of .050, showing the difference between the

two groups to be statistically significant (see Table 4.21).

Table 4.21.--Spelling by word or syllable pronunciation.

 

 

Group Status Yes (x) No (X) Total No. in Groups

1 (poor spellers) 58.54 41.46 41

2 (better spellers) 93.75 6.25 16

All 57

 

Chi-square - 6.605 df - l p < .050 Critical value - 3.841

i . Hill the self-assessment of musical

aptitude reveal significant differences between the judgments

of poor spellers and those of better spellers?

Responses on the judgment of musical ability revealed that

better spellers perceived themselves as having significantly more

musical ability than did poor spellers. The chi-square test was

used to calculate the differences in frequency of responses between

the two groups. The chi-square value was calculated at 28.551 with

a probability level of .010. The results showed that the
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differences on judgments of musical aptitude were statistically

significant (see Table 4.22).

Table 4.22.--Self-assessment of musical ability.

 

 

Group Status Yes (1) No (x) Total No. in Groups

1 (poor spellers) 17.00 83.00 41

2 (better spellers) 93.75 6.25 16

All 57

 

Chi-square - 28.551 df - l p < .010 Critical value - 6.634

u l . Hill the self-assessment of artistic

ability reveal significant differences between the judgments of

poor spellers and those of better spellers?

The poorer spellers of Group 1 had a greater frequency of

positive responses to the judgment of their artistic ability than

did the better spellers of Group 2. Chi-square was used to test the

difference between the two groups. The chi-square value of 15.731

with a probability level of .010 was statistically significant (see

Table 4.23).

Table 4.23.--Self—assessment of artistic ability.

 

 

Group Status Yes (x) No (x) Total No. in Groups

1 (poor spellers) 70.7 29.3 41

2 (better spellers) 12.5 87.5 16

All 57

 

Chi-square - 15.731 df - 1 p < .010 Critical value - 6.634
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Semen. A comparison between the responses of Group I and

Group 2 was made using the chi-square statistical procedure. The

six areas investigated were as follows:

1. Pronunciation difficulties.

Dictionary skills in word pronunciation.

Selling words by letter naming.

Spelling words by pronouncing or syllabizing.

Self-assessment of musical aptitude.

G
U
I
-
O
W
N

Self-assessment of artistic ability.

Each of' the areas compared was found to be statistically

significant. Poorer spellers of Group 1 revealed that they not only

had difficulty with the pronunciation of words but also lacked the

dictionary skills to determine pronunciations of new words or words

of which they were uncertain. Better spellers were more likely to

pronounce words or syllabicate as they wrote than were poorer

spellers, who were more likely to name letters. Finally, poorer

spellers did not judge themselves as having musical aptitude, as did

the better spellers of Group 2. Group I, however, did have a

greater percentage of responses in perceiving themselves as having

artistic ability than did the better spellers of Group 2.

CW

Statistical significance was found in each of the research

questions that was investigated.
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1. Poor spellers’ low performances on the musical measurements

of pitch, rhythm, and tonal memory were found to be statistically

significant when compared to the scores of better spellers.

2. Hhen compared to the population, poor spellers once again

differed significantly from the population in the measurements of

pitch and tonal memory. Good spellers differed significantly from

the population only in the measurement of rhythm.

3. A strong correlation was found between the oral and visual

spelling assessments, suggesting that either test could produce

similar results.

4. Deficient spellers had a higher occurrence of phonetic

misspellings than did better spellers.

5. The subjects with the higher occurrences of phonetic

misspellings more frequently employed the letter-naming strategy

than did better spellers.

6. A low self-assessment of musical ability was indicated by

subjects with a high frequency of phonetic misspellings.

7. Subjects with high frequencies of phonetic misspellings

judged themselves to have artistic ability significantly more often

than did those with lower occurrences of phonetic misspellings.

8. The poor spellers of Group I admitted to having difficulty

with word pronunciation.

9. The poor spellers indicated poor proficiency in the ability

to determine the pronunciation of' words through the aid of a

dictionary pronunciation key.
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10. The poor spellers used the letter-naming strategy

significantly more often than did the better spellers.

11. Better spellers pronounced words or syllabicated as they

spelled significantly more frequently than did poor spellers.

12. Responses on the judgment of musical ability revealed that

better spellers perceived themselves as having significantly more

musical ability than did poor spellers.

13. Poorer spellers judged themselves to have more artistic

ability than did better spellers.



CHAPTER V

DISCUSSION, IMPLICATIONS, REFLECTIONS,

AND RECOMMENDATIONS

The purpose of this study was to collect, analyze, and compare

data of various auditory and phonological characteristics shared by

spelling-disabled adults who were competent readers. The researcher

focused on six measurements of musical aptitude and four

phonological spelling strategies, the data for which were collected

by administering tests and a questionnaire. The musical abilities

measured were pitch, loudness, rhythm, time, timbre, and tonal

memory. The four phonological spelling strategies analyzed were

pronunciation difficulties, dictionary pronunciation-key skills,

spelling by letter naming, and spelling by syllabication. In

addition, phonological misspellings and self-assessments of musical

and artistic ability were analyzed and compared. The collected data

were then compared to those from a second group of subjects,

proficient in both reading and spelling, to whom the same

measurements were administered.

0.1129;st

Group I was composed of poor spellers and Group 2 of better

spellers, all of’ whom were competent adult readers. Specific

91



92

results are reported as correlated with the major research questions

as follows:

1. Six measurements of musical aptitude: pitch, loudness,

rhythm, time, timbre, and tonal memory.

2. Musical aptitude test scores compared to the population.

3 Correlation of spelling test assessments.

4. Frequency of occurrences of phonetic misspellings.

5 Phonetic misspellings and the letter-naming spelling

strategy.

6. Phonetic misspellings and self-assessment of musical

ability.

7. Phonetic misspellings and the self-assessment of artistic

ability.

8. Pronunciation difficulties.

9. Proficiency of dictionary word-pronunciation skills.

10. Spelling by letter naming.

ll. Spelling by syllabication or word pronunciation.

12. Self-assessment of musical aptitude.

13. Self-assessment of artistic ability.

W

The disabled and proficient spellers differed significantly on

three of the six measurements of musical aptitude: pitch, rhythm,

and tonal memory. ANOVA was used to determine statistical

significance between the two groups in their performance on the

Seashore Measures of Musical Talents.
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1. The pitch scores of the spelling-disabled adults in Group I

were analyzed and compared to these scores of the spelling-

proficient adults in Group 2. The mean score for Group I was

33.049, as compared to a score of 41.313 for Group 2. ANOVA

revealed statistically significant differences in the ability to

determine whether for each of 50 pairs of tones presented the second

was higher or lower than the first.

2. Loudness data indicated that there were no significant

differences between Group I and Group 2 in the ability to determine

whether the second tone of a given pair was stronger or weaker than

the first.

3. The rhythm measurement revealed significant differences

between the two groups in the ability to determine whether the two

patterns in each pair of rhythmic patterns presented were the same

or different. For the 30 pairs presented, the mean score for

Group I was 26.195, as compared to 28.063 for Group 2.

4. The results of the time test were not statistically

significant. In the 50 pairs of tones of different durations

presented, the determination of whether or not the second was longer

or shorter than the first revealed insignificant differences between

the two groups.

5. Likewise, the results of the timbre test indicated that

there was no significant difference between the two groups in the

ability to discriminate the quality of tone in the 50 pairs of tones

presented.
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6. In the test of tonal memory, a significant difference was

found between the two groups in the ability to identify which note

was changed in the 30 pairs of tonal sequences presented. The mean

score for Group I was 20.098, as compared to a mean of 25.063 for

Group 2.

The statistical findings on the comparisons of performance on

musical aptitude are summarized in Table 5.1.

Table 5.1.--Statistical findings on musical aptitude.

 

 

Test Group Mean SD F-Value

Pitch 1 33.049 8.523 11.25*

2 41.313 7.897

Loudness 1 43.244 3.604 0 05*

2 44.063 3.130 '

Rhythm 1 26.195 2.315 7 47**

2 28.063 2.323 '

Time 1 40.365 4.893 1 ooaa

2 41.688 3.156 °

Timbre 1 37.122 5.036 0 034*

2 36.875 4.773 '

Tonal Memory 1 20.098 6.324 7 254*

2 25.063 6.049 '

 

*p < .01.

**p < .05.
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Nonproficient and proficient adult spellers differed

significantly on the tests of pitch, rhythm, and tonal memory; the

greatest difference in performance was in the ability to perceive

differences in pitch. Both groups had similar results in the

ability to distinguish differences in loudness, time, and timbre--

the three areas of musical measurements that revealed no significant

differences in aptitude between the two groups. Since subjects with

known hearing losses were not allowed to participate in the study,

this researcher was concerned about the possibility of undiagnosed

hearing problems among the poor spellers. However, the ability of

the poor spellers to perform well on the tests of loudness and

timbre demonstrated the probability of good hearing acuity, thereby

eliminating the necessity to test for hearing deficiencies.

Although the researcher is not aware of studies investigating the

spelling ability' of ‘the hearing impaired, hearing loss may not

necessarily accompany auditory memory disability. It is known, for

example, that Beethoven was nearly deaf when he wrote his ninth and

final symphony, demonstrating that his auditory memory was not

apparently affected by his loss of hearing.

W

W

To investigate further the scores of nonproficient and

proficient spellers, the mean scores were separately compared to the

population in the Seashore measurement norms, which are based on the

test results of more than 4,000 subjects. The poor spellers

demonstrated significant differences from the population on only two
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of the six measurements: pitch and tonal memory. The scores of the

proficient spellers were found to be significantly different from

the population on only the measurement of rhythm. Z-scores were

used in a statistical analysis to compare the mean scores of the

groups to those of the population. The statistical analysis of the

z-score comparisons is summarized in Table 5.2.

Table 5.2.--Statistical analysis of Group I and Group 2 comparisons

of musical aptitude to the population of the Seashore

 

 

norms.

Test Group Mean SD Z-Score

Pitch Population 40.40 6.60

l 33.05 8.52 -7.l3l7

2 41.31 7.89 .9130

Loudness Population 42.80 4.70

I 43.24 3.60 .6049

2 44.00 3.10 1.0748

Rhythm Population 26.50 2.80

1 26.20 2.30 .6974

2 28.10 2.30 2.2330

Time Population 40.30 5.10

l 40.36 4.89 .0829

2 41.68 3.15 1.0886

Timbre Population 38.60 5.10

l 37.12 5.04 1.8500

2 36.87 4.77 1.3500

Tonal memory Population 25.00 4.60

l 21.10 6.32 6.8300

2 25.06 6.05 .0547

 

p > .05 Critical value - 1.96
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NW. The

scores of the nonproficient spellers on the two measurements of

pitch and tonal memory differed significantly from those attained by

both the proficient spellers of Group 2 and the population of the

Seashore norms. C. Seashore (1938) asserted that, of the six

measurements of musical aptitude, pitch was the most basic measure

through which musical capacity or incapacity could be judged. That

pitch is the most important measurement of musical ability was

supported by the research of Lundin (1953), who reported that the

ability to discern pitch discrimination was a necessary attribute

for musicianship.

Tonal memory was thought to be an even more accurate

measurement of musical ability by Drake (1933) and Mursell (1937).

Although those researchers supported the claim that pitch is an

essential measurement to predict musical ability, they believed that

tests of tonal memory correlate even higher with the various

criteria determining musical success. Drake (1942), Bienstock

(1942), McLeish (1950), and Bachem (1954) reported that pitch and

tonal memory constitute the two most important and fundamental

criteria in the measurement of musical talent.

The poor spellers of Group 1 demonstrated poor performances on

both the tests of pitch and tonal memory. Hhen a comparison between

groups was investigated, poor spellers had significantly lower

scores than did better spellers in Group 2. Similarly, when

compared to the population, the deficient spellers again performed
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poorly, which also resulted in statistically significant

differences.

As with the between-group data that indicated no significant

differences in the measurement of loudness, poor spellers likewise

had insignificant differences in loudness scores when compared to

the population. The loudness measurement provided this study with a

criterion to determine a possibility of hearing loss, but it was not

significant in evaluating musical aptitude. Furthermore, Farnsworth

(1931), Bienstock (1942), and Lundin (1953) reported that the low

coefficients of the time, rhythm, timbre, and loudness tests of the

Seashore measurement were too questionable to be sufficiently

reliable for diagnostic value.

Cpppeleiipn pf Spelling

W

Two spelling tests were administered to the subjects: (a) an

orally administered diagnostic test and (b) a visual selection of

correctly spelled words. A strong correlation was determined

through the application of the Pearson-r, which indicated a value of

r' - .5730, suggesting that both tests produce similar results.

W

Washing:

An investigation of the percentages of occurrences of phonetic

misspellings revealed that poor spellers made more than 12 times

more phonetic misspelling errors than did better spellers. Using

the ANOVA statistical procedure, the resulting F-value of 18.96

indicated a significant difference between the two groups.



99

Frequently mismatched phonemes to graphemes, which create not only

misspelled words but phonetically misspelled words, may be an

indication that low performances on the musical measurements of

pitch and tonal memory among reading-proficient adults are, in

themselves, predictors of phonological disorders which render

spelling a difficult task.

m'n 1M1

The higher the occurrence of phonetic miSSpelIings, the more

 

likely the use of the letter-naming strategy for writing words.

ANOVA produced an F-value of 26.06, indicating statistical signifi-

cance when occurrences of phonetic misspellings were compared to the

strategy of naming letters during the spelling of words.

l'n n -

m of M i A ' i

Among the subjects with high occurrences of phonetic

misspellings, there were accompanying low self-assessments of

musical ability. Conversely, those subjects with lower occurrences

of phonetic misspellings judged their musical aptitude to be high.

An F-value of 23.94 indicated statistical significance between the

two groups in occurrences of phonetic misspellings and the self-

assessment of musical aptitude.

mm

W

The data indicated that there were significant differences

between the two groups in the judgment of one’s artistic ability and
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the frequency of phonetic misspellings. The subjects with high

occurrences of phonetic misspellings perceived themselves as having

artistic ability more often than did those better spellers with

lower occurrences of phonetic misspellings. The F-value of 21.26

indicated that the difference between the two groups was

statistically significant.

W112;

The poorer spellers admitted to having significantly more

difficulty with the pronunciation of words than did the better

spellers. Of the 41 subjects in Group 1, 31 indicated that

pronunciation was a problem, whereas of the 16 subjects from Group

2, only 2 responded affirmatively. Chi-square was used to test the

differences of responses between the two groups, yielding a

statistically significant value of 18.804.

W

Not only did the poorer spellers indicate that they lacked the

ability to use the dictionary to assist them in word pronunciations,

but they further indicated that they either forgot or did not recall

ever having been taught the use of the dictionary pronunciation key.

Hhen the poor spellers were compared to the better spellers, the

chi-square value of 8.884 indicated there was a statistically

significant difference between the two groups.
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Wailing

The correlation between phonetic misspellings and naming

letters as words are spelled was discussed earlier in this chapter.

However, answers to the questionnaire revealed that 56 percent of

the poor spellers in Group 1 indicated 'yes' to using the strategy

of letter naming, as contrasted to only 6 percent of the better

spellers in Group 2. The subjects in Group 1 further indicated that

they' did not recall being told by ‘teachers to spell words by

pronouncing them rather than by naming letters. The technique of

spelling by letter naming, as encouraged in spelling bees in

elementary school, was the same method the majority of the poor

spellers continued to employ as adults. The resulting chi-square

value of 11.731 indicated that the two groups differed significantly

in the use of the letter-naming method of spelling.

n t'

Wagon

Better spellers were more likely to syllabicate or pronounce

words as they spelled than were less proficient spellers. The data

also revealed that some of the subjects in Group 1 may have spelled

both by letter naming and syllabication in that more than 58 percent

responded "yes“ to the question of syllabication and 56 percent

responded "yes" to letter naming. More than 93 percent of the

better spellers indicated that they spelled by syllabication. ‘The

difference between the groups was statistically significant, with a

chi-square value of 6.605.
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mm

Only 17 percent of the poor spellers indicated that they

regarded themselves as having musical aptitude, in contrast to a

nearly 94 percent affirmative response from proficient spellers.

The data showed that the difference between the two groups in

judgment of musical aptitude was statistically significant, with a

chi-square value of 28.551. Furthermore, the results of the

questionnaire indicated that the subjects from Group 2 had

participated in musical activities or lessons more frequently and

for longer periods of time than had the subjects from Group 1.

W11

The high occurrence of phonetic misspellings among subjects who

perceived themselves as having more artistic than musical ability

was discussed earlier in this chapter. Hhen comparing the

differences of responses to the questionnaire from both groups, the

results indicated that more than 70 percent of the poor spellers

judged themselves as having some artistic ability, compared to only

12.5 percent of the better spellers. The difference between the two

groups was statistically significant, with a chi-square value of

15.731.

W

The present study established that among competent adult

readers a relationship existed between spelling proficiency and

musical ability. The results indicated that poor spellers, unlike

proficient spellers, had difficulty determining variations in the
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musical measurements of pitch and tonal memory. The findings

revealed that the more frequent the occurrence of phonetic

misspellings, the lower the ability to discriminate pitch and recall

tonal sequences. To this researcher’s knowledge, no such link has

previously been investigated.

Despite the agreement among poor spellers that they perceived

themselves as more visual than auditory learners, the poor spellers

of Group I had low performances on both the oral and visual spelling

tests. Perhaps in the stages of spelling development, visual recall

of correct spellings is a later acquisition, which follows only

after success is attained in the earlier auditory stages. It was

puzzling to note that, in many instances, poor spellers underlined

the correct word on the visual test and then proceeded to transcribe

an incorrect spelling (see Appendix 0).

Further investigation into the various spelling methods that

characterize poor spellers revealed that although they shared the

ability to read proficiently with the better spellers, they differed

significantly in their use of spelling strategies. Phonological

spelling strategies were explored and identified among nonproficient

spellers, who were found to share the following characteristics:

(a) difficulty with the pronunciation of words, (b) letter naming

rather than syllabicating (which may account for the high number of

phonetic misspellings among poor spellers), and (c) inability to

determine the pronunciation of words through the use of the

dictionary pronunciation key. The fact that the disabled spellers
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did not recall teachers’ having instructed them to pronounce words

rather than letters as they spell or to determine the pronunciation

of words through the use of the dictionary pronunciation key may

indicate a need for improvement in spelling instruction.

The following significant characteristics were found among

reading-proficient adults with spelling disabilities: (a) low

scores on the musical aptitude measurements of pitch and tonal

memory, (b) high frequency of occurrences of phonetically misspelled

words, (c) high frequency of spelling words by letter naming rather

than by syllabication, and (d) inability to determine the

pronunciation of words through the dictionary pronunciation key.

Based on the review of the literature and the researcher’s own

experiences in the teaching of adult spelling improvement, the four

characteristics listed above can each be improved with practice and

instruction.

Beflestioos

In light of these findings, low aptitude in the musical

abilities of pitch discrimination and tonal memory appears to

coincide with a lack of linguistic awareness, which is necessary to

the acquisition of spelling proficiency. One of the most important

prerequisites to successful spelling is the ability to discriminate

accurately the sounds of words. Although the reading-

proficient/poor spellers demonstrated their ability to recognize

such categories as plural and past tense inflections, roots,

prefixes, and suffixes in reading, they were not able to perform an
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adequate analysis of these categories when it came to writing. Good

spellers demonstrated that they better attended to sounds in both

language and music than did poor spellers.

An informal analysis of spelling errors revealed deficits in

the ability to perceive differences in the quality of speech sounds

as demonstrated in the erroneous phonological renderings of many of

the misspelled words--errors that appear to coincide with the

inability to discern differences in levels of pitch discrimination.

Poor spellers were not able to produce successful grapheme-to-

phoneme correspondences when they wrote. Better spellers made far

more frequent successful phonetic substitutions (i.e.,

circumferunse) than did the poorer spellers, who made nearly 12

times more nonphonetic substitutions (i.e., circonfrunse).

An investigation of phonetic misspellings also revealed that

many of the subjects demonstrated difficulties in discerning the

number of syllables. Of particular significance to low scores

attained on the tonal memory test was the accompanying frequent

misspelling of words written with too few or too many syllables.

Poor spellers had difficulty segmenting or recalling the number of

speech sounds that made up the syllables in the dictated words, just

as they had difficulty recalling the sequences of tones on the test

of tonal memory. Tonal memory and auditory recall of the number of

syllables in a word orally presented appear to be related; poor

spellers were not able to perform successfully in either situation.

In some instances, poor spellers produced entire substitutions for

words that had been dictated only a matter of seconds earlier (i.e.,
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curious for courteous). Poor performance in auditory recall

suggests a relationship between tonal memory in music and

phonological deficits that interfere with the ability to spell.

The phonological spelling strategies of poor adult spellers may

indicate the erroneous belief that alphabetic orthography represents

the sounds of speech. The best spellers among kindergartners were

found to have better skills in analyzing the phonemic constituents

of words than were spelling-disabled adults (Liberman et al., 1985).

In an effort to make correspondences between the names of letters

(as the names are pronounced, e.g., ess for ”s") and the

pronunciation of phonemes (as they are pronounced, e.g., [s] for

'5'), letter naming was found to be a prevalent spelling strategy

among the most deficient of adult poor spellers. These poor

spellers not only demonstrated the highest percentages of phonetic

misspellings in this study but produced the lowest scores on the

musical test of pitch discrimination. It appears that the most

disabled of the adult spellers, despite their ability to read

proficiently, had ‘the lowest linguistic and pitch-discrimination

abilities of all the subjects studied.

Music, then, is not a frill; rather, it is a necessary aid for

enabling children in early elementary school to increase their

ability to distinguish the sounds of their language. Several of the

subjects in this study reported that they had not been allowed to

participate in musical activities because of their low scores on

tests of musical aptitude. The researcher suspects that the purpose
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of administering tests on musical ability is to select potential

band and choir members (Schwejda, 1954), rather than to identify

students who could benefit by improving their musical aptitude.

As cited in earlier studies in the review of the literature

(Brody, 1949: Kwalwasser, 1936; C. Seashore, I936; Semeonoff, 1940;

Holner & Pyle, 1933), the musical components of pitch and tonal

memory can be improved with practice. Musical aptitude appears to

make a difference in spelling acquisition. Similarly, Liberman et

al. (1985) demonstrated that linguistic awareness can be taught.

Recent studies have made it clear that phonological knowledge also

makes a difference in spelling proficiency (Fischer, Shankweiler, &

Liberman, 1985). The results of this study raise the possibility

that improvement in the musical measurements of pitch and tonal

memory, which are prerequisites of spelling proficiency, may even

raise levels of linguistic abilities. Musical training may teach

children to pay better attention to sounds--both in music and

language. By acquiring a better aptitude for distinguishing various

levels of pitch and recalling sequences of tones through a series of

simple exercises, children may progress more successfully through

the stages of spelling development, the first of which demonstrates

linguistic awareness in the initial attempts to match their own

phonemic sound system to the graphemes representing written words.

Although adults can profit from explicit instruction in pitch

discrimination and tonal memory as well as in phonological

awareness, they can be spared much embarrassment and frustration if

their deficiencies are discovered and addressed in the early
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elementary grades. It now seems reasonable to suggest that

promoting better aptitude in several components of music may improve

both linguistic awareness and spelling proficiency.

8W

l. Several studies should be conducted to replicate the

findings of this study with children at various ages, ranging from

6 to l7 years, to determine whether the same shared characteristics

exist among subjects other than adults.

2. Research should be conducted to examine the benefits of

musical instruction as a remedial activity for the improvement of

spelling.

3. Studies are needed to determine whether the capacity for

improvement in musical aptitude varies with age.

4. Studies are warranted to compare the spelling proficiency

of students who are enrolled in private music lessons to those who

are not. Additional research should be conducted on a similar

comparison between students who are enrolled in musical programs in

schools and those who are not.

5. Studies are also warranted to investigate the musical

aptitude of poor readers to determine whether musical instruction

would be beneficial to becoming better readers.

6. Research should be conducted to investigate the effective-

ness of teaching students to become proficient in the use of the

dictionary pronunciation key as a technique to improve pronunciation

and spelling ability.
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7. Research is needed to determine the various developmental

stages of spelling acquisition and the significance of each level.

In addition, the consequences of missed steps should be investigated

to provide an aid in determining a possible course of remediation.

8. Studies should be conducted to determine how well informed

teachers are in the areas of language and spelling acquisition. The

purpose of the research would be to determine whether the

effectiveness of teaching spelling correlates with a teacher’s

knowledge of language and spelling acquisition.
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g The Riverside Publishing Company

April 20. 1990

Sophie McGee SC 301

Hashtenaw Community College

4800 East Huron River Drive. PO Box D-l

Ann Arbor MI 48106-0978

Dear Ms. McGee:

Your desire to include a capy of Gates-MacGinitie Reading Test in your

thesis or dissertation may be in conflict with the need to maintain

test security unless access to the thesis or dissertation is restricted.

He normally only grant permission to describe tests in terms of content

or objectives. Re do not allow the reproduction of actual test items.

This policy' is required to prevent unauthorized access to the tests

by potential examinees.

I will grant your request to include our test in your thesis or

dissertation when I receive a written statement from the head of the

department or the chair of your thesis or dissertation committee stating

that this is a requirement of the university. the department. or the

committee. The letter must also state that the thesis or dissertation

containing a photoc0py or original copy of the test will not be available

to the general public. the general university papulation, or others

who do not have a legitimate need for access to tests. Since University

Microfilms International (UMI) or ERIC are not likely to meet this

last requirement, permission is not granted to include the test in

materials sent to UMI or ERIC. ’You may, however, include a capy of

the cover of the test in the thesis or dissertation sent to UMI or

ERIC, followed by a page stating that the remainder of the test is

not included due to test security requirements. If you can meet the

conditions outlined in this paragraph, you may proceed without waiting

for us to receive the letter from the university.

I recognize that the above conditions may pose a challenge, but the

problem, if any, results from university requirements that do not appear

to take into account unique conditions pertaining to access to tests.

Our policy is based on professional standards for tests.

Congratulations for having persevered to the point of completing your

thesis or dissertation.

Sincerely,

Qwelwg
Fredrick L. Finch

Vice President/Editor in Chief

FLF:mkk/22

enclosure

cc: Al Brennan
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4/13/90

Greenwood Press

88 Post Road, west

P.O. Box 5007

westport, Connecticut 06881

Dear Greenwood Publishing Company,

The most recent publication of a work by Robert M. Rodney is with

your company in 1982 entitled, Mark Twain International. 1 have used

a spelling test he devised in a much earlier publication in 1967 entitled,

Focus 29.82elling and wish to reprint the test in Appendix A of my Ph.D.

dissertation-~Musical Aptitude Among Reading Proficient Adults with Spelling

Disabilities. Focus 25 Spelling was co-authored with Hilliam R. Seat.

Would you be so kind as to help me track down the necessary connection

so that I can request permission to reprint the diagnostic test? I would

appreciate any information you may forward to me.

Yours truly,

Sophie S. McGee

Reading Department

Hashtenaw Community College

4800 E. Ruron River Drive

P.O. Box D-l

Ann Arbor, Michigan 48106-0978

 

4300 East Huron River Drive . P.O.BOx D-i . Ann AmonMichlgan 48106-0978 - (313)973-3300
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April 13, 1990

William R. Seat

Northern Illinois University

DeKalb, Ill. 60115

Dear Mr. Seat,

Several years ago a participant at the College Reading Associaiton conference

distributed copies of the diagnostic spelling test from Focus‘gg Spelling which

you co-authored with Rover: M. Rodney. I would like to ask permission to reprint

the test in Appendix A of my Ph.D. dissertation entitled, Musical Aptitude 52g

Thonological Spelling Strategies Among Reading Proficient Adults with Spelling

Disabilities.

The last address I was able to locate of yours is at Northern Illinois Univer-

sity. I am hopeful this letter reaches you so that I can request your permission

for reprint.

Very truly yours,

Sophie S. McGee

Department of Reading

Hashtenaw Community College

P.O. Box D-l

Ann Arbor, Mich. 48106

 

4800 East Huron River Drive 0 PO. Box 04 . AnnArbor,Mlchlgan48106~0978 - (313)973-3300
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WWashtenaw Community College
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April 13, 1990

Robert M. Rodney

417 Silver Lane

Billings, Montana 59102

Dear Mr. Rodney,

Several years ago, a lecturer of the College Reading Association passed

out a copy of your diagnostic spelling tea; from Pocua‘gg Spelling. The

test has since become one from a battery of tests I use to determine

spelling proficiency with my students. I am particularly determined to

track you down because I would like to request permission to reprint the

test, with appropriate acknowledgments to you and Uilliam Seat, in Appendix A

of my doctoral dissertation entitled, Musical Aptitude and Phonological

Spelling Strategies Amonggkeading Proficient Adults with Spelling Disabili-

ties.

I envy your living in Billings, Montana and hope this letter finds

you enjoying yourself. In my search of you, I have also discovered

your publications on Mark Twain which adds an even greater dimension to

your authorship in my estimation!

Very truly yours,

Sophie S. McGee

Department of Reading

Hashtenaw Community College

P 80x D-lO 0

Ann Arbor, Michigan 68106

 

4800 East Huron River Dnve - PO. Box 04 . Ann ArborMichigan 48106-0978 ' (313)973-3300
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April 19. 1990

Ms. Sophie S. McGee

Department of Reading

Washtenaw Community College

P.O. Box D-l

Ann Arbor, Michigan 68106

Dear Ms. McGee:

In answer to your letter of April 13, 1990, I see no reason why you should

not reprint the diagnostic spelling test from Focus on Spelling for the

purpose of your doctoral dissertation. so I am glad to grant permission

for that purpose as long as none of the rest of the book is reprinted.

I am hoping at the present time to find a press willing to republish

the speller. Although this little text book was published twenty-two

years ago at a time when professional educators were unwilling to

do anything about spelling problems "until the need arises." the need

has been widespread and long with us until now the schools are beginning

to revive basics in their curricula. The sp eller that Dr. Seat and I

co-authored was designed not merely to discuss the problem but to do

something practicable about it. If it could gain widespread adoption.

I an optimistic enough to think that it would end one of the writing

miseries of high school and college students!

Yes, I have been working on Mark Twain for a long time, with a fourth

study of him concerning "Mark Twain Overseas." Incidentally, I think

he would be horrified at the semi-illiteracy that pervades America

today.

In your work with the Reading Department and the diagnostic test in

particular, I would be interested to learn what results you get in

students' spelling improvement. I fought a discouraging battle with

the problem for forty years in college composition courses and always

wished I had an effective tool and the students a compelling motivation

to overcome the problem.

All success to you with your dissertation and completing your degree

(I may be a fellow alumnus from the University of Michigan, where I

took my Masters degree many years ago).

Sincerely.

Rog?:f%:fu::g%:;e17

cc. Dr. William Seat
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REQUEST FOR PERMISSION TO REPRIMT

April 10. 1990

TO: The Psychological Corporation

Marcourt Brace Jovanovich

555 Academic Court

San Antonio, Texas 78206-095

PROM: Sophie S. McGee

Department of Reading

Washtenaw Community College

6800 B. Ruron River Drive

Ann Arbor, Michigan 48106-0978

I hereby request permission to reprint the following material from

your publication:

C.TSeashore, D. Lewis, 8 J. Saetveit Seashore Measures of Musical Talents.

I am requesting permission to reprint the directions from the Manual and

the norms which will appear in Appendix A of my Ph.D. dissertation entitled,

Magical Aptitude and Phonological Spelling Strategies Among Reading Profi-

cient Adults with Spelling Disabilities.

 

   

The undersigned agrees as follows:

1. Full credit will be given The Psychological Corporation, Harcourt Brace

Jovanovicb, and copyright notice imprinted on the copyright page of the

dissertation, on every copy printed.

2. Payment of the required fee will be made on or before the date of publi-

cation.

3. This permission covers only the use specified a

  

[signed

 

APPROVAL OF REQUEST

The foregoing application is hereby approved, subject to the conditions

stated above and subject to payment of S as the permission fee,

and provided that the following form of credit and’Eopyright notice is used

as specified above. The following phrase should appear, giving full identi-

fication of author and title."Reprinted from Seashore Measures g£_Musical

Talents by C. Seashore, D. Lewis, and J. Saeveit by permission of The Psycho-

logical Corporation, Harcourt Brace Jovanovich.

Date of Approval Approved: The Psychological Corporation

Marcourt Brace Jovanovich

by
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THE PSYCHOLOGICAL CORPORATION
555 ACADEMIC COURT. SAN ANTONIO. TEXAS 78204-2498

TELEPHONE: ($12) 299-1061 TELEX: 5106015629 TPCSAT FAX: (512) 270-0327

May 1, 1990

Sophie S. McGee

Department of Reading

Washtenaw Community College

4800 B. Buron River Drive

Ann Arbor, Michigan 68106-0978

Dear Ms. McGee:

Please consider this letter formal authorization for you to reproduce the

directions and cover sheet only of the Seashore Measures of Musical

Talents in the appendix to your dissertation.

Please be sure the words 'Reproduced by permission“ precede the copyright

notice on each page of these materials. Also, we would appreciate a copy

of the final dissertation for our library.

Thank you for your interest.

Sincerely,

fl;:4.05... e
Christine Sauer

Supervisor

Rights a Permissions

HARCOURT BRACE JOVANOVICI-l, INC.
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REQUEST FOR PERMISSION TO REPRINT

TO:Permissions
April 10, 1990

Harcourt Brace Jovanovich

Orlando. Florida 32287

non: Sophie s. McGee . Department of Reading

Washtenaw Community College

6800 E. Huron River Drive

Ann Arbor, Michigan 68106-0978

I hereby request permission to reprint the following material from

your publication:

J.N. Hook Spelling 1500 A list of the first 50 words from the Diagnostic

oTest on p. ix.

Form of publication Ph.D Dissertation

Reason for reprint request: The Diagnostic Test (items 1-50) wens used as

a pprt of a battery of tests to determine spelling proficiency among the

:Iubjects of the dissertation. A list of the 50 words will ho efull a ear

in apendix A of the dissertation, entitled,Music Aptitude and Phonologica.r—

Spelling Strategies AmonggReading Proficient Adults with Spelling Disabilities.

 

 

  

 
 

The undersigned agrees as follows:

1. Pull credit will be given Harcourt Brace Jovanovich, and copyright notice

imprinted on the copyright page of the dissertation, on every copy manufactured.

2. Payment of the required fee will be made on or before the date of publica-

tion.

3. This permission covers only the use specified ab

  

[signed]

 

APPROVAL OF REQUEST

The foregoing application.is hereby approved, subject to the conditions

stated above and subject to payment of S as the permission fee, and

provided that the following form of credit and copyright notice is used as

specified above. The following phrase should appear, giving full identifi-

cation of author and title" ”Reprinted from Spellipg 1500 by J.N. Hook by

permission of Harcourt Brace Jovanovich.

 

Date of Approval By
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85/15/90 16143 I 487 332 8868 HBJ CORP LEGAL P.81

lillB

uncover snacs Jovmovxca. mo.

ORLANDO. 1’11)wa 82887 TELEPHONE: (407) 945-3983 TELEX: 568373 FAX: (407) 352-8125

summons DEPARTMENT

May 11, 1990

MB: Ref; Hoots

Sophia 8. McGee

2039 Crooked Lane

Flint. MI 48503

Dear Ms. McGee:

In response to your April 10 letter, we are willing to grant permission for

the reprinting of Items 1-50, page, ix, "Diagnostic Test,” from SPELLING lSOO,

Third Edition, by J.M. Hook (Seq. Hum: 13582) in your forthcoming

dissertation, provided copyright credit is given as a footnote on each page on

which the excerpt is reprinted, as follows:

Items 1-50 from ”Diagnostic Test” in fipglling_lfinn, Third Edition,

by J.J. hook, copyright 0 1986 by Harcourt Brace Jovanovicb,

Inc., reprinted by permission of the publisher.

it your dissertation is committed for publication, we ask that you reapply.

Sincerely yours,
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INSTRUMENTS



PLEASE NOTE

Copyrighted materials in this document have

not been filmed at the request of the author.

They are available for consultation, however,

in the author’s university library.

119-166

University Microfilms International
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o bookkeeper

disappear

monkeys

quality

bushes (plural)

attacked

candidate

quantity

studying

hundred

disgusted

destroy

boisterous

conference

circumference

confident

careful

severely

loveliness

believe

coming

valuable

accidentally

frolicked

119

MW

. dropped

. occurred

. continuous

. defendant

. aren’t

. men’s (as in men’s work)

. fourth (as in the fourth word)

. forty-four

. potatoes

. cemetery

. proceed

. courteous

. devise

. analyze

. embarrass

. grammar

. eighty

. definite

. optimist

ladies (as in two ladies) 45. flexible

. delicious

. narrative

. testimonial

. acceptable

. villain

Items l- 50 from "Diagnostic Test" in Spglling [599,

Third Edition, by J. J. Hook, copyright l986 by Harcourt

Brace Jovanovich, Inc. , reprinted by permission of the

publisher.
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PROFICIENCY AND DIAGNOSTIC SPELLING TEST

The following test la designed to reveal your present ability to

spell Itttslc words, and to indicate those areas of spelling In which you

may have particular difficulty. For each Item in the test there are

four upseihillties. Only one of these possibilities Is the correct spelling

of the word. Do not puzzle over or experiment with the possibilities.

Simply choose the form of the word which you habitually use in your

own writing, and write It out in the space provided on the right-hand

Without being hasty or careless, work steadily

through the complete list. After you have finished the test, follow the

directions at the end to determine the result.

side of the page.

. vorlus

. wernen

. usuIIy

octully

business

. studlng

iogernent

s
i
s
-
m
o
s
s
e
s
-

d O. sloped

‘ d . opposlt

. gromor

. theories

. belelve

e
n
s
u
e
-
s
u
e
d

0
0
0
L
9
9
0
)

. onolysls

nieghbor

. certinly

IlnoIIy

. octtvotles8
:
6
8
;
:

competition

. goverment

vorrlus

wlmen

usuoly

octuolly

bossiness

studelng

iodgmet

compltltlon

committee

stopted

opposite

grommer

theorys

beleeve

government

onnonsls

neighbor

certainly

Iinon

activities

various

women

usoIIy

octuon

bulslness

studying

Iogsmet

competlon

comlttee

stopped

oposlte

grammar

theores

believe

govermst

onolisis

nieghber

certlonly

IinnoIIy

octlvotys

voryous

wommen

usually

ocktully

bulsness

“0647109

ludgment

oomptltlon

committe

stopt

opposslte

gromer

therles

beleve

governmet

onnolhis

neighbor

certolnolly

Iinly

octivltys

various

opposite

grammar

gppgries

Joel—10.2—

.99!!£E!22§__.

gpglysip

,neighbor

certainly

finally

am
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22.

23.

24.

25.

26.

27.

28

29.

30

3I .

32.

33.

34.

35.

36.

37.

38.

39.

40.

4I .

42.

43.

44

45

46.

47

4B.

49.

so.

oportunity

opinion

childeren

especally

eventully

allready

Iabratory

. extremely

dissogree

. conclous

benilit

becomeing

commited

Immedately

Iundamental

recceive

studies

lomilar

writeing

enviroment

quanety

suprise

prasedure

. successlul

. neccessary

prelormance

. practicly

eIementery

asistance

interupt

PROFICIENCY TEST

opportunity

twink»-

children

especialy

eventualy

aIredy

laboratory

estreamly

disaggree

benalit

beccoming

committed

Irnediately

lundimental

recieve

studys

Iammilar

writting

environment

quanity

surprise

procedure

successIuII

neccesar'y

perlormence

pratically

elementary

assistence

interrupt
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opportunity

opplnon

childern

esspeciaIIy

eventually

already

laboratory

esstremely

disagree

consious

beneIit

becommlng

comitted

Immediately

Iunchnontal

receive

studdies

larnnriliar

riting

Invironment

quantity

supprise

proceedure

succesluI

necessery

prelormence

practicaly

elementry

asistence

intrarupt

oppurtunity

aplrmion

childrun

especially

eventuly

ulreddy

labertory

eatremally

dissagre

benlit

becoming

cornited

Immedially

lundametal

receeve

studdys

Iarniliar

writing

environmet

quandity

surprise

percedure

succoslull

necessary

perlormance .

practically

elementary

assistance

Intarupt

Milli“)-

9219100.. ......

chi ldren __

emial ll...

eventually

3129!. .- .-

.‘Lbzvtery. -

extra-cly__

di mree

conscious

 

2.0—Milt...—

envi rorgent:

MEI”. _

12225132--.-

22922929

successful

 

mm—

L‘for-eoes-

muesli! .-

ele-entary

assi stance

i nterLupt



5 I .

52

53.

54.

55.

57.

58.

59.

60.

6I .

62.

63.

64.

65.

66.

67.

68.

69.

7 I .

72.

73.

74.

75.

76.

77.

78.

79.

80.

ocassionally

alicioncy

criticize

truIIy

separate

. explennation

rythem

approxametly

equipped

posess

delinalely

disapprove

appropiete

relerred

choosen

development

undoubtably

amoung

pursuade

. discription

inlluental

ammatura

benelicel

Imaginary

achievrnent

analyze

ommitted

prominent

IulIiIIed

prelered

PROFICIENCY TEST

occasionally

elliciency

critacizo

truely

separrate

explanation

rythm

epproxirnetly

equiped

posses

delanitely

dissaprove

apropriate

relered

chosen

dovelopoment

undaubtally

ammoung

perswmle

discribtion

inIIuenshal

amateur

benIiclaI

Irnrnaginary

acheivernent

enelize

ommitudl

prominent

Iulllilled

preIIered

122

ocassionIy

eIliccncy

critisizo

truly

seperrale

espleination

rhythern

aprarrirnetely

equipted

possess

deInItely

disuprave

apropiate

reIIered

chossen

developmet

undoubtedly

among

persuade

description

inlluencial

amature

benilical

lmagginary

achievemet

annalyze

omited

prorninate

Iulliled

preIcrred

occasionly

eIIiciancy

critisa

truaIIy

separate

exsplanetion

rhythm

approximately

equipt

posess

delinitely

dissappreve

appropriate

reIIerred

chosen

developernet

undoubfly

ammong

prosuede

describtion

inIIuentiaI

ammatour

beneliciel

imaginary

achievement

annilise

omitted

promnent

IullIiIed

preIIerred

mam

efficiency...

mum.

.tmhL.___.

menin—

rhyttm
.0 .._. O

approxitely

 

 

299%.

ML

ggrr hi tel

2182222329...

22222152.

referral—

chosen—

.dersml__nt-

mam-

sums——

description

W

“2912—.

beneficial

iaagi nary

Lchieveaent

amine——

mitten!—

presuma—

ful fi 1 led

mferred
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PROFICIENCY TEST

 

 

8l. accidently accidentaly accidentally accidentably accidentallL

82. An aver-coalidant team may (lass loose lose loose)

the game. ‘ ' °‘°

83. Injuries to the team's players strongly (ellectted al-

lected allectted ellected) the coolerence champion-

ship. PM-..

84. chengable changible changeable chengiable “ii—192292.19...

85. elgible elligible elegible eligible M110...—

86. athlete athelete athleat athelete MEL...

87. ebscence abcense absence ebcence “W

88. Every cloud has (its its' Its’s it's) silver lining. liL—____

89. conscienteus concientious conscientious concientous W.m

90. argumet erguement arguemet argument 1mm:—

9l. equaintaace acquaintence aquaintence acquaintanceW

92. privilege priviledge privledge privlege minim—

93. occured ocurred occurred ocured mes—-

94. accomadate acommodete accomadate accommodatemltt...

95. similar similiar simalar sinrlar ‘jPi‘L....—.

96. immitate imitate imetate immatete im...

97. existence existence eslristance eshistence $599292 -._.

98. hindrance hinderence hindrance hinderance "MILL

99. Over-population is one at the (principul principle

principal princeple) causes at war. Pfl'BL‘PlSL...

lOO. occurance occurrence occurrence occureoce OEGQFLODQL...

Percentage score -
 

To determine your score and identily the words which you have

misspelled. check your answers against the key on page 90. Suhtraet

your total number of errors lrom 100 for your percentage score.

If your test score is 77% or below, you probably have a serious proh-

lem in hasie spelling. If your test some is approximately 86% (the

average score [or this test). you may consider yourself an average

speller — Iternembcr, however. that your aim is to he better than

average. You still have room [or much improvement. Even if your

score is 95% or higher, this pcrlorrnanee indicates that there are

some words in the Master Word List which you still need to master.

Focus on Spelliu, Rodney and Seat, Sernoll, _Inc.



SEASHORE MEASURES

OF MUSICAL TALENTS
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MANUAL
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DIRECTIONS FOR ADMINISTRATION

TESTING CONDITIONS

The Seashore Measures of Musical Talents should be adminir

tered in a room that has ood acoustics and where there will be

no noise disturbances eit er in the room or in adjacent areas.

The test may be administered to individuals or to groups of any

aiae. even up to 100 or more. In testing one person or a very

small rou no one should sit closer to the loud spealrcr than

about ve eet. When one sits closer one hears more of the sur-

face noises from the recording and electronic noises from the

amplification system. For large groups. good testing conditions

are particularly important; the acoustics must permit the stimu-

lus sounds to be heard clearly in all parts of the room. A proctor

is needed to assist the examiner when groups of 25 or more

are tested.

MATERIALS NEEDED

Since the test is on a record. a good phonograph is needed

in order to present the stimulus materials. The turntable of

the phonograph should have no wobble and the sound repro-

duction of the machine should be of good fidelity. The

examiner should try out the phonograph in the room where

the test is to be given to assure that the volume. clarity. etc.

are satisfactory. Loud laying should be avoided. It is essential

that the examiner stu y the Manual before administering the

test and he is encouraged to talrc the test himself before iving

it to others. Before administering the test with the long-playing

recording. the examiner should practice setting the needle in the

groove between bands in order to avoid the confusing re tition

of the last sounds of the preceding test or the cutting o of the

first words and sounds of the test to be given. Often it is helpful

to have the phonograph set up high and well illuminated. since

this makes it easier to see where the needle should be set down.

Each subject needs to be supplied with a copy of the special

IBM answer sheet on which to record his responses. He also

needs at least one pencil and an eraser. Wooden or mechanical

Copyright by The Psychological Corporation. 1960.

pencils containing electrographic lead must be used if the

sassyler sheets are to be scored with an electric scoring

mac me.

TESTING TIME AND SCHEDULE

The actual testing time for the six rts of the measures is

about 30 minutes. but an hour should allowed for the whole

procedure. including instructions. demmstration. etc. It is

recommended that younger subjects be tested in at least two

sessions.

RETESTS

Whenever time and opportunity permit. giving a second

trial of the test is a wise rocedure. Of course. the first answer

sheet should be removed fore the second testing. It is partic-

ularly important that subjects maltin a poor or doubtful

score be retested. When retesting a su ject who has made a

poor score. the examiner should exercise considerable patience

in explaining the test. allowing adequate practice. and making

certain that the subject knows what he is to do.

GIVING THE TEST

After the group has been assembled and properly seated.

explain that this is a test to measure some aspects of ability

to hear sounds which occur in music. speech. and many practi-

cal activities. Tell the subjects that the test is played on the

phonograph and that they are to put their answers on the

special papers that are now to be distributed.

Distribute the answer sheets. Have the examinees print their

names and other desired information in the spaces provided.

If the answer sheets are to he machine scored. furnish the

examinees with electro raphic pencils. Explain thoroughly the

system of marlring IBh answer sheets (including use of special

pencils when the answer sheets are to be machine scored) with

a statement such as:

Reproduced by permission.
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“Notieethemenyaetsofarnallspeeeaontheae

answer sheets. You are to show your answers by

making a clear. heavy. black mark in the proper space

like this (drew an example on the board and merlr

it). In each section. place your answers one below an.

other in Column A .until that is filled. then down

Column 8. and so on. For each part of this test you

will be given further instructions. but I want to make

sure now that you know how to show your answers and

that on realise that you should make our marks clear

and ck and between the lines as I ave shown you.

If you want to change an answer. draw a light circle

around the mark that is wrong. and mark the space

that you mean as your choice; then, at the end of

the test you can go back and erase thoroughly the

marks with circles around them as well as the circles

themselves. You will not have time to erase while

the test is going on.”

To provide a warning which some have requested. in the lens-

laying recording an announcer prefaces each test with the wor s

8This is the test. llearly now for Column A." To reduce

the chance that an exarnioec may lose his place. the announcer

also says. “Column B." “Column C." and so on at the appropriate

places in each test.

PITCH

Say to the subjects.

“The first test measures your sense of Pitch. You

will hear two tones. one right after the other. The

second tone is either higher or lower in pitch than

the first. Find the section of the answer sheet labeled

‘Pitch.’ You are to make a mark under the letter H

on the answer sheet if the second tone is higher than

the first; but mark under the L if the second tone is

lower. Answer every time; if you are not sure. guess.

Now we shall listen to a few practice notes. Do not

mark any answers for these. Just see that you under-

stand what you are to do. Ask any questions you

want to during the practice."

Be sure that side I of the record is face up on the turntable.

Give preliminary practice from different parts of band I demon-

atrating easy as well as dillicult steps and allow the subjects to

speak in competitive reaction to the sound. Ask everyone to re-

nd at every trial. ucssing in case of uncertainty. Continue

is demonstration andthe answering of questions until it is clear

that everyone understands the nature of the procedure. Practice

does not vitiate the actual test as long as consecutive items are

not played and the subject does not know the scoring stencil.

Provide similar practice sessions before each of the six tests.‘

Make certain that everyone understands how and where he

is to record his answers. State that there will he 50 pairs of

notes in the Pitch test without interruption. and that no ques-

tions may be asked during the actual test. When everyone is

ready. start the record and complete the hand without inter~

ruption.

If two or more sessions are used for the testing. repeat

enough of the general introductoiy directions to assure that

the examinees understand what they are to do.

Before starting each test. be sure that the appropriate side of

 

'This Is especially important when testing nger subjects leg. 4th.

“I. and 6th graders) who me have di ulty with words such as

'Thhre." but will usually a what is expected after they

bvehcardeaoeglr examples.
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the record is face up on the turntable. and the needle on the

correct hand.‘

LOUDNESS

After the Pitch test is completed. say.

“The next part teats your sense of Loudness. You

will hear two tones which differ in loudne- or

arcngth. If the second is stronger. you should make

a mark under the letter S for that item in the section

of your answer sheet labeled 'Loudncss.’ If the second

tone of the pair is weaker. make the mark between

the dotted lines under the letter W. There are 50

pairs in this test. There is always a dillerence; if

you are not sure. guess.”

Give a few demonstration selections from different parts of

band 2. with the warning that responses are not to be

for them. When everybody understands what he is to do. give

the signal for the group to be ready to begin the teat. Play the

whole Loudness section without interruption.

IIIIYTIIM

After the Loudness test is completed. say.

“The next part is a measure of sense of Rhythm.

You will hear two rhythmic patterns. one right after

the other. The second is either the same as the first

or diflercnt from it. If they are the same. you should

blackcn the s ace under the letter S for that item in

the section a your answer sheet labeled ‘Rhythm.’ If

the two patterns are diflcrent. mark the space under

the letter D. There are only 30 pairs of patterns in

this test. You are to decide whether the rhythm in

each pair is the same or dillcrent. New listen to a

few practice items. but do not make any marks on

your papers for these.”

Give a few demonstration items from dillerent parts of band 3.

and when everybody understands what he is to do. give the si nal

for the group to be ready to begin the test. Play the w ole

Rhythm section without interruption.

TIME

After the Rhythm measure is completed. turn the record over

to side 2 and say.

“Turn over your answer sheet. The section you

are to mark for the next test is on the other side of

the answer ehect.‘ (Allow enough time [or eve one

to do this.) The next part tests your sense of lose.

You will hear two tones which are diflcrcnt In

length. If the second tone is longer than the first.

you should blacken the space under the letter L for

that item in the section of the answer sheet labeled

'Time.’ If the second tone is shorter than the first.

mark the space under the letter S for that item. There

is always a difference; if you are not sure. guem.

There will he 50 pairs of tones on this test. Now

listen to a few practice items to see how they go. but

do not make any marks for these on your papers.”

Give a few demonstration items from different parts of band I.

and when everyone understands what he is to do. give the signal

for the group to be ready to begin the teat. Play the whole Time

section without interruption.

 

'lfyuueasingtheflrpmrecordgheserethecorrectrecerdiefaeeep.

'lfsomeethererderef teatingisgivea.heaorete tell when teturn

theenswcr

1960. Reproduced by permission.



TIMBRE

After the test of sense of Time is finished. say.

“The next part measures your sense of Timbre or

tonal quality. You will hear two tones that are either

the same or different in timbre. if they are the same.

you are to blacken the space under the letter S for

that item in the section of the answer sheet labeled

'Timbre.’ If the second tone is different from the

first. mark the space under the letter D. There are 50

pairs of tones in this test. You are to decide whether

the two tones have the same tonal uality or not and

mark your papers for same or di erent. Now listen

to a few practice items to see how they go. but do not

mark your papers for these."

Give a few demonstration selections from diflerent parts of

band 2. When everyone understands what he is to do. give the

signal for the group to be ready to begin the test. Everyone

should answer every item. Play the whole Timbre hand without

interruption.
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TONAL MEMORY

After the Timbre section is completed. say.

“The next part is a test of Tonal Memory. In each

trial you will hear a short series of notes played

twice. In the second playing. one note is chan ed. -

You are to decide which note is ehan ed; the rat.

the second. the third. and so on. a blacken the

a race under that number in the section of the answer

eet labeled 'Tonal Memory.‘ There is always same

note in the second playing that is different from the

corresponding note in the first playing. As you hear

the notes in each set. count them silently to yourself.

one. two. three. etc.. so that you can identify the note

that is changed. There are 30 sets of tones in this test.

Now listen to a few 'practice sets. but do not mark

your papers for these.

Give a few demonstration sets from different parts of the

hand. When everyone understands the task. give the signal for

the group to be ready to begin the test. Play the whole Tonal

Memory section without interruption.

DIRECTIONS FOR SCORING

The Seashore Measures a] Musical Talents can be scored

either by hand or by use of an IBM test scoring machine. The

same set of scoring stencils is used for both methods.

There are two scorin stencils. one for each side of the

answer sheet. The stenciF for Side 1. Front. contains keys for

the Pitch. Loudness. and Rhythm measures. while the stencil

for Side 2. Back, contains keys for the Time. Timbre. and

Tonal Memory measures. For each of the six measures. the

score is the number of items correctly answered.

BAND SCORING

Before scoring. the answer sheets must lie llt!|N‘t‘lt‘tl to

determine whether more than one choice has been marked for

any item. Where such multiple marking occurs. the item should

be omitted from the scoring. A horizontal red line may be

drawn through all multiple responses to an item; then. in

scoring. items with red marks are omitted from the count.

In lacing the scoring stencil over an answer sheet. care

must taken to assure that the proper stencil is being used

for the side of the answer sheet to be scored and that the

stencil is correctly placed on the answer sheet so that the four

edges are even. This will bring the punched holes in the

stencil directly over the appropriate answer spaces. Count

and record the number of correct responses for each of the

six measures separately. This procedure yields the raw score

for each measure.

MACHINE SCORING

Every answer sheet should be scanned before it is scored.

Li ht marks should be made darker and stray marks erased.

Where more than one choice is marked for an item. all the

Copyright by The Psychological Corporation. 1960.

marks for that item should be completely erased. The A. B.

and C formula switches should be set at R and left in that

position for all scoring of this test. Three scores can be read

with each pass of an answer sheet. With Side 1. Front. with

the master control switch at A. the raw score for the Pitch

test appears on the dial. By turning the master control switch

successively to B and C. scores for Loudness and Rhythm.

respectively. are registered. With Side 2. liack. scores lul’

Time. Timbre. and Tonal Memory may be read with the

master control switch at A. B. and C. respectively. These

switch settings are summarized in the following table:

hlnslt-r

(hmlrtrl l"rrtnml;t

Pitch (Side 1 —- Front) A R

Loudness (Side 1 — Front) ll ll

llhytlmt (Side 1 - Front) C R

Time (Side 2 — Back) A R

Timbre (Side 2 — Back) B R

Tonal Memory (Side 2 — Back) C R

It is suggested that four check sheets be used in setting

the scoring machine. They should be made in advance with

tit-determined scores. Various numbers of right answers slnmld

used so that one check sheet will yield a high score. another

a low score. and two will yield scores in the middle range.

When scoring for large groups, it is wise to use check sheets

not only in setting the machine. but also at periodic intervals

during the course of scoring to check the accurac~ til the

tnachine. To further insure accuracy. all rescaling should he

done by a second scorer.

Reproduced by permission.
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Prepared by Sophie S. McGee

SPELLING QUESTIONNAIRE

How do you rate your overall spelling ability?

excellent very good good iair poor

How would you rate your overall reading ability?

excellent very good good iair poor

Do you read everyday--newspapers. magazines, books. etc?

yes no almost everyday

Approximately how many books do you read a year?

Do you experience any of the following diiiiculties as

you pronounce words? (You may check as many as apply)

a. i find i mispronounce words frequently

b. 1 generally am aware when l mispronounce words

c. i am not aware when l mispronounce words. Some-

one usually tells me

d. I attribute many oi my misspelled words to my mis-

pronunciation oi them

a. I frequently substitute easier words for those words

i am afraid i will mispronounce and/or mis-

spell____

 

were you taught to use the pronunciation key of a

dictionary?

yes no can’t remember

Are you able to determine the pronunciation of a word

you don’t know with the help of a dictionary?

always usually seldom never
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8. when you refer to the dictionary to check the spelling

or meaning of a word you do not know. do you also

refer to the pronunciation guide?

.lNIYS
 

usually seldom never
 

9. when yOu write (spell) a word, which of the following

strategies do you use? (You may choose more than one)

1 say the names of the letters in the word as i

write the word

i hear the word in my head as i write it
 

l visualize the word in my head as i write and try

to write it as i remember seeing it
 

i write difficult to spell words several ways then

choose the one that looks right to me

i frequently refer to the dictionary for the correct

spelling before attempting to write it

Questions to through 14 are to be answered by those

of you who considered yourselves to be 'poor

spellers'. Please continue to question 815 if

questions do not apply:

to. what types of strategies have you used in an effort to

C ompansate for poor spelling? Check more than one if

DOCOGSIPYo

I usually have someone proofread my written

work.

i use a computer program that detects spelling

errors.
 

i look up words that i think may be mispelled.

l avoid writing as much as posible.

i ask others to write my assignments.
 

l substitute words l know i can spell for those 1

would prefer to use.
 

what other strategies have you used. if any?



11.

12.

13.

14.
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Do you find that you substitute words that are easy to

spell for those words which are difficult to spell when

the more difficult words would better express you

thoughts?

often sometimes rarely

I feel that I would be a more proficient speller if I

had received better spelling training in elementary

and/or high school.

YO! NO
  

I feel that l was given adequate spelling training but

do not have the capacity to be a proficient speller.

70‘ no

Does your poor spelling ability cause any of the

following problems for you?

a. l avaid writing as much as possible

b. My lack of good spelling skills makes me question

my intelligence at times

c. 1 need to refer to a dictionary whenever I write

d. Sometimes I have trouble finding words

in the dictionary even though I know how to

pronounce them

e. Spelling errors cause me embarrassment



15.

16.

17.

18.

19.

20.

21.

'13]

Musical or Artistic Ability?

Do you consider yourself to have musical aptitude?

yes no don’t know

Have you ever played a musical instrument?

yes no if yes. what instrument
 

For how long?
 

Have you ever sung in a choir or choral group?

yes no If yes, for how long?

Do you consider yourself to have artistic ability?

yes no don't know

Do you think you have better visual recall than

auditory?

yes no don’t know

Do you think you have better auditory recall than

visual?

yes no don’t know

I feel 1 have very little of either musical or

artistic ability
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GATES-MACGINITIE NORMS

Level 10/12, Form K

 

 

 

 

 

      

 

 

 

  

Grade 12

Vocabulary Comprehension

h. Fall White: Spring Grades a. Fall Winter Spring Grades

Ste- SNCIPI 594C!” 51916:!” O! 355 ore 5NCIPI 5N6!" SNC! PI 6! £55

0 1 01 01 1 01 01 1 01 01 1.5 378 0 1 01 01 1 01 01 1 01 01 1.3 299

1 1 01 01 1 01 01 1 01 01 1.6 392 1 1 01 01 1 01 01 1 01 01 1.4 311

2 1 01 01 l 01 01 1 01 01 1.7 406 2 1 01 01 1 01 01 1 01 01 1.4 323

3 1 01 01 l 01 01 1 01 01 2.2 420 3 1 01 01 1 01 01 1 01 01 1.5 335

4 1 01 01 1 01 01 1 01 01 2.4 434 4 1 01 01 1 01 01 1 01 01 1.5 347

5 1 01 01 1 01 01 1 01 01 2.7 447 5 1 01 01 1 01 01 1 01 01 1.6 359

6 1 01 01 1 01 01 1 01 01 3.2 460 6 1 01 01 1 01 01 1 01 01 1.6 372

7 1 01 01 1 01 01 1 01 01 3.5 473 7 1 01 01 1 01 01 1 01 01 1.7 385

8 1 01 01 1 01 01 1 01 01 3.9 484 8 1 01 01 1 01 01 1 01 01 1.9 399

9 1 01 01 1 01 01 1 01 01 4.4 495 9 1 01 01 1 01 01 1 01 01 2.2 413

10 1 02 01 1 02 01 1 02 01 4.7 506 10 1 01 01 1 01 01 1 01 01 2.3 426

11 1 07 02 1 07 02 1 07 02 5.2 515 11 1 08 02 1 08 02 1 08 2 2.5 440

12 1 10 03 1 10 03 1 10 03 5.5 524 12 1 11 03 1 11 03 1 11 03 2.7 454

13 2 13 04 2 12 04 2 12 04 5.8 533 13 1 11 03 1 11 03 1 11 03 3.2 467

14 2 15 05 2 14 05 2 14 04 6.3 541 14 2 12 04 2 12 04 2 12 04 3.5 480

15 2 17 06 2 16 06 2 16 05 6.6 548 15 2 13 04 2 13 04 2 13 04 4.2 493

16 2 19 07 2 18 07 2 18 06 6.9 555 16 2 16 05 2 16 05 2 16 05 4.5 505

17 2 21 08 2 20 08 2 20 08 7.2 561 17 2 18 07 2 18 07 2 18 07 5.1 516

18 2 23 10 2 23 10 2 22 09 7.5 568 18 2 21 08 2 21 08 2 21 08 5.4 526

19 3 26 12 3 25 12 3 24 11 7.8 574 19 3 24 11 3 24 11 3 24 11 5.7 536

20 3 27 14 3 27 13 3 26 13 8.2 579 20 3 26 13 3 26 13 3 26 13 6.3 545

21 3 30 17 3 29 16 3 28 15 8.5 585 21 3 29 16 3 29 16 3 29 15 6.7 554

22 3 31 19 3 31 18 3 30 17 8.7 590 22 3 31 19 3 31 18 3 31 18 7.3 562

23 3 34 22 3 33 21 3 32 19 9.3 596 23 3 33 22 3 33 21 3 33 21 7.7 570

24 4 36 25 4 35 23 3 34 22 9.6 601 24 4 36 25 4 35 24 4 35 23 8.2 577

25 4 38 28 4 36 26 4 35 24 9.9 606 25 4 37 28 4 37 27 4 37 26 8.5 584

26 4 40 31 4 39 29 4 37 28 10.3 612 26 4 39 31 4 39 30 4 38 29 9.2 591

27 4 42 35 4 40 32 4 39 30 10.5 617 27 4 41 34 4 41 33 4 40 32 9.6 598

28 4 44 39 4 43 36 4 41 34 10.7 623 28 4 43 37 4 43 36 4 42 35 10.3 605

29 5 46 42 5 44 40 4 43 37 11.2 628 29 5 45 41' 5 45 40 4 44 39 10.6 613

30 5 48 46 5 47 43 5 45 41 11.5 634 30 5 48 45 5 47 44 5

31 5 50 50 5 49 47 5 47 44 12.1 640 31 5 50 49 5 49 48 5

32 5 52 55 5 51 52 5 49 48 12.5 646 32 5 52 53 5 51 52 5

33 5 55 59 5 53 56 5 51 52 12.9 652 33 5 54 57 5 53 56 5

34 6 57 63 5 55 59 5 53 56 91-15 658 34 6 56 61 6 55 60 5

35 659 67 657 6 35 65865 65763 6

36 66271 668 6 36 66069 65967 6

37 6 65 76 6 63 6 37 6 63 73 6 62 71 6

38 769 81, 766 6 38 665 76 66475 6

39 772 85 778 7 39 76880 76779 7

4087790 774 7 4077184 77083 7

4188193 878 8 4177488 77386 7

4288595 883 8 428789187790 7

43 9 89 97 9 87 8 43 8 82 93 8 80 92 8

4499999 999 9 4488595 88495 8

4599999 999 9 4598997 98896 9

19 3 3: 33 3:3 33 3
mama‘s: m” 99 9 99 99 9 99 99 9        
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Level (Ea/1‘12, {£11111 K

Total Score Total Score

Grade 12 All Grade 12

Winter G“ Winter

SNCIPI 584C!!! 0! SNCIPI 514C298

1 01 01 1 1.2 4 36 25 4 9.3

1 01 01 1 1.2 4 37 26 4 9.5

1 01 01 1 1.3 4 38 28 4 9.6

1 01 01 1 1.3 4 39 29 4 10.1

1 01 01 1 1.3 4 40 31 4 10.2

1 1 01 01 1 1.3 4 40 32 4 10.3

1 1 01 01 1 1.4 4 41 34 4 10.4

1 1 01 01 1 1.4 4 43 36 4 10.6

1 1 01 01 1 1.4 4 44 38 4 10.7

1 1 01 01 1 1.5 5 45 40 4 11.2

1 1 01 01 1 1.5 5 46 42 5 11.4

1 1 01 01 1 1.5 5 47 45 5 11.6

1 1 01 01 1 1.6 5 48 47 5 11.9

1 1 01 01 1 1.6 5 50 49 5 12.3

1 1 01 01 1 1.7 5 51 52 5 12.6

1 1 01 01 l 1.8 5 52 54 5

1 1 01 01 1 2.0 5 54 57 5

1 1 01 01 1 2.1 5 55 59 5

1 1 01 01 1 2.3 6 57 62 5

1 1 01 01 1 2.4 6 58 64 6

1 1 01 01 1 2.5 6 59 66 6

1 1 01 01 1 2.7 6 60 69 6

1 1 01 01 1 2.9 6 62 71 6

1 1 04 01 1 3.2 6 63 73 6

1 1 06 02 1 3.4 6 75 6

1 1 07 02 1 3.6 7 66 77 6

1 1 08 02 1 4.0 7 67 79 7

1 1 08 02 1 ‘1 4.3 7 69 81 7

1 1 09 03 1 4.5 7 70 83 7

1 1 11 03 1 4.7 7 72 85 7

2 2 12 04 1 5.2 7 73 86 7

2 2 13 04 2 5.4 7 75 88 7

2 2 15 05 2 5.6 8 76 89 7

2 2 17 06 2 6.0 8 78 91 8

2 2 18 07 2 6.2 8 80 92 8

2 2 07 2 6.3 84 8 82 94 8

2 2 21 08 2 6.5 87 8 85 95 8

2 2 22 09 2 6.6 90 9 88 96 9

3 2 23 10 2 6.9 94 9 92 98 9

3 3 25 12 3 7.2 99 9 96 99 9

3 3 26 13 3 7.3 99 9 99 99 9

3 3 27 14 3 7.5 99 9 99 99 9

3 3 28 15 3 7.6 99 9 99 99 9

3 3 29 16 3 7.8 99 9 99 99 9

3 3 39 18 3 8.0

3 3 31 ‘9 3 3,1 Iavuoee Wanna GI Oeadelmilvaleai

3 3 32 20 3 8.4 ”3 [mm

4 3 33 21 3 8.5 RC! WM

4 3 34 22 3 8.6

4 8‘ H 4 a! 2‘ 9.} PI Willem PR8 M14138 School
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GATES-HACSIIITIE 11011115

Level 10l12, Form L

  

  

     

  

      

Grade 12

Vocabulary Comprehenslon

Grade 12 Grade 12

h. Fall Winter Spring ' Fall Winter Spring

Soon 819C288 SNCZPR 514C288 gore SNCZPI 8191C!" INC!!! GB 233

7 ..1'i'0‘1.:.701.;. .101. 01 .-_1 01.01 1.5 ._.375 .«0 1 01 01. ~11 01 01. 1.; 01 ,

9:231; _, 19101-2 01:: 1;9.01:9 01 9:91.:1- 01 01 1.5-,391 .231 101.901: 101.011; 1. 01 1.4

1:2, ;.19:..1.01:;.01. .'.f;..1f_.01:, 01 101.01 1.21.404 ;;:;2 .1 01 01... 1 01 01., 1 01 1.1.5...

9:23. .‘1;:::,01:;;01;9. -.;:1.,,01..,.01 .5101. 01 '2.1_...a417 9:33 .101 019+ 1* 01.2019; 1, 01* ~~.1.5 -0

447.9.1791?79339.11.°1 .1 9139’ 34252530 ‘ 1 9.1.91; 1. 91.91.: 1.91. 1.1.93».

5 =‘1;0”1"”.0“17 ~"ffi1'fii1' 7'01 {i'1_f1”0i“01 72.5'7‘4‘4‘3 71.25" 1 01 "‘01 , "'1 01 5.019 1 '01 1.7 ‘
55:5 :19 j01;019 1 01,01 1.01 01 3.0 ; 455 2:5 1 01 01 ' 1' 01 019 1001 -1.9

.::.-.:7_ 101.01 _g19 01 01 v1 01. 01 3.49 .459 _ 7 1 01 01 .1 01 01 1 01 21

5 101401 1 01 01 s 19- 01 01 3.7 .451 :5 1 01 01 .1 01 01 1 01 2.29

919, 1-01. 01 101 01 ., 1 01 .01 4.3. 493 9-j 9 ,1 01 01 1 01401-9 1* 01 2.4

10‘ 1 01 01 1 01 01 1 01 01 4.5 504 10 1 05 02 ‘1 05029 105 92.5

.11 1 07 02 1 07 02 1 07 02 5.2 514 11 1 1003- 9 1 10- 03 1 10 2.5

_12 1 10 03 1 09 03 1 09 03 5.4 523 12 1 11 03. .1 1103 1911; 3.1

.13; 2 12 04 2 12 04 1 12 03 5.7 532 13 1 11 03 1 11 03 1 11 3.3

:14 2 15 05 2 14 04 2 13 04 5.3 540 14; 2 12 04 2 12 04 2 12 3.5

.2159 2 17 05 2 15 05 2 15 05 5.5 545 15 2 13 04 2 13 04 2 13 4.2

" 15 2 19 07 2 15 07 2 15 05 5.9 555 15 2 15 05 2 15 05 2 15 4.4

.17. 2 21 09 2 21 05 2 20 05 7.2 552 17 2 17 05 2 17 05 2 17 4.7

115; 3 24 11 2 23 10 2 22 09 7.5 559 15 2 20 05 2 20 05 2 20 5.3

313 32513 32512 32411 7.9 575 19 22310 22310 223 5.5

"'25; 3 25 15 3 27 14 3 27 13 5.3 551 20 3 25 12 3 25 12 3 25 5.1

.21 3 30 15 3 30 17 3 29 15 5.5 557 21 3 25 15 3 25 15 3 25 5.5

22* 3 33 20 3 32 19 3 31 15 9.1 593 22 3 31 15 3 30 15 3 30 7.2

23 4 34 23 3 34 22 3 33 20 9.4 595 23 3 33 21 3 33 21 3 33 7.5

_24 4 37 25 4 35 25 4 35 23 9.5 504 24 4 35 25 4 35 24 4 35 5.2

.gf2571 4 39 30 4 35 25 4 37 25 10.2 510 25 4 35 25 4 37 27 4 37 5.5

.25 4 41 34 4 40 32 4 39 30 10.4 515 25 4 40 32 4 39 31 4 39 9.3

:922. 4 44 35 4 42 35 4 41 33 10.7 522 27 4 42 35 4 42 34 4 41 0.1

25: 5 45 42 5 44 40 4 43 37 11.2 525 25 4 44 39 4 43 35 4 43 0.4

29 5 45 45 5 47 43 5 45 41 11.5 534 29 5 45 42 5 45 41 5 45 0.7

550‘?- 5 50 50 5 49 47 5 47 44 121 540 ”30' 5 45 45 5 47 45 5 45 1.4

91:31: 5 52 55 5 51 52 5 49 45 125 545 31 5 50 49 * 5 49 45 5 .

.9329 5 55 59 5 53 55 5 51 52 129 552 32 5 52 54 5 51 52 5

9933- 5 57 53 5 55 50 5 54 57 9115 559 33 5 54 57 5 53 55 5

34 5 50 55 5 55 55 5 55 51 19115 555 34 5 55 51 5 55 50 5

as 5 53 72 5 50 59 5 55 55 9115 573 35 5 55 55 5 57 53 5

35' 5 55 75 5 53 73 5 51 59 ms 550 35 5 51 59 5 50 55 5

237., 7 55 50 7 55 77 5 53 73 9115 557 37 5 53 73 5 52 72 5

.35; 7 71 54 7 59 51 7 55 75 9115 595 35 7 55 77 5 55 75 5

39 7 74 55 7 72 55 7 59 52 19115 705 39 7 59 51 7 55 50 7

40 5 75 91 5 75 59 7 75 55 191-15 715 40 7 72 55 7 71 54 7

9419 5 52 94 5 79 92 5 77 90 9115 727 41 5 75 59 7 74 55 7

.542 5 55 95 5 53 94 5 51 93 9115 740 42 5 79 92 5 75 91 5

.43 9 90 97 9 55 95 9 55 95 9115 757 .243 5 53 94 5 52 93 5

44 9 99 99 9 99 99 9 93 95 9115 777 44 9 57 95 5 55 95 5

'45 9 99 99 9 99 99 9 99 99 91-15 799 45 9 91 97 9 59 97 9

1: 2:: 3: :2: a: :
mgmmwumgmw 45 9 99 99 9 99 99 9      
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Grade 12
Total Score Total Score

Grade 12 An Grade 12 An

' Pall Wlnter Spring , Fall Winter Sprint Gm“
891C!" 8N6?!" SNCEPR 02 B8 are 819C!" 8196:!" 894C!" 0! £35

713;? 1 01 01 1 01 01 1 01 01 1.2 315 50 4 37 27 4 35 25 4 35 24 9.3 594

1 01 01 1 01 01 1 01 01 1.2 321 51 4 35 29 4 37 27 4 35 25 9.5 595

2 1 01 01 1 01 01 1 01 01 1.2 325 52 4 40 31 4 39 27 4 35 25 10.1 502

4:; 1 01 01 1 01 01 1 01 01 1.3 331 53 4 41 33 4 40 31 4 39 30 10.3 505

4 1 01 01 1 01 01 1 01 01 1.3 335 54 4 42 35 4 41 34 4 32 10.4 510

5 1 01 01 1 01 01 1 01 01 1.3 341 55 4 43 35 4 42 35 4 41 34 10.5 514

:2; 9 1 01 01 1 01 01 1 01 01 1.4 345 55 5 45 40 4 44 35 4 42 35 10.7 515
.. 1 01 01 1 01 01 1 01 01 1.4 352 57 5 45 42 5 45 40 4 44 35 11.2 522

.2: 1 01 01 1 01 01 1 01 01 1.5 359 55 5 47 45 5 45 42 5 45 40 11.4 525
1 01 01 1 01 01 1 01 01 1.5 357 59 5 45 47 5 47 45 5 45 42 11.5 530

3316‘ 1 01 01 1 01 01 1 01 01 1.5 375 50 5 50 49 5 45 47 5 47 44 11.9 534

9.11 1 01 01 1 01 01 1 01 01 1.5 353 51 5 51 52 5 50 49 5 45 47 12.3 535
--12. 1 01 01 1 01 01 1 01 01 1.7 391 52 5 52 54 5 51 52 5 49 49 12.5 542
113. 1 01 01 1 01 01 1 01 01 1.7 399 53 5 53 55 5 52 54 5 51 51 12.9 545
14 1 01 01 1 01 01 1 01 01 1.9 407 54 5 55 59 5 53 55 5 52 53 9115 550

.15 1 01 01 1 01 01 1 01 01 2.1 415 55 5 55 51 5 54 55 5 53 55 9115 554

.15. 1 01 01 1 01 01 1 01 01 2.3 424 55 5 57 53 5 55 51 5 54 55 91-15 555

“'17.. 1 01 01 1 01 01 1 01 01 2.4 432 57 5 55 55 5 57 53 5 55 50 9115 552
.315: 1 01 01 1 01 01 1 01 01 2.5 440 55 5 50 57 5 55 55 5 57 52 19115 555
.119; 1 01 01 1 01 01 1 01 01 2.7 447 -99 5 51 70 5 59 57 5 55 54 9155 570

'35??? i

E;_20‘= 1 01 01 1 01 01 1 01 01 2.9 455 70 5 52 72 5 51 59 5 59 55 9115 574
2121:: 1 03 01 1 03 01 1 02 01 3.2 452 71 5 53 74 5 52 71 5 50 55 19115 575
2,22 1 05 02 1 05 02 1 05 02 3.3 459 72 5 55 75 5 53 73 5 51 70 ms 552

“:23. 1 07 02 1 07 02 1 05 02 3.5 475 73 7 55 77 5 54 75 5 53 72 9115 555
24 1 05 02 1 05 02 1 07 02 3.7 453 74 7 57 79 5 55 75 5 53 74 91-15 559

L25 1 05 02 1 05 02 1 05 02 4.1 459 75 7 55 51 7 55 75 5 55 75 91-15 593
.25 1 05 02 1 05 02 1 05 02 4.3 495 75 7 70 53 7 55 50 7 55 75 91-15 595
2.222. 1 09 03 1 09 03 1 05 02 4.4 500 77 7 71 54 7 59 52 7 57 50 9115 702
125 1 10 03 1 09 03 1 09 03 4.5 505 75 7 72 55 7 71 54 7 59 51 91-15 705
729 1 11 03 1 11 03 1 10 03 4.7 511 77 7 74 57 1 7 72 55 7 70 53 19115 711

730 2 12 04 1 12 03 1 11 03 1 5.2 515 50 5 75 59 7 74 57 7 72 55 9115 715
:31. 2 13 04 2 13 04 2 12 04 5.3 521 51 5 77 90 5 75 59 7 74 57 9115 721
,32. 2 15 05 2 14 05 2 14 04 5.5 525 52 5 79 92 5 77 90 5 75 59 9115 725
.33 2 15 05 2 15 05 2 15 05 5.5 530 ;..53 5 51 93 5 79 92 5 77 90 9115 732
34 2 17 05 2 17 05 2 15 05 5.5 534 11,4; 5 53 94 5 52 93 5 50 92 9115 739

35 2 19 07 2 15 07 2 17 05 5.2 539 551 9 55 95 5 54 95 5 52 94 9115 745

:35 2 20 05 2 20 07 2 19 07 5.3 543 :55" 9 59 97 9 57 95 5 55 95 9115 754

37.; 2 21 09 2 21 05 2 20 05 5.5 547 57 9 92 95 9 90 97 9 55 95 9115 752

.35 2 22 10 2 22 09 2 21 05 5.5 550 55 9 97 99 9 94 95 9 91 97 9115 772

9:77; 3 24 11 2 23 10 2 22 09 5.5 554 59 9 99 99 9 97 99 9 94 95 9115 753

40 3 25 12 3 24 11 3 24 11 7.1 555 90 9 99 99 9 99 99 9 97 99 9115 795
T.j41, 3 27 13 3 25 12 3 25 12 7.3 552 91 9 99 99 9 99 99 9 99 99 9115 509
:42 3 25 14 3 27 13 3 25 13 7.4 555 92 9 99 99 9 99 99 9 99 99 9115 525

43 3 29 15 3 25 15 3 27 14 7.5 559 93 9 99 99 9 99 99 9 99 99 9115 545

44 3 30 17 3 29 15 3 25 15 7.7 572

1‘45 3 31 19 3 30 15 3 29 15 5.0 575 994-4999- Nuwm a: 09-49mm:

45 3 33 20 3 32 19 3 31 15 5.3 550 8 5...... I88 9999-9943991-

1: 2:: :2 2 :2 :: : :2 :2 :2 2:: 95°27 99-
49 4 35 25 4 35 24 4 34 23 912 591 "1 M9909“ "'3 MWS‘W   
   



APPENDIX D

EXAMPLES OF SPELLING TEST RESULTS



U
G
N
O
‘
M
‘
U
N
-
fi bookkeeper

disappear

monkeys

quality

bushes (plural)

attacked

candidate

quantity

studying

hundred

disgusted

destroy

boisterous

conference

circumference

confident

careful

severely

loveliness

believe

coming

valuable

accidentally

frolicked

136

MW

. dropped

. occurred

. continuous

. defendant

. aren’t

. men’s (as in men’s work)

. fourth (as in the fourth word)

. forty-four

. potatoes

. cemetery

. proceed

. courteous

. devise

. analyze

. embarrass

. grammar

. eighty

. definite

. optimist

ladies (as in two ladies) 45. flexible

. delicious

. narrative

. testimonial

. acceptable

. villain

Items l- 50 from ”Diagnostic Test” in §pglling 1599,

Third Edition, by J. J. Hook, copyright 1986 by Harcourt

Brace Jovanovich, Inc. , reprinted by permission of the

publisher.
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Phonetic misspellings were determined by the following

criteria:

l.

2.

3.

4.

5.

Addition or deletion of syllables.

Letter omissions, deletions, or substitutions that change

the pronunciation of the word (nonphonetic substitution).

Deletion or addition of suffixes.

Failure even to attempt the spelling of a word.

word substitution (i.e., curious for courteous).

Phonetic misspellings were marked by an asterisk (*), the total

number of which were noted separately from the number of overall

misspellings on each of the tests included in Appendix D. The list

of words dictated, from fipglling_1§QQ, appears on page l36.
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Examples of Egggs gn §pg11ing Diagnostic SpeIIing Test

(See pages 120-123 for a copy of the master test.)
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