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Abstract
Language development in early childhood is crucial, particularly when it comes to literacy
skills, which is why suitable teaching methods have to be employed during this stage.
Unfortunately, current language instruction approaches in primary schools, especially for
teaching English, are often criticized for being inadequate and lacking depth in addressing the
interests and requirements of learners. In 1907, however, Dr. Montessori introduced a method
recognized for its focus on pivotal developmental stages and personalized instruction tailored
to meet the specific needs of each learner. The current study aims to investigate the extent to
which the Montessori method is effective in teaching and learning early literacy skills related
to CVC words as an alternative to traditional methods used in Algerian primary schools. To
achieve this aim, a quantitative approach is adopted and a quasi-experimental research
method is conducted in Polyglossia School —EI Hammamet— and Excellence Academy
—Tebessa— on two groups (experimental and control group) of 15 participants. Both groups
underwent the same pretest and posttest about the target aspect related to literacy skills in
question. It is assumed that the Montessori method would enhance the learner’s performance
in literacy skills, no matter how old they are (3,4, or 5 years old) compared to the traditional
method; and the findings proved this to be true as they indicate a significant development of
literacy skills related to CVVC words among the participants in the experimental group, with
an effect size of 90%. This is attributed to the implementation of the Montessori method,
using sensorial materials. Results attributed to the traditional method indicate a lesser
improvement (40%). Based on a comprehensive analysis of the outcomes, it is recommended
that the Montessori method be adopted totally or partially in language classes, as it has

proven to be advantageous for teaching early literacy skills.

Keywords: Montessori method, CVVC words, early literacy, sensorial materials



General Introduction

1. Background of the study

English is currently the most widely spoken language in the world, with
approximately 1.5 billion people speaking it either as a first or a second language, according
to a report on language trends published in 2022 by Collen. This dominance of English in
global communication has been noted by scholars like Gillen and Hall (2013), who claimed
that it is the only lingua franca that holds such remarkable influence in politics, economics,
and even social interactions worldwide. As a result, learning English has become a
requirement for both children and adults nowadays. Due to its importance, teaching English
is considered a delicate task; the foremost objective of an English teacher is to impart
vocabulary and literacy skills to students of primary grades, with a focus on developing their
reading and writing abilities.

According to Gillon et al. (2023), building a strong foundational vocabulary is crucial
for foreign language learners before introducing them to literacy skills. After mastering the
alphabet, the simplest structure to be introduced next is CVC words (Consonant-Vowel-
Consonant), which allow the learner to utilize their phonological knowledge as a starting
point for literacy tasks (Schmitt, 2000). This approach suggests that in order for learners to
develop early literacy skills, such as reading and writing, instructors must first have a solid
understanding of the approach to teach early literacy skills, which was considered and
detailed by Dr. Montessori, the founder the Montessori method.

In 1907, Dr. Maria Montessori introduced her method to the educational field, which
is a learner-centered approach. Her idea is that the child is an active participant in his own
development and has a natural desire to learn. All what the child needs is a prepared
environment based on sensorial activities and different materials (Montessori materials)

where he can freely go toward his interest. Dr. Montessori (1949) deduced that when the



child feels free during the learning process, he would absolutely develop a decent education
in terms of responsibility, self-dependency and natural desire to learn, unlike the non-
Montessori methods (traditional methods) where the learning process is teacher-centered and
the learner’s role is mightily passive. That is, the learner only receives knowledge from the
teacher and gives it back in examinations and evaluations, which is considered as a
“creativity shading method” by Dr. Montessori (1949).

Dr. Montessori had a unique perception of the learning process, particularly when it
comes to language. She firmly believed in the immense intellectual capacity and potential of
human beings when it comes to learning language. In order to harness this potential, she
developed a pedagogy that stood in opposition to conventional methods, which focused
solely on seeing and hearing in order to receive knowledge. According to Dr. Montessori
(1917/2013), it was essential to engage all senses in the learning process in a certain period of
age. By doing so, the teacher would be able to determine what the learner truly needs to learn.
Drawing from this perspective, she created specialized learning materials for each aspect of
language, including the large moveable alphabet (LMA), sandpaper letters, and the pink
series, which were specifically designed for teaching and learning early literacy skills that are
reading and writing (Montessori, 1912).

Dr. Montessori (1912) proposed that the LMA and sandpaper letters serve as an
introduction to literacy for children aged 3 to 6 years. Through these materials, children
become familiar with the shapes and sounds of the letters of the alphabet, which is a
fundamental step towards the writing process. The next step is the pink series, which consists
of six pink boxes, one for each vowel (a, €, i, 0, u); each box contains objects with their
corresponding picture and tag, in addition to sight-words box. It is important to note that the

pink series is specifically designed to teach writing then reading CVVC words.



2. Statement of the Problem

For not being revised for so long, the Algerian educational system has been marked
with its failure by numerous researchers, as Rezig (2011), Tafiani & Boufatah (2017), and
Gacem (2018). They claimed this based on the fact that the conventional approaches to
education have been inadequate in meeting the diverse needs of all students and addressing
the developmental requirements of early childhood, especially when it comes to language
learning. Consequently, students in the same classroom, taught by the same teacher and given
the same material, exhibit a wide range of academic achievement, from weak to excellent
(McDurham,2011, as cited in Al-Abiky 2019). Despite the fact that these issues have been
discussed and acknowledged, the Algerian Ministry of Education is continuing to make
additions to the primary school curriculum without any apparent revision to the methods of
teaching, such as the recent addition of English as a subject to be taught in early classes.

Primary school is considered as a fertile ground in learning languages due to
Krashen’s (1982) emphasis of age as a crucial factor in learning a second language.
Therefore, Patel and Jain (2008) regard English teaching and learning as a delicate task that
necessitates a strong foundation in the essential elements of the language, as well as the use
of appropriate teaching methods and techniques to ensure the learner's engagement in
learning English as a second language. The Montessori method is widely regarded as a
successful approach to teaching and learning, particularly in relation to language acquisition,
as it takes into account the child's age, needs, and interests. In terms of language, the
Montessori approach progresses from writing to reading using the sensorial materials such as
LMA, sandpaper letters and the pink, blue and green series, specifically during the second
plane of development for children between the ages of 3 and 6 years. This differs from the

conventional methods used in Algeria, where the second language is introduced to primary



school children at the age of 8 to 9 years, through the use of only a whiteboard and a
textbook, and the child progresses from reading to writing.

The gap noticed prior to this study is concerned with the unsuitability of the methods
used to teach English as a second language in primary schools. Moreover, there is a lack of
evidence for how effective the implementation of the Montessori method can be to teach
early literacy skills, as an alternative for the already used methods for the purpose of
enhancing all children’s academic achievements as far as early literacy skills are concerned.
3. Research Objectives

The fundamental objective of this study is to highlight the extent of the impact of the
Montessori method in teaching and learning CVVC words along with its literacy skills
(meaning knowledge, writing and reading) for preschoolers of Polyglossia private school.
Moreover, the study aims to determine how the Montessori method can be effective in
teaching and learning CVC words in comparison with the non-Montessori (traditional)
method. Following that, the study seeks to evaluate the usefulness of the Montessori sensorial
materials that are designed to teach and learn early literacy skills (as far as CVC words are
concerned) across various age groups.

4. Research Questions and Hypothesis
The primary question that arises from this study is:
To what extent does the implementation of the Montessori method affect teaching and
learning CVVC words to preschoolers?
Deriving from the primary question of this study, there are three secondary questions:
a) How effective is the Montessori method in comparison with a traditional method?
b) Is the teaching of writing and reading CVVC words based on the pink series effective

for children across all age groups?



c) Do the sensorial materials (LMA and sandpaper letters) make a difference in writing
and reading skills and the learning of CVVC words compared to the non-Montessori method?
To address the objectives and questions of this study, it is hypothesized that:
1) Learning CVVC words with literacy skills, writing and reading, using Montessori
sensorial materials would definitely enhance the child’s interest in learning.
2) Using the pink series to learn early literacy skills of CVC words will affect the
performance of children across all age groups positively.
3) Having the child engage with all his senses in learning early literacy skills using the
pink series is more effective than him being a passive learner in a non-Montessori
classroom.
5. Population and sampling

The target population of the study comprises preschoolers from different settings,
which are Polyglossia Private School at EL HAMMAMET and Excellence Academy at
TEBESSA. Our sample consists of 30 preschoolers and was selected following a stratified
random sampling to obtain a mixed grade that consists of age groups of 3-6 years old. Then,
preschoolers from Polyglossia were assigned to the experimental group for the feasibility of
the setting to apply the Montessori method while those from Excellence Academy were
assigned to the control group.
6. Methodology

To test the aforementioned hypotheses and answer the questions raised, the present
study heads for a quasi-experimental design due to its relevance in investigating the extent to
which the Montessori method is effective in teaching and learning literacy skills for CVC
words. Both groups received the same pre-test and post-test to test the target CVC words
along with the literacy skills (phonetic awareness, knowledge of meaning, reading and

writing), and to ensure that both groups possess an equal level of knowledge. Furthermore,



the post-test was administered to the experimental group after being taught the target CVC
word’s literacy skills using the Montessori method, and to the control group after being taught
traditionally. The findings were analyzed using a paired sample t-test to calculate the test
scores.
7. Structure of the Study

This research project aims to experiment the effectiveness of applying the Montessori
method in teaching and learning CVC words along with its literacy skills. Consequently, it
comprises two chapters preceded by a general introduction. The first chapter is devoted to
reviewing the literature in relation to the Montessori method and the teaching and learning of
early literacy skills (CVC words) as far as English as a second language is concerned. The
second chapter is devoted to the practical part, which would test the aforementioned
hypotheses, where the methods and the results are discussed, and closing with a general

conclusion.



Chapter One: Overview of the Montessori Method; A Glance at the Scope of Teaching

and Learning Early Literacy Skills for CVC Words

Introduction

Various language teaching methods emerged in the field of education over the years.
Among these methods is the Montessori method, which was established by Dr. Maria
Montessori in the early 1900s as an alternative to conventional teaching methods, changing
the way and the standards of teaching early literacy skills. Accordingly, in this chapter, the
Montessori method as well as the teaching and learning of early literacy skills are presented
in two sections for an overall understanding of the topic.

The first section provides a general overview of Dr. Maria Montessori and her method
alongside with its central concepts as far as language is concerned, such as principles, periods
of development, and didactic materials. Finally, the applicability of the Montessori method in
Algeria is discussed.

The second section of this chapter focuses on the teaching and learning of early
literacy skills, specifically on CVC words. It begins with an overview of the developmental
stages of literacy skills (writing and reading), followed by a review of theoretical approaches
to early literacy learning and teaching related to CVVC words. The section concludes by citing
some practical examples and discussing experiments conducted by researchers in the same
concern.

1.1 Section One: The Montessori Method

In 1907s, the Montessori’s pedagogy was introduced to the educational field by Dr.

Maria Montessori. Her philosophy focuses on the child, for him being the constructor of the

future man. From that, the Montessori method and its principles were constructed.
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1.1.1 Biography of Maria Montessori

Figure 1 depicts Maria Montessori who was and still is the women who
revolutionized the educational field's perception of the child (Gutek, 2004). According to
Lillard (1972) and Gutek (2004), in 1870 Maria Montessori was brought to life by a well-
educated mother and an accountant in the military forces father in their hometown, Ancona,
Italy. When she was three years old, her family decided to move to Rome as they believed
their daughter deserves to receive better education. However, Kramer (1976) stated that
Montessori family moved to Rome when their unique daughter was 5 years for work
commitments and not for their daughter’s education. When she grew up, they persuaded her
to be a teacher as it is the only permissible job for women at the time. However, her passion
for mathematics led her to opt for engineering as a career in 1886, underestimating the fact
that this profession was traditionally male-dominated. Later, young Montessori's interest
went toward biology so she decided to be a doctor. In her era, it was also unprecedented for a
woman to pursue studies in medicine. For this reason, she was rejected multiple times by the
board of higher education. In 1896, Maria had proved her merits to study medicine side by
side with men and she was finally admitted as the first doctor women in Italy (Lillard, 1972).

Figure 1

Dr. Maria Montessori

Note. From “The Absorbent Mind”, by M. Montessori, 1949, The Theosophical Publishing

House.
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During her studies, Dr. Montessori went through several struggles. She was banned
from participating in the anatomy practical sessions on the grounds that a woman can never
be competent to attend side by side with men autopsy sessions, so she was practicing alone
when no one was in the morgue at night. The professor of anatomy and her classmates were
surprised by her having excellent marks although she was banned from attending the course.
Dr. Montessori was doing her best to keep going despite the fact that her father was opposing
her actual career; he refused even to consider her achievement of being the first and the only
female who overstepped the boarder that was put to negate women'’s creativity in the Italian
kingdom (Kramer, 1976). In August 1896, one month right after her graduation, Dr.
Montessori was chosen as a delegate to represent women in a feminist seminar in Berlin. She
defended woman and child labor in another seminar due to her deferent perception of the
child.

Lillard (1972) stated that prior to her graduation in 1896, Dr. Montessori commenced
her employment at a psychiatric clinic, with the university staff in San Geovanni Hospital in
Rome; meanwhile, she did not cease her researches. As an integral part of her duties, she
dealt with children with different nervous illnesses and mental disabilities. Lillard added that
children in the asylums were placed in bare rooms (1972). After having their meals, they used
to play with their leftovers on the floor. The medical stuff considered this as a defective
behavior, but not Dr. Montessori. She believed that it is a sign of intelligence. Since those
children had nothing to play with, there was only food that they can manipulate and play with
using their hands. Therefore, Dr. Montessori deduced that those children need more than
medical help. She spent two years working with unfortunate children, designing different
materials, observing which can help them most to learn. She said in 1912:

| succeeded in teaching a number of idiots from the asylum both to read and write so

well that | presented them at a public school for examination together with normal
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children. And they passed the examination successfully .... While everyone was

admiring the progress of my idiots, | was searching for the reason which could keep

the happy healthy children of the public schools on so low plane that they could be

equaled in tests of intelligence by my unfortunate pupils. (pp. 38,39)

The theoretical framework proposed by Dr. Montessori can be traced back to the
pioneering research endeavors of Jean Itard and Edouard Séguin in 1988, who believed that
children with intellectual disabilities can be educated through hands-on learning, learning by
touching, and that sensation-based instruction, involving different senses like touching and
seeing, is the only efficacious way for a deviated child to learn. Montessori already believed
that medicine is not enough to solve their deviation as far as learning is concerned, but
education can do that. In 1901, Dr. Montessori relinquished her role in the asylum and delved
into the fields of philosophical education and pedagogical pathology. Moreover, she served as
a lecturer at the university of Rome in 1904. Two main principles of hers were the basis of
her lectures at university: (1) a child, during the task of learning, needs to be assisted and
guided, not judged or even evaluated; and (2) the child possesses an inherent capacity for
seeking knowledge from birth, which must be nurtured and guided by the caregiver or teacher
(Lillard, 1972; Kramer, 1976; Gutek, 2004).

In January 1906, driven by her aspiration to work with typically developing children,
Dr. Montessori was assigned the responsibility of caring for young children in a new housing
project located in San Lorenzo. She arranged a designated area for the children, furnished
with child-sized tables, chairs, armchairs, and other materials that she had previously used at
the asylum (Kramer, 1976). An assistant was assigned to her, who had no prior teaching
experience, which Dr. Montessori found beneficial as it allowed her to experiment with her
new methods without being impeded by traditional teaching approaches. She guided her

about the use of the materials, and gave her total freedom in the classroom (Lillard, 1972).
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One year after the success that was seen in the “Casa Dei Bambini” of Dr. Montessori, the
Montessori method was spread in the country as a successful way to teach children from
different ages, and started as an official classroom as it is today known in kindergartens,
children’s houses (Casa Dei Bambini) and Montessori classrooms. In 1907, Maria Montessori
wrote “The Montessori method”.

Montessori reached a significant level of prominence both in Italy and internationally,
and her writings were translated in different languages. She traveled to America in 1914,
where she received a warm reception from Thomas Edison. The American Montessori
Society was subsequently established, with Alexander Graham Bell serving as its president.
During her time in America, she taught Helen Parkhurst, who organized a glass classroom to
enable observers to witness her teaching methods firsthand. In 1939, she went to India, where
she met Mahatma Gandhi. She stayed there till the end of the World War 11, 1946.
Montessori kept going on with her son, Mario, who was following his mother’s path. She
released her famous masterpiece: “The Absorbent Mind” in 1949; then, she spoke at the
UNESCO and was greeted with a standing ovation. Her contributions were recognized
through the awarding of the Legion d'Honneur, in France, and an honorary Doctor of
Philosophy degree from the University of Amsterdam. On May 6™ 1952, at the age of 81
years old, Dr. Maria Montessori passed away in the Netherlands (Kramer, 1976).
1.1.1 Principles of the Montessori Method

1.1.2.1 Respect for the child. On the one hand, Dr. Montessori claimed that each
person is inclined to have their comfort zone, where they attempt to be creative or do
something productive, but this tends to be disrupted by other people, which cause anger and
irritation (Montessori, 1912). She also mentioned that children experience a similar zone
when they are trying to make connections, understand patterns, and correct themselves; then

what happens if they are interrupted? In fact, the child also experiences similar irritation.
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Hence, one of the core principles of Montessori is to respect the child, which means that the
child must have the chance to move, observe, and correct himself at his own pace. She also
emphasized that this is not what adults are doing; they do not respect children; they attempt to
push the child to follow them despite his specific demands; they are arrogant and, above all,
unpleasant to children, and then they expect the child to be subservient and well-behaved,
knowing how strong his instinct for imitation is and how affecting his faith in and admiration
for the adult is. In any case, children will mimic adults, so adults should, therefore, treat them
with the same compassion that they would want to see in them.

On the other hand, in the non-Montessori classroom, the teacher comes in with a
ready-set pattern, a timetable (history, English, math, etc.), but the child wants to know more
about that incident that the teacher discussed the previous day in the geography class, for
example. Will the teacher listen to the child, and start the discussion about geography? Will
they stick to the timetable instead? What usually happens in a non-Montessori classroom
where everything is usually teacher-centered is that respecting the child may not happen;
hence, the Montessori classroom goes by the opposite principle and gives a lot of importance
to the respect of the child. Ultimately, teachers must show children respect by assisting them
in doing things and learning for themselves. Children who have options are more likely to
acquire the skills and talents required for effective learning, autonomy, and high self-esteem (
Montessori, 1936/1996).

1.1.2.2 The Absorbent Mind. Maria Montessori, in her book “Education for a New
World” (1946), used the term "absorbent mind" to describe how young infants freely and
subconsciously absorb knowledge from their surroundings. Children from birth to age six,
according to her, have an absorbent mind that helps them acquire and assimilate knowledge
and skills through their senses and experiences. She also stated that at this time, children have

a greater potential for learning and are motivated by an inherent need to explore and
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understand everything around them. She also added that children's experiences and
impressions at this critical age significantly influence their development, defining the person
they will become (Montessori 2007a, 2007b, as cited in Isaacs, 2018). Indeed, Montessori's
educational method is built on establishing an atmosphere that promotes the child's natural
tendencies while allowing them to explore and learn at their speed freely. The absorbent mind
is a core idea in the Montessori education that highlights the necessity of giving rich and
stimulating experiences for young children to encourage their growth and allow them to
attain their greatest potential. Montessori (1949) also stated that the absorbent mind does not
distinguish between what is good or terrible, right or wrong; it purely absorbs every idea it
encounters. Moreover, infants during this phase have a short attention span and their focus
quickly shifts from one experience to the next. She also concluded that an absorbent mind is a
powerful tool for developing and absorbing knowledge, and providing children with rich and
varied experiences during this period can have an enormous influence on their future
development and achievement

1.1.2.3 The Sensitive Periods. Montessori (1936/1996) stated that sensitive periods are
periods in child's life when he is preoccupied with one aspect of his environment to the
exclusion of all others. Repeating particular behaviors for an inexplicable reason until a new
function develops with explosive power as a result of these repetitions, the child's
extraordinary internal vigor and delight at these times stem for his ardent yearning to
establish connect with his surroundings. This interaction is motivated by his love and his
surroundings, too. She mentioned that the possibility for a natural triumph is gone forever if
the youngster is prohibited from following the interest of any particular sensitive period.
Additionally, Montessori identified sensitive periods in a child's life that were associated with
a desire for order in the surroundings, the use of the hand and tongue, the development of

walking, a curiosity with minute and detailed items, and a period of strong social attention
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(Lillard, 1972). She also added that the child loses his specific sensitivity and desire in this
area with a disconnecting; his physical growth and maturity are affected; as a result, the
possibility for development during his sensitive period must not be overlooked. Thus, the
youngster must be assisted as soon as one appears. The grown up or adult must not assist the
infant in forming itself, because this is nature's job, but he must show a sensitive regard for its
manifestations, supplying it with what he requires for its creation but cannot obtain for itself.
In summary, the adults must continue to create an appropriate environment for the
psychological embryo, just as nature did in the form of the mother for the physical embryo
(Lillard, 1972).

e Sensitivity to Order
Order is not only a sensitive period, but also a need of the child (Montessori, 1949). It
appears early in the first year of life, even in the first months, and lasts until the second year.
Dr. Montessori noticed the sharp contrast between the child's love, order, regularity and the
major adult’s lesser joy and satisfaction in having everything in place, and noted that the
child's desire of order stands from a fundamental need for a precise and predictable
environment. Only in such an atmosphere can the infant classify his observations, forming an
inner conceptual framework to understand and go with his surroundings, and identify the link
between items rather than objects themselves through his exceptional sensitivity order
(Montessori, 1949).

e Sensitivity to Learning through the Senses
The desire to investigate the world with the tongue and hands signals the start of the second
sensitive period. The infant absorbs the attributes of the items in his surroundings through
taste and touch, and strives to act on them. Importantly, it is through the sensory and motor
activity that the neutral structures for language are formed. As a result, Montessori

determined that the tongue, which humans use for speech, and the hands, used for working,
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are more inextricably linked with his mind than any other part of his body, she called them
“instruments of human intelligence” (Montessori, 1949).
e Sensitivity to Walking

From 12 to 15 months after they start walking, babies have a strong desire to do better
at it. They will walk for a long distance before becoming exhausted of using this new talent.
"It is often underrated how long a kid can walk for, provided they are allowed to do it at their
leisure, but the adult must be aware that they have no notion of time and they love to
explore,” (Montessori, 1949). The infant is transforming throughout this time from a helpless
being to an active one.

e Sensitivity to the Social Aspects of Life

The youngster realizes they are part of a group when they are approximately two and
a half to three years old. He begins to exhibit a strong interest in other children his own age
and eventually learns to play together with them. There is a sense of coherence, which
Montessori felt arose instinctively rather than as a result of internal motivation (Montessori,
1936/1996). She also noticed that, at this age, children begin to adapt their social conduct
after that of adults, and they progressively absorb the social standards of their community.
This is an excellent time to learn social conventions and etiquette. Knowing and following
norms, as well as developing grace and respect, are critical during this sensitive period.

e Sensitivity to Small Objects

As mentioned by Montessori (1948/1993), when a newborn enters their first year and
has a bigger area to explore, they are drawn to little items like insects, pebbles, stones, and
grass. They will grab something up, examine it carefully, and maybe put it in their mouth.
The need for detail that babies this age have is part of their efforts to have a better knowledge

of the world. During this sensitive era, babies are drawn to practical life materials.
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e Sensitivity for Language

Dr. Montessori (1949) wrote regarding language acquisition that the child learns on
his own; no one instructs him. It is the child who has the ability to change the features of
people and the characteristics of language. By closely observing the child, we may tell that he
possesses specific abilities that help him develop the qualities of the adult he will become.
She added that the learning of language starts shortly after birth, since the kid may hear the
voices of the people around him, and these impressions are retained on an unconscious.
Through interactions with other individuals in his context, the child's linguistic abilities keep
improving. Language acquisition includes hearing sounds, witnessing the physical actions of
speaking, creating sounds, learning communication through speaking and the meaningful
nature of words, symbols, letters, and reading. The unconscious process of acquiring our
native language is quite powerful, and the sensitive phase for language provides the absorbent
mind with the foundations needed to grasp that language period (Montessori, 1949).

1.1.2.4 Prepared Environment. Maria Montessori regarded the “Children’s
House” (Casa Dei Bambini) as an educational environment distinct from other educational
settings, and the main idea behind contemporary school buildings is that they should be
hygienically proper, meeting the regulations of healthy housing, and so on. Her plan was to
construct them in such a way that they are psychologically rewarding; that is, the structure
should match to the psychological demands of the kids (Montessori, 1944).
In English, the word house is always used, which is frequently taken as the structure in which
we are located. Montessori chose the name Casa, which also means “house” in Italian, the
language in which she lectured, because she viewed the surroundings as a “home lovely
home” for children, where they may feel completely at ease both physically and
psychologically (Montessori, 1944). As she clarified, it is known that an ideal Children’s

House has both an indoor and an outdoor environment, and about the outdoor setting she
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says, “What is needed for children is an open air atmosphere of activity that will develop the
psychological side”, she also added that a prepared setting is one that is created to satisfy
children’s developmental requirements. It is devoid of tension, competitiveness, and
judgment, and encompasses physical space, furniture, materials, children, and adults. It is a
place where everyone feels welcome and free to be themselves (Montessori, 1944).

Montessori believed that we can create an environment for our kids that will
maximize their learning, give them the independence to learn and to take control of their
lessons as well, in a place where they can develop or progress to be the best version of
themselves (Seldin & Epstein, 2003). In fact, the understanding of the prepared environment
is that each material is placed in a certain place, or in a certain way for very specific reasons.
For example, the easier materials are placed at the top of the shelf because that is what the kid
is able to do first, and they actually require the least amount of concentration and activity
since they haven't built that much strength of focus, and ability to concentrate. However, as
much as the material progresses, it gets more difficult and challenging. Correspondingly,
inside the prepared environment, we must have the appropriate furnishings as Montessori
specified: the materials for practical life, sensorial, language, and math. One of the key
aspects of prepared environment is the mixed-age group in which Montessori discovered that
children learn best in a communal setting where they may connect with peers of all ages and
skills. This helps them learn from one another, collaborate, and grow in tolerance and social
skills. In summary, the prepared environment and the mixed-age group are crucial aspects of
the Montessori method to education, and they work together to produce a loving, exciting,
and fascinating learning environment for children (Montessori, 1948/1993).

1.1.2.5 Auto Education. Montessori (1949) defined the idea that children may
educate themselves through auto education (also known as self-education). Children who

actively participate in a controlled setting and have the option to choose actually teach
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themselves, especially when the Montessori method teachers set up classrooms so that
students may educate themselves. In her book The Psychology of Auto-Education, Hunt
(1912) revealed substantial complementarity between Montessori's auto-education principles
and Henri Bergson's theories of ‘matter’ and ‘form’ and the development of awareness.
According to Hunt, Bergson defines sensations and perceptive faculties as ‘matter’, and the
propensity to construct connections between them as ‘form’ Bergson (as cited in Hunt, 1912).
The newborn infant has ‘matter’ (sensory perception), and ‘shape’, which will naturally assist
it in making sense of its surroundings. “This distinction between form and subject of
knowledge has a significant impact on educational approach” (Hunt, 1912). Further, Bergson
claims that once intelligence has worked its way up through the senses (matter) and
established connections (form), it may “turn backward on itself and awaken the potentialities
of intuition which yet sleep within it” (Bergson, as cited in Hunt, 1912). Moreover, to make
the process of self-education work, the stimulus (the content) must not only bring forth
activity, but also direct it. All physical or fundamental properties of items should be judged
not only by the immediate reaction of attention that they elicit in the child, but also by their
existence of this essential trait, the successful collaboration of the highest processes
(comparison, judgment).in brief, Montessori's auto-education technique encourages children
to self-educate through physical experiences, such as matching shapes, colors, textures,
dimensions, weights, and smells. When an error is made, the child is encouraged to try again.
1.1.2.6 Teacher’s Role. It is vital for the teacher to lead the child without having him
feel their presence too much. They may always be available to offer the required support, but
may never be the impediment between the child and his experience (Montessori, 1948/1993).
Montessori (1949) refers to the instructor as the “directress/director” in her writing. She
addresses them more like a director of a show than as a teacher, yet many in the Montessori

community have criticized the use of this phrase in recent years (Loeffler, 1992 as cited in
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Isaacs, 2018). In the modern setting, the instructor’s function has been taken to indicate more
of a guide or facilitator, although to “direct” still suggests being in charge of the child’s
learning. The environment must be well-suited to the child’s requirements and interests in
order for them to access spontaneous learning. The Montessori teacher’s responsibility is to
provide a learning environment that meets the developmental needs of the target age group
and takes into account the preferences of the students. The main method for determining if
the environment needs to be changed, as well as any potential adjustments to the design or
content of the classroom, is observation. Moreover, Dr. Montessori claimed that teachers
need to know that the Montessori pedagogical approach is based on individual knowledge of
children and planning for their specific needs and interests (Montessori, 1912) Teachers must
develop materials and activities designed by Montessori, observe and document children's
learning, place the needs of the child above their own, and organize and maintain the
classroom according to children's abilities. Also, Dr. Montessori emphasizes that the teacher's
role should be minimally intrusive, except when addressing substantial errors. The teacher
should refrain from creating a sense of failure or confusion in the child when a mistake
occurs. Instead, the teacher should integrate the mistake into the lesson, ensuring that all
children gain awareness from it (Gutek, 2004). In addition to that, teachers must trust the
child, create a diverse learning environment, and be humble to learn from and with them
(Montessori, 1949). As a result, the purpose of the Montessori teacher is to help children
develop self-confidence and internal discipline (Edwards, 2002).
1.1.3 Montessori’s Stages of Development

Doctor Montessori recognized that the child progressed through pattern
developments. She called them “planes of development”, and she identified four (04) distinct
planes that the child passes through from birth to the age of twenty-four: Early Childhood,

Childhood, Adolescence, and Young Adulthood (and Maturity). She noticed that in each of
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these planes psychological and physical characteristics were vastly different from one child to
another. She believed that it is like a metamorphosis that the child goes through (Montessori,
1946). For example, a child aged 0-6 is going to take everything he can and absorb every
nuance of the world around him. Subsequently, Dr. Montessori divided this process to help us
understand the patterns of these stages (planes), and it goes as follow:

1.1.3.1 Early Childhood (Birth to age 6). Montessori (1949) approved that, despite
the fact that early childhood education provides several developmental milestones and
advantages, this key phase concentrates on the child’s ability to absorb new knowledge and
stimulation. Montessori mentioned that when a child feels comfortable in his/her
surroundings, he/she will learn and develop gross and “fine motor abilities”, as well as
“unconscious” and “conscious” minds, considering everything that occurs throughout the
child’s first six years of life. She also added that young minds are learning so much, from
discerning noises, scents, and tastes to crawling, standing, walking, and speaking they will
acquire hand-eye coordination, acclimate to their culture, expand their vocabulary to several
hundred words, and refine their cognitive growth as they approach toddlerhood, among many
other milestones. Accordingly, the Montessori developmental stages divide the first plane
into two three-year cycles. Additionally, she also claimed that, throughout the first plane of
development, children will practice autonomous play and task completion, developing the
mindset of "I can do it all by myself!", and together with independence, the child's
individuality and personality differentiation emerge, as they begin to exhibit clear personality
traits and emotional patterns.

1.1.3.2 Childhood (Ages 6-12). With key cognitive milestones established, the
second plane of development increases the child's drive to learn more and gain independence.
The child's attitude now includes "I can decide and think for myself!" as a consequence of

their maturing conscience and functioning understanding of good and evil (Feez, 2010 as
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cited in Isaacs, 2018). In addition, Montessori activities for this age range will develop
problem-solving, critical thinking, and cause-and-effect scenarios. Furthermore, as the child
learns more about the world and the environment, they will begin to explore their position in
it, their identity and who they want to become, and how they may help those in need
(Montessori, 1948/1993).

1.1.3.3 Adolescence (Ages 12-18). For everyone, adolescence is a turning point. This
third plane of development strengthens children’s reflective learning and application as their
emotional, physical, and social growth reach new heights. With a developing understanding
of the world around them and their own feelings, adolescence fosters self-concern and self-
assessment, culminating in the following mentality: "I can stand on my own!" Adolescents
will practice making more autonomous decisions, building a social life, and developing
emotional independence as a consequence (Montessori, 1948/1993).

1.1.3.4 Young Adulthood & Maturity (Ages 18-24). When the child goes from
adolescence to early adulthood, the fourth and final plane of development occurs, improving
maturity as they move towards ultimate independence. Young people will begin to explore
who they are spiritually and emotionally at this point, creating a more cognitive knowledge of
their identity (Montessori, 1948/1993). Also, during this period of growth, there is a strong
desire for financial independence and decision-making. With new experiences working and
earning a salary, their mindset has shifted to "I can acquire it myself!”. Dr. Montessori
realized that they may need their own specifically prepared environment, and that there could
not be one prepared to serve all children, which is why she designed a specific prepared
environment for children in each of these planes; their needs were very different.
1.1.4 Montessori’s Five Great Lessons

Montessori’s elementary curriculum includes five “great lessons” as an essential part

to be presented for the pupils 3-6 years old at the early beginning of every scholastic year in
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Montessori classrooms (Lillard, 2005). He added that these lessons are a part of what Dr.
Montessori called “the cosmic plan” that is five narratives about the coming of the universe,
the coming of life, the story of humans, how writing began and the story of numbers
(Montessori, 1948). Familiarizing the child with these lessons would enhance his/her
understanding of the universe. Furthermore, the child would be left with the desire to explore
more the subject matters that are presented in the great lessons. Each lesson stimulates the
child’s imagination and shapes his/her view of the world (Montessori, 1948)

1.1.4.1 First Great Lesson: The Coming of the Universe and Earth. The first story
is titled "The Creator with no Hands". Dr. Montessori (1948) went for this choice of the title
to spark the child's imagination about the mysterious force that flawlessly brought about the
existence of the universe, and how everything came into being. Within a fascinating
atmosphere, the teacher, whether in an open-doors or a specialized Montessori classroom,
starts to explain how the universe maintains its stability through natural laws such as gravity.
Using special effects, the teacher demonstrates these laws to the children explicitly.
Afterwards, it is essential to mention that the universe was believed to be in a state of cold
and darkness before the Big Bang. It was only after this explosive event that galaxies were
formed, leading to the emergence of the universe as we know it today, as stated by Lillard
(2005). According to the curriculum of the American Near North Montessori School, it is
recommended to demonstrate to children the outcomes of the explosion that led to the
formation of planets, liquids, solids, gases, and the separation of the earth into continents.
This can be achieved through 4 diagrams and 6 experiments. That way, the first great story
lesson paves the way for exploring astronomy, chemistry, physics, and geology.

1.1.4.2 Second Great Lesson: The Coming of Life. The next thing to be presented to
the child is the coming of life. Dr. Montessori, in 1948, provided an account of the emergence

of life on Earth. She explained that after the explosive event that brought about the existence
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of the planets, the stars and the milky-way as a whole galaxy, it started to rain continuously.
The water of the rain stopped the volcanoes and washed all the rocks on the earth.
Consequently, the rocks started to poison the water of the sea. As a solution, single-cell and
multi-cellular organisms were created and eventually became fossilized at the bottom of the
sea. The Paleozoic, Mesozoic, and Cenozoic periods are recounted, starting from the reign of
trilobites and culminating with the advent of humankind. The timeline illustrates the
evolution of invertebrates, fish, plants, amphibians, reptiles, birds, and mammals. Isaacs
(2018) believed that this lays the groundwork for lessons in chemistry, nutrition, animal and
plant classifications, animal care, and the interdependent relationships within an ecological
system. Also, the students are exposed to the formal scientific terminology of zoology,
botany, and anthropology.

1.1.4.3 Third Great Lesson: The Story of Humans. Dr. Montessori (1948) claimed
that after listening to the first and second great stories, questions like “Who am 1?” or “Why
do we exist in this great universe?” will come to the child’s mind. Only the third great story,
“the story of humans”, would fulfill his/her inquiries. This one explains how humans have
been distinguished from other creatures with three main endowments, namely the mind for
reasoning, the heart for feeling and loving, and the hands to create and innovate. Besides,
Montessori (1948) added that the third lesson would illustrate to the child the way human
beings benefited from these endowments for satisfying their needs and making an entire
history and civilization. Hence, the child’s interests would likely be oriented toward studying
history and culture.

1.1.4.4 Fourth Great Lesson: How Writing Began. The central concept of the
fourth great lesson is the origins of writing. Dr. Montessori (1948) insists that the child
should be knowledgeable enough about the development of spoken and written language as a

tool of communication throughout history. The lesson commences with introducing the
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communication system of signs that was first developed by Egyptians, who used to draw
pictures to communicate ideas. Yet, they found that this system may be confusing for the
reason that one picture may be interpreted differently. Therefore, they innovated a secondary
communication system based on sounds (Lillard, 2005). Afterward, the Phoenicians
borrowed the pictures system from the Egyptians; then they subjoined a symbolic system of
communication that is used nowadays: the alphabet (Montessori, 1948). The teacher needs to
present this lesson by illustrating figures of every stage of language development. Moreover,
the story of hieroglyphs, the invention of prints, and the development of the English language
must be presented to stimulate the child’s interest in reading, writing and language branches
(Lide, 2018).

1.1.4.5 Fifth Great Lesson: The Story of Numbers. The fifth lesson ought to cover
the origins of numerical systems and how counting emerged as a necessity for various
purposes. It is important to note that the Sumerians and Babylonians invented the first
numerical system, which was based on the number 60 for measuring time (60 seconds, 60
minutes) (Montessori, 1948). Additionally, the concept of zero was first developed by the
Indians and incorporated into their numerical system, which was similar to the Arabic
system. Other numerical systems, such as those used by the Greeks, Chinese, and Romans,
should also be mentioned. This is an initiation to a great and vast science called mathematics.
The fifth lesson will lead to the study of mathematics, geometry and numbers (Montessori,
1948).

The Montessorian cosmic education was created to awaken the child’s curiosity and
imagination in learning. Dr. Montessori (1948) stated that her method is culture-based. That
is, the Montessori education is designed to foster a deep acceptance and understanding of
different cultures and religions, as well as a sense of responsibility to care for the world and

its people. Based on this claim, Grazzini (2013) claimed that Montessori deduced that the
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cosmic education is adaptable to any culture and any religious perspective. He further added
that in a Montessori classroom with diverse cultural and religious backgrounds, teachers can
focus only on presenting factual accounts while introducing the five great lessons.

1.1.5. Didactic Material of Montessori

Dr. Montessori documented in her personal notebook from 1914 that during her time
working at the asylum she observed a distinctive approach through which children have when
first examine it intently staring at it long before proceeding to touch it, shake it, and in some
cases, even bite or lick it. According to her, children engage multiple senses in their
exploration of unfamiliar objects. Along with these observations, she innovated the sensorial
materials, saying: “My didactic material offers to the child the means for what may be called
‘sensory education’” (Montessori, p29, 1914).

Education of senses represents the classification of senses by Dr. Montessori. She
expanded to nine the number of humans senses. In additions to our basic five senses, she
added chromatic/color, baric/weight, thermic/temperature, and stereognostic/tactile-muscular.
For the sake of developing each of these nine senses, she designed sensorial materials based
on Séguin and Itard’s hands-on learning method (Isaacs, 2018). Using sensorial material in
the Montessori classroom will refine the child’s senses so that he can differentiate and notice
even the smallest difference between observable objects, be it the shape, the size, the weight,
the texture, the color, or even the temperature. Moreover, touching the wooden materials will
facilitate the task of recalling for the child (Montessori, 1914).

1.1.6 Critiques to the Montessori Method, and Possibility of its Application in Algeria

While the Montessori method is widely recognized as an effective approach to
teaching elementary students, it has also been the subject of criticism for several reasons
(Alhashim, 2022). The method was criticized in Arab and Muslim countries for the catholic

beliefs that were integrated in Dr. Montessori’s philosophy of the cosmic education, as
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claimed by Alhashim (2022). However, Gumiandari et al. (2019) refuse this perspective by
claiming that the Montessori method is a multicultural approach, and it has many principles
that align with Islamic perspectives, in addition to the fact that this method is adapted in
many Muslim countries such as Saudi Arabia, Qatar, UAE, Jordan and others. Besides,
Abdullah et al. (2018) stated that both Dr. Montessori and the Muslim philosopher Al-
Ghazali shared the belief that child education is a divine obligation and should be approached
with utmost respect and care, bearing in mind that the first word of God to his Prophet
Mohamad (Peace Be Upon Him) was the word “read”. They both stressed the importance of
treating children with dignity and providing them with education that reflects this
responsibility, as well as emphasizing the existence of the Almighty God, who endowed them
with these learning capacities.(Abdullah et al, 2018 as cited in Al-Abiky 2019)

Gumiandari et al. (2019) have also criticized the Montessori method for its lack of
evaluation and examination. According to them, the method does not require learners to do
any homework or take any tests, which can hinder the desire for competition and
achievement among learners. They argue that parents want to see the outcomes of their
child’s education after a period of studying, and the Montessori method does not provide
them with such measures, underestimating the claim of Dr. Montessori (1917/2013) that her
method is looking for preparing the child’s potential and interest in learning not only for
examinations, but to his entire social life. That could be understood as the following: If
parents are interested in the essence of education for their children to build a future educated,
responsible and collaborative person, the Montessori method is absolutely the best option.

Again, Gumiandari et al. (2019) have raised concerns about the Montessori approach
for it being highly expensive. Children from underprivileged backgrounds and those whose
parent’s salaries are limited may not have access to the Montessori education, which could

hinder their development and potential. The authors advocate that this fruitful approach
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should not be monopolized by the elite, but rather made available to all children so that they
can receive decent education and contribute to the betterment of society. If the salvation is to
come, only government may adopt the Montessori method and sponsor children houses,
kindergartens and magnet schools to spread the opportunity to all. Otherwise, the Montessori
method could be considered and integrated in public schools. However, it is questionable if a
country that provides learning for free to everyone, like Algeria, could afford the expenses of
the method’s requirements to apply it in public schools. The answer is to come only if the
applicability of the Montessori method is suggested and discussed in the Algerian educational
field.

Overall, the Montessori method is a child-centered approach that prioritizes
experiential learning through hands-on activities and self-directed play. The philosophy is
rooted in the belief that children have an innate desire to learn and will thrive when given the
freedom to explore their interests. Dr. Montessori developed a holistic approach that
encompasses various stages of development, didactic materials, and great lessons to impart a
comprehensive foundation in different subject areas. The Montessori method aims to foster
independence, creativity, and critical thinking skills, making it a highly effective approach for
educating young children.

1.2 Section Two: Approaches to Early Literacy for CVC Words

The current section is concerned with the review of the literature related to the scope
of early literacy skills of CVC words along with different theoretical perspectives to teach
and learn them.

1.2.1 The Scope of Early Literacy
Giving children a solid reading education in their early years results in improved

outcomes later in life (Campbell et al. 2002). Over the last decade, there has been a growing
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consensus on the set of abilities that serve as the foundation for reading and writing
competence (Neuman, 2015).

To become proficient readers, infants must have a strong linguistic and conceptual
knowledge foundation as far as second language is concerned, a large and diverse
vocabulary, and verbal reasoning skills to comprehend concepts delivered through text.
Children must also learn code-related skills, such as understanding that a) spoken words are
consisting of smaller elements of speech (phonological awareness), b) the idea that letters
represent these sounds (the alphabetic principle), c) several systematic correspondences
between sounds and spellings, and d) a repertoire of highly familiar words that can be
acknowledged easily and automatically, in which we can find what is called Top-Down and
Bottom-Up approaches (Neuman, 2015). Hence, Snow et al (1998) defended that working
with children to practice identifying each sound will aid their literacy advancement. Reading
to the child daily is also an excellent way to promote a love of reading, which is vital for
phonics success; as a matter of fact, reading small words like “cat,” “bag,” and “pen” helps
children improve early reading abilities. These are known as 'CVC words’ since they are
constructed from consonants, vowels, and consonants. When children read a CVC word, they
first recognize each sound, then speak them loudly, such as c-a-t, and then blend the sounds
to read the entire word c-a-t > cat, for example (Tankersley, 2003)

However, Neuman (2015) asserted that, in order to achieve a high level of
competence, young children must be given the opportunity to develop these strands together
rather than in isolation because children's first experiences with print are influenced by
meaning rather than sounds or letters, although it is crucial to remember that in practice
toddlers learn these skills by means of cooperation and connection with meaningful events.
Given the recent focus on early literacy and the increasing diversity of children in most

countries, it is essential and appropriate to assess these critical dimensions, as well as the
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strengths and gaps in our ability to effectively measure these skills. In fact, between zero and
three, the brain develops quicker than at any other period. Correspondingly, promoting
reading in the early stages of life is critical. Children’s brains atrophy if they are not
stimulated, if they are not read to, if they are not engaged, and if they are not asked questions.
There is a real opportunity to provide books to parents and encourage them to read to their
kids. Frequently, singing with one’s children, and engaging in conversations with them
prepares the next generation to be incredibly successful at school (Campbell et al. 2002).

In addition to the fact that Levine et al. (2010) stated that literacy development is less
about a single essential period and more about windows of opportunity that span early life, it
reaches its highest around the age of ten. They also added that even if a child has limited
access to language and reading experiences at home, there is a lot of distance that can be
gained through literacy-rich expanded learning or mentorship options like preschool,
extended day programs, cross-age literacy partners, and the like.

1.2.2 Stages of Early Literacy Development

Chall (1996) claimed that literacy might be understood as dependent on instruction,
with the consequence that quality of education is crucial. This concept highlights the
developmental aspect of literacy, the passing of children through multiple stages of literacy,
in each of which the reading and writing tasks change qualitatively and the role of the
instructor has to adapt appropriately (Chall, 1996, as cited in Snow, 2006).

1.2.2.1 Stage Zero (Pre-Reading). Adams (1990) declared that between the ages of 6
months and 6 years, the child pretends to read and progressively acquires the ability to
recreate stories when glancing at pages of books previously read to them. He also added, the
child learns to name letters of the alphabet, print his or her name, and play with books,
pencils, and paper. By the age of six, children understand millions of words but can only read

a handful, if any. Adults are urged to support a child's language attempts at this time by using
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parallel speaking, building on verbalizations, and recasting the child's verbalizations. He also
added that adults should encourage children to employ two to three-word combinations in
social circumstances, and adults should use dialogic reading or successfully shared reading
with young children aged 2 to 5 years. He added that any instruction (phonics, vocabulary,
etc.) should be related to book reading, and such books should have rhyme, alliteration, and
repeating phrases. Thus, he added, adults should vocally name items with which children are
involved in their surroundings and encourage them to raise inquiries and comment on
observations.

1.2.2.2 First Stage (Word Recognition). Hirsch (2003) noted that readers could
recognize an entire word more easily than a letter. Frith (1985) divided this progression into
three stages: logographic, alphabetic, and orthographic. Logographic means using visual or
graphic aspects to read words; alphabetic means using grapheme-phoneme interactions to
analyze words; and orthographic means using spelling patterns. A framework like this
exposes the critical sub-skills needed in the reading process. He also categorizes reading
development into three stages: logographic, alphabetic, and orthographic. At the logographic
stage, the young child relies on visual patterns to recognize words. The child progresses to
the development of alphabetic skills as this becomes insufficient. Not all youngsters will be
able to distinguish the letter-sound association in words and 'pick up' the alphabetic code
immediately. They require specific and direct education in letter knowledge, as well as an
early emphasis on phonological understanding. Finally, in the orthographic stage, a degree of
grapho-phonemic knowledge is attained, and the reader may use the variety of abilities
gained at each step (Frith 1985, as cited in Paterson & Marchall 1985)

1.2.2.3 Second Stage (Vocabulary Development). Snow (2006) asserted that
vocabulary knowledge is an essential aspect of language ability and serves as the foundation

for how students talk, listen, read, and write. It is a reliable predictor of early and later
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literacy results VVocabulary is significantly associated with other measures of linguistic skills
in healthy growing youngsters. For example, it is significantly linked to reading
comprehension (Ouellette & Beers, 2010, as cited in Arrow & McLachlan, 2011). Moreover,
Sénéchal (2006) highlighted two crucial vocabulary facts: a) early individual differences in
vocabulary help to explain differences in children's reading comprehension success, and b)
there is a beneficial relationship between vocabulary growth and phonological awareness,
with vocabulary growth thought to result in a reorganization of how words are stored in
memory.

1.2.2.4 Third Stage (Fluency). Fluency, according to Langenberg et al (2000), is a
crucial aspect of excellent reading; without fluency, readers may struggle to grasp what they
read. Furthermore, the US National Reading Panel defined fluency, in 2000, as “the ability of
readers to read orally with speed, accuracy, and appropriate expression”. Nichols et al. (2009)
extend this concept by defining “speed” as the “automaticity of word recognition” and
“expressive reading” as “reading orally with appropriate prosodic features such as expression,
stress, pitch, and suitable phrasing”. According to Rasinski et al. (2020), reading fluency is “a
reading characteristic that occurs when readers' cognitive and linguistic systems are
developed to the extent that they can read with sufficient accuracy and rate to allow for
comprehension”. Hypothetically, recognition speed and accuracy increase, fluency grows,
more cognitive resources become available for understanding the meaning of what is being
read, and comprehension improves, just as it does with word decoding. Reading fluency,
while strongly reliant on word recognition abilities, is not entirely the product of them.
Beginning readers learn to read orally, using aspects of spoken language such as "expression,
stress, pitch, and appropriate phrasing,” as defined by Nichols et al., (2009).

1.2.2.5 Fourth Stage (Writing & Reading development). Recent studies on the

emerging literacy approach affected most of what we learned about writing from early
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childhood in the 1960s. According to readiness scientists, young children began acquiring
literacy through school teaching and learning to read before learning to write (Sulzby &Teale,
1987). Furthermore, Montessori (1912) demonstrated how to distinguish clearly between both
components, writing and reading, contrarily to the common belief that writing comes before
reading. She confirmed that reading is not the test the little boy/girl makes when he/she
checks the written word. In fact, the youngster converts sign into sounds in the same way he
originally translated the sounds into signs, so he already understands the word that he has
written. Also, according to Levine et al (2010), writing begins when a child recognizes that
his signs may convey an intention (meaning). She added that researchers in emergent literacy
demonstrated that the child learned to read very early through informal interactions with his
friends, family, and teachers. She also mentioned that, although earlier viewpoints focused
exclusively on reading as a prerequisite for writing, this new perspective widened the focus to
"literacy" and asserted that reading and writing were inextricably linked and developed
concurrently.

1.2.2.6 Fifth Stage (Spelling Development). Breadmore et al (2019) believed that the
process of learning to read and write might be one of the most difficult obstacles in a child's
life. Spelling is one of the most crucial aspects of single-word writing. Although interest in
spelling development has grown in recent years, the study of spelling has yet to garner the
same level of attention as the study of reading. In a point of fact, spelling development
studies are essential not only because there is a pedagogical interest in understanding how
children acquire this major aspect of literacy, but also because children's early spellings
provide information concerning their initial knowledge of the graphic and phonological
characteristics of writing that cannot be obtained in any other way. Additionally, according to
the phonological viewpoint, the most difficult task for youngsters learning to spell in

alphabetic writing systems is grasping the concept that letters represent phonemes
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(Blachman, 1991). Also Pollo et al (2009) affirmed that children must also have alphabetic
knowledge or understanding of precise sound-to-letter correspondences, although learning
how to break down spoken language into strings of phonemes is a greater challenge in this
regard than learning the specific connection between phonemes and letters. Also, she added
that from a phonological viewpoint, it demonstrates the progression of children’s spelling
abilities in terms of their developing capacity to map word sounds to phonetically acceptable
letters, a process known as encoding.
1.2.3 Theoretical Perspectives for Teaching and Learning Early Literacy Skills

Internationally, a variety of theories are followed for teaching and learning languages.
This variety is opted for due to the claim of researchers that no one single view of learning
can be depended on in learning languages since they are interrelated and complementary to
each other. Thereupon, most educational systems vary their methods between behaviorism,
sociocultural and cognitivism views; this variation lies under the technical term “eclectic
approach” (Rao, 2018) while the Montessori method is not really familiar and applicable in
public education despite its seniority (Kolkman, 2014).

1.2.3.1 The Behaviorist View. John Watson, Ivan Pavlov, and Burrhus Skinner are
the researchers who shaped the belief that all human behaviors are learned through an
interaction with the external environment through a process called conditioning. For the
adherence of this belief, they suggested that behavior is merely a response to a particular
stimulus from the external environment and has nothing to do with the human mind (Faryadi,
2007). In the same context, Hour (2012) adds that behaviorism is concerned only with the
observable behaviors: “stimulus-response behaviors”. Behaviorists deduced that humans are
born with “Tabula Rasa”, which means that when born, the human mind is a blank slate that
would be filled with what is happening in the external environment. Therefore, new

behaviors are learnt through classical or operant conditioning (Faryadi, 2007).
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As a theory of learning language in particular, behaviorists believe that language is a
behavior that is learnt from the external environment. With the notion of “Tabula Rasa” in
mind, a child is willing to learn a language only if he is exposed to it from the external
environment in a repetitive way (Hour, 2012). Moya (2014) stated that from a behaviorist
point of view, the acquisition of oral language by children occurs through a process that
entails imitation, practice, and reward facilitated by a human role models present in their
environment, who serve as stimuli for language learning. That is, in the behavioral classroom,
for the sake of learning early language skills as reading and writing, the teacher acts as the
human role model as he provides the knowledge for the learner. The learner will imitate,
repeat and get rewarded by the teacher if he behaves as desired.

Based on behaviorist principles, the Audio-Lingual Method (ALM) was developed
with the aim of introducing early literacy skills (reading and writing) in a particular language.
Alemi & Tavakoli (2016) defined ALM as a method of teaching that emphasizes the mastery
of spoken language, grammar and vocabulary through repetition, drills and pattern practice.
In this method, the teacher demonstrates the target aspect of language and the learners are
supposed to imitate and repeat it until they have attained proficiency. ALM heavily depends
on audio aids such as tapes and language labs that offer structured settings for exercises and
repetition. It discourages the use of translation and elucidation; however, the target language
is presented through contextualized scenarios and narratives as alternatives.

Behaviorism paved the way for the development of numerous theories regarding
reading and writing, particularly in relation to early literacy skills. The fundamental skill
taught and learned in behaviorism classrooms is reading. Due to its critical role in language
learning, the traditional bottom-up reading theory was formulated based on behaviorist
psychology, claimed Pardede (2008). The theory of bottom-up reading asserts that the

reading ability is a series of sequential sub-skills that must be attained in order: phonetic
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awareness, word recognition, sight vocabulary, and then reading in its entirety. Through
repetition, these sub-skills are internalized by the learner as a desired behavior that should be
positively reinforced to ensure its continued development (Suraprajit, 2019). As for writing
skills, behaviorism suggests that it takes place right after reading is accomplished.
Schwanenflugel & Knapp (2016) added that even the writing process is a set of habits that
have to be repeated and reinforced in a behavioral classroom. This approach is called
behavior modification, in which the undesirable habit is positively reinforced to the end that
the desirable habit is there.

Woollard (2010) explained that the application of behaviorist principles for teaching
early literacy skills, precisely CVC words (also referred to as sight vocabulary and phonetic
words in behaviorism), occurs through a series of activities and instructional methods. As for
reading, Woollard mentioned that repetition, narratives and dialogues are basic tasks to
accomplish reading, in addition to imitating the teacher and reading together loudly with him.
He added that the teacher may reward the desirable behaviors giving verbal complements,
sticker cards, or scores. However, the undesirable behaviors may be negatively reinforced but
not punished. Relating to writing, imitation and repetition must shape the writing instructions.
The teacher may modal the written word or letter on the board; therefore, the child would
imitate the movement of the hand and the way the pen is held. For this reason, pens and drafts
should always be present on the learner’s table. Moreover, repetition tasks should be prepared
for the learner in writing class (Woollard, 2010).

1.2.3.2 The Cognitivist View. Cognitivism emerged as a response to behaviorism’s
theory of learning, with the aim of addressing whether the mind plays a role in acquiring
behaviors. While cognitivism does not reject behaviorism outright, it incorporates the concept
of the mind into its framework (Kaya & Akdemir, 2016). Pritchard (2009) emphasized that

the study of human cognition is a central focus for cognitive scientists, encompassing
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learning, memory, and social interaction. In their research, cognitivists frequently prioritize
mental processes and utilize modern technologies. Apart from this, within the framework of
cognitive learning, the emphasis is on the processing of information as a means of acquiring
knowledge. Learning is viewed as an active process in which the learner engages in various
cognitive activities such as receiving, observing, selecting, interpreting, and constructing
information. In this approach, the learner is considered as an active agent in the learning
process.

As stated by Hadley & Terry (2001), a crucial differentiation between meaningful
learning and rote learning has been made by cognitivists, raising the claim that knowing the
subject with its meaning in a relevant context permits the learner to relate the new knowledge
with his pre-existing cognitive structure. As a result, the new knowledge is permanent. In
contrast, Hadley & Terry (2001) stated that cognitivists assured that any subject that lacks
meaning is unlikely to be retained permanently. The primacy given to meaning lead to the
emergence of different approaches to early literacy teaching and learning for second language
including the top-down approach. Suraprajit (2019) referred to the top-down approach in
early literacy development as an inductive process that involves the segmentation of
knowledge from the general to specific aspects. This approach implies the application of
higher-level cognitive processes, such as schemata activation and prediction-making, to guide
the interpretation and production of language at a lower level of granularity. The top-down
approach assumes that learners draw on their prior knowledge and experiences to
comprehend and produce language, which facilitates the acquisition of new language
knowledge and skills.

Benadla (2012) asserted that the top-down approach to learning is widely used in
most educational systems, particularly in teaching English as a second language. Regarding

its application in early literacy teaching and learning, Neuman and Roskos (2005) viewed the



39

child as the constructor of meaning during the task of learning reading and writing. Likewise,
they emphasized adults’ role in supporting the child’s reading and writing development.
Adding to that, the process of developing reading and writing skills should be seen as a
continuous journey, rather than a linear sequence. Children move back and forth between
different skills, sometimes showing advanced ability in certain areas while still requiring
support in others. The goal is to create a supportive and engaging learning environment that
allows children to explore and experiment with various literacy skills, encouraging them to
progress at their own pace.
As for the implementation of the cognitive view in teaching and learning reading and writing,
Brand and Dalton (2009) claimed that besides preparing the convenient environment of
learning, the teacher must opt for brain storming instructions before providing the
information. Afterward, the information should be applied in different tasks for reading and
writing. Incorporating such cognitive-based learning experiences into daily literacy
instruction can help young learners make connections with the text, leading to an increase in
vocabulary and comprehension skills as well as writing.

1.2.3.3 The Socio-Cultural View. Lev Vygotsky 1962, the founder of the
sociocultural theory, believed that cognitive development in early childhood is heavily
influenced by social interaction with more skilled individuals. He rejected the idea that
learning is an individual cognitive process and emphasized the importance of social
interaction and collaboration in advancing learning and development. Not only social
interaction, but also cultural context and language play a vital role in Vygotsky’s theory. He
suggested three key principles that contribute to learning literacy, namely genetic analysis,
social learning, and mediation (Warschauer, 1997). One of the major key themes in the socio-
cultural theory is the zone of proximal development, which highlights the gap between what

children can accomplish independently and what they can achieve with the assistance of the
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more knowledgeable other, be it the parents, the teachers, or even peers and what is beyond
the child’s reach (Bakar, n.d.).

According to Pérez et al. (2011), the socio-cultural perspective presents early literacy
skills as a complex social-cultural practice that is shaped by history. Plus, it is inseparable
from language by means of which the child decodes and encodes the knowledge depending
on his socio-cultural experiences. Thus, reading and writings do not develop solely and
implicitly, but rather the child’s environment and surrounding people initiate his
understanding of literacy skills. In teaching reading and writing in the classroom, the teacher
must consider the student’s culture and literacy of his native language since the native
language can never be excluded in teaching foreign language from a socio-cultural view.
Besides, the teacher must accept students’ attempts in oral or written language even if it is
influenced by his own home culture so that he paves the way for the scaffolding process to
interfere (Pérez et al, 2011).

The socio-cultural theory ensures that oral and written language learning are
inextricably related to each other. Coding and decoding oral or print language go jointly in
learning second language (Gee, 1994). As for reading, Bruner’s constructivism emphasizes
that learners engage in an active process of “meaning making and reality construction” by
utilizing cultural tools such as symbols, texts, and ways of thinking (Pérez et al,2011). This
involves drawing upon personal experiences with the world, applying methods of text
interaction learned from one's cultural group, and utilizing knowledge and skills related to
letters, words, and text organization when interpreting written texts. For writing, constructing
literacy task requires a different set of skills, including the ability to handle writing
instruments and knowledge of the cultural norms surrounding writing. In this sociocultural
context, the environment and purpose of the task play an important role in shaping the

meaning that is ultimately constructed (Pérez et al, 2011).
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Davidson (2010) outlined a set of pedagogical recommendations for early literacy
instruction, drawing upon the socio-cultural perspective. Regarding the fact that a rich
vocabulary is what a child needs most to engage in the task of learning reading and writing,
the teacher ought to design tasks and games that would stimulate the zone of proximal
development. This way the teacher will be aware of what the student is knowledgeable about
and how he would assist him. Then, these activities have to be structured according to the
level of difficulty. Furthermore, in a suitable environment of learning, it is preferable if the
teacher sets for collaborative activities where he engages learners of different levels of
intelligence in the same group task to create interaction.

1.2.3.4 The Montessorian View. In defining language, Dr. Montessori said: “Language
is the instrument of thinking together. Language did not exist on the earth until man has made
his appearance (. ...). Men are united by language, and language has become more
complicated; it has grown with man’s thought” (Montessori, 1949, pp. 157-58). She
considered language as the foremost precious heritage of human beings; it is by dint of
language that man is distinguished from other creatures. She adds that language learning
capacity is an innate notion that pre-exists in human’s mind from birth. Additionally,
language aspects’ development takes place in the first plane of development, i.e., from birth
to 6 years where the child acquires the language perfectly from the surrounding environment.
Dr. Montessori firmly believed that the sensitive period is the ideal time for language
acquisition, and that no language can be mastered as effectively as the one learned during this
critical period (Montessori, 1949).

1.2.3.4.1 Preliminary Language. The development of second language occurs best
during the first plane of development (birth-6 years), where the child is in a perceptional
phase of the external objects in his environment. During the first 12 months of age, the child

is absorbing whatever word he hears; thus, a great repertoire of vocabulary is constructed
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passively. Once the child is 18 months of his age, he starts to display what had been stocked
in his mind as far as vocabulary is concerned (Gutek, 2004). Additionally, Dr. Montessori
firmly believed that the sensitive period is the ideal time for language acquisition, and that no
language can be mastered as effectively as the one learned during this critical period
(Montessori, 1949). At this point, she assured the cruciality of helping the child during
learning a second language using the same sensorial materials of first language learning, yet
language proficiency is required for the teacher to guide students decently.

1.2.3.4.2 Developing Literacy for Second Language. Montessori (1912) illustrated the
importance of developing the child’s vocabulary at his first plane of development by
suggesting numerous steps to be considered. She suggested that, in order to entail child’s
language and communication abilities, he should be exposed to daily life activities by which
he will develop his listening skills. With that in mind, the child has to be exposed only to
appropriate vocabulary as well as well-structured grammatical utterances. She added that
storytelling in the realm of real life will indirectly prepare the child for reading and writing as
it familiarizes him with an expanded range of vocabulary.

1.2.3.4.3 Developing Writing Before Reading. In House of Children, Dr. Montessori
noticed that, by means of the sensorial materials, it is convenient to commit children to
writing before reading (Montessori, 1912). She also emphasized the idea that a child during
the first plane of development is innately willing to accomplish writing before reading. When
an infant of two years sees his sister or his brother revising at home, he would likely hold a
pencil and start imitating the writing process. In this regard, Montessori said that children
must develop two critical skills. Firstly, they need to commit the shapes of letters and their
corresponding sounds to memory through representing the English letters with the phonic
system; that is to represent each letter with its sound. Thus, the child will be able to

distinguish and recognize different sounds in words. Additionally, they need to learn how to
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correctly form each letter and understand the shape of each one using sandpaper letters and
the large movable alphabet. Secondly, the child must develop the necessary muscular skills to
hold and move a pencil effectively. Writing requires fine motor skills, such as holding a
pencil properly, controlling pressure on paper, and moving the pencil accurately to form each
letter. These skills take practice and coordination between the hand, fingers, and eyes.
Montessori writing materials drill the child to write indirectly for it requires hand-mind
coordination (Wolf, 2009).

e Sandpaper Letters

Dr. Montessori developed the sandpaper letters, which use a multisensory approach
based on touching and seeing to educate the tactile sense in first place to teach children about
letter shapes and sounds simultaneously. These letters consist of sandpaper cut-outs in the
shape of each alphabet mounted on a wooden tablet: consonants in red (recently made in pink
by Montessori coaches since it belongs to the pink series) and vowels in blue as shown in
Figure 2. Whenever sandpaper letters are in use, the teacher tells the child to trace the shape
of the letter with his two fingers as it is shaped; meanwhile, he articulates the sound
repeatedly. Consequently, the letter will be automatically being stored in the child’s memory
since he sees the letter, feels its shape and hears its sound simultaneously (Wolf, 2009). In
this respect Dr. Montessori said “In general, all children of four are intensely interested in
writing, and some of our children have begun to write at the age of three and a half. We find
the children particularly enthusiastic about tracing the sandpaper letters.” (Montessori, 1912,

p.185)
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Figure 2

The Sandpaper Letters

Note. From “The Montessori Elementary Materials”, by M. Montessori, 1965.

e Large Moveable Alphabet
The understanding of the use of sandpaper letters is further improved through the utilization
of a Large Moveable Alphabet (LMA). It refers to a collection of wooden letters of the
alphabet that enables the child to write without the need for advanced writing skills as
represented in Figure 3. In this regard, Montessori (1949) asserted that:
The child can find an intense intellectual interest in being able to represent a word by putting
together the (...) symbols of letters of the alphabet. It is much more fascinating at the
beginning to create words from letters of the alphabet than to read them, and it is also much
easier than writing them since writing involves the additional labor of mechanisms that are
not yet fixed. (p.263)

Using this technique, the child will feel that he is able to write only using his

phonemic awareness; thus, he will be stimulated to try writing with pencil and paper as the

sensorial materials had prepared him indirectly to delve into writing tasks (Isaacs, 2018).
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Figure 3

The Large Moveable Alphabets

Note. From “The Montessori Elementary Materials”, by M. Montessori, 1965.

1.2.2.4.4 Developing Reading. Wolf (2009) states that the Montessori approach to
reading is organized into three clear stages, each presented in a color-coded series: pink,
green, and blue. The pink series, as shown in Figure 4, is designed to write and read three-
letter words (consonant-vowel-consonant) such as cat, pin, red or dog. They then read it,
beginning with rhyming exercises, exploring the different words that can be formed by
replacing the first letter and keeping the last two letters, such as r-un (f-un, g-un, s-un, p-un).
Obijects and images are used to help identify concrete words; however, abstract C\VCs words
are presented through real life actions, and as children become more proficient and accurate,
fewer and fewer visual cues are needed. Children need fewer objects or images to support
their initial reading skills as they move from reading nouns to adjectives and verbs. This
progress culminates in the reading of phrases, sentences, and books. In Montessori settings,
pink reading levels are often identified by materials written on pink cards and contained in
pink boxes as well as other activities such as word lists, attached and detached sentences and

small story book (Wolf, 2009).
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Figure 4
Pink Object Boxes

Noté. From “The Montessori Elementary Materials”, by M. Montessori, 1965.

There are words that cannot be decoded or illustrated by their real objects called sight
words; they include articles, pronouns, adjectives, and many other words. Dr. Montessori
believes that this kind of words are complicated to be represented to the child with their
grammatical functions at that earlier stage. Hence, they should be learnt through sight and
memorization (Lnéni¢kova, 2015). Phonetic object boxes, phonetic reading cards, phonogram
box, phonogram card, sight words box and puzzle are fundamental components of pink
series. With the help of the multiple aforementioned tasks reading will be accomplished.
According to Dr. Montessori (1965), once the child has completed the Pink Series and has
become proficient in reading and writing CVC words, he/she is ready to progress to the Blue
Series. Although the Blue Series shares many similarities with the Pink Series in terms of its
components, Dr. Montessori clarified that the key difference lies in the complexity of the
words presented. The Blue Series is designed to introduce longer words that have initial and
final blends, but also phonetic words such as /st/ in stand, step, stem as an initial blend and in
list, must, dust as a final blend, as well as median blends as in bucket, magnet, and bottom.
The last area in the Montessori language is the Green Series, which deals with words beyond
the phonetic words level. Dr. Montessori (1965) stated that the child will learn about different

sounds (phonograms) and their corresponding spellings. To facilitate learning, a variety of
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materials are used, including the Small Movable Alphabet, Phonogram Boxes, Phonograms
in an Envelope, Phonogram Lists, Phonogram Booklets, Phonogram Sentence Strips, and
Phonogram Books. These materials are designed to provide the child with additional reading
practice, expand his/her vocabulary, and encourage independent reading (Montessori, 1965).
1.2.3.4.5 The Three-Periods Lesson. Montessori (1912) declared that the three-
periods lesson dates back to Edouard Séguin, the founder of hands-on education. Dr.
Montessori later obtained this idea and defined the three-period lesson as giving the child
only 3 items from the lesson in a quick and funny way. It is divided into three stages:
e 15t Period: Introduction
The teacher must begin by choosing an item then articulates its name loudly and
clearly several times to emphasize it. For instance, when the teacher uses sandpaper letters,
he chooses the letter and says: “this is /a/”” with its phonemic sound, and keeps repeating the
process.
e 2" period: Recognition
At this level, the child is not just a listener; he must know the item with its name and
its shape as well. The teacher is supposed to leave the space for the child to touch the item
and feel its shape. Proceeding with the same example, the teacher must give the sandpaper
letter of the sound /a/ and show the child how he can touch it with his fingers to feel its shape.
e 3" Period: Test
The teacher must make sure that the child would answer correctly before moving to this
phase. Whenever he is ready, he asks the child about the chosen item to test whether he learnt
it or not. Concluding with the aforementioned example, to test the child, the teacher may ask
him to trace and tell him what the letter is when he has already mixed it with other sandpaper

letters.
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1.2.3.4.6 Language games. Godar (2011) described the child as a hyperactive being

during his second plane of development. This activeness is usually oriented toward exploring
the world with his senses, which is called “playing”. Deriving from this idea, Dr. Montessori
suggests the appropriate use of playing as a fruitful method to teach and learn language along
with its aspects. Lestari (2020) stated that following Dr. Montessori, the development and
refinement of sensory abilities, including touch, sight, and sound, plays an indirect role in
preparing for writing and reading. This includes the improvement of hand and finger
movements, which contribute to the acquisition of writing skills, in addition to attention and
focus through seeing to recognize letters during the reading process. Complying with the
same belief, Ebisujima and Chitwood (2015) suggested an excess number of games that a
teacher might integrate in the lesson to make it fun and unforgettable for the child. For
example:

e Knock knock game: Use the sandpaper letter as if it were a door and simulate the

sound of knocking on it. Afterwards, turn the letter over and enunciate its

corresponding letter sound.

e Blind game: Cover the child’s eyes with a ribbon, and make sure he sees nothing,

then tell him to trace the letter on the sandpaper letter then to spell it out.

e Write with sand: Using the sand or any other tangible product that allows the

child to shape with a letter on the floor or the table, ask the child to write a given

letter, for him to recall what he had learnt with the sandpaper letters and to prepare

him for the process of writing with the pen.
1.2.4 Practical Background

In light of the notable success of the Montessori method in various countries
worldwide, numerous academic studies were conducted with the purpose of investigating its

effectiveness in teaching and learning early literacy skills following the Montessori



49

principles. Many researchers (Fero, 1997; Salazar, 2013; Lnenickova, 2015; Aghajani &
Salehi, 2021; Buldur and Gokkus, 2021) reached a consensus in their studies that the
Montessori method has positive impact on the instruction and acquisition of early literacy
skills of English and other languages.

Two experimental studies were conducted in Algeria by Soltani (2021) and Gormi
(2022) to examine the effectiveness of the Montessori method in teaching early literacy for
Arabic and French. As for Soltani’s study, she conducted an experiment using Montessori
didactic materials in teaching reading and writing the Arabic alphabets for preschoolers.
Children were interested in learning the alphabets due to engaging materials, according to her
observation. She added that creating a playful environment for children aged 3 to 6 years old
is more effective in facilitating faster learning. In the same context, Manouali (2020)
experimented the usefulness of LMA and sandpaper letters in improving reading skills for
French for 3" grade of primary school. She observed that the Montessori materials and
teaching method can have a beneficial impact on a student's reading development.
Nonetheless, she noted that these materials need to be utilized for an extended period of time
to achieve the desired results. The results of both studies supported their hypothesis,
indicating that the Montessori method is an effective approach for teaching and learning early
literacy, favoring the experimental group which was exposed to the Montessori method.

In 1973, Chitwood conducted a study examining the efficacy of Montessori materials
in facilitating the learning of various academic subjects among preschoolers. The study
concluded that Montessori's approach to sensorial education proves highly effective in
fostering learning and developmental growth. Chitwood argued that the fingers possess
memory as well, meaning that when a child touches an object, they can remember its texture
and identify it later on. By incorporating this understanding into the design of sensorial

materials, Montessori education offers an effective and playful method of teaching children



50

during their second plane of development, wherein they explore the world through hands-on
experiences, as suggested by Dr. Montessori in 1914. Chitwood observed that when
preschoolers were exposed to Montessori's diverse sensorial materials, their engagement with
the tactile senses significantly enhanced the learning process.

A comparative study was done by Fero (1997) between the Montessori and the non-
Montessori academic achievements of preschoolers. He deduced that students of Montessori
schools are competent in all subjects, no matter how old they are; they have nearly the same
competence in language literacy, mathematics, biology, chemistry and all the other subjects
compared with conventional or non-Montessori students among whom there is no equal
competence. In a conventional classroom, students have different levels, from the excellent
down to the weak despite the fact that they were exposed to knowledge in the same exact way
within the same context. The reason behind this difference, according to Fero (1997), is that
the Montessori curriculum is designed along with student’s needs, and its nature as a learner-
centered approach; in contrast, the traditional method of language learning, for instance, is
characterized as superficial, requiring children to master all language aspects simultaneously
without a gradual preparatory approach.

Bearing in mind that “Providing children strong literacy education in the early years
leads to better outcomes later on” (Campbell et al, 2002), the educational research scope had
seen considerable attention given to investigating the most fruitful method to raise literate
generations at an earlier age. Compared to other pedagogical approaches, the Montessori
method has been given credits for being the most effective method for teaching and learning
reading and writing since it depends on the process of writing before reading. Tahzeem
(2015) found that introducing writing before reading is a productive method; when the child
is segmenting the word, knowing its units to write it, reading is automatically there. There has

also been attribution of credit to the sensorial materials for learning writing and reading.
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McFarland (2015) claimed that the Montessori materials of reading and writing, namely
sandpaper letters, LMA, and pink object boxes along with their activities, are designed in
accordance with the children aged 3-6 years old. At this range of age, the child is on his
second plane of development, where he explores the world with his hands. Dr. Montessori
designed the materials regarding this fact to make the learning process unconscious for the
child as he is having fun and being interested in manipulating the sensorial materials as
shown by the guide. McFarland added that each material must be given a sufficient time in
practice to get the desired results in writing and reading (2015).
Conclusion

This chapter presents a theoretical background on two research variables: The
Montessori method and early literacy skills related to CVC words. The first section provides
an overview of the Montessori method, including its history, principles, periods of
development, Montessori great lessons, and didactic materials. The second section examines
early literacy skills, particularly with regard to CVVC words, from various learning
perspectives. The literature reviewed clearly suggests that the Montessori method is an
effective approach for teaching English to preschoolers because it is learner-centered and
caters to the learner’s needs. According to Dr. Montessori (1912), language learning occurs
best during the second plane of development, which typically occurs between the ages of 3
and 6 years. The Montessori method offers children the opportunity to freely explore and

learn about the external world using their hands, following their interests and curiosities.
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Chapter Two: Research Methodology, Data Analysis and Discussion

Introduction

This chapter is devoted to the field work conducted for the study. It provides a
comprehensive explanation of the design used, sample and setting, research instruments and
the procedures for collecting and analyzing data. Besides, the chapter represents a
quantitative analysis of the data collected through the pre-test and the post-test to examine the
extent to which the Montessori method affects teaching and learning early literacy skills for
CVC words. It is divided into three sections; the study methodology is described in Section
One, while Section Two focuses on the analysis and interpretation of the pre-test and post-
test data. In Section Three, limitations of the study are discussed, along with
recommendations for future researches.
2.1. Section One: Research Method and Research Design

This section outlines the field work of the study, including the methodology, design,
sampling, and setting. It also details the methods, tools, and procedures used to collect and
analyze data.
2.1.1 Research Method

The study implemented a quantitative approach to answer the research questions, and
to test the hypotheses, which proposed that implementing the Montessori method is an
effective means of teaching and learning early literacy skills, more precisely reading and
writing CVVC words. This approach allowed for the collection of numerical data that could be
statistically analyzed and interpreted using inferential statistics to provide an overview of the
changes in the participants’ performance following the intervention of the independent
variable (Creswell, 2009). By adopting this approach, the study aimed to provide a

comprehensive understanding of the research theme.
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2.1.2 Research Design

Cohen et al. (2018) declared that quasi-experimental designs are commonly favored in
educational research since they offer an opportunity to study interventions where the controls
and randomization of true experiments may not be fully present or may not be feasible due to
ethical, logistical, or practical constraints. In the present study, a quasi-experimental design
was utilized because all subjects have an equal chance to be selected in the sample, but it was
not possible to randomly assign them to groups due to validity-related issues that will be
discussed later. Therefore, this design was the most suitable choice to investigate the
effectiveness of the Montessori method in teaching and learning early literacy skills for CVC
words.

In addition, the study employed a pretest-posttest approach which facilitated the
comparison of the data obtained from both tests to evaluate the changes in the dependent
variable (DV henceforth) resulting from the independent variable (IV henceforth).
Consequently, the study comprised two equal groups of participants: the experimental group,
whose members were exposed to the Montessori method, and the control group, whose
members were taught with a conventional method. Also, both groups received the same pre-
test and post-test about the target CVC words along with its literacy skills (phonological
awareness, CVC words knowledge, writing and reading).

2.1.3 Population and Sample

The aim of a particular study is to identify which group the research findings can be
applied to and for which group the results can be generalized. In research, this group is
commonly referred to as the population (Kumar, 2011). Grounding on Kumar’s claim,
Preschoolers were chosen as the target population of the current study to investigate the
effectiveness of the Montessori method in teaching and learning early literacy skills for CVC

words. This is based on Dr. Montessori's claim that children under the age of six can easily
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acquire early literacy skills due to the period of development (Montessori, 1912). The study
drew its population from two different settings. The first setting, Polyglossia School,
consisted of 24 preschoolers, who were already divided into two groups; the first group
comprised 7 children aged 3, and the second one comprised 17 children aged 4 and 5. The
second setting, Excellence Academy, comprised 30 preschoolers divided equally into two
groups of mixed ages: 3, 4, and 5 years old.

When the population is identified in accordance with the aim of the study, sampling is
the next procedure to be followed in terms of methodology (Kumar, 2011). The aptness of the
sampling technique is a crucial determinant of the quality of the research (Cohenet al, 2018).
Founded on this, the study opted for the stratified random sampling technique due to the
requirement of having a representative sample in terms of age as the essential criterion
(Kumar, 2011). Furthermore, this sampling technique was used to obtain a sample size of 15
preschoolers for both experimental and control groups from the whole population, which
involved mixing and dividing the population into age-based strata. Then, from each stratum,
the fraction of elements in each stratum and the total number of the population multiplied by
the sample size was chosen. In conformity with the results, 5 elements were chosen randomly
from each stratum to finally comprise a sample of 15 children of different ages (3 to 5 years)
in both experimental and the control groups.

Preschoolers from Polyglossia School were selected to participate in the experimental
group. With the school's preparation efforts to transform into a Montessori school, the
learning environment has been designed to align with Montessori principles, providing child-
sized tables, shelves of materials, a variety of sensory toys, televisions, and an emphasis on
organization and cleanliness; however, the Montessori materials that are specifically designed
to teach early literacy skills related to CVC words were not afforded yet. Meanwhile,

preschoolers from Excellence Academy were placed in the control group. The sample from
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both settings already had English classes, where they were exposed to oral language only.
The teachers there confirmed that children in this age range (3 to 5 years) are not introduced
to writing and reading yet because they are still too young. Thus, a pretest was administered
to both groups to ensure that they have approximately the same knowledge as far as literacy
skills for CVC words are concerned.

As aforementioned, the current study is conducted in different settings to avoid
contamination, and compensatory rivalry, which are threats to validity. Shadish et al (2002),
Torgerson and Torgerson (2008), and Creswell (2012) defined contamination and
compensatory rivalry respectively as: the possibility of communication between the control
and experimental groups that can influence the results of each, and the feeling of resentment
that the control group may develop, which results from them being denied from the
intervention and may influence their behavior (cited in Cohen et al, 2018, p.277).
Considering that, it is a risk to validity to keep the two groups in one single setting, especially
that the sample comprises children.

2.1.4 Description of the Procedures

2.1.4.1 Research Instruments.

2.1.4.1.1 Pre-Test. This study utilized a quasi-experimental design, specifically a
pretest-posttest approach, to compare the development of early literacy skills, namely reading
and writing, among participants before and after implementing the Montessori approach for
early literacy skills related to CVC words (see Chapter One, Section Two). At the outset, a
diagnostic test was administered to pretest the participants in certain aspects of early literacy
skills for the target CVC words (Phonetic awareness, meaning recognition, reading and
writing skills); since a diagnostic test is technically used to assess linguistic knowledge
(Cohen et al, 2018). The pretest comprised four tasks; the instructions for these tasks were

taken from the current, official English textbook approved by the Algerian Ministry of
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Education for 3rd year primary school pupils, as it is designed for learners who are new to
English courses. Furthermore, the pretest was revised by two primary school teachers of
English as well as the supervisor to be validated for the current study.

The first task of the pre-test required the child to read a table of English alphabets,
some of which were missing, and then asked to write down the missing letters in order to
assess his/her phonological knowledge and writing skills for the English alphabet. The child
first was asked, “Do you know alphabets?” If yes, he was required to list them, and then he
was asked “Do you know what sound is made by this letter?”” This way he would be scored
for the phonetic awareness for each letter. Afterward, the child was instructed to write each
missing letter by placing his finger on the first letter and then listing the remaining letters.
Whenever the child noticed a gap, he was instructed to write the letter that was spelled
simultaneously while placing his finger on that gap so that his writing skills would be scored.

The second task of the pre-test consisted of 20 pictures related to 20 CVC words (hat,
man, sad, rat, pen, red, leg, wet, pin, six, lip, zip, cup, gun, gum, bug, hot, box, dog, and lop).
The child was asked to listen to the CVC word spelled by the teacher and identify it by
crossing the box under its corresponding picture; this task was designed to assess the child's
ability to recognize the meaning of the CVC words. As for the third task, to assess reading
skills, the child was instructed to read and match each CVC word to its corresponding
picture; it contained 10 CVVC words with their pictures. Finally, the fourth task aimed to test
writing skills by requiring the child to observe the picture and write the corresponding CVC
word by filling in the gaps in five short sentences (see Appendix A).

2.1.4.1.2 Post-Test. The final procedure to be taken in terms of data collection is the
posttest. One week after the final intervention session, a posttest was administered to both

groups to test whether the IV had an impact on the participant’s performance. Kumar (2011)
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and Cohen et al. (2018) stressed the importance of using identical versions of pretests and
posttests to enable accurate comparisons of scores before and after the intervention.

The posttest of the current study aimed at assessing the participant's knowledge of the
target CVC words, as well as their writing and reading skills. However, the number of the
target CVC words has been reduced to a minimum of ten, during the treatment period; two
words for each vowel due to time constraints. Also, only alphabets that are associated with
the chosen CVC words were integrated in the treatment period and the posttest for the same
reason. As a reminder, the design, the instruction, and the number of tasks remained the same
as the pretest. The posttest was administered to the participants after a period of 8 weeks of
intervention, more precisely one week after the last session of intervention (see Appendix B).

The experiment lasted approximately 8 weeks, although it would have been
preferable to have a shorter timeframe to prevent any potential effects on the participant’s
performance in accordance with Kim and Wilson (2010). The treatment required more than
one month to be appropriately completed.

The number of CVC words has been reduced to a minimum of ten words during the
treatment period for a specific reason. The Montessori three-periods lesson approach suggests
presenting only three items at a time, with each item being taught in three distinct steps, as
mentioned in Chapter One, Section Two. Consequently, if all 20 CVC words along with their
corresponding letters were presented, there wouldn't be enough time to give each word and its
letters the necessary attention and coverage within the assigned treatment period. Also, only
the letters that are associated with the target CVC words were presented during the treatment.
It is crucial to state that the remaining letters were already familiar to the participants through
oral practice; that is, participants were able to recognize all the alphabet letters with their
shapes and names, which they learned from songs and videos, but not their written form nor

their sounds and that was proved by the results of the pretest.
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In this respect, there was a slight modification made to the posttest tasks. The first
task, which aimed to assess the phonetic awareness of the children, was kept the same. Even
though some letters were not introduced in the treatment, they were included in the task to
prevent any confusion. However, only the letters that were presented during the treatment
were left blank in the table, while the others were written. As for the remaining tasks, only
the target CVC words were included. It is important to note that both the pretest and posttest
were allotted a total of 60 minutes to be completed.

At Polyglossia School, one of the researchers implemented the Montessori method to
the experimental group with the guidance of a Montessori-trained assistant. This decision was
based on Dr. Montessori's belief that assigning an assistant with a background in education,
but no prior teaching experience, would be advantageous in testing the efficacy of the
materials (Lillard, 1972).

1.1.4.2 The Treatment. Once the participants were assigned to their groups, the
experimental group (N=15) received 16 instructional sessions of the treatment: two sessions
per week, 120 min each, about phonological awareness of the alphabet sounds as well as the
target CVC words along with their writing and reading skills, using different Montessori
materials for each instruction.

1.1.4.2.1 The Montessori Materials Used in Each Session of the Treatment.

e Sandpaper Letters:

Figure 5 displays the sandpaper letters that were used in the experiment. These letters
were crafted by hand using wooden material and sturdy paper. The shapes of the letters were
traced onto the paper in pink for consonants and blue for vowels, creating a textured surface.
The sandpaper letters were the initial Montessori materials presented to the participants as
they were designed to introduce the shapes and phonic sounds of the letters as the first step

towards writing, according to Montessori's method (Montessori, 1912). It is crucial to
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mention that only sandpaper letters of the letters that are associated with the target CVC
words were used for five sessions, using the three-periods lessons—introduction, recognition
and test—and in each lesson three letters were presented. In order to reinforce the
participant's comprehension, in addition to playing language games such as knock-knock
game, blind game and write-with-the-sand (see Chapter One, Section Two). As for the
instruction, children were asked to trace the letter, imitate its shape and spell its sound
repeatedly.

Figure 5

Sandpaper letters used in the experiment

e The LMA:

As explained in Chapter One, Section Two, the LMA serves as the second step in the
writing process and complements the role of the sandpaper letters. Through the use of the
LMA, children can construct words and structures consisting of only three letters, aligning
with Dr. Montessori's (1949). In Figure 6, the LMA utilized in the experiment is depicted, as
it was the most accessible version that closely resembled the original Montessori LMA
shown in Figure 3 of Chapter One, Section Two. It is important to note that the cursive font
used in the original Montessori LMA was not available; therefore, the most similar font was

utilized instead.
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Figure 6

LMA used in the experiment

e The Pink Object Box:

In the experiment, a pink object box (Figure 7) was used, containing ten objects, with
each pair of objects representing two CVC words for one vowel. The box also included visual
cues in the form of pictures of the same objects, with their corresponding word tags. This step
was introduced as the first stage towards reading, after ensuring that the children were
proficient in using the LMA and could easily construct three-letter words. Initially, the
children were required to match each object with its corresponding picture, to ensure their
understanding of the target CVC. Next, they attempted to read the word tags and match them
with the appropriate picture and object. This helped to reinforce their phonological awareness
of the target sound for each letter presented. The purpose of this exercise was to evaluate the

effectiveness of the sandpaper letters and the LMA in improving reading skills.
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Figure 7

The pink object box used in the experiment

e The White Board:

The white board was used during in the experiment based on the observed interest of
children to perform what they have learned from the sandpaper letters and the LMA. At the
end of each session, children were allowed to go freely in an organized way to the board and
write the word dictated to them with the desired color. In addition, a small lined white board
was used to guide the children in writing on the line with the LMA.

It is important to note that due to time constraints, other activities from the pink series
were not included in the treatment. These activities include attached and detached sentences,
pink word lists, and the storybook.

1.1.4.2.2 The Period of the Treatment and the lesson plans. The participants who
were placed in the experimental group went through an 8-week treatment comprising 15

sessions, where they were exposed to the Montessori method. Three lesson plans were
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designed for the treatment based on Montessori's approach to early literacy development
(1912), which progresses in a gradual manner from phonetic system awareness of the target
15 letters to writing, and finally reading the target ten CVC words. To achieve this
progression, specific materials were used at each phase, as described in the second section of
the first chapter.

e Description of the First Lesson Plan:

During the initial five sessions of the treatment, the focus was on the first lesson plan,
which involved creating phonetic awareness among the children. The target letters, along
with their sounds, were introduced to the children in these sessions, considering that they
were already familiar with the letter names. The sandpaper letters were used to achieve this
goal, where the children were instructed to trace the shape of the letter on the sandpaper
while looking at it, and repeatedly spell its sound until they could remember it. This lesson
was presented through the three-periods lesson, and only three-letter sounds were presented
per session as well as language games that were played as practice for the third phase of the
three-periods lesson.

e Description of the Second Lesson Plan:

In the second lesson plan, the introduction of the LMA and the pink object box was
divided into five sessions. The focus was on teaching the children the names of the objects
that corresponded to the target CVVC words in the pink box. Ten objects (hat, man, pen, leg,
gun, gum, zip, pin, box, and hot, which was represented by a real hot cup of coffee), each
representing a CVVC word, were introduced to the children at a rate of two per session. The
children were asked to touch each object and repeat its name. Then, the CVC words were
dictated to the children, and they were instructed to use the letters of the LMA to construct
the word. For example, the CVC words "zip" and "pin" were introduced using a real zip and a

real pin from the object box (as shown in Figure 7). Once the children were familiar with the
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names of the objects, they were guided by the teacher to select the corresponding letters from
the LMA to build the word as a further improvement to what they have learnt with the
sandpaper letters.

e Description of the Third Lesson Plan:

The third lesson plan focused on developing reading skills in participants who had
already mastered phonetic awareness and letter writing related to the target C\VVC words.
According to what Dr. Montessori (1965) claimed and Tahzeem (2015) proved, once children
have developed these skills, they are able to read automatically. As discussed in the second
section of the first chapter, the pink object box is designed to help children develop reading
skills using objects, pictures, and tag words. The participants were instructed to select a
specific object identified by the teacher, and then attempt to read the tag words to identify the
correct one for the identified word. Afterward, the participants were instructed to match each
object with its picture and tag word. To further enhance reading skills, they were also
instructed to read the CVC words that were written on the board.

1.1.4.2.3 The Control Group. In order to evaluate the impact of the Montessori
Method on the development of literacy skills related to CVC words, this study was conducted
using a control group. The control group consisted of 15 participants who were taught the
same target CVVC words along with their literacy skills traditionally. The traditional method
refers to the one implemented in schools for the teaching of English, where reading is
introduced before writing, in addition to the necessity of being guided by the conventional
textbook.

The lesson plans to teach and learn the target structures for the control group were
designed based on the ministerial English textbook of 3 grades of primary school as it is
designed for pupils who are new to the learning of English. The instruction required the child

to look, listen and spell. First, he/she had to look at the CVC word introduced by the teacher
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along with its picture and written form on the whiteboard. Second, the teacher had to name
the CVC word loudly and clearly; meanwhile, the child was required to listen carefully and
repeat. Third, the child was required to spell the written form of the CVC word that is written
by the teacher on the whiteboard, by separating its letters and introducing its sounds. After
being able to recognize the letters by their sounds and have the ability to read them, the child
is provided with worksheets to attempt writing each CVC word along with its letters.

The control group received 15 sessions: two sessions of 120 minutes per week. The
only difference between the control group and the experimental group was the additional
treatment received by the latter, which is the Montessori method. By comparing the test
results of both groups, the study could accurately assess the effect of the Montessori Method
on literacy skill development related to CVVC words.

1.1.4.2.4 The Target CVC Words and Letters. The purpose of this study was to
investigate the effectiveness of the Montessori method in teaching early literacy skills,
specifically in regards to CVC words. The experiment utilized a set of 20 CVC words, with
four words for each vowel sound. However, due to limited time, the number of words was
reduced to a minimum of two words per vowel, resulting in a final set of ten words: hat, man,
box, hot, pin, zip, leg, pen, gum, and gun. These words were selected based on two criteria:
first, they were not familiar to all participants (based on the pretest); second, objects
associated with these words were readily available for use in the study.

1.1.4.3 Scoring.

1.1.4.3.1 Scoring of the Pretest. As previously stated, the pretest consisted of four
tasks, each scored on 5 points. The first task required participants to fill in 15 missing letters
in a given table. Scores for this task were based on both oral knowledge of the alphabet (0.2
points for each letter, totaling up to 2.5 points) and accurate writing of the missing letters (0.2

points for each letter, also totaling up to 2.5 points). The second task, worth 5 points,
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involved identifying 20 CVC words, with 0.25 points for each correct answer. The third task,
also worth 5 points, required participants to read and match 10 CVC words with their
corresponding pictures, with 0.5 points for each correct match. The fourth task, worth 5
points, involved writing five CVC words. Each correctly spelled word was worth 1 point

1.1.4.3.2 Scoring of the Posttest. As a result of reducing the number of CVC words
used in the study, it was not appropriate to maintain the same scoring scale for the posttest as
was used in the pretest. Changes to the scoring system were necessary to ensure that scores
accurately reflected participants' performance on the reduced set of CVC words. The scoring
of the first task remained the same as in the pretest, but it changed for the remaining tasks.
For the second task, participants were presented with a reduced set of 10 CVC words, with
0.5 points for correctly identifying each word. The third task remained the same as in the
pretest, with participants required to read and match 10 CVVC words with their corresponding
pictures. Each correct match was worth 0.5 points. In the fourth task, participants were
presented with 10 sentences containing gaps for each of the 10 target CVC words. For each
correctly filled gap, participants received 0.5 points, resulting in a maximum possible score of
5 points for the task.
2.2 Section Two: Data Analyses and Interpretation

This section presents the statistical analysis of both the pretest and the posttest in
terms of investigating the extent to which does the Montessori method affect teaching and
learning early literacy skills for CVC words. The Statistics Package for the Social Sciences
(SPSS) and Excel were used to get statistics and tables.
2.2.1 Analysis of Pretest and Posttest for both Control and Experimental Groups

After the final step of the procedure, the data collected from both the pretest and
posttest were subjected to statistical analysis using the SPSS.22 software. The purpose of this

analysis was to compare the outcomes of both groups and determine the extent to which the
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Montessori method affected the teaching and learning of early literacy skills for CVC words,
answering the study’s main question: To what extent does the implementation of the
Montessori method affect teaching and learning CVC words to preschoolers?” along with the
secondary ones. Both independent and paired t-tests were used to measure the differences in
the total average score between the pre-test and the post-test of both groups, in addition to
evaluating the significance of the IV (the Montessori method); comparing the obtained t-
value with the required t-value and the p-value obtained with the p-value required (p=0.05).
Findings can’t be significant until obtaining a p-value equal to or less than 0.05, and the t-
obtained is greater than the t-required and vice versa (Cohen et al, 2018).

2.2.1.1 Experimental Group: Pretest vs Posttest

Table 1 and Table 2 display, respectively, the paired sample statistics of the
experimental group as well as the results of a paired sample test used to evaluate the
differences caused by the 1V, i.e., the Montessori method, in the overall average scores
between the pre-test and post-test measurements of the experimental group. As far as the
mean is concerned, Table 1 shows that the mean of the posttest reached 15.23 at a standard
deviation of 4.007, whereas the mean of the pretest was 4.27 at a standard deviation of 1.857.
Consequently, there is a considerable difference between means of the pretest and posttest of
10.95 in favor of the posttest, as shown in Table 2. Furthermore, Table 2 indicates that the p-
value (labeled sig.(2-tailed)) relatively falls short than 0.05 (0.001<0.05), and the obtained t-
value 13.9 is significantly higher than the required t-value 2.145 at a significance level of
0.05. By taking into account all the aforementioned values and considering the significant
differences observed among the participants in the experimental group, it can be said that the

Montessori method proved to be highly effective.
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Table 1

Paired Sample Statistics of Experimental Group

Mean N Std. Deviation Std. Error Mean
Pair 1 | Posttest Experimental 15.2267 15 4.00668 1.03452
Group
Pretest Experimental | /3 15 1.85683 47943
Group

Table 2

Paired Sample Test of Experimental Group

Paired Differences
95% Confidence
Std. Interval of the
Std. Error Difference Sig. (2-
Mean | Deviation | Mean | Lower | Upper t df | tailed)
Pair Posttest
1 Experimental
10.953 9.2583 13.86
Group - Pretest 33 3.06078 | .79029 3 12.64834 0 14 .000
Experimental
Group

Note. Required t-value at (14) df at (0.05) significance level=2.145.
Required t-value at (14) df at (0.01) significance level=2.977.

In addition to statistical significance, Fritz et al. (2012) stressed the importance of
calculating the effect size of the (IV), claiming that, while a lower p-value indicates whether
the intervention has had an effect or not, the effect size reveals the extent of that effect.
Consequently, an accurate interpretation of the results will become possible. Grounding on
the previous data, the effect size of the extent to which the Montessori method is effective
was computed manually using Eta-squared (n?) as shown in the following formula (Cohen et
al, 2018):

12 = t2/(t2+df). The results are displayed in Table 3.
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Table 3

The Effect Size of the Montessori Method in the Pre- and Post-test of the Experimental

Group.
Test df t 12 Effect Size
Total 14 13.86 0.932 Large

Based on the analysis presented in Table 4, which serves as a reference for
determining the level of effect size (n?), as recommended by Cohen (1988) and discussed in
Cohen et al (2018), it is evident that the Montessori method caused a large effect size of 90%
in relation to the development of early literacy skills in preschoolers. This indicates that the
observed effect is statistically significant.

Table 4

Cohen's (1988) Reference to Determine the Level of the Effect Size

Test Effect Size Criterion
Small Medium Large
1? 0.01 0.06 0.14

2.2.1.2 Control Group: Pretest Vs Posttest

The control group's scores in both pretest and posttests were also subjected to
statistical analysis using the paired sample t-test. This was done to compare the control
group's performance with that of the experimental group. The control group received
traditional instruction without any intervention from the experimental method. Means and

standard deviations of the latter group were also computed as shown in Table 5.
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Paired Samples Statistics for pair 2
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Mean N Std. Deviation Std. Error Mean
Pair 1 Posttest trol
airl  Posttest Contro 6.0800 15 3.80356 98208
Group
Pretest Control
4.4100 15 2.01390 51999
Group

The control group's mean score in the pretest was 4.41, with a standard deviation of

2.01 whereas in the posttest, the mean score improved to 6.08 with a standard deviation of

3.80. The difference between the means, as shown in Table 6, is 1.67. These results suggest

an improvement in the performance of participants in the control group.

Table 6

Paired Sample Test of the Control Group

Paired Differences Sig.

95% Confidence Interval (2-

Std. Std. Error of the Difference taile

Mean Deviation Mean Lower Upper t df | d)
Pair 1  Posttest
Control
Group -

1.67000 2.06266 53258 52774 2.81226 |3.136| 14 | .007
Pretest
Control
Group

Note. Required t-value at (14) df at (0.05) significance level= 2.145.

Required t-value at (14) df at (0.01) significance level=2.977.

Table 6 provides further detailed information regarding the significance. It indicates

that the p-value (labelled Sig.(2-tailed)) reached 0.07, which exceeds the critical value of

significance required p<0.05. As for the t-value, the table shows the result 3.136 for a

significance level of 0.07, whereas the required t-value is 2.145, for a significance level of
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0.05. It means that the obtained t-value is noticeably larger than the required one. Given that
the t-value 3.136 is larger than the required one 2.145, and the p-value exceeds the required
level of significance, it can be inferred that, indeed, the control group showed a slight level of
improvement in comparison with that of the experimental group; however, this improvement
was not significant.

In order to strengthen the aforementioned conclusion, it was necessary to calculate the
effect size to determine the extent of effectiveness of the traditional method in teaching and
learning early literacy skills for CVC words. This was achieved by applying the same
formula (n?) used for calculating the effect size of the experimental groups (Table 7).

Table 7

The Effect Size of the Traditional Method in the Pre- and Post-test of the Control Group.

Test Df T 1?2 Effect Size

Total 14 3.14 0.413 Large

According to the outcomes shown in table 7, and by referring back to table 4, it could
be said that the traditional method had a significant influence on the improvement of early
literacy skills for CVC words for the control group with an approximate percentage of 40%.

Based on a thorough analysis of the differences in average scores between the pre-
test and post-test for both the experimental and control groups, it is evident that there were
significant differences favoring the experimental group. The results indicate that the
application of the Montessori method yielded higher gains compared to the traditional
method in teaching and learning early literacy skills of CVC words for preschoolers. The
effect size of the Montessori method is 0.932, as considered by Cohen (1988), was massive.
In contrast, the effect size of the traditional method 0.413 was comparatively smaller.
Consequently, it can be concluded that the Montessori method is more effective than the

traditional method in investigating the method in question. Furthermore, in response to the
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main research question with the first secondary question, it can be stated that the use of the
Montessori method is effective to a higher extent compared to the traditional one.
2.2.1.3 The Pretest: Experimental Vs Control Group

In order to assess the knowledge of the participants in the control and experimental
groups regarding the four language aspects under investigation (phonological awareness,
CVC knowledge, reading skills, and writing skills), a pretest was conducted. The scores of
both groups in the four tasks of the pretest, as well as their total scores, are presented in Table
8 and Table 9.
Table 8

Results of the Pretest for Experimental Group

Student Age Experimental Group
Identity Phonological | CVC Words Reading Writing skills | Total
Awareness Knowledge Skills

1 3y 2.5 0.5 0 0 3
2 3y 2.5 2 0 0 2.5
3 3y 5 2 0 0 7
4 3y 2.5 0 0 0 2.5
5 3y 2.5 1 0 0 3.5
6 4y 2.5 1 0 0 3.5
7 4y 3.3 1 0 0 3.3
8 4y 0.8 2 0 0 2.8
9 4y 25 0.5 0 0 7.5
10 4y 0 1.5 0 0 1.5
11 Sy 2.5 0.5 0 0 3
12 Sy 5 2 0 0 7
13 Sy 5 2 0 0 7
14 Sy 3 2.5 0 0 5.5
15 Sy 5 15 0 0 6.5




Table 9

Results of the Pretest for Control Group

Student | Age Control Group
Identity Phonological | CVC Words | Reading Writing Total
Awareness Knowledge Skills Skills

1 3y 2 0.7 0 0 2.7
2 3y 3.25 1.9 0 0 5.15
3 3y 2.75 2.4 0 0 5.15
4 3y 2.75 0.6 0 0 3.35
5 3y 0 0 0 0 0
6 4y 4.25 1.9 0 0 6.15
7 4y 3 0.3 0 0 3.3
8 4y 5 1 0 0 6
9 4y 2 0.8 0 0 2.8
10 4y 5 2.3 0 0 7.3
11 Sy 5 3 0 0 8
12 Sy 1.75 2.5 0 0 4.25
13 Sy 0.1 24 0 0 3.4
14 Sy 3 1.8 0 0 4.8
15 Sy 2 1.8 0 0 3.8

Based on the data presented in Tables 8 and 9, it can be inferred that a significant
proportion of participants from both groups demonstrated a certain level of phonological
awareness, encompassing alphabet names and sounds. However, it is important to highlight
that only four participants exhibited complete awareness encompassing all aspects of

alphabets, including their names and sounds. In terms of knowledge of CVVC words, most
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participants showed familiarity with common ones such as “cat,” "dog," "six," and "red" due
to their exposure to oral English. As for writing and reading skills, the tables indicate that
none of the participants had prior knowledge in these areas. Consequently, all participants
scored zero in the third and fourth tasks, which evaluated their abilities in reading and
writing.

Prior to delving into the experiment, it was crucial to ascertain that the participants
possessed a similar level of knowledge concerning the early literacy aspects being
considered. To achieve this, an independent sample t-test was employed to conduct
comparisons between groups and to identify if the outcomes are homogeneous or if there are
any notable differences as far as the pretest is concerned

Table 10 presents the statistical description for both groups data derived from the
independent sample t-test, encompassing both the experimental and control groups. To verify
if there is any difference between groups, it is essential to investigate the difference between
their means (Cohen et al, 2018). Accordingly, the control group’s mean is 4.410 with a
standard deviation of 2.014 indicating no considerable variance in the scores i.e., the scores
are consistent. Similarly, the mean of the experimental group’s pre-test is 4.273 with a
standard deviation of 1.857 reflecting no considerable variance in the scores i.e., the scores
are consistent. Thus, there is a slight difference between the two groups means, which equals
0.137, in favor of the control group (as shown in Table 10).

Table 10

Statistical Description for both Experimental and Control Groups in Terms of the Pretest

Group N Mean |Std. Deviation| Std. Error Mean
Pretest control group 15 4.4100 2.01390 51999
Mark i
experimental 15 42733 | 1.85683 47943
group
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The independent sample t-test was used to analyze the pretest scores of both groups,
and the results are presented in Table 11 for more detailed analysis. To assess the significance
between groups, the obtained t-value is reported as 0.193, with a significance level p=0.898.
In comparison, the required t-value for a significance level of p=0.05 and a degree of freedom
df=28 is 2.048. Therefore, a comparison of these values is needed to determine the
significance between the two groups. It is evident that the required t-value 2.048 is greater
than the obtained t-value 0.193. Similarly, the significance level obtained from the table
0.898 is higher than the required significance level 0.05. As a result, it could be said that the
difference between the two groups is not statistically significant and a conclusion could be
that the sample is homogeneous.

Table 11

Independent Sample T-Test Scores for both Groups in terms of the Pretest

Levene's Test
for Equality
of Variances t-test for Equality of Means
Std. 95% Confidence
Mean | Error Interval of the
Sig. (2- | Differe | Differen Difference
F Sig. T Df tailed) nce ce Lower Upper
Pretest Equal variances
Mark assumed .017| .898 |[.193| 28 .848 | .13667 | .70728 | -1.31212 | 1.58546
Equal variances
not assumed 193 [ 27.817 | .848 | .13667 | .70728 [ -1.31255| 1.58588

2.2.1.4 Posttest: Experimental Vs Control Group

After confirming that all participants in the current study are homogeneous and
possess similar levels of knowledge regarding the aspects of literacy skills being investigated,
the experimental group was exposed to the intervention of the IV (the Montessori method).

Following this intervention, a posttest was conducted for both groups to compare the
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experimental participants before and after the intervention. The scores of the posttest for both
groups are displayed in Tables 12 and 13.
Table 12

The Posttest Scores of the Experimental Group

Student | Age Experimental Group
Identity Phonological | CVC Words | Reading Writing Total
Awareness Knowledge Skills Skills

1 3y 05 05 05 3.5 18.5
2 3y 05 05 05 03 18
3 3y 05 05 4.5 04 18.5
4 3y 4.5 3.5 03 02 13
5 3y 3.5 04 2.5 2.5 12.5
6 4y 3.4 04 04 03 14.4
7 4y 4.9 05 05 2.5 17.4
8 4y 35 02 15 01 08
9 4y 4.7 03 03 1.5 12.2
10 4y 3 03 25 0.5 09
11 oy 3.4 02 03 2.5 10.9
12 oy 05 05 05 04 19
13 Sy 05 05 3.5 4.5 18
14 Sy 05 4.5 4.5 05 19
15 Sy 05 05 05 05 20




Tablel3

The Posttest Scores of the Control Group
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Student | Age Control Group
Identity Phonological | CVC Word Reading Writing Total
awareness Knowledge Skills Skills

1 3y 2.5 1 00 00 3.5
2 3y 3.5 2 0.5 00 6
3 3y 2.95 2.5 00 00 5.45
4 3y 2.75 0.5 00 00 3.25
5 3y 00 00 00 00 00
6 4y 45 2 15 00 7
7 4y 35 0.5 00 00 4
8 4y 5 1 3 1 10
9 4y 2 1.5 00 00 35
10 | 4y 5 35 35 2 14
11 Sy 5 4 2.5 1.5 13
12 | sy 2 2.5 1 00 5.5
13 Sy 0.4 2.5 00 00 2.9
14 Sy 3.5 3 1 00 7.5
15 Sy 2.6 2.5 1 00 5.6

The scores presented in Tables 12 and 13 are associated with the experimental group

and the control group, respectively. The results indicate a notable difference between the two

groups, with the experimental group showing better performance. Table 12 clearly

demonstrates that the majority of experimental participants scored above the average, with
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only two participants falling below it. Notably, the experimental group exhibited significant
improvement in all aspects related to CVVC words, particularly in reading and writing,
compared to the pretest where all scores showed improvement from zero. In contrast, Table
13 reveals that the control group's scores improved only slightly compared to the pretest, with
only three participants scoring above the average. Moreover, there is no remarkable
improvement concerning reading and writing for all participants.

To explore the significance of the posttest scores between both groups in revealing the
effect of the IV, again an independent sample t-test was calculated, providing two statistical
tables as shown in Tables 14 and 15. The first represents a statistical description of both
group scores in terms of the posttest. It reveals that the control group’s mean is 6.080, with a
standard deviation equal to 3.803, showing no considerable variance in the scores. The mean
of the experimental group’s posttest is 15.233, with a standard deviation of 4.005, revealing
consistency in the scores. Accordingly, there is a considerable difference between means of
the two groups that equals (9.153), as shown in Table 14. Therefore, the experimental group’s
early literacy skills for CVC words developed, and it is obvious that the control group has
made a slight progress, but it was the experimental group that displayed better results.

Table 14

Group Statistics of Experimental and Control Group in Terms of the Posttest

Group N Mean Std. Deviation | Std. Error Mean
Posttest Control Group 15 6.0800 3.80356 .98208
Experimental
Mark P 15|  15.2333 4.00529 1.03416
Group




Table 15

Independent Sample T-Test for Posttest Scores of Both Groups
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Levene's
Test for
Equqllty of t-test for Equality of Means
Variances
Sig. Std. 95% Confidence
(2_ Mean Error Interval of the
_ tailed | Differ- | Differ- Difference
F |Sig.| t Df ) ence ence Lower Upper
Posttest Equal variances | 913|347 6.418 28| .000| 9.15333| 1.42617| 6.23195| 12.07471
Mark assumed
Equal variances 6.418| 27.926| .000| 9.15333| 1.42617| 6.23160| 12.07506
not assumed

Additionally, further information regarding the significance of these differences can

be found in Table 15. This table provides a more comprehensive breakdown of the details of

the statistical differences between groups. Referring back to the table, the obtained t-value is

6.42 with a significance level p=0.35; whereas the required t-value with a significance level

p=0.05 and a degree of freedom df=28 is 2.048. Accordingly, the required t-value with

p=0.05 is relatively less than the obtained t-value, with p=0.35; i.e., 2.048<6.42. Thus, the

difference between groups is highly significant, in favor of the experimental group. A

conclusion could be driven that the Montessori method is highly effective in learning and

teaching early literacy skills for CVC word, compared to the traditional method.

2.2.1.5 Between-Subjects Effect of Age in the Experimental Group

The above-mentioned statistics provided results concerning the extent of the

effectiveness of the IV on the experimental group as whole. However, a question is raised

about whether the teaching of writing and reading of CVVC words based on the pink series is

effective for participants across all age groups. To answer it, the posttest outcomes were

analyzed using ANOVA Two-way test to measure the partial effect size of the IV between

the experimental participants in terms of age, i.e., this statistical test allows the identification
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of difference in posttest performance by age group, (Cohen and Halliday,1996, as cited in
Cohen et al (2018). In Table 16, descriptive statistics present the mean values of the
experimental and control group participants categorized by age. The results reveal that the
highest mean value, 16.10, is observed among participants who are 3 years old, with a
standard deviation of 2.77. On the other hand, participants who are 4 and 5 years old exhibit
almost equal means of 15.40 and 15.38, respectively, with a slight difference of 0.02 and with
standard deviation of 2.70 and 5.52 in the experimental group.

The control-group displayed varied mean scores across all age groups, but the scores
were considerably lower compared to the experimental group. In fact, most of the posttest
scores fell below the average. In the control group, the highest mean score (7.70) was
observed in the 4-year-old participants, followed by the 5-year-olds with a mean of 6.90. The
lowest mean score was found in the 3-year-old group 3.64. Accordingly, there is a variance.
Table 16

Descriptive statistics of Two-Way Analyses of Experimental Posttest Scores

Age Group Mean Std. Deviation N

3years| Experimental 16.1000 2 77038 5
Group

Control Group 3.6400 2.35940 5

Total 9.5200 6.65592 10

4 years| Experimental 15.4000 2 70000 5
Group

Control Group 7.7000 4.38178 5

Total 11.9000 5.60119 10

5years| Experimental 15.3800 5 52467 5

Group ' ]

Control Group 6.9000 3.78220 5

Total 11.1400 6.31650 10

Total | Experimental 15.6267 3.62165 15
Group

Control Group 6.0800 3.80356 15

Total 10.8533 6.07343 30




Table 17

Tests of Between-Subjects Effects
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Type 111 Sum of Partial Eta
Source Squares Df Mean Square F Sig. Squared
Corrected Model 746.515% 5 149.303 11.625 | .000 .708
Intercept 3404.805 1 3404.805 265.107 | .000 917
Age 33.185 2 16.592 1.292 293 .097
Group 627.461 1 627.461 48.856 | .000 671
Age * Group 85.869 2 42.934 3.343 .052 218
Error 308.235 24 12.843
Total 4459.555 30
Corrected Total 1054.750 29

Note: Dependent variable: posttest score of experimental group

Partial Eta squared computed using p=0.05.

Taking into account the division of participants in the experimental group into three

age groups (3 years, 4 years, and 5 years), Table 17 reveals a significant interaction between

the age groups and the posttest scores F=3.343 at a significance level of p=0.05. According

to Cohen et al (2018), this indicates a statistically significant main effect of the independent

variable in terms of age. The partial effect size, 1.=0.2, indicates a large effect size of the

Montessori method on all age groups under consideration. This finding provides a conclusive

answer to the second secondary research question. The results are illustrated in the graph

bellow for better Understanding.

Figure 8 represents a graph that depicts the variability in the average scores after the

experiment for both groups categorized by age. The blue line represents the mean scores of

the experimental group at different ages. As shown in the graph, the mean scores of all age

groups from 3 to 5 in the experimental group are clustered around a similar value of 15. In

contrast, the control group, indicated by the green line, displays a range of mean scores at




each age group. The mean score of participants aged 3 is 5, while the mean scores for the

other age ranges clustered around 6 and 7, below the overall average of 10.

Figure 8

Estimated marginal means of both groups in terms of age
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2.3 Section Three: Discussion and Results Interpretation

2.3.1 Summary and Interpretation of the Results

Group

— Experimental Group
— Control Group

2.3.1.1 Summary of the results. The present study utilized various inferential
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statistical tests, including independent and paired t-tests, ANOVA Two Way, and effect size

measurements. These tests were employed to analyze the results obtained from the pretest

and posttest and assess the differences between and within groups; plus, examining the age-

related effects within the experimental group. Within groups analyses revealed a high

improvement in the experimental participant’s performance between both tests. This

improvement is noticeable from the significant difference between means 10.95 which is

considered as a sign of the effectiveness of the Montessori method on teaching and learning
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writing and reading of CVVC words. To strengthen this finding, Eta Squared was calculated to
assess the effect size of the V. The results indicated a large effect of the 1V, with a value of
0.9 for preschoolers, i.e. 90%. This means that the Montessori method had a significant to a
high extent on teaching and learning reading and writing CVCs. In contrast, the control group
using the traditional method showed only a slight improvement in participant performance,
with a mean difference of 1.67 and an effect size of 0.4, i.e. 40%. This indicates that the
traditional method was less effective compared to the Montessori method in influencing the
DV. As a result, the primary and the first secondary research questions have been
successfully addressed.

To determine the impact of the IV on each age group (3, 4, and 5 years), an ANOVA
Two-Way test was conducted to investigate the effect size of the IV within subjects. This
analysis aimed to address the second secondary research question. Concerning the
experimental group, the findings revealed that the means of the three age groups were quite
similar, with slight differences favoring the 3-year-old age group. The effect size of the IV on
each age group was large; thus, the experimental-group participants exhibited nearly the same

level in terms of reading and writing CVVC words.

In the control group, there was a significant variation in mean scores among the
different age groups. The highest mean score was observed in the 5 years’ group, followed by
the group of 4 years. Conversely, the 3-year-olds’ group had the lowest mean score. This
indicates that the traditional method had low distinct effects on participants in each age
group, compared with the Montessori method. As for between-groups analyses, the outcomes
of the pretest of both groups were analyzed statistically using an independent sample t-test,
and the analyses showed that all participants nearly had the same knowledge concerning the
phonological awareness and the CVVCs knowledge, whereas they showed no scores in reading

and writing. There was a slight difference in means of 0.137, where the experimental group’s
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mean was 4.273 and the control group’s mean was 4.410. Thus, it was statically proved that
both groups possessed nearly the same level of knowledge; that is, the sample is
homogeneous to be exposed to the IV (Cohen et al, 2018). However, it is crucial to mention
that the zero-marked scores by both groups’ participants in the reading and writing tasks in
the pretest had relatively affected the correlation between groups, where it was reduced from
93% to 68% (Appendix G), which is still considered by Cole et al (2011) as a good rate and

does not affect the validity of the study.

2.3.1.2 Interpretation of the Results. The initial results of the current experiment
indicated that the Montessori method had highly and positively affected the performance of
participants in the experimental group in terms of learning to write and read CVVC words. The
posttest results demonstrate a remarkable improvement among the participants in all areas
examined, particularly in reading and writing. It is noteworthy that during the pretest, none of
the participants achieved any scores in these specific areas. This improvement can possibly
be due to the simple structure of the CVC word, in addition to the usefulness of the
Montessori sensorial materials. Exceptionally, two participants showed only a slight
improvement, which did not exceed the average. This can be attributed to their absence
during the treatment sessions, which may have affected their progress.

As previously mentioned, the effectiveness of the Montessori method in facilitating
reading and writing skills can be attributed to the utilization of sensorial materials, which are
the Sandpaper Letters, LMA, and Pink Object Box, as initially suggested by Dr. Montessori
(1914). Throughout the treatment sessions, all participants in the experimental group
displayed a keen interest in learning with the used materials and exhibited curiosity in
exploring them. Notably, when the first instruction involved tracing the letters on the
sandpaper to learn sounds and be prepared to writing, it was observed that participants

maintained their focus on the letter while simultaneously repeating the associated sound.
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Consistent with Chitwood's findings (1973), it can be inferred that the participants in the
study were effectively memorizing the visual shape of letters and establishing connections
between these shapes and their corresponding sounds through tactile muscular engagement.
This active involvement facilitated a comprehensive mastery of letter sounds, as evidenced
by the outcomes of the posttest.

The element of time played a crucial role in the experiment, as it was essential for all
participants to repeat each instruction multiple times until they achieved mastery based on the
three-periods lesson (see Chapter One, Section Two). This observation aligns with the
findings of Soltani (2021) and Gormi (2022), which highlighted that Montessori didactic
materials effectively stimulate a child's interest in learning. However, it is worth noting that
these materials often necessitate an extended period of time to yield the desired results. Thus,
the first hypothesis of this study, which states that learning CVVC words with literacy skills,
writing and reading, using Montessori sensorial materials would definitely enhance the
child’s interest in learning, can be accepted.

Presenting the target CVCs alongside their corresponding objects using the pink
object box proved to be an enjoyable and effective method for helping children remember the
object names. For example, when a child encountered a zip, he/she touched it, opened and
closed it, and some even made connections by saying, "Look, | have a zip on my coat too!".
Similarly, when children held the pin, they carefully touched it to explore its parts while
repeating its name. Consequently, when the pink pictures were later shown to them, they
could readily identify the CVC associated with the presented image without much
deliberation, thanks to the prior tactile recognition of the related object. This claim is
supported with Chitwood’s findings in 1973, where he found that by incorporating tactile and

visual experiences into educational practices, the learners would likely encounter funny



85

learning process; in addition, their memory would be reinforced with discovering different
textures with his tactile sense.

The same process happened for all the 9 objects except for the word “hot” because,
according to Dr. Montessori, this kind of abstract words must be represented through real
actions (Wolf, 2009). To know the meaning of the word hot, children were asked to touch the
heater saying “Ouch! It is hot”; this hands-on experience was intended to create a connection
between the word and the sensation, ensuring that the concept remained memorable to them
(Montessori, 1949; Chitwood (1973). As a result, the children attained a high level of
proficiency in understanding CVC words, as proved by their performance in the posttest.

It was deemed appropriate to introduce the LMA to facilitate the children's progress in
writing. Given their solid understanding of letter sounds and their associations with the target
CVC words, the children were considered ready to engage in writing, following the principles
outlined by Montessori (1912). Over the five lessons dedicated to the LMA, the children were
guided through the process of building words by selecting the corresponding letters. The
LMA was placed in the center of a circle, with all the children seated on the floor, allowing
everyone to observe the activity. To familiarize them with the process, a question was posed:
"What do you hear first when | say 'hat'?", and the children responded with "ha". Here, it was
crucial to raise their awareness that the sounds /a/ and /h/ are separated. This observation was
essential in reinforcing the understanding that sounds can be represented by individual letters.
Consequently, the children internalized this concept and, when they were asked again, they
made conscious efforts to distinguish sounds from letters. This procedure was based on Dr.
Montessori’s principle: the teacher's role should involve minimal intervention, except in
cases of significant mistakes; the teacher should avoid making the child feel as though he/she
has made a mistake or misunderstood something. Instead, the teacher should incorporate this

mistake into the lesson, ensuring that all children become aware of it (Gutek, 2004).
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The selection of the words "gum™ and "gun” was deliberate, in accordance with
Montessori's assertion that children, when using the LMA, begin to explore the various words
that can be formed by replacing a single letter while keeping the other two letters intact
(Wolf, 2009). This phenomenon was observed with accuracy during the experiment, as the
children actively engaged in discovering alternative words by manipulating the letters within
the CVC structure. When they were asked to write gum after writing gun, they removed only
the /n/, replacing it by /m/. After the 5 sessions, children were able to write with the LMA
and even engaged to write on the board (Figures 8 and 9). That could be due to the fact that
children had memorized the shapes of letters by their sensation; whenever the sound is
spelled, they could directly detect its shape in their minds. The effectiveness of Montessori’s
approach to writing was displayed in the posttest results, where all participants developed
from scratch.

Figure 9

A child’s attempt with the LMA

Figure 10

A child’s attempt to write on the board
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Once the writing phase was completed using the Sandpaper Letters and the LMA, the
focus shifted to reading the target CVC words using the word tags in the pink object box. The
children were tasked with reading each word tag and connecting it to its corresponding
object, thereby demonstrating their understanding of the target CVCs. Surprisingly, the
children exhibited remarkable fluency in reading, almost as if they were already familiar with
the process. They could effortlessly spell out the words and, without much difficulty, identify
the word and associate it correctly with its corresponding object (as depicted in Figure 10).
This supports the finding of Tahzeem (2015) as he pointed out that implementing writing
exercises before reading instruction can be a beneficial approach. By engaging children in the
process of segmenting words and understanding their individual units in order to write them,
reading skills naturally emerge. Their knowledge of reading skills was ensured by their
results in the posttest.

The Montessori language games hold significant importance in creating a joyful and
engaging learning environment for children that affected positively the participant’s
performance. Games like Knock Knock and blind eyes were incorporated into the experiment
knock. It was observed that these language games sparked a heightened interest in children,
fueling their love for learning. For example, in blind eyes games, children would touch
sandpaper letters to identify them based on their shapes, reinforcing their letter recognition
skills. The positive experiences and successes in these games motivated children to actively
participate and seek more opportunities to play and learn. Lestari's (2020) findings align with
this notion, highlighting the transformative impact of Montessori language games on
children’s perception of literacy and their overall learning journey.

The present study's findings and interpretations align with previous research
conducted by Sulazar (2013), Lnenickova (2015), Ahajani (2020), and Buldur and Gokkus

(2021), which affirm the effectiveness of the Montessori method in facilitating early literacy
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development, particularly in the English language. The method demonstrates consistent
positive impact across various age groups, as previously highlighted by Fero (1997), who
adds that Montessori classrooms prioritize individualized learning experiences designed to
the specific needs of each learner, resulting in comprehensive competence across all subjects.
This inclusive approach recognizes and addresses the unique consideration of every student
in the classroom. Nevertheless, despite the positive outcomes observed in the posttest, it is
clearly revealed that not all children attained the same level of proficiency in literacy skills.
While all participants actively participated in and benefitted from the Montessori-based
lessons, an external factor beyond our control, namely the spring holidays, certainly had an
impact. Although the school did not officially declare a break during this period, the parents
of the learners requested a pause in classes due to the holy month of Ramadhan in addition to
the absences of the two participants mentioned earlier. As a result, this interruption may have
affected the performance of some learners in the posttest.

Within the Montessori classroom, several notable behaviors can be observed. Firstly,
children display a keen enthusiasm for learning through the utilization of sensorial materials
specifically designed to fit their developmental needs and age (Montessori, 1912). Secondly,
children engage in a collaborative learning environment where they learn from one another's
mistakes, correcting their own errors by emulating the accomplishments of their peers. In
such instances, the role of the guiding teacher is limited, allowing children to independently
and accurately correct their own work. This aspect of mixed-grade classrooms proves to be
advantageous in fostering a cooperative and supportive learning atmosphere. Upon receiving
a communication from one of the parents, inquiring about the new teacher's performance in
teaching her daughter, the mother expressed appreciation of the teacher's diligent efforts. She
mentioned that her daughter initially possessed no prior knowledge of reading and writing in

English. However, the mother observed a remarkable transformation as her daughter began
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spontaneously repeating words and writing them down on paper. Additionally, the child
demonstrated an eagerness to attempt spelling any written word she encountered. In light of
this feedback, the possibility of conducting a questionnaire for all parents to gather insights
on their children's progress was thought of. It was acknowledged, however, that not all
parents actively engage in monitoring their children's educational journey.

Regarding control participants, they demonstrated some improvements in terms of
phonological awareness and knowledge of CVC words. However, their progress was
relatively minor compared to the developments observed in the experimental group. It was
evident that not all children in the control group were engaged or interested in learning.
Although they initially paid attention at the beginning of the session, over time, they became
noticeably bored and their level of engagement decreased beyond control. The teaching
approach for the control participants involved using pictures of the target CVC words,
initially emphasizing the name of the picture. Subsequently, the corresponding CVVC word
was written on the board and required the children to read it with the teacher. Then, those
words were segmented into three constituent sounds. Each letter was highlighted for its
specific sound, and the children were asked to repeat after the teacher multiple times to grasp
the concept. Following this, worksheets were provided that focused on writing the letters and
words repeatedly. This instructional process was applied consistently for all the target CVC
words. As children did not encounter any previous knowledge in terms of writing and
reading, only some of them showed a slow progress with a mean of 6.08. As for the rest, the
literacy task was challenging for them especially when it came to writing on the worksheet. It
was rather difficult for them to show a considerable development as the traditional method is
too superficial and does not prepare the child for literacy skills as deduced by Fero (1997).
Consequently, only 3 members showed improvement in literacy skills learning, which

supports Tahzeem (2015) findings that introducing reading before writing is not
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recommended for achieving mastery in both skills. It is more effective to first develop writing
skills, as the process of segmenting words and understanding their units helps build a solid
foundation for reading.

Based on all previous observations, the primary and secondary research questions are
answered as follows:
— The Montessori method does affect learning and teaching literacy skills for CVC
words for preschoolers to a high extent (90%).
— With a success rate of 90%, the Montessori method proves to be significantly more
effective than the traditional method, which only yields a meager success rate of 40%.
— Teaching and learning writing and reading of CVCs literacy skills with the pink series
had highly affected children from all age groups.
— The teaching of writing skills, indeed, had made a difference favoring the
experimental group, while the traditional method did not show a remarkable
difference.
2.3.2 Pedagogical Implementations

The findings of this study hold significant implications for educational leaders and
curriculum designers, particularly in the context of elementary school language instruction,
with a specific emphasis on English as it is a global language. These findings shed light on
the effectiveness of the Montessori method in creating literate generations at a very young
age (3 years old). Additionally, the literature review highlights various other Montessori
principles that contribute to a comprehensive education, encompassing not only academic
pursuits but also fostering respect, responsibility, and preparation for social interactions. In
summary, the Montessori method should be regarded as a viable alternative to traditional

educational approaches, as it harnesses the critical early years of a child's development to
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foster a lifelong love for learning. By utilizing this method, children can become active and
knowledgeable learners from the very beginning of their educational journey.

In the same vein, the Montessori method has to enjoy more familiarity in the Algerian
educational contexts by affording Montessori training for teachers of languages; more
precisely, primary-school teachers due to the critical nature of this stage of learning. Sensory
education also could be considered as it fits almost all children’s needs in learning. Besides,
if the considerations of Montessori houses, kindergarten, magnet schools and children houses
is quite unmanageable, considering only Montessori classrooms in terms of language, within
public schools, would be more achievable. Moreover, teachers can effectively incorporate the
Montessori method into their language classes, particularly when it comes to early literacy.
Despite the fact that it is important to allow for a flexible timeframe to fully implement the
Montessori method, it would be highly beneficial to apply the methods principles when
teaching language; that is, provide sensorial activities along with language games in order to
center every learner in the learning process. Doing so can yield highly favorable results.

As future teachers, our investigation of the Montessori method has significantly
shaped our perspective on traditional teaching approaches, particularly those utilized in
primary schools. Witnessing the remarkable achievements of preschoolers who had no prior
exposure to reading or writing but were able to quickly acquire these skills, we have become
wholeheartedly convinced of the transformative power of sensorial education as a pathway to
literacy. Additionally, we now recognize the value of introducing writing before reading and
the vital role of teachers as guides in nurturing a child's inherent curiosity and facilitating
their learning activities. We also appreciate the significance of language games and other
essential Montessori principles that promote willingness and foster a rich educational
experience. if we were to secure positions as primary school teachers one day, we would be

unable to adopt any teaching methodology other than the Montessori approach. From our
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perspective, it truly serves as a lifeline for young learners as they are in the most sensitive
period to acquire any knowledge, offering them the best opportunities for growth and
development.
2.3.3 Limitations of the Study

Despite the acknowledgement of limitations in this research, there remains an
optimistic outlook regarding the study's potential to offer valuable insights into the effective
application of the Montessori method for teaching and learning literacy skills, particularly in
the context of CVC words. The stubborn constraint of time had a significant impact on this
work, as the allocated period for implementing the Montessori method was undeniably
limited. This posed a particular challenge since the study aimed to explore both reading and
writing aspects. Additionally, the limited number of participants hindered the possibility of
piloting the pretest to identify any flaws. Another obstacle encountered was the difficulty in
accessing the original Montessori materials, including Sandpaper Letters, LMA, and Pink
Object Box. Furthermore, due to the relative unfamiliarity with the Montessori method in
Tebessa's educational sectors, the research data collection relied solely on an experimental
design. As a result, direct observations or gathering perceptions about the method were not
feasible. Despite these challenges, there is a positive anticipation that this study will yield
valuable insights into the effective implementation of the Montessori approach in teaching
literacy skills.
2.3.4 Recommendations for Further Research

The findings of this research have generated several recommendations and
suggestions for future investigations. Further research is necessary to explore additional
aspects of language addressed through Montessori materials, such as the green and blue
series, and evaluate their effectiveness. However, considering the current findings, it is

advised that future investigations focus on examining a single language aspect in relation to
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the Montessori method. This approach would provide a more accurate evaluation as it
requires a significant amount of time to adequately measure the impact and outcomes of each
aspect under investigation.

If the current study were to be replicated, it is recommended to narrow the focus and
investigate either writing or reading as the primary aspect of language. By doing so, the
pretest could include specific activities that measure knowledge related to only one aspect.
This approach would enhance the reliability of the measurement tool and provide more
accurate and meaningful data that can be compared and analyzed accurately.

The Blue and Green series can be successfully implemented in primary schools,
particularly when English language instruction officially begins in the 4th grade. This
approach offers a valuable opportunity for children aged 6 to 8 years to explore more intricate
linguistic structures beyond basic CVC (consonant-vowel-consonant) words. The Blue and
Green series encompass CVCC words, blends, digraphs, and sight words, as detailed in the
second section of the initial chapter of the dissertation.

For further researches also, it is of utmost importance to increase awareness regarding
the expenses involved in obtaining Montessori materials for the study. The budget allotted for
this one included:

- LMA: 4000 DA.

- Sandpaper Letters (wooden material + sturdy paper): 1000 DA.
- Pink Object Box with the 10 objects: 800 DA.

- Prints (colored worksheets + pictures): 3000 DA

Conclusion

In this chapter, the results obtained from the pre and post tests were analyzed,
discussed, and interpreted, referring to the research questions and hypotheses. Hence, it is

clearly confirmed that the three research hypotheses concluded that the implementation of the



Montessori method in teaching and learning early literacy skills related to CVC words had
positively and highly affected the performance of preschoolers across all age groups in the
same way. Limitations, pedagogical implementations and recommendation for further

research had been addressed.
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General Conclusion

The choice of methods in terms of teaching and learning is an axial step that
determines the future outcomes for any young learner in his educational journey. However,
the traditional teaching methods employed in Algeria have proven to be inadequate in
meeting the diverse learning needs of students, highlighting their inherent failures.
Consequently, it is crucial to recognize the urgency for revising these outdated methods and
replacing them with more effective alternatives that already exist. One of the most fruitful
methods that had gained credits all along the past decade for its positive contributions is the
Montessori method, which is the variable in question of this study. The current study aims to
investigate the extent of effectiveness of the Montessori method in teaching and learning
early literacy skills for CVC words.

To accomplish this objective, the researchers opted for a quasi-experimental research
design, as it was deemed appropriate for investigating the effects of the Montessori method
on the targeted language aspects. The study's target population consisted of 30 preschoolers
from two schools, namely Polyglossia School at EL HAMMAMET and Excellence Academy
at TEBESSA. The participants were evenly divided into two groups, with the experimental
group comprising students from the former school and the control group consisting of
students from the latter school. Regarding the treatment, the experimental group was exposed
to the Montessori method for early literacy skills related to CVVC words, utilizing Montessori
pink series materials such as Sandpaper Letters, LMA (Large Movable Alphabet), and Pink
Object Box. On the other hand, the control group received instruction on the same language
aspect using the traditional method, specifically employing a 3rd-year primary school
textbook. Both groups underwent pre-tests and post-tests to assess their proficiency in the
target CVC words and associated literacy skills. To analyze the data and address the research

questions, various statistical techniques were employed, including independent and paired
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sample t-tests, effect size measurements, and a Two-way ANOVA. These analytical methods
were utilized to analyze the findings quantitatively, and draw conclusions regarding the
effectiveness of the Montessori method compared to the traditional method.

The findings and observations of this study provide conclusive answers to the primary
research question, indicating that the Montessori method has a high positive impact on the
teaching and learning of early literacy skills for CVC words. Furthermore, the secondary
research questions were also addressed by the findings. Firstly, it was determined that the
Montessori method outperformed the traditional method, demonstrating a substantial effect
size of 90%. Secondly, the utilization of Montessori materials for teaching literacy skills
related to CVVC words proved to be effective across all age groups included in the study.
Lastly, the implementation of the LMA (Large Movable Alphabet) and Sandpaper Letters in
the Montessori method resulted in improved performance in writing and reading skills, while
the traditional method did not exhibit a significant difference in enhancing these two skills.
Consequently, it is clear that confirmed the three research hypotheses of the study.

The study's findings are consistent with previous research conducted in the same
context by Fero (1997), Tahzeem (2015), Gormi (2022), and Soltani (2021). These studies
have highlighted the high effectiveness of the Montessori method, along with its principles
and materials, in fostering early literacy skills development. Building upon this existing
knowledge, a series of recommendations and pedagogical implementations were discussed to
shed further light on the Montessori method. It is proposed that Montessori classrooms
should be considered, if not as a complete alternative, at least as an integrated approach
within public schools. By incorporating elements of the Montessori method, public schools
can enhance their educational practices and provide students with a more effective and

comprehensive learning experience.



97

References

Adams, M. J. (1990). Beginning to read: Thinking and learning about print. A Summary
Prepared by Steven A. Stahl, Jean Osborn, and Fran Lehr. University of Illinois at

Urbana-Champaign. https://files.eric.ed.gov/fulltext/ED315740.pdf

Aghajani, F., & Salehi, H. (2021). Effects of Montessori teaching method on writing ability
of Iranian male and female EFL learners. Journal of Pedagogical Sociology and

Psychology, 2(1), Article 17. https://doi.org/10.46809/jpse.v2i1.17

Al-Abiky, W. (2019). Challenges of implementing Montessori English teaching model in
Saudi Arabian elementary schools. 245 sax// | il (5 b 5 zealiall 4 il o dlae,

Alemi, M., & Tavakoli, E. (2016, January). Audio lingual method. Conference Paper:
Applied research in language study. Iran, Tehran: University of Tehran,.

Alhashim, L. A. (2022). Adapting the Montessori method in Saudi early childhood
classrooms (Publication No. 29993723) [Doctoral dissertation, University of South
Florida]. ProQuest Dissertations Publishing.

Arrow, A. W., & Mclachlan, C. J. (2011). The emergent literacy approach to effective
teaching and intervention.

https://www.researchgate.net/publication/275643905 The emergent literacy approa

ch to effective teaching and intervention

Bakar, N. A. (n.d). A sociocultural theory to learning: Malaysia's experiences. Man In India,
96(12), 5285-5304.

Benadla, L. (2012). The Competency Based Language Teaching in the Algerian Middle
School: From EFL Acquisition Planning to its Practical Teaching/Learning. Arab

World English Journal, 3(4), 144-151.


https://files.eric.ed.gov/fulltext/ED315740.pdf
https://doi.org/10.46809/jpse.v2i1.17
https://www.researchgate.net/publication/275643905_The_emergent_literacy_approach_to_effective_teaching_and_intervention
https://www.researchgate.net/publication/275643905_The_emergent_literacy_approach_to_effective_teaching_and_intervention

98

Blachman, B. A. (1991). Getting ready to read: Learning how print maps to speech. In J. F.
Kavanagh (Ed.), The language continuum: From infancy to literacy York Press, Inc.
(Reprinted by the National Institute of Child Health and Human Development).

Brand, S. T., & Dalton, E. M. (2009). Universal design for learning: Cognitive theory into
practice for facilitating Comprehension in early literacy. Forum on Public Policy, 1.

Breadmore, H.L., Vardy, E.J., Cunningham, A.J., Kwok, R.K.W., & Carroll, J.M. (2019).
Literacy development: Evidence review. London: Education Endowment Foundation.

https://educationendowmentfoundation.org.uk/public/files/Literacy Development Evi

dence Review.pdf

Buldur, A., & Gokkus, 1. (2021). The effect of Montessori education on the development of
phonological awareness and print awareness. Research in Pedagogy, 11(1), 264-277.

https://doi.org/10.5937/1strPed2101264B

Campbell, F. A., Ramey, C. T., Pungello, E., Sparling, J., & Miller-Johnson, S. (2002). Early
childhood education: Young adult outcomes from the abecedarian project. Applied
Developmental Science, 6(1), 42-57.

http://dx.doi.org/10.1207/S1532480XADS0601_05

Chitwood, D. R. (1973). The effectiveness of montessori sensorial materials with preschool
children [Unpublished Master's thesis]. University of Tennessee, Knoxville.

Cohen, L., Manion, L., & Morrison, K. (2018). Research methods in education (Eighth
edition). Routledge.

Cole, R., Haimson, J., Perez-Johnson, I., May, H., & Consortium for Policy Research in
Education. (2011). Variability in pretest-posttest correlation coefficients by student
achievement level (Report No. NCEE 2011-4033). Mathematica Policy Research.

https://ies.ed.gov/ncee/pubs/20114033/pdf/20114033.pdf



https://educationendowmentfoundation.org.uk/public/files/Literacy_Development_Evidence_%20Review.pdf
https://educationendowmentfoundation.org.uk/public/files/Literacy_Development_Evidence_%20Review.pdf
https://doi.org/10.5937/IstrPed2101264B
http://dx.doi.org/10.1207/S1532480XADS0601_05
https://ies.ed.gov/ncee/pubs/20114033/pdf/20114033.pdf

99

Collen, 1. (2022). Language teaching in primary and secondary schools in England: Survey
report. The British Council.

https://www.britishcouncil.org/sites/default/files/lanquage trends report 2022.pdf

Creswell, J. W. (2009). Research design: Qualitative, quantitative, and mixed methods

approaches (3rd ed). Sage Publications.

Davidson, K. (2010). The integration of cognitive and sociocultural theories of literacy
development: Why? How? American Journal of Education Research, 56(3), Fall

(Theme Issue), 1-15. https://doi.org/10.11575/ajer.v56i3.55409

Edwards, C. P. (2002). Three approaches from Europe: Waldorf, Montessori, and Reggio
Emilia. Faculty Publications, Department of child, youth, and family studies,
University of Nebraska-Lincoln. DigitalCommons

https://digitalcommons.unl.edu/cgi/viewcontent.cqgi?article=1001&context=famconfac

pub

Ebisujima, J., & Chitwood, D. (2015). A Montessori approach to language: What you need to
know. All rights reserved.

Faryadi, Q. (2007). Behaviorism and the construction of knowledge [Unpublished doctoral
dissertation]. UiTM Malaysia.

Fero, J. R. (1997). A comparison of academic achievement of students taught by the
Montessori method and by traditional methods of instruction in the elementary grades
[Unpublished doctoral dissertation]. Montana State University.

Fritz, C. O., Morris, P. E., & Richler, J. J. (2012). Effect size estimates: Current use,
calculations, and interpretation. Journal of Experimental Psychology: General,

141(1), 2-18. httpfs://doi.org/10.1037/a0024338



https://www.britishcouncil.org/sites/default/files/language_trends_report_2022.pdf
https://doi.org/10.11575/ajer.v56i3.55409
https://digitalcommons.unl.edu/cgi/viewcontent.cgi?article=1001&context=famconfacpub
https://digitalcommons.unl.edu/cgi/viewcontent.cgi?article=1001&context=famconfacpub
https://doi.org/10.1037/a0024338

100

Gacem, M. (2018-2019). A critical perspective on the Algerian educational system: Hidden
agendas and new horizons [Unpublished doctoral thesis]. University of Djillali
Liabes.

Gee, J. P. (1994). First language acquisition as a guide for theories of learning. Linguistics
and Education, 6, 331-354.

Gillen, J., & Hall, N. (2013). The emergence of early childhood literacy. In P. Hannon, & A.
Kervin (Eds.), The Routledge handbook of early literacy education.

http://dx.doi.org/10.4135/9781446247518.n1

Gillon, G., McNeill, B., Scott, A., Arrow, A., Gath, M., & Macfarlane, A. (2023). A better
start literacy approach: Effectiveness of Tier 1 and Tier 2 support within a response to
teaching framework. Reading and Writing, 36, 565-598.

https://link.springer.com/article/10.1007/s11145-022-10303-4

Godar, S. (2011). Application of Montessori method in developing reading skill [Unpablished
Master's thesis]. Prithvi Narayan Campus, Pokhara, Tribhuvan University.

Gormi, H. (2022). La pédagogie Montessori: Un moyen d'apprentissage de I'écriture en
classe de FLE chez les apprenants dysgraphiques [Unpublished master’s
dissertation]. BOUTI Lakhder Sidi Khaled-d’Ouled Djellel.

Grazzini, C. (2013). Maria Montessori's cosmic vision, cosmic plan, and cosmic education.
The NAMTfA Journal, 38(1), Winter.

Gumiandari, S., Nafi’a, I., & Jamaluddin, D. (2019). Criticizing Montessori’s method of early
childhood education using Islamic psychology perspective. Jurnal Pendidikan Islam,

5(2), 133-148. https://doi.org/10.15575/jpi.v5i2.5835

Gutek, G. L. (Ed.). (2004). The Montessori method: The origins of an educational
innovation: Including an abridged and annotated edition of Maria Montessori's The

Montessori method. Rowman & Littlefield.


http://dx.doi.org/10.4135/9781446247518.n1
https://link.springer.com/article/10.1007/s11145-022-10303-4
https://doi.org/10.15575/jpi.v5i2.5835

101

Hadley, A. O., & Terry, R. M. (2001). Teaching language: Context (3rd ed.). University of
Illinois at Urbana-Champaign.

Hirsch, E. D., Jr. (2003). Reading comprehension requires knowledge—of words and the
world: Scientific insights into the fourth-grade slump and the nation's stagnant
comprehension scores. American Educator.

https://www.aft.orq/sites/default/files/Hirsch.pdf

Hour, V. (2012). The application of behaviourism in the classroom in primary and secondary
schools. BELTEI International University.

Hunt, H. E. (1912). The psychology of auto-education based on the interpretation of intellect
given by Henri Bergson in his "Creative Evolution”; illustrated in the work of Maria
Montessori. Syracuse, NY: C. W. Bardeen.

Isaacs, B. (2018). Understanding the Montessori approach: Early years education in practice
(2nd Ed.). New York, NY: Routledge.

Kaya, Z., & Akdemir, S. (Eds.). (2016). Learning and teaching: Theories, approaches and
models (2nd ed.). Ankara, Turkey: Coziim Egitim Yayincilik.

Kim, E. S., & Willson, V. L. (2010). Evaluating pretest effects in pre—post studies.
Educational and Psychological Measurement, 70(5), 744—759.

https://doi.org/10.1177/0013164410366687

Kolkman, M. (2014, June). Maria Montessori and teaching English as a second language.

Krashen, S. D. (1982). Principles and practice in second language acquisition. Pergamon
Press Inc.

Kramer, R. (1976). Maria Montessori: A biography. New York, NY: Diversion Books, a
division of Diversion Publishing Corp.

Kumar, R. (2011). Research methodology: A step-by-step guide for beginners (3rd ed).

SAGE.


https://www.aft.org/sites/default/files/Hirsch.pdf
https://doi.org/10.1177/0013164410366687

102

Langenberg, D. N, et al. (2000). National reading panel Teaching children to read : an
evidence-based assessment of the scientific research literature on reading and its
implications for reading instruction Reports of the subgroups.

Lestari, M. (2020). Montessori game tools for children literacy. [Conference session].

Proceedings of the 1st international conference on early childhood care education and

parenting. Atlantis Press. http://dx.doi.org/10.2991/assehr.k.201205.081

Levine, S. C., Suriyakham, L. W., Rowe, M. L., Huttenlocher, J., & Gunderson, E. A. (2010).
What counts in the development of young children's number knowledge?

Developmental Psychology, 46(5), 1309-1319. http://dx.doi.org/10.1037/a0019671

Lide, A. (2018). Montessori education: What is its relationship with the emerging
worldview? Journal of Conscious Evolution, 8(8) Issue 8/2012, Article 5.

https://digitalcommons.ciis.edu/cejournal/vol8/iss8/5

Lillard, A. S. (2005). Montessori: The science behind the genius (Third Edition). Oxford
University Press.

Lillard, P. P. (1972). Montessori: A modern approach. New York, NY: Schocken Books.

Lnénickova, 1. (2015). Montessori language teaching: Materials analysis and evaluation
[unpublished Master's thesis]. Masaryk University.

McCaffery, J., & Street, B. (Eds.). (2017). Theory and practice in literacy and development:
Papers from the BALID informal literacy discussions (2nd ed.). Uppingham Press

McFarland, E. (2015). The Importance of handwriting: How Montessori didactic materials
support handwriting [Unpublished master’s dissertation]. University of Wisconsin.

Manouali, F. (2020). L'approche de Montessori comme paradigme pédagogique facilitateur a
I'enseignement d'une compétence de la lecture. [Unpublished master's dessirtation].

Université Mohamed Khider de Biskra.


http://dx.doi.org/10.2991/assehr.k.201205.081
http://dx.doi.org/10.1037/a0019671
https://digitalcommons.ciis.edu/cejournal/vol8/iss8/5

103

Montessori, M. (1912). The Montessori method: Scientific pedagogy as applied to child
education in "The Children's Houses" (2nd ed.). (A. E. George, Trans.). New York,
NY: Frederick A. Stokes Company.

Montessori, M. (1948). To Educate the human potential. Adyar, Madras, India: Kalakshetra
Publications.

Montessori, M. (1964). The Montessori method: Scientific pedagogy as applied to child
education in the children's houses (G. A. George, Trans.). New York, NY: Schocken
Books. (Original work published 1912)

Montessori, M. (1993). The discovery of the child (J. C. Stone, Trans.). New York, NY:
Ballantine Books. (Original work published 1948)

Montessori, M. (1995). The discovery of the child (M. A. Johnstone, Trans.). New York, NY:
Ballantine Books. (Original work published 1948)

Montessori, M. (1996). The secret of childhood (B. Carter, Trans.). Hyderabad, India: Orient
BlackSwan. (Original work published 1936)

Montessori, M. (2013). The Montessori method: Spontaneous activity in education (F.
Simmonds, Trans.). BN Publishing. (Original work published 1917)

Montessori, M. (2017). The Montessori elementary materials (R. Bartelley, Trans.).
Amsterdam, Netherlands: Montessori-Pierson Publishing Company. (Original work
published 1917)

Montessori, M. (2019). The absorbent mind. Wheaton, IL: Theosophical Publishing House.
(Original work published 1949)

Montessori, M. (2013). Education for a new world. BN Publishing. (Original work published

1946)



104

Moya, M. R. A. (2014). Using language learning strategies to develop ab-initio PGCE
students’ skills in primary modern languages [Unpablished Doctoral thesis]. Institute
of Research in Education (IRED). University of Bedfordshire.

Neuman, S. B., & Roskos, K. (2005). Whatever happened to developmentally appropriate
practice in early literacy? Young Children, 60(4).

Neuman, S. (2015, February). Explaining and understanding early literacy. Investigaciones

Sobre Lectura, 5(2), 1-12. https://doi.org/10.37132/isl.v0i2.1

Nichols, W., Rupley, W. H., & Rasinski, T. (2009). Fluency in learning to read for meaning:
going beyond repeated readings. Literacy Research and Instruction, 48(1), 1-13.
doi:10.1080/19388070802161906

NSW Department of Education and Training. (2009). Learning and development literacy

teaching guide: Phonics. Sydney, Australia: State of New South Wales through the
Department of Education and Training.

https://my.vanderbilt.edu/specialeducationinduction/files/2011/09/1-L iteracy-teaching-

guide-phonics.pdf

Pardede, P. (2008, June). A review on reading theories and its implication to the teaching of
reading [Paper presentation] English Department Bimonthly Forum of FKIP-UKI,
Jakarta, Indonesia.

Patel, M. F., & Jain, P. M. (2008). English language teaching: (Methods, tools & techniques).
Sunrise Publishers & Distributors.

Paterson, K. E., & Marshall, J. C. (Eds.). (1985). Surface dyslexia: Neurological and
cognitive studies of phonological reading. In London album (Ch. 13, pp. 304-314).

Pérez, B., & McCarty, T. L. (Eds.). (2004). Sociocultural contexts of language and literacy

(2nd ed). Lawrence Erlbaum.


https://doi.org/10.37132/isl.v0i2.1
https://my.vanderbilt.edu/specialeducationinduction/files/2011/09/1-Literacy-teaching-guide-phonics.pdf
https://my.vanderbilt.edu/specialeducationinduction/files/2011/09/1-Literacy-teaching-guide-phonics.pdf

105

Pollo, T. C., Kessler, B., & Treiman, R. (2009). Statistical patterns in children's early writing.
Journal of Experimental Child Psychology, 104(4), 410-426.

https://doi.org/10.1016/j.jecp.2009.07.003

Pritchard, A. (2009). Ways of learning: Learning theories and learning styles in the
classroom (2nd ed.). Routledge.

Rao, P. S. (2018). Eclectic approach in English language teaching: A comprehensive study.
Academicia: An International Multidisciplinary Research Journal, 8(10), 40.

https://doi.org/10.5958/2249-7137.2018.00055.1

Rasinski, T., Rupley, W., Paige, D., & Young, C. (Eds.). (2020). Reading fluency. Basel,
Switzerland: MDPI.

Rezig, N. (2011). Teaching English in Algeria and educational reforms: An overview on the
factors entailing students failure in learning foreign languages at University. Procedia
- Social and Behavioral Sciences, 29, 1327-1333.

https://doi.org/10.1016/j.sbspro.2011.11.370

Salazar, M. M. (2013). The impact of Montessori teaching on academic achievement of
elementary school students in a Central Texas school district: A causal-comparative
inquiry [[Unpublished Doctoral dissertation]. Texas A&M University.

Schmitt, N. (2000). Vocabulary in language teaching. Cambridge University Press.

Schwanenflugel, P. J., & Knapp, N. F. (2016). Emergent literacy. In P. J. Schwanenflugel &
N. F. Knapp (Eds.), The Psychology of reading: Theory and applications (pp. 31-56).
Guilford Publications.

Seldin, T., & Epstein, P. (2003). The Montessori way: Education for life. New York, NY:
Schocken Books.

Sénéchal, M. (2006). Testing the home literacy model: Parent involvement in Kindergarten Is

differentially related to grade 4 reading comprehension, fluency, spelling, and reading


https://doi.org/10.1016/j.jecp.2009.07.003
https://doi.org/10.5958/2249-7137.2018.00055.1
https://doi.org/10.1016/j.sbspro.2011.11.370

106

for pleasure. Scientific Studies of Reading, 10(1), 59-87.

http://dx.doi.org/10.1207/s1532799xssr1001 4

Snow, C. E. (2006). What counts as literacy in early childhood? In K. McCartney & D.
Phillips (Eds.), Blackwell handbook of early childhood development .Oxford, UK:
Blackwell Publishing Ltd. doi: 10.1002/9780470757703.ch14

Suraprajit, P. (2019). Bottom-up vs top-down model: The perception of reading strategies
among Thai University students. Journal of Language Teaching and Research, 10(3),

454-460. http://dx.doi.org/10.17507/jltr.1003.07

Tafiani, K. née Boufatah, D. (2017). The failure of the education system in Algeria, how to
remedy it? Journal of Social Sciences, 6(1), 117-124.

https://doi.org/10.25255/jss.2017.6.1.117.124

Tahzeem, R. (2015). Benefits of introducing writing before reading: The importance of
writing before reading; How Montessori materials and curriculum support this
learning process [Unpublished master’s dissertation].University of Wisconsin.

Snow, C. E., Burns, M. S., & Griffin, P. (Eds.). (1998). Preventing reading difficulties in
young children. Committee on the prevention of reading difficulties in young children,
Commission on behavioral and social sciences and education, National Research
Council. Washington, DC: National Academy Press.

Soltani, H. (2021). - 4GS - 5el ) 45 5l Ol jlgall 400l (5 ) guuiiia mgio o a1l cardad mali py Al ld
a5 )l Juihal sl (Al ) anlia [The effectiveness of an educational program based on
the Montessori curriculum for developing educational skills (reading, writing,
mathematical concepts) among kindergarten children] [Unpublished master’s
dissertation, Echahid Hamma Lakhdar University, El Oued].

Sulzby, E., & Teale, W. H. (1987). Young children's storybook reading: Longitudinal study

of parent-child interaction and children's independent functioning. (Final Report to


http://dx.doi.org/10.1207/s1532799xssr1001_4
http://dx.doi.org/10.17507/jltr.1003.07
https://doi.org/10.25255/jss.2017.6.1.117.124

107

The Spencer Foundation). Ann Arbor: The University of Michigan.

https://files.eric.ed.gov/fulltext/ED334541.pdf

Tankersley, K. (2003). The threads of reading: Strategies for literacy development.
Alexandria, VA: Association for Supervision and Curriculum Development.
Université de Tlemcen Algérie, & Keltouma, T. N. B. (2017). The failure of the education

system in Algeria, how to remedy it? Journal of Social Sciences, 6(1), 117-124.

https://doi.org/10.25255/jss.2017.6.1.117.124

Warschauer, M. (1997). A sociocultural approach to literacy and its significance for CALL.
In K. Murphy-Judy & R. Sanders (Eds.), Nexus: The convergence of research &
teaching through new information technologies (pp. 88-97). Durham: University of
North Carolina.

Wolf, A. D. (2009). A parent's guide to the Montessori classroom. New York, NY: Penguin

Books. https://adventuremontessori.com/wp-content/uploads/2011/02/Parents-Guide-

to-Montessori.pdf

Woollard, J. (2010). Psychology for the classroom: Behaviourism. In A. Pritchard & J.

Woollard (Eds.), Psychology for the classroom series. Routledge.


https://files.eric.ed.gov/fulltext/ED334541.pdf
https://doi.org/10.25255/jss.2017.6.1.117.124
https://adventuremontessori.com/wp-content/uploads/2011/02/Parents-Guide-to-Montessori.pdf
https://adventuremontessori.com/wp-content/uploads/2011/02/Parents-Guide-to-Montessori.pdf

Appendices

Appendix A
Test Used in the Pretest

Peoples Democratic Republic of Algeria
Ministry of Higher Education and Scientific Research
Chahid Cheikh Laarbi Tebessi- Tébessa
Faculty of Letters and Languages
Department of Letters and English Language

Name : Surname : Age:

Hey little child!
Let's do some practice together!

e Task one: SAY and WRITE the missing letters.
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/ e <
. &y
, ;\
\ 4 t

((,/‘f 4 L

6o to the next page little champion

—7
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Task Three: READ the words and MATCH them with the correspondent

picture

Dog

Box

Sun
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B!

e Pin %
e Leg \’
e Gum @
e Wet )
e Cat ﬁ
3
Task Four:
. WRITE the missing word.
. The pictures may help youl

The red_____. ‘
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Appendix B
Test Used in the Posttest

Peoples Democratic Republic of Algeria
Ministry of Higher Education and Scientific Research
Chahid Cheikh Laarbi Tebessi- Tébessa
Faculty of Letters and Languages
Department of Letters and English Language

Name : Surname : Age

Hey little child!
Let's do some practice together!

. Task one: SAY and WRITE the missing letters.

X< 0 R O

. Task two: LISTEN and TICK the box when you hear the word.






4+ Task Three

picture
. Man
. Box
. Leg
. Hat
. Pin
. Hot
. Zip
. Gum
. Gun
. Pen
+ Task Four:

. WRITE the missing word.
. The pictures may help youl
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: READ the words and MATCH them with the correspondent

&







Appendix C

117

Lesson Plan Used for the Control Group

Lesson Title: Learning CVC Words & Alphabets

Level : Pre-Schoolers

Lesson 1: 1 listen, look, say, and write

Objective: Learners will be able to recognize and read, and write target CVC Words/ Alphabet

Lexis: CVC Words ()/ alphabets ()

Materials: Whiteboard, markers, CVC word flashcards, worksheet, and 3" year Book

Target Competency: Interaction, Interpreting, and production.

Time: 2 Hours

Time

Stage

Procedures

30 mns

Warming up

Presentation

-T greets PPs and welcomes them

-T set a suitable atmosphere for learning.

-Lead in: Teacher introduces the concept of CVC words with the target
alphabets and shows examples on the -board using colorful pictures.

-1 listen and | repeat: Teacher shows flashcards with CVC words and
pronounces them, encouraging the students to repeat after her.

-Teacher asks students to name words that they know which start with
the same sound as the flashcard words( PPs repeat all together then
individually)

- Teacher plays the alphabet song and encourages the children to follow
along and sing together.

-Learners are asked to Point to each letter and asked to identify them by

name.
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45mns

Practice

-Learners are asked to work in pairs to practice reading CVC words
with the target alphabets.

-Each pair has a set of CVC word flashcards; One student shows a card
to the other, and the other student reads the word; then each pair of
students takes turns selecting an alphabet flashcard.

-The student with the flashcard says the letter name or sound, and their
partner identifies the corresponding uppercase or lowercase letter.
-Students switch roles and continue until they have gone through all the

cards.

45 mns

Produce

-Teacher hands out a worksheet with CVVC words and alphabets and
pictures that correspond to them.

-Students are asked to identify the correct picture for each word with its
target alphabet and color it.

- Students are required to follow the worksheet instruction to write

target alphabets.
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Timeframe of The Experiment
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Lesson Plan
N° of Date of Session Obijective Material
Session
1 February 22", 2023 | Three Letters per _Sandpaper Letters
Session / 15 Sessions _Language Games
2 February 27", 2023
3 March 1%, 2023
4 |March 6", 2023
5 h
March 8™, 2023
6 March 13", 2023 Writing, dictating CVC| _LMA
words
7 March 15,2023
_ Three words per
8 | March 20™, 2023 session
o March 22", 2023
10 _
April 5™, 2023
11 April 101", 2023 Activities of Pink object | _ Pink Object Box
box
12 | April 121, 2023
_Sight words
13 | april 17, 2023 N _
_Writing, reading Three
14 April 191, 2023 objects per Session
15
April24th, 2023
16 February 20", 2023 Pretest Worksheets
17 May 3", 2023 Post Test




Appendix E

Gains of the Control Group
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Group Student Identity | Pre-test Mark Post-test Mark Gain
Control Group 1 3 3.5 0.5
2 4.25 6 1.75
3 4.25 5.45 1.2
4 3.25 3.25 00
5 00 00 00
6 7 7 00
7 3.5 4 0.5
8 7.5 10 2.5
9 3 3.5 0.5
10 7 14 7
11 6.5 13 6.5
12 3.25 5.5 2.25
13 2.5 6.5 4
14 4 7.5 3.5
15 3 5 2
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Appendix F

Gains of the Experimental Group

Group Student Identity | Pre-test Mark | Post-test Mark | Gain

Experimental 1 2.7 18.5 15.8

Group 2 4.1 18 141
3 7 18.5 115
4 4.5 13 115
5 3.5 12.5 9
6 3.3 14.4 111
7 3.6 17.4 13.8
8 2 8 6
9 5.5 12.2 6.7
10 0.7 9 8.3
11 3 10.9 7.9
12 6 19 13
13 7 18 11
14 4.8 19 14.2
15 6.4 20 13.6




Appendix G

Paired Sample Correlations

Paired Samples Correlations

N Correlation Sig.
Pair 1 Pretest Control Group & Posttest 15 .932 .000
Contro Group
Pair 2 Pretest Experimental Group & Posttest 15 .681 .005

Experiment Group
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Appendix H

Document of Authorization of Excellence Academy
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Appendix |

Document of Authorization of Polyglossia School
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Résumé

Le développement du langage chez les jeunes enfants est crucial, en particulier en ce qui
concerne les compétences en littératie, c'est pourquoi il est nécessaire d'utiliser des méthodes
d'enseignement adaptees a cette étape. Malheureusement, les approches actuelles
d'enseignement des langues, en particulier I'anglais, dans les écoles primaires, sont souvent
critiquées pour leur manque d'efficacité et de profondeur dans la prise en compte des intéréts
et des besoins des apprenants. Cependant, en 1907, le Dr Montessori a introduit une méthode
reconnue pour sa focalisation sur les étapes de développement essentielles et son
enseignement adapté aux besoins de chaque apprenant. L'étude actuelle vise a examiner a
quel point la méthode Montessori est efficace pour enseigner et apprendre les compétences
d’alphabétisation précoce liées aux mots CVC comme alternative aux méthodes
traditionnelles utilisées dans les écoles primaires Algériennes. Pour atteindre cet objectif, une
approche quantitative est adoptée et une méthode de recherche quasi-expérimentale est
menée dans les écoles Polyglossia - EI Hammamet - et Excellence Academy - Tebessa - sur
deux groupes (groupe expérimental et groupe témoin) de 15 participants. Les deux groupes
ont passé le méme prétest et post-test sur l'aspect ciblé. 1l est supposé que la méthode
Montessori améliorerait les performances de I'apprenant en matiere de compétences
d’alphabétisation quel que soit son age (3, 4 ou 5 ans), par rapport a la méthode traditionnelle
et les résultats ont confirmé cette hypothese, indiquant un développement significatif des
compétences liées aux mots CVC parmi les participants du groupe expérimental, avec une
mesure d'effet de 90%. Ceci est attribué a la mise en ceuvre de la méthode Montessori, en
utilisant du matériel sensoriel. Les résultats obtenus avec la méthode traditionnelle indiquent
une amélioration moindre (40%). Sur base d'analyse compleéte, il est recommandé d'adopter la
méthode Montessori totalement ou partiellement dans les classes de langues, car elle s'est

avéree avantageuse pour I'enseignement des compétences en littératie précoce.
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