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INTRODUCT!ON

EACHERS are perennially interested in articles concerned with the word-

attack skills.” In recent years, this interest seems to have increased as
certain linguists have applied their knowledge of the nature of language
to the phonology of words. While sounding out words is only one of several
aspects of word recognition, ahnost all of the pertinent articles published
by the International Reading Association have dealt directly with phonics,
to the neglect of structural analysis and contextual clues. This volume,
therelore, gives chicf eniphasis to phonics as a means ol analyzing words.

There are five parts in this volume. The first is comprised of a single
article that gives an excellent overview of the ficld of word recognition.
Part 11 includes a dozen recent articles that present the overall gencral
program of word analysis and the policies that underlie it. Pare 111 con-
tains articles dating back to 1968 when The Reading Teacher published the
pioneer article by Clymer in which he reported on the comparative utility
of phonic gencralizations in the primary grades. Nine of the remaining
articles similarly eviluate certain phonic elements and the generalizations
concerning them. Two discuss rules that deal with accent on syllables
and their effect on the pronunciation of words.

Part IV is concerned with such special aspects of word recognition as
sight vocabulary, sensory cues, visual discrimination, contextual clues, and—
ot course—phonics. The articles differ from those in Part 111 in that they
more narrowly deal with particular aspects of word recognition and are
more concerned with methodology in certain instances. Three surveys of
innovative approaches to reading, such at i.t.a. and “words in color,” are
included.

Certain articles were found to be only partially pertinent to a volume
dealing with word recognition. These are listed in a general bibliography
in Part V. The reader is advised to look up those articles that promise
additional and desired information.

Mitorep A, Dawson
Compiler
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PART I: Overview

Dr. Singer has written an overview with excellent coverage, great clarity,
and creditable organization. While his article is intended for the para-
professional who is tutoring children or adults, it is fully as valuable for a

teacher or supervisor who wishes a clear-cut overview of the entire field of
word recognition.
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Teaching Word Recognition Skills

HARRY SINGER®*

O TEACU WORD recognition, the tutor should know some principles

of teaching word recognition, have an idea of a sequence of it, and
learn some basic techniques for teaching ic. In each of the remaining
sections of this chapter are practical suggestions to use in teaching
word recognition.

Principles of Teaching Word Recognition

1. Proceed from the familiar to the unfamiliar a step at a time.
Although there may be some disagreement, the following is an ex-
ample of a sequence going from the familiar to the unfamiliar:
learning names for actual objects, associating a name with a piceure
of an object, recognizing a name in print in conjunction with a
pictured object, and finally recognizing che printed word alone. In
this sequence, one goes from a sensori-motor-perceptual type of ex-
perience to symbols to represent the experience. For example, from
a name of a live dog, to the name for a picture of a dog, to recognition
of the printed word “dog’" alone.

2. From dependence on the tutor to independence. To follow this
principle, first tell the student che whole word, then give hints, and
finally let the student figure out the word from the variety: of tech-
niques he may have learned. Thus, at first the tutor tells the student
that the word is "dog.”” Next cime, the tutor gives che individual
clues to help the studenr figure out the word clues, such as, inferring
from the context (a picture context or a sentence context or boch),
“The ____ said, “Bow wow.”" Or the tutor gives the direction
to sound out the word, a task which implies, of course, that there is
for the particular word a one-to-one sound-symbol correspondence.
But, this approach does not work for all words in the English lan-
guage, For example, it works for ""dog’” but not for ‘righe,”

3. Teach the individual a variety of ways of recognizing words.
Indeed, each technique of word recognition breaks down or is in-
adequate because no one technique applies to all words in the English
language. Theskilled reader must learn to use a variety of techniques,
and he muse also learn to shift appropriately from one to anocher.
For example, he might use phonics to sound out "cat.”” But, in
addition to sounding out c-a-t, he must also synthesize or put the
sounds together to get the whole sound of “cat** which he then
®Handbook for the Velunteer Tutor, 1969, 46-59.
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recognizes as a familiar word. In contrast, individuals, except in a

classroom, never hear anyone poine to the actual oiject and say

that's a “'c-a-t”" (usually pronounced “‘cuh-ah-tuh™*).
Phonics or one-for-one sound symbol correspondence mighe work

for “"cat’”” bur not for “‘right.” If the individual tried to use phonics

on "right,” it would come out "'r-i-g-h-t."" No matter how many

times the individual lecters were sounded out, the word wouldn't
come out “right.” To make the word come cat “‘righe,” the in-
dividual would have to shifc to another onc of several techniques;
k2 could use context plus the initial consonant to infer the word, as
in ~he following sentence:
After the boy answered the question, the
teicher smiled and said, “"That's r_ .U

Or he could have been taughe che initial consonant (through such
words as red, row, run) and the phonogram, ight through such words
as light, fight, night. By substituting the initial consonant, *'r,"" he
would get the word “'righe.”” Another way of recognizing the word
is by using a combinacion of phonics and knowledge of silent letcers,
ri(gh)r. The student who has learned a variety of approaches can
then be flexible in recognizing words. If one approach doesn't work,
he could switch to another. He is likely to doso not only if he knows
a variety of approaches but if he is also continuously testing his so-
lution against the criterion of meaning or asking himself. “"Does
this word pronounces this way make sense?”’

4. Introduce new words and new techniques gradually and with
adequate repetition so that the learner has a growing feeling of
mastery. The basal readers or textbooks used in the primary grades
for developing word-recognition skills provide for about ten repeti-
tions of a newly introduced word and five repetitions of previously
introduced words. It is estimated that the average individual re-
quires about 38 repetitions to recognize a new word quickly and
accurately.

5. Use an interesting way of having individuals practice recog-
nizing new words. The most interesting way is to have the individual
do a lot of reading in which he is likely to use the new words. The
basal readers follow the introduction of new words with a story in
which, by design, the new words appear several or more times.
High interest, but low-level difficulty reading material is likely to
contain words that the tutor is trying to get the student to learn.

A list of words that most pupils should know by the third grade
has been constructed by Di:lch who discovered thatr these words
accounted for about 75 percesc of all primary words and 50 percent
of all adule words. The Dolch Readers and other materials published
by the Garrard Press systematically use this vocabulary .*

*Basic Sight Words, Garrard Press, Champaign, llinois. This word list can also be found in
M. A. Tinker and C. M. McCullough, Teaching Elementary Reading (2nd Ed.). New York: Apple-
ton-Century Crofts, 1962, 550-551. o
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OVERVIEW

The Reader’s Digest Reading Skillbuilder** is another set of high- -
interest materials which start ac a low level of difficulty and increase
in difficulty. Together these two sets of materials would be very
useful in teaching older individuals whose interests are more mature
but who for one reason or another have not learned how to read or
how to read as well as they should.

6. If the individual needs drill on recognition of words, try to
provide it in a variety of ways. One technique that works well is
to have the individual make upsentences using the word. Copy down
the sentences and have the individual read them. Then cut up the
sentences into words and have him recognize the individual words.
Then have him group common initial consonants or common sounds
in these words. Or he might group common syllables or prefixes and
suffixes. He might also search through magazines for illustrations
for his words. -

7. A student’s knowledge of progress is extremely important. Two
techniques that can be utilized for concretely showing progress are
D making a file of new words and 2) constructing a cumulative charc.

The card file might show the word in a sentence on the front with
the word in the corner divided into syllables and perhaps cven dia-
critically marked. On the back of the card, the word would appear
in isolation. The individual could test himself by looking at the
back of the card to see if he knows the word in isolation and checking
himself to see if he was right by reading the sentence and using con-
text clues to check himself. For young children, pictures might also
be used to identify the words.} :

The cumulative chart could be kepe daily or -weekly. Below are
examples of these chares:

Daily—to indicate immediate consequence of practice in recognizing
new words. :

No.
Correct

N W s~ o

0123456738

Trials i

**Educational Division, Reader’s Digest Service, Pleasantville, N.Y.
{The Garrard Press’s “*Popper Words™ is based on this principle.

b e T et e

LNE 11




Q

ERIC

Aruitoxt provided by Eic:

SINGER

5

Weckly or monthly—to indicate cumulative number of new words
learned.

~

60
50
Cumulative 40
No. of New
Words 30
20
10
0 1 2 3 4 5 6

Weeks

8. In each lesson, try to maximize the probability of success.
Individuals who have experienced failure are extremely sensitive to
further failure. One strategy to attain success is to start by having
the scudent tell a story. (See Chapter V for a detailed explanation of
the language-experience approach.) Or, if the individual prefers,
have him relate the activities for the day or tell an anecdote. Copy
down the story and teach the individual to read the story. First, go
over the story and have the individual identify words he doesn't
recognize. Then, teach these words, which will be put into the
word file and plotted on the chart. Then, have the individual read
the story. Next, cut up a copy of the story into sentences and have
the individual reassemble the sentences. Then, cut the sentences into
words. Again, have thestory reassembled. Then, have the individual
use the words to make up new sentences.

9. From the very beginning, consult with the student’s classroom
teacher, provided that the individual is still actending school. The
tutor might get from the classroom teacher valuable suggestions and
even materials for helping the individual. In any case, the tutor and
the classroom teacher should be working together to help the student.
If the teacher or the student wants the tutor to help with the daily
assigned lesson, the tutor could use the above principles with the
assigned materials. Helping with the daily lesson is a thort-range
strategy thac might pay off equally as well as a developmental, sys-
tematic program, provided the discrepancy between the student's
assignment and his level of reading ability is not so great that he is
overwhelmed by too many new words to learn. If so, the tutor might
have to concentrate his efforts upon the long-range strategy of taking
the individual back to a level where he can be successful and starting
a developmental reading program at that level.

12
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OVERVIEW

10. For developmental or corrective reading instruction, it is
necessary to follow @ sequence for teaching word recognition. There are
several logical sequences that tould be uscd, but no one of them can
be said to be rbe sequence to follow. The following is one sequence:

A Developmental Sequence of Word Recognition

(A list of materials for teaching each of these aspects of word
recognition can be fourid at the end of this section.)

Approximate Grade Level
1 Sight words
1-2 Initial consonants
Final consonants
Consonant digraphs (ch, th, wh, sh)
1-2 Censonant blends (fr, sl, cl, pl - - and those
needed)
Advanced consonant digraphs
(qu, nk, ng); variants (s, es, ed, ing)
' Silent consonants
. Contractions
: Simple structure of sentences and punctua-
tion markers for speech patterns, such
as use of commas, periods, question

marks.
Approximate Grade Level
2 Vowels .
Long and short sounds oo

Vowels in phonogram (*'right, make,etc.”)

Simple suffix (farmer) -

Rhyming endings

More complex sentence structure and punc-
tuation markers

3. Syllabication
4 : Prefixes, suffixes, roots
5 Accent and dictionary work

Types of Word-Recognition Techniques

The types of word recognition techniques can be grouped into
three somewhat-overlapping categories: predominantly visual clues,
emphasis on meaning, and mainly analytical procedures.

Predominantly Visual Clues

1. Picture aids. Printed words are often learned by their association
with pictures. For identifying nouns, pictures can readily be

Rlc 13
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SINGER

found in magazines. For other categories of speech, such as verbs
and adjectives, cartoon strips can be used. A variety of ways of
illustrating various parts of speech may be found in a small pocket-
book, Euglish Through Pictures.* (See list of references.) This
pocketbook may also be used for teaching English to bilingual

children by having the children act out the sentences as they
read them.

2. Sight words or “'instant’’ recognition of words. Through recogni-
tion of the same words in a variety of situations, individuals build
up a sight-word vocabulary. This vocabulary increases as the
individual matures in reading. Eventually the skilled reader
recognizes all words at sight or recognizes them so rapidly that
he becomes almost oblivious to the process because it occurs so
quickly and so effortlessly. Two procedures can be used for de-
veloping sight words:

(a) Flash cards. This procedure has already been discussed in the
section on principles of teaching word recognition. It's a
useful technique but should only be used for a short period of
time because boredom sets in rapidly. However, there are a
variety of techniques for making such exercises interesting,
such as having thestudent usethe words to construct sentences.

(b) Easy reading. Seeing the same words in a variety of stories is
the most interesting and best way of teaching sight-word
recognition. A list of interesting, yet easy-to-read books for
older children and adules are listed in Chapters VIII and IX.

Whether a book is easy depends on how well the person can
read. The rule of thumb is that if the individual has difficuley
with more than one or two words per hundred, it's not an easy
book for him. Whether a book is interesting, of course, de-
pends upon the interests of the reader. For determining
whether any book is easy, but interesting, the best procedure
is to have che individual select the book himself and try it out.

Empbhasis on Meaning

1. Context clues. This technique consists of using a sentence to help
the individual infer the meaning of the unknown word and then
to think of the word itself. By looking at the initial consonant
and other parts of the sentence, the individual is employing a
very powerful combination of word-recognition techniq - *. The
teaching procedure calls for constructing a sentence in which the
unknown word is omitted or all but the initial consonant is

, omitted. Then the individual reads the sentence and tries to infer
: the unknown word. These sentences may be placed on cards with

*1. A. Richards and C. M. Gibson. English Through Pictures. Pocketbooks, 1953.
Q :

ERIC 14

e A T e o SAT e s P S S e
R ke




8 OVERVIEW

the missing word on the back so that the flash-card technique can
also be used and the cards then filed as tangible evidence of achieve-
ment. The tutor can teach the individual to recognize and use
these clues whenever they appear in stories, and the tutor can also
use this approach in giving hints for recognizing new words.
Examples* of various types of context clues follow:

(a) Definition. The unknown word is defined. “Tom liked to ride
on the last car on the train. The last car on the train is the

(b) Experience. The individual can infer the word from his exper-
ience. ""Betty was going to grow her own flowers. In each
row, she placeds .. __."

(seeds)

(c) Contrast. Theunknown word is opposite in meaning to known
words or phrases. ‘'She missed the noises of the big city. On
the farm it was very q ._._."

(quiet)

(d) Familiar expression. The unknown word is part of an idioin

or everyday expression. ‘"To his surprise, the big man was as
..... as a lamb.”

g
(gentle)

(e) Summary. The unknown word sums up the ideas in the pre-
ceding sentences. *'First, Tom saw the riders rope the steers.
Then he laughed at the cowboy clown on his horse. ‘Then he

watched the cowboys race around the ring. Tom had a lot
of funatther____."

(rode(;)

() Reflection of a mood or situation. The unknown word explains
the mood of the story. '*After a few days away from home at
camp, she began to miss her family, her dog, and her friends.
Shewash ___.___. R

(homesick)

2. Compound words. Words which represent the combination of two
words may be recognized when separated, and the meaning of the
two words gives the meaning of the combined word. At the pri-
mary grade level, such words as '‘summertime’’ and '‘fireman"’
can be recognized this way. One technique is to have each part of
the compound word on a separate card and bring the two cards
together so that they appear to make one word. Or, the two parts
of the word can be underlined separately, e.g. fire man.

*C. M. McCullough. "The Recoinition of Context Clues in Reading,’ Elementary English
Review, 22 (1945), 1-15. Adapted with permission of Dr. McCullough.

10
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Analytical Techniques

Structural and phonetic analysis are the two major types of

analytical techniques.
1. Included in structural analysis are the following:

a. Compound and hyphenated words (by-product).

b. Root words and their variants which include the various end-
ings to indicate tense and number, such as ‘‘rush’* and '‘rushed,
uuboyvu and "boys,"

c. Contractions, such as ‘didn’t."”’

d. Syllabication, the parts of a word which may or may not
represent meaning components, such as prefixes or suffixes, but
do represent boundaries between sequences of sounds in a word.

Structural analysis in this section will emphasize syllabication.

In general, a word has as many syllables as heard vowel sounds. To
teach syllabication, do the following:

a. Pupil and tutor should first pronounce the word carefully.

b. Identify the number of heard vowel sounds.

¢. Group about five words together that fit a principle of syllab-
ication. Teach the pupil to divide each word into its syllables.
Have the pupil then try to formulate the rule. Then have him
supply or search for words that fit the rule. After he has
learned the following rules, he can then classify new words
according to the rules. Remember, this technique requires a
thorough understanding of vowel sounds and consonants if it
is to be successful.

Rules for Syllabication

(Many students have difficuley with chis. Useonly when applicable.)

1.

If there is only one heard vowel sound in a word, the word is
monosyllabic and, therefore, cannot be further divided. Examples:
late, night, trees.

In words containing two heard vowel sounds, when two conso-
nants are together in the word with vowels on either side, the word

is usually divided between the consonants. Examples: af ter,
but ter, bar gain.

. Affixes (prefixes and suffixes) usually form a separate syllable.

Examples: unhappy, lively. (Note: “ed’" is usually only a sep-
arate syllable when preceded by “'t’* or *‘d'* as in “'wanted"* and
“needed.”” When preceded by other consonants, “‘ed”* does not
form a separate syllable as in “‘called,’” *‘rushed,” *'liked,"* etc.)

. If there is one consonant between two vowels in a two-syllable

word and the first vowel sound is long, the long vowel usually

16
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OVERVIEW

ends the first syllable and the consonant begins the second syllable.
Examples: la dies, po lite. (The first syllable is called an “open”
syllable.)

- If there is one consonant between two vowels in a two syllable
word and the first vowel is short, the consonant usually ends the
first syllable and the second vowel sound begins the second syl-

lable. Example: cam el, mag ic. (First syllable is called a **closed "
syllable.)

- Compound words are divided into their component parts. Ex-
amples: high way, rail road, snow flake.

. "Le""endings are special cases. If the word ends in “‘ck’* when
“le” is taken off, then "‘le™" is a separatc syllable. Examples:
crackle, pickle. In all other words, “'le" takes the preceding con-
sonant. Examples: eagle, candle.

. For words which contain more than two syllables, follow the
former principles, proceeding from the largest to the smallest
division of the word:

a. Inspect for compound word. Example: steel worker, kinder
garten.

b. Take off affix: worker, kinder garten.

c. If one or more of the parts have more than one heard vowel
sound, determine whecher vowel sounds are long or short. Then
divide into open and closed syllables, as in kind er gar ten.

- Inspect for special *'le”" endings.

Phonics

“"Sounding out’* words or the application of phonetic principles
to the recognition of new words is useful for about 80 to 85 percent
of words. One procedure for applying phonics or relating sounds to
letters is the following:

a. Group known sight-words with a common consonant or vowel.

For example: can cut car

b. Have individual read each word to make sure cach word is a
known sight word.

c. Have pupil notice the initial letters of the words are alike and
the initial sounds are alike. Tell the pupil the name of the
letter (small and capital lecter).

- To test whether pupil has learned the sound for the initial
consonant, have the pupil give additional words with the same
initial sound. If he gives the following words, form them into
two columns:

cold kite city
cup kit cent
cap kind

- In the preceding examples, point out
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h.

1. some words have the same sound-letter correspondence.

2. some words have the same sound but a different letter, and
3. some words have the same letter and a different sound.
This discovery will help the pupil limit his generalization and
perhaps will help him become flexible in shifting from one
sound-letter correspondence to another in recognizing words.
Pupils can also learn phonograms the same way:

came night
game right
tame light

After reading through the list of words with a common phono-
gram, have pupils supply or search for additional words with
the same phonogram. (See list of references for sets of phono-
grams.)
With knowledge of consonants and phonograms, pupils can
figure out new words by means of consonant substitution. For
example, the pupil who knows “'tell” and "‘sell’ and the
initial consonant "'b'’ can then figure out the new word "'bell."”
Although pupils can and do learn to read by implicitly using
rules, it may help to know the rules. To teach them, proceed
in the following way. Teach inductively by presenting words
that illustrate a vowel principle, and then teach deductively
by stating a vowel principle and having words categorized
under that principle. One can teach the following vowel and
consonant rules:

1. Long vowel sdunds are usually the names of the vowel
letters, as in ate, eat, ice, open, Use, or as in the following
sentence : _

A sweet, nice, old tnicorn.

2. When two vowels are together in a word, the first is usually
long and the second is usually silent, as in aid, east, tried,
bGat, ruieful.

3. However, there are many exceptions to the preceding rule,
particularly when the first vowel is followed by ""u,”" "o,"
and "'i.’" Examples: haul, caught, good, spoon, broom,
said, oil.

4. In words containing two vowels, one of which is a final
""e,” the final "'e’" is usually silent and the preceding vowel
is usually long. Examples: ate, see, ice, note, Use.

5. Single vowels followed by "'1,"" *'r,"" or "'w'" usually have a
blend sound. Examples: talk, ball; car, far; saw, raw.

6. When "'y"" ends a word that has no other vowel, then "'y"
has the sound of long "i."" Examples: my, try, sky. If
"y"" ends a two-syllable word, it frequently has the sound
of long "‘e.”” Examples: merry, scary, surely. If "'y" is

18
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preceded by another vowel, there is a different sound for
both. Examples: they, boy.

7. Consonants are sometimes silent or not sounded. Examples:
lamb, night, ghost, hour, know, pneumonia, island, buy,
wrote. These silent consonants must be learned as sight
words. That is, an individual has to learn that in certain
words, there are one or more consonants that are silent.
This condition is frequently true for words beginning with
"kn'* (know, knife), words that have “gh' in them (lighe,
night, right), and words ending in "'mb"* (lamb, thumb,
limb). Although silent consonants make phonics inappli-
cable to many words, silent consonants are important for
word recognition, particularly for discriminating hom-
onyms (words that sound alike but are spelled differently),
such as "buy ""and ''by,” "two and "'to,” 'know' and
“"no.”" Ifwords did not have silent letters in them, one would
have to use some other clues, such as diacritical markings
for determining pronunciation. For exanipls try to read
this sentence in which the silent letters have been omitted:

""We caut eit fish at eit chis morning and at them at nit."
This sentence with che silent letters in reads: "*We caughe
eight fish ac eight this morning and ate them at nighe.”

Cautions in Teaching Word Recognition

1. Proceed only as rapidly ‘as the student can be cumulatively
successful. Whether teaching new sight words, a new structural
analysis technique, or a new phonic principle, provide sufficient prac-
tice and use of the new instruction in various reading situacions so
that the pupil does not get overloaded with too much too quickly.
Some students need a slow rate of learning, and others can have a
faster rate of learning. Sometimes the same student can learn some
things slowly and other things quickly. One has to judge what is
the best pace or rate of learning for the student. Begin each session
with a review of the instruction of the previous session; then after
the pupil demonstrates he remembers what he was taughe, go on to
new instruction. If the student doesn't remember, then have a quick
review of the previous instruction before going on to new instruction.
But, be sure to evaluate your rate of instruction to determine whether
it fies your student’s rate of learning. If you can, keep a graph or
chart of the rate of instruction.

2. Plan each lesson carefully. Make sure you know what you
want your student to accomplish at each session. A brief outline of
the lesson will help. A typical lesson might include the following.

a. Review words.

19
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b. Introduce new words (print word in sentence) and discuss
them to get pronunciation, ways of recognizing word, word

meaning, and similarity to previous words and experiences
associated with the word.

¢. Have the student recognize new words in a variety of
sentences.

d. Make a card (for card file) for each new word.

e. Make an experience chart (see Chapter IV) using the new
words or read a story containing the new words.

f. Try to arouse curiosity for reading the story by having the
student formulate questions about the story from knowing
its title or from looking at the illustrations. If the story
has questions at the end, at times let the student read
the questions first. Then read the story. Later, let him
‘predict in advance what the questions are when he reads
the title of the story. The eventual objective is to get him
to formulate questions as he reads and thus read to answer

his own questions. This process will make him an active
reader.

g. Have the student reread story into a tape recorder and then

listen to the playback. Let him evaluate his own per-
formance.

h. Teach a new word-recognition skill and have the student
practice the skill in an interesting way.

3. Try to work with the student at least twice a week. At first,
do not require him to do anything outside of the tutoring session.
As he becomes successful, he will ask to take home books or he will
begin to bring books, new words, or materials to the session. Grad-
ually you might begin to assign homework. Be sure, though, that
th : student knows how to do the homework. If he is to read a book
a.‘home, he should know practically #// the words in the book. As
} e learns ways to recognize new words, he can be given books with

1ew words which he can attack using skills he has already learned in
the tutoring session.

4. As much as possible, plan and evaluate with your student.
Find out what he thinks his difficulty is, how he is trying to solve it,
how he tries to read, and what he would like to learn. Make the
process of teaching and learning a mutual situation in which both
you and your student are working together to achieve a common goal.
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14 OVERVIEW

Selected References to Teaching Materials and Teaching Aids

Word Recognition Materials
(For a more complete listing, see Chapters VIII and 1X)

Basic Sight Words. Champaign, Illinois: Garrard Press.

Breaking the Sound Barrier. New York: Macmillan.

English Through Pictures, 1. A. Richards and C. M. Gibson. New York:
Pocketbooks.

Eye and Ear Fun, Book 4, Word Independence in the Middle Grades,
Clarence R. Stone. "St. Louis: Webster. A complete sequence of
word-recognition techniques and exercises from letter names and
sounds to word meaning analysis, using prefixes, suflixes, and
roots. :

Phonics in Proper Perspective, Arthur W. Heilman. Columbus, Ohio:
Charles E. Merrill, 1964. General instructions on teaching phon-
ics, includes techniques and exercises for teaching consonant
sounds, vowel sounds, syllabication, and accent.

Phonics Skilltexts. Columbus, Ohio: Merrill.

Phonics We Use. Chicago: Lyons & Carnahan.

Phounics and Word Power, My Weekly Reader Practice Books. Colum-
bus, Ohio 43216: Education Center. Workbook-type materials
designed for grades 1-3. Ranges from instruction on initial con-
sonants to syllabication.

Reading with Phonics. Philadelphia: Lippincort.

Speech-to-Print Phonics, Donald D. Durrell and Helen A. Murphy.
New York: Harcourt, Brace & World.
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PART lI: General Program and Policies

This part of the reprint volume affords a general view of a program
in word recognition, extending from the early elementary school years
through college. Expert analysis of research findings to date is provided
by Wittick and Aaron as a means of validating desirable policies and of
deciding which policies o avoid or climinate. Robinson and Brzeinski

give good advice on the desirable time to initiate instruction in word rec-
ognition skills, while Pickarz and Durkin give knowledgeable warnings ?
based on common sense as well as their thorough acquamntance with re- ;
search findings. Scymour makes clear the difference between phonics and ;

the linguistic approach to beginning reading in terms of phonology.
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Why Not an Intensive-Gradual Phonic Approach

CaroL K. WINKLEY*

AS ONE attempts to discuss the familiar, age-old topic of phonics,
there is a temptation to presume that there is, or ought to be, some
sane solution to the controversy that has raged in recent years and
reached new heights with the publication of Chall’s (1967), Learn-
ing to Read: The Great Debate. As Artley (1967), Strang (1968),
and others have professed, it is doubtful that a topic so basic to
“breaking the code” should become a subject for any more than
thoughtful, well-designed, and impartial research as well as careful
and discerning analysis of the process involved.

EXAMINATION OF THE PROBLEM

Evidence from research certainly supports the practice of
teaching sound-symbol or phoneme-grapheme relationships. How-
ever, an examination of research—whether it be that summarized
by Chall (1967), Gurren and Hughes (1965), Weintraub (1966),
or others—seems to raise more questions than it answers.

It has not shown why so many pupils fail to acquire a work-
able technique for decoding written language when Austin and
Morrison (1963) found that 95 to 99 per cent of the elementary
schools participating in their survey reported that phonetic analysis
was taught in grades one through six, and when such leaders in
the reading field as Bond, Fay (1968), and Durrell (1969) believe
that phonics is actually over-taught. In addition, research has not
provided conclusive evidence concerning the specific phonic gener-
alizations that actually prove to be most helpful to pupils faced
with the task of unlocking unknown words. Word counts have been
made by Clymer (1963), Emans (1967), and others to determine
the “utility” of certain principles but it is not known whether their
findings bear any relationship to children’s actual utilization of the
principles when they are engaged in the act of decoding unfamiliar

words.

It appears, though, that the most important question that
remains unanswered today pertains to methodology—what is the
best, most efficient procedure for teaching pupils the relationship
that exists between the sounds of the spoken language, with which
they are familiar, and the symbols used to represent that language
when it is recorded or written? At the same time teaching “reading
®The Reading Teacher, 23 (April 1970) , 611-617, 620.

23




WINKLEY 17

-for meaning,” an issuc about which there should be no debate, has
‘become hopelessly entwined in the controversy.

In an attempt to shed some light on the problems involved in
teaching pupils thé phoneme-grapheme correspondence character-
istic of the English language, three questions will be considered.
First, why is phonic instruction so ineffective in our schools;
second, how can phonics be taught efficiently; and third, what
method of instruction appears to be dictated by a careful analysis
of the process involved.

REASONS FOR INEFFECTIVE PHONICS INSTRUCTION

Several years of in-service training of reading teachers, first
as a reading consultant and now as a college instructor of graduate
students, have convinced the author that the average teacher of
reading does not know as much phonics as the average third-grade
pupil. On a test of phonic knowledge, administered to forty teachers
enrolled in a graduate level course at Northern Illinois University,
the mean score was ninety out of 110 possible points, or about 82
per cent mastery. Reviewing several similar studies of teachers'
knowledge of phonic skills, Spache (1964) concluded that “the
average tcacher is not thoroughly trained in phonics in college
reading courses.” It is even questionable whether the college
instructors themselves know the phonic principles one might
expect to be taught in clementary school classrooms. This fact
seems to support Austin’s (1961) contention, following her surveys
reported in The Torchlighters and The First R (1963), that the
place to begin, if we are to improve the reading skills of children,
is with thorough and intensive training of college instructors of
teachers of reading.

Since college professors frequently offer time limitations as
their excuse for not teaching phonic generalizations more thor-
oughly, Marion Hull, who is involved in pre-service as well as
in-service training of rcading teachers at Northern Illinois Univer-
sity, has prepared a program for self-instruction of phonic prin-
ciples. Entitled Phonics for the Teacher of Reading, this 116-page
booklet, providing immediate feedback regarding the accuracy of
responscs, can be completed by a student or teacher in approxi-
mately five hours of independent work. Among the phonic prin.
ciples taught are 1| the twenty-five consonant phonemes (voiced,
unvoiced, and nasal) with a discussion of other graphemes repre-
senting each sound and other phonemes represented by each graph-
eme; 2| the nineteen vowel phonemes including the long sounds,
short sounds, other single vowel sounds, diphthongs, and digraphs;
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18 GENERAL PROGRAM AND PoLICIES

3] vowel clues; 4] syllabication principles; and 5] accent gener-
alizations.

It can be argued that in order to read the literature with any
degree of understanding teachers need to know the definitions,
concepts, and principles presented. However, it is extremely doubt-
ful that they should all be taught to children. For example, is it
rcally essential that children know the difference between voiced
and unvoiced consonants? Must they learn the definitions of pho-
neme, grapheme, digraph, diphthong, etc.? Should they be expected
to recall when the inflectional ending “ed” forms a separate syllable
and when it is pronounced with the preceding syllable? These
concepts are of interest to teachers studying the characteristics and
consistencies of the English language but they probably would be
of little or no value to a pupil wishing to use his phonic knowledge
to figure out an unfamiliar word. There is a desperate need for
well-controlled studies which will provide evidence regarding the
specific phonic concepts actually helpful to pupils attempting to
identify words.

In addition to deficiencies in teachers’ knowledge of phonics,
another possible explanation for the ineffective teaching of phonics
in many classrooms is that it is not being taught efficiently. Lacking
complete understanding of what they are attempting to teach,
teachers are “belaboring phonics to death™ by teaching concepts
and understandings that the children have already acquired. This
leads to the second question, "How can phonics be taught effi-
ciently?”

PRETESTING TO INCREASE EFFICIENCY OF TEACHING

It appcars reasonable to say that knowledge of a phonic
principle cannot be considered acquired by any pupil until he
can use it to identify unknown words to which it is applicable.
This is the true purpose of teaching phonics. It can, therefore, be
assumed that children go through various stages or reach various
levels of understanding concerning any phonic generalization. The
job of the teacher then becomes one of finding out where the
"breakdown” is for cach and every child who is unable to apply a
particular gencralization. A pre-test consisting of ten steps is
recommended as a useful procedure for identifying the starting
point for teaching any generalization. Although it is commonly
done, teachers should not go back to the auditory discrimination
step, for example, and use games and various auditory exercises
to help pupils discriminate one sound from another unless the

20
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child’s knowledge has not progressed beyond that stage.

The following steps are proposed for pre-testing of children’s
knowledge of any phonic principle. The steps are continued until
the teacher locates the level at which each child demonstrates
successful achievement. Because pre-testing begins at the highest
level and procedes to successively lower levels of mastery, the first
pre-test step is numbered Step 10 (which coincides with the num-
ber of the related teaching step.)

Step 10: Present unknown words, to which the principle is applicable, and ask

the pupil to protounce cach word. When testing a pupil's knowledge of

consonant and vowel sounds, plioneme substitution in known words can
be utilized.

Step 9 : Ask the child what phonenmie the grapheme represents in isolation.

Step 8 : Have the pupils write the letter that stands for a specified sound heard
in words as they are pronounced by the teacher.

Step 7 : Ask pupils to select the letter, for which they see a visual representation,

which stands for a particular sound heard in the name of a pictured
object.

Step 6 : Several words are presented from which the pupils are asked to select
the one(s) in which a particular sound appears.

Step S : Scveral letters arc presented from which the pupils select the one that
represents a particular sound in a word pronounced by the teacher.

Step 4 : The pupil is asked to name the letter(s).

Step 3 : As the teacher pronounces several words, the child is asked to select
those which coutain a particular sound heard in a word.

Step 2 : The child is asked to isolate a particular sound in a spoken word.

Step 1 : The ch'ldren are asked to locute a certain symbol appearing in several
written words.

There appears to be a logical progression of skill development
illustrated in these steps that are necessarily pre-tested in reverse
order. No "diagnostic” test, presently on the market, is constructed
in such a way that it identifies the level at which a child's skill
breaks down in relation to any phonic generalization nor even
whether a usable knowledge of the principle has been acquired by
a child. Thus, responsibility for pre-testing and interpreting the
results falls squarely on the classroom teacher.

Certain adaptations of these steps will be necessary to pre-test
knowledge of vowel principles, syllabication, and accent clues. It is
possible to simplify the pre-testing process by testing at alternate
steps or even every third step. Nevertheless, the judicious use of
this procedure of pinpointing children's starting levels in learning
phonic generalizations should go a long way toward obviating the
practice of overteaching phonics.

AN INTENSIVE-GRADUAL PHONIC APPROACH
If the hypothesis is accepted that the use of pre-testing as a
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20 GENERAL PROGRAM AND POLICIES

diagnostic procedure will, in turn, improve the efficiency of phonic
teaching, a method of instruction can be examined which is based
on the assumption that the teacher has knowledge of each pupil's
starting level for the generalizations she plans to teach. Because
children’s levels of progress will differ, individualized or small-group
instruction will be required. Each child will need to be “plugged in”
at the appropriate level (the lowest level at which the child makes
any errors or where he is unsure of his responses) and be taught
by successive steps until he reaches the level at which he can
identify unknown words either in isolation or in context. In addi-
tion, he must learn a “plan of attack” for words that turn out to
be exceptions to the principle being taught.

Using an inductive approach, leading from the known to the
unknown, children can be taugiit any phonic principle as soon as
they have in their sight vocabularies three of four words to which
that principle applies. If one endorses a synthetic method of
phonic analysis, no knowledge of sight words is needed and a
deductive approach is dictated whereby the teacher presents the
“rule” which children are expected to apply in their attack on
unknown words.

An analytic method of phonic analysis, .termed “gradual” by
Gurren and Hughes and “intrinsic” by Chall, is recommended in
this article for the following reasons:

1. It permits reading to be taught from the very beginning as a

thought-getting process. The child's first encounter with the

“code” is for the purpose of expressing and/or securing ideas

or meanings.

The content of reading materials need not include nonsense

words or nonsense stories necessitated when phonic principles

are taught first and then used as limiting factors in the choice
of vocabulary.

3. Unknown words can be identified quickly and efficiently since
letter-by-letter sounding is not required. The pronunciation of
consonants in isolation is unnecessary, thereby eliminating
thc unavoidable addition of an “uh” or schwa sound to each
consonant phoneme as it is sounded when a synthetic method
is employed.

4. Phonic principles are applicable to multisyllabic words, making
it possible for children to readily identify the longer words met
at the intermediate grade levels.

5. It lends itself to an intensive treatment to the same degree
as a synthetic method. An analytic method is characterized
by a gradual introducticn of phonic principles as readiness is

1o
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established and a need exists for pupils to learn them, but this
does not prevent an intensive teaching of the principles once
they are introduced.

How does the analytic method work? In order to ensure com-

plete mastery of a phonic generalization, twelve steps, the first

ten of which correspond to the pre-testing steps described earlier

are recommended:

1.

2.

10.

11.

12,

Teach the children to recognize the graphenie. representing the phoncnie. as
it appears in words and other printed material.

Help the child to hear and isolate the individual sound as it is heard in a word
pronounced by the teacher and repeated by the child.

. Teach the children to recognize the sound cach time it is heard in a word

pronounced by the teacher. Have the children indicate in somne way the words
in which the sound is heard.

- Teach the letter name. Durrell's continual insistence of the value of teaching

letter names is based on the fact that the sound represented by the letter is
heard when the names of twenty-two of the twenty-six letters of the alphabet
are pronounced. In addition to the five vowels that stand for their letter names
when they represent their long sounds. Durrell has identified cight long "¢” con-
sonants (b, c. d. g. p. t. v, and z) six short “¢” consonants (f. |, m. n. s. and
x), two long "a” consouants (j and k). as well as “r”, whose names, when pro-
nounced, coutain one phoneine that each grapheme represents.

. Teach the children to recognize the grapheme that stands for a particular

sound heard in spoken words.

. Have the children identify words containing the grapheme representing the spe-

cific sound heard in a spoken word.

. Show pictures of objects whose names begin with the particular phoneme(s)

being learned. Teach children to select the grapheme representing cach particu.
lar phoneme. Now the child does not hear the sound but must “think™ it in
order to sclect the correct visual symbol.

- Have the children write the grapliemes representing particular phonemes

heard in words pronounced by the teiacher. Now, the visual symbol is not seen
and the children must recall it in order to match it with the auditory stimulus,
The children should, at this point, be led to make a gencralization regarding
the phonic principle. Based on the examples presented, what “clue™ would help
them with the sound if they came 0 a word they didn't know?

. Have the children recall words which contain the sound represented by the

grapheme. List them on the board so that the sound-symbol relationship can
be reinforced.

Provide practice in phoneme substitution or applying the clue to unknown
words in isolation. Start with known words if using plioneme substitution.
Have children “think off* a particular phonemec and “think on" the sound
represeuted by the letter being substituted. If a vowel principle. syllabication
clue. or accent generalization is being taught. the children should be helped
to apply the clue to unknown words.

Since context reading provides an additional help and is our ultimate goal for
using word recognition skills. practicc should be provided in identifying un-
known words appearing in sentences and paragraphs.

Teach children a procedurc for identifying words that arc cxceptions to the
clue taught. Since the reader does not know a word is an cxception when he
meets it in his rcading, he will first apply the cluc he has lcarned. If he
doesn’t recognize the word as one in his spcaking vocabulary, he should be
taught to try other sounds. It is hopec that he will ultimately derive the correct
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pronunciation. If not. he should be taught to use the dictionary. Whenever a
word pronuaciation does not “trigger” meaning. the dictionary becomes the
last resort.

It is important that any principles or clues taught for use in
single syllable words will also be applicable in multisyllabic words.
When unknown words of more than one syllable are met, the chil-
dren must be taught clues for dividing words into syllables as well
as generalizations for determining which syllable is accented.
There is a definite need for teaching accent generalizations since
the vowel principles are applicable in accented syllables only. The
vowel sound in the unaccented syllable can be expected to be that
represented by the schwa symbol (3) or a short “u”, and occasion-
ally by a short "i” sound.

COMPARISON OF ANALYTIC WITH SYNTHETIC APPROACH

Although the research reviewed by Chall (1967) and earlier
by Gurren and Hughes (1965) was admitted to be “shockingly
inconclusive” (Chall), the conclusion was reached that a “code-
emphasis,” “systematic,” or “intensive” approach, which was really
a synthetic method, produced results superior to those of methods
comparable to the one described previously. What is a synthetic
method? It is an approach whereby children are taught to sound
letters and letter combinations singly and then blend these individ-
ual sounds to form a word. For example, children would sound the
word “tent” as “tuh”, “e”, "n", “tuh”, since they had previously
learned the sound represented by each letter (“t” says “tuh”, for
example.) By an analytic method, the generalization is made that
the letter “t" usually represents the sound heard at the beginning
of the key wora “top.” In attacking the word “tent” the child would
be taught to recall a known word resembling this word—"went,”
perhaps—then “think off” the "w” and “think on” the “t" of “top"—
making “tent”.

There is no logical reason that an analytic method, which has
been termed a “meaning-emphasis,” “intrinsic,” or “gradual®
approach, can not and should not also be an intensive, systematic
code-emphasis approach. Although it must necessarily be gradual
in its introduction of phonic principles, this fact does not preclude
an intensive attack on teaching the clues, once they are introduced.

CONCLUSION

It is recommended that teachers, thoroughly knowledgeable
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regarding clues to phoneme-grapheme relationships, first pre-test
to determine their pupils’ levels of understanding of phonic gener-
alizations, and then begin at the point of breakdown to teach by a
systematic inductive approach those generalizations for which the
children already know a few sight words. This analytic method
has undoubtedly failed to demonstrate superiority over synthetic
methods in some studies chiefly because it has been poorly taught.
This proposcd code-meaning emphasis approach, introduced gradu-
ally and intrinsically as a part of the overall reading program,
should be taught systematically and intensively. It is hypothesized
that such an approach would go a long way toward solving the
decoding problems of readers of all ages.
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IN THE PAST, (here has been much
controversy anioug teachers concern-
ing the value of phonics to the teaching
of readiug. Some have argued that
phonics has limited usefulness hecanse
of the relatively uuphouetic character
of the English language: others have
felt that such knowledge is not only a
useful but unecessary part of the read-
iug program. Fortunately, there are
now some limited agreements about
the use of phonics i the teaching of
reading.

There is no longer auy serious doubt
about zchether phouics coutent should
be iucluded in the reading program :
teachers and reading specialists alimost
uuiversally accept it as an indispeusa-
ble tool for teaching children to read.
Disagreements concerning phonics are
still very much in evidence. but they
have now centered largely on questions
of 1) how phonics should be presented,
2) what conteut should be included,
and 3) when should it be emphasized.
Though space will not permit a peue-
trating analysis of these questious, an
attempt will be made to raise some
basic issues regarding the manner in
which these questions may be an-
swered aud to provide reading teachers
with guidelines for action until results
of research and practice answer them
wore adequately.

How should phonics be taught

Historically, there have Leen several
differeut approaches to the teaching of
phonics. In recent decades it has been
customary to categorize them into two

The Role of Phonics in Teaching Reading

wain  types, . analytic approaches and
syuthetic approaches.

The analytic approaches to teaching
phouics are those approaches in which
the teacher first teaches a limited num-
ber of sight words, possibly 75 to 100,
aud theu teaches the reader to utilize
these kuown words to iufer letter-
soud associations for unkuown words.
Iu presenting phonics analyticallv, a
teacher wight teach a number of sight
words, including. for exawple, bat.
bill, and bng. Then by analysing the
words and noting that they all begin
with the same sowid, the studeuts
learn the letter-saomnd association for .
Subsequently, when unkuown words
such as basket. bitter. and  undle
occur in his reading. the student will
kuow the b sound aud will thas have a
clue to help him identify the words.

The synthetic approaches to teach-
ing phonics are those approaches in
whiclh the teacher first teaches the
sonids whiclh certain letters represent
aud then teaches the pupil to combine
(or syuthesize) the sounds juto words.
Following one of the syuthetic ap-
proaches, a teacher would first present
the sounds represeuted by the priuted
foru of the letters: for example, p usu-
ally sounds like puli; a sounds like a;
and t sounds like tuh. \When the
sounds are blended, the word is pat.
Later on, when the student meets
words like per aud pig. e will know
that they begin with the p sound and
thus he will have a clue to their ideuti-
fication.

Siuce the early 1930's, those who fa-

*Reading and Realism, IRA Proceedings, Vol. 13, Part 1. 1969, 82.87.
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vored analytic approaches have been in
the nmajority, but there has been con-
timous support for the synthetic ap-
proaches,  Receatly, since luguistic
scholars have focused attention on
“breaking the code” as the priine em-
phasis for early reading instruction.
the synthetic approaches have gained
remarkably  in  their  popularity.
Beginning with the Boston studies i
the mid-fifties (7) and continuing with
the Sparks-Fay study (/1), the Bear
study (3), the Bliesmer-Yarhorough
study (#), and the vsot First aud
Secoud Grades Studies (§), evidence
has been preseuted to support the cou-
tention that synthetic approaches pro-
vide a wore rapid start in readiug than
aualytic approaches do.

Chall (5) recently presented a co.-
viucing case for those reading pro-
graws which make use of the synthetic
approaches. Under a grant from the
Carnegie Foundation, she has made a
searching analysis of the major re-
search findings related to problems of
beginuing reading instruction. Oue of
ler wmajor conclusions was that “code
ewplasis” approaches (synthetic ap-
proaches) proved superior, at least in
the primary grades, to “meaning ewm-
phasis” approaches (analytic ap-
proaches).

There does appear to be sowe ques-
tion about whether early gains wade
by synthetic approaches can be main-
tained as the children progress through
the reading program (1I1). Further
lougitudiual research is ueeded on this
very important point, but one would
thiuk that intermediate grade teachers
and curriculum  workers could fiud
ways of maintaining reading gains
achieved by primary grade teachers,
almost regardless of the manner in
which the gains were achieved.

This assumption, however, may be

entirely contrary to fact. Children
taught by syuthetic methods may
over-learn some word-analysis habits
which later miilitate against reading
growth: they may learn to concentrate
so intently on word analysis that atten-
tion to meaning is impeded ; they may
acquire habits that slow down the
reading rate and thus make it difficult
to compreheud rapidly ; they ny grow
to believe that reading is a process of
drill on seemingly meaningless sounds
and thus grow to dislike reading, If
in their zeal for phonics mastery, pri-
mary grade teachers have overemphas-
ized habits that will need to be un-
learned at a later date, then it does
seemr probable that children taught by
the more moderate or the more ana-
lytic approach would become the hetter
readers.

With present knowledge teachers
still must rely somewhat on their own
judgment about what is best, It is
comforting to note that children do
learn to read by any of several meth-
ods. At this point in time a reasoua-
ble course seews to he 1) teach letter-
somnd assaciations relatively early in
the reading prograwr with a syuthetic
emphasis while at the same time con-
sidering interest and comprehension as
prime goals and prime guides for

teaching procedures, and 2) after the

child has progressed sufficienfly in his
word recognition ability, -shift the em-
phasis rather rapidly to comprehension
while at the sae time tryiug to foster
high interest in reading.

What phonic content
should be taught
Through the years much informa-
tion has bheen compiled concerning
speech sounds and their written repre-
seutatjons: It is a generally accepted
fact that some of the information is

S i methim st Sl
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helpful in teaching reading and some
of it is not. In fact, this matter is im-
plied by the way phonics is defined.
Phonetics is generally defined as the
science of speech sounds, while phonics
is defined as that portion of phonetics
which is applicable in teaching children
to read. For the purpose of teaching
reading, it is neither feasible nor desir-
able to try to teach all that is known
about phonetics.

One of the basic reasons for includ-
ing any phonetic knowledge in a read-
ing program is to improve the
efficiency of the teaching process. To
accomplish this good, programs should
concentrate on content which occurs
frequently in reading, is easy to teach,
and is relatively regular in its applica-
tion.

Studies by Clymer (6), Fry (10),
Bailey (2), and Emans (9) have in-
vestigated the question of “what con-
tent” by making use of one or more of
the preceding criteria in judging the
value of selected phonic content.
They have found that at least some of
the phonic content that is usually in-
cluded in reading programs is not ade-
quately justified by these criteria.
These studies need to be expanded and
amplified into other pertinent areas,
but they do provide some substantial
data which Should prove extremely
helpful as teachers concern themselves
with problems of what phonic content
should and should not be included in
the reading program.

Some basic considerations

In determining the proper role of
phonics in a reading program one
needs to consider underlying factors
which relate to this role. Some of the
basic considerations follow.

Children differ in their ability to
Following one of the synthetic ap-

J3

to the teaching of reading. It seems
plausible to assume that some childrea
learn better from a method which em-
phasizes a whole-word approacii i0
word recognition while others probably
learn better from a method which em-
phasizes souncl-symbol correspondence.
To put it another way, some children
probably learn better through visual
means while others learn better
through anditory means. Generally
speaking, teaching materials are de-
signed with the nnderlying assumption
that all children learn equally well with
all modalities. This assumption may
or may uot be correct. Thus it seems
logical to advise that whenever a child
is experiencing difficulty with learning
to read, the teacher should investigate
the possibility that he may be empha-.
sizing the least effective modality for
the chikd in question.

Research studies that arrive at gen-
eralizations about which method works
best for large groups of children miss a
very basic point: ie. methods which
produce significantly higher mean
scores for the total group do not neces-
sarily work best for each individual
stucent in the group. Certain individ-
uals may profit more from a method
which has been shown to produce sig-
nificantly lower miean scores than an-
other. Teachers shonld recognize this
possibility and adjust their teaching
accordingly.

It scems likely that some words are
more casily learned by a phonic
method than by a sight mcthed. 2hile
others are more casily learned by the
sight method. High frequency, but ir-
regularly sounded, words probably are
more efficiently taught by a sight
method while phonetically regular
words and words which contain easily
learned sounds probably are better
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taught by a phonic method. learning
the word recognition skills is a step in
a developmental process, one of the
goals of which is to know a large num-
ber of words by sight. Accomplishing
this goal by the most efficient method
is important. Sonietimes the most ef-
ficient method is determined by the na-
ture of the word itself.

A given child may be able to utilize
o sound-oriented approach better at
one age than another. The concept of
reading readiness suggests that there is
an optimum time in the develapmentzl
process for a chilid to learn any given
skill.  Presumably, attempts to teach a
skill prior to this optimum tine will
prove unsuccessful and may even cause
emotional or psychological priblems
which seriously retard normal growth.
Also, it is assumed that if jnstruction
is postponed until later than this opti-
mum ime, the skill involved is not as
readily learned as it would have been
at the optimum time.

In a like manner, each child may
have an optinmm time in his total de-
veloprient for learning phonics con-
tent. For some, phonic readiness may
be achieved relatively early in school
while others may take considerably
longer. In presenting phouics content,
teachers should consider the natural
growth patterus of the pupils.

How the teacher feels about the
teaching procedure which he is folloo-
ing seems to make a difference in the
effectivencys of the teaching method.
If children can learn to read by any of
several approaches, which apparently
they can, then how the teacher feels
about the methad may well be one of
the most fmportant factors in deter-
mining its success. If the teacher is
philosophically committed to  the
method he is using, then he is likely to

do a good job ot teacting reading re-
gardless of how good or how bad the
method might be. \\hen selecting o
particular phonics progeam or deter-
mining degree of emphasis on content
or wethodology, one of the key factors
to be considered should be what the
teachers think about it.

Interest may not he directly related
to method. It is doubtful that one
method is inherently more interesting
than unother.  Enthusiastic teachers
can take very dull content and make an
interesting lesson out of it. Others
can take what seems to be very inter-
esting material and create pure drudg-
ery for children. Whether a method is
interesting is probably less related to
method than it is to other factors re-
lated to the teaching-learning situation.

Two factors which influence pupil
interest are variety of presentation and
appropriateness of teaching level. If
presentations are varied within a
method, interest is not likely to be
lacking. Likewise, if a child is given a
learning challenge, but at a level where
he has a relatively good chance for
success, he will seldom lose interest.
The important point related to phonics
is that approaches probably should not
be accepted or rejected because of in-
terest or lack of it. Rather, effective
approaches should be selected for use
and then adjustments made in the

teaching situation to maintain a high
interest level,

Guidelines for the reading teacher

In teaching phonics, the major task
which  confronts today’s reading
teacher is how to maintain a proper
balance between attention to phonics
and attention to other important read-
ing goals. The myriad of research re-
sults and the verbal wranglings of
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reading "experts” are likely to confuse
the average teacher about the proper
course of action as he performs the
daily tasks of teaching reading. The
following are suggested as broad
guidelives to follow as teachers at-
tempt to determine the role of phonics
in the teaching of reading.

Phonics content s taught so that
children have a tool to identify words
which are known in the spoken form
but not in the printed form. All deci-
sions concerning the use of phonics
should reflect this purpose. Teachers
should  regularly  ask  themselves
whether the phonic coutent bheing
tanglt aud the methods being em-
ployed in teaching it contribute to the
accomplishment of this major purpose,
If not, the teacher should adjust ac-
cordingly.

Phonics is but one aspect of word
recognition; 1word recognition is but
one goal of the reading program.
Plionics is best used in conjunction
with other word recognition skills. As
a child learns to read, he gradually
learus several wavs to identify words.
Ideally, he learns them in such a mau-
uer so that iie can coordinate and com-
bine their use as he attacks unknown
words. The ability to use sound-sym-
bol relationships is one of the more im-
portant reading skills, but it is just one
aud should be so considered.

The second aspect of this guideline
lias to do with the relationship of word
recoguition skills to the total reading
program. Word identification tech-
niques should be taught in a maunuer
that facilitates, not hawpers, the attain-
weut of other important reading goals,
lntensive attention to phonics can seri-
ously impair progress toward goals of
speed, interest, add neaning; teachers
need to recognize this possibility so
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that emphasis can be adjusted to best
serve the total reading programn.

The teacher is the key person in de-
termining the success of a reading pro-
gram. \Whether children learn better
by one method than another is largely
determined by the skill and enthusiasm
of the teacher. In recent vears, re-
search has consisteutly shown that the
quality of the teacher in the classroom
is the most important variable relating
to how well the pupils in a class learn
to read. Effective functioning in such
a key role requires that a teacher know
as mutch as possible about 1) phonics
and research related to phonics, 2) the
total reading process. and 3) the pu-
pils’ reading abilities and needs.

Acting in tenns of the preceding
ruidelines leads one directly to the
uext, Teachers should take an active
part in determining the role of phonics

in the reading program. On the
whole, modern=lay teachers are well-
trainecd, competent people who are ca-
pable of deterinining the reading uceds
of pupils and adjusting the progran to
meet these needs. Cariug for individ-
ual differences is a constaut job, and
only teachers are in a position to know
these needs well enongh to adjust in-
structional procedures to weet them:
teachers should be encouraged to do
s0.

This guideline weans, for exaniple.
that teachers should adjust content and
method for children who are slow
learners or fast learners; for children
who have speech and hearing prob-
lems; and for those who learn better
through visual weaus than throngh au-
ditory means. It means that teachers
neecd to recognize and adjust for the
fact that some phonic content is
learned by all pupils without any direct
teaching.
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It is recognized that adjusting for
individual  differences is an  age-old
problem that has no easy solutions.
Nevertheless, with the wide variety of
high quality materials available to to-
day’s teachers. intensive efforts toward
recognizing differences and providing
for them can produce rich benefits for
the pupils.

Relatively speaking, phonics shonld
be taught fairly carly in the reading
program.  Rasically, the two major
goals of a reading program are word
recoynition and comprehension. These
goals can hardly be separated. hut for
instructional purpases it is probably
better to place the heavy emphasis on
one and then the other. Early in the
process of learning to read, word rec-
ognition  (including phonics) should
receive major attention; and as prog-
ress is made, the emphasis should be
shifted to comprehension.

Summary

Phonics has an extremely important
role to play in the teaching of reading.
In this paper it is assmned that phonic
analysis is best used in conjunction
with other word-identification tech-
niques for the purpose of unlocking
words which are known in their spo-
ken form but unknown in their written
form. Tt is known that the pupils can
learu to read by any of a number of
methads.  Thus teachers, rather than
metliad, are the most important varia-
ble in the teaching process.  Teachers
are enconraged to know research relat-
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ing to methods and materials and to
utilize their knowledge in adjusting
their  procedures  to  the  individual
needs i their  own classrooms.
Gnuidelines for making these adjust-
ments are provided.
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A Critical Look at Instruction in Word Recognition

at the Elementary Level
Juanira Lewis®

WORD RECOGNITION, the same as any
other term in the field of reading, can
become anibigiious when one examines
it in the many different pieces of litera-
ture of a reading program. For the
purpose of this paper word recognition
refers to the child’s ability to recognize
a word and its meaning in context.
Before a child can rccognize a word,
he must first have the opportunity and
skills necessary to identify that word,
or someone must tell it to him. Ac-
tually, one could hardly talk about
word recognition without getting into
word identification skills. Therein lies
the ambiguity of zvord recognition; it
is a result of word identification.

Instruction in word
recognition

Consider the ways a child learns to
recognize or identify a word. There
are four major areas to be considered
as far as instruction in word recogni-
tion is concerned. They are 1) Con-
text, 2) Phonetic Analysis, 3) Struc-
tural Analysis, and 4) Comprehension.
Context

Anyone who has examined one or
more of the available reading programs
being used by children today is aware
of the fact that attention is given to
helping children through three diffe-
rent kinds of context.

Oral Context. The purpose of oral
context is to give the child practice in
using verbal clues to identify words.
Frequently, it is supplemented with
picture and/or printed context, struc-
tural and/or phonetic analysis, or in
some cases any miracle that comes to
the teacher’s mind.

Picture Context. The purpose of

this activity is the give the child prac-
tice in using picture clues to identify
words. Most readiness programs and
preprimers offer opportunities for the
child to develop this skill. Tt, too, is
frequently supplemented with oral and
printed context.

Printed Context. The pnrpose of
printed context is two-fold :

1. To give the child practice in using
printed context to identify new
words. and

2. To give the child practice in com-
prehension.

Oral and picture context used along
with printed context seems to be a
means to an end—what end?
Reading!

Phonetic Analysis

Varying degrees of phonetic analysis
appear in reading programs. A con-
sensus seems to he that children nced
help with at least three skills:

Identifying likenesses and  differ-
ences in beginning sounds. Attention
is devoted here to giving children skill
in sounding out the beginning of a
word to enable them to identify words.

Identifying likenesses and  differ-
ences in sounds in the medial posi-
tion. Attention is devoted here to giv-
ing children skill in sounding out the
“middle” of a word of syllable to help
them identify words.

Identifying  likenesses and  differ-
ences in ending sounds.  Attention is
devoted here to giving children skill in
sounding out the ending of a word to
help them identify words.

Structural analysis

Again, almost any method of teach-
ing reading that could be mentinned

*Forging Ahead in Reading, IRA Proccedings, Vol. 12, Part 1, 1968, 5550,
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gives attention to structural analysis.
This skill enables the child to take a
word apart and sound out the parts to
help him identify it. Children are
helped with five different kinds of
structural analysis :

Root words. 1Tt is believed that to
find a root word in a strange word will
help a child identify the strange word.

Prefixes.  After the child has
learned to identify the root word, he,
identifies the prefix to further aid him
in identifving the strange word.

Suffixes. Again the child is encour-
aged to find the root word plus the
suffix to help him identify the strange
wor(l.

Compound w-ords. Children are
also given practice in discovering that
the strange word may consist of two
words that they already know.

Syllabication.  Attention is devoted
to helping children develop skill in di-
viding words into syllables as a means
of identifving strange words.

Cowmprehension

The advocates of any method of
teaching reading would strongly agree
that their approach to reading leads to
comprehension ; otherwise, what is the
purpose of context, phonctic analysis,
or structural analysis?  Some are
happy if the child understands a word.
Others are not happy umless the child
nnderstands  the  whole  sentence.
Mauy are not satisfied util the child
comprehends a  whole paragraph, a
whole story, or the main idea of a se-
lection. Literature shows that author-
ities expect the child to understand
what he reads. Most authorities agree
that it is from the printed context that
comprehension comes.

Picture Context. Programs devote
a sizable amount of time to Lclping
children develop comprehension with
picture symbols.

Oral Context. Programs devote time

J8

to helping children develop comprehen-
sion through listening to oral context.

Printed Context. No wmethod ig-
nores printed context and the role it
plavs in comprehension. The most
common use made of printed context
is. '

I. Silent Re~ding. The child is given
a purposc; he examines the printed
context silently and through compre-
hension fulfills his purpose.

2. Oral Reading. Again the child is
given a purpose for reading; he reads
orally and fulfills his purpose.

3. Skimming. Sometimes the child
is given a purpose and is called upon
to skim the material with comprehen-
sion to fulfill his purpose.

4. Drill. The many different tvpes
of drill emploved in helping children
with comprehension would be too nu-
merons to list at this time. Suffice it
to sayv, the end result shonld he com-
prehension of the material which the
children have handled.

A critical look at instrnction
in word recognition

Now for a critical look at instruction
in word recognition. As was pointed
ont carlier in this paper, word recogni-
tion is the ability to recognize a word
and its meaning in a partinlar con-
text. It was also pointed omt that
there are four major areas in instruc-
tion in word recognition: 1) Context,
2) Phonctic  Analysis, 3) Structural
Analysis. and 4) Comprehension,
Take a critical look at these four areas
which have hecome sacred to people in
the ticld of reading.

Context,

Picture Context. Let's look first at
picture context. Couldn’t we devote
more time to printed context rather
than picture context? \When I exa-
mine a basal series, I never fail to ask
myself this question. T will agree that

,'_"'.7'5.-‘:‘,_;—..;,_'_-‘;;;..'-..-'nr-a;ae...;....._;.s. ———in
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in the beginning children do cnjoy
SOMIE picture reading, hut through
obscrving _children during my  class-
room  teaching  experiences T found
time after time that children hecame
hored and restless when asked to read
a picture to dewh, Agreed,  some
method niceds to he used to “put words
into the wounths of poor readers.” hut
even they rehel after a while, T have
nothing but syvmpathy for the  six-
vear-old child who has to go through a
reading readiness program where he is
asked to read pictures and more pic-
tures and more pictures,

Those who are first grade teachers
have probably had the saue experience
I had in first grade reading: The child
who can go through the whole story
reading every detail in the picture plus
adding numerous ones of his own,
when asked to read the selection, looks
at you with a question in his mind and
asks, “What selection?”

Solution? Publishing companies and
teachers must concentrate less on pic-
ture context.

Oral Context. How about oral con-
text? Docs it help the child or not?
Have yon ever sat in the back of the
room and listened to a first grade
teacher teach reading? If you have, I
belicve vou will agree with me that
much of the oral context given by the
teacher is not what we arc after at all.
For example: when a clild is reading
a sentence and stops in the middle of
the sentence because he can't identify a
word, it would scem to me that he
nceds to know that word immediately
for comprehension, otherwise, he loses
his train of thought and begins to word
call. In my opinion, teachers don’t
help by such oral context as “It begins
with the same sound as ball, bird” or
“We had that word yesterday, remem-
ber?” or “That’s one of our new
words.” I'm cencerned, too, when the
tecacher gives the child oral context
that he will not have access to later
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when he is reading independently. In
summary, I suppose my major criti-
cisi is the fact that teachers using de-
tailed oral context during a silent or
oral reading lesson can be interfering
with comprehension rather than help-
ing the child.

Solution? Tell the child the word
now ; help him later with his problem!

Printed Context. Couldn’t we have
more words in beginning reading, and
couldn’t we inchule more than just
onc-syllable words?

Sometimes I wonder what children
think of our schools when we take
them to a reading circle, build up their
interest in readimg, and then hand
them a story with such limited vocabu-
lary that it couldn’t possibly compete
with library books they are reading or
arc having read to them or with their
conversations during recess. Pleasc
don’t misunderstand me. I am not ad-
vocating a recoxling of the counversa-
tion at recess time followed by a
printed chart from which the child
reads and rereads and rereads what a
group had to say during a particular
recess in a particular situation. I am
not advocating this approach at all. 1
have tried that approach and it didn't
work for me,

Solution? 1 would like to see more
reading readiness programs devote at-
tention to the skills basic to heginning
reading aud less attention to picture
reading of everyday situations or nur-
sery rhymes.

As for two-or more-syllable words, I
recall from my own classroom experi-
ence that Washington was a word that
all of my first grade children could re-
cognize when they saw it in printed
form—yes, cven the children in the
low group.

Solution? Put more words in pri-
mary reading material, and let’s not be
afraid to try the big ones.

Phonetic Analysis

I have several questions concernitig
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phonetic analysis:

Beginning Sounds. The readin g
rcadiness program ?

Why spend time in our reading
readiness books with activitics com-
pletely unrelated to beginning reading?

It scems to me that by the time a
child completes his reading readiness
program he should be on the road to
reading. If this is true, it would seem
tc me that our rcading readiness
should get him ready!

How about teaching beginning
sounds?

This makes sense to me, and since 1
have worked with kindergarten and
first grade children, T know that many
«f them can successfully work with be-
ginning sounds. Not only from obser-
vation do I know this, but T also know
it from examining and conducting re-
search. I have already heard the ar-
gument that all children cannot do this
work at kindergarten level, Is this
any reason for not letting those who
can move forward? If we hold back
for this reason, we can’t have reading
at first grade level or geometry at high
school, can we?

Solution?  Give the child more
work with letter forms and sounds.

Medial Sounds. Why can’t children
be exposed to them carlier ?

At first grade level it bothers me
that we can’t start working earlier
with  certain  phonetic  analysis
skills-—to be specific, with vowels. T
don’t recall too many words the child
meets in his recreational reading where
he wouldn’t be confronted with vowels.
I believs that if we would work with
the vowels soon enough at ecarly first
grade level, we could help children be-
come more independent in their read-
ing habits. After all, aren’t we sup-
posed to give the child what he can put
to usc immediately? And surely one
can’t deny that even in the first word
in the preprimer the child meets a

vowel. T remember hearing a saying
one time “get what yon need hnt need
what you get.” ‘“Needing what yon
get” brings me to my next comment.
I am a little disturbed when'l go into
classrooms and see teachers using pho-
netic programs that are not in any way
tied to the immediate needs of the
child. I'm sure that teachers are using
these highly advertised, colorful, pho-
netic programs with good intentions.
I would just like to mention that ac-
cording to the laws of learning, chil-
dren tend to forget what- they don’t use
and, secondly, that what they learn
should be used immediately in a mean-
ingful sitnation.

I would be happy to see a structnral
program in phonics if it is a program
that goes along with the reading pro-
gram the teacher is using at that time
and if it concentrates on the high fre-
quency needs of the children. Why
should a child have to drill on a spe-
cific sound if he is not having trouble
-with it?

Solution? Give children practice in
hearing likenesses and differences in
words they are using now. Don’t wait
until that magic period, the second
grade,

Structural analysis

I have three criticisms concerning
structural analysis :

Why have children find little words
in big words? T am concerned about
programs that encourage children to
find little words in big words. This
procedure forms a BAD habit that
children must break sooner than onc
expects. 1 can see ne advantage in
this activity whatsoever because the
English language is not that consistent.
The minute the child starts having
two-syllable words he is going to nm
into trouble,

What about configuration? T am
equally concerned about the series that

A
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wastes the child’s time by having him
look at a printed word and visualize a
picture of that word that, probably, is
completely unrelated to that word.
When you have a child look at the
word been, think of it with an outline
around it, add wheels to it, and make
smoke come out of the top, vou're tak-
ing his mind off the word. Again, very
rarely have T seen childrens hooks
where, first of all the word was
framed; and T never recall sceing one
where the word’s had wheels on them,

Why do we ask children to divide
words in syllables? Tt is well and
good to have children divide words
into syllables, but any programs
never go bevond this step.  Children
should then be taught o look at each
syllable as an independent word that
would be identified the same as any
small word,

Solution? Have the child take the
word apart in a logical manner and use
these parts to identify the word.

Comprehension

Some of our programs make little, if
any, provision for comprehension.
Some of our teacher’s manuals ask
such regurgitative-type questions that
the only thing a child has to do is to
repeat a sentence whether it makes
sense. Some of the drills provided by
publishing companies and by teachers
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ask for such specific details that chil-

dren lose the meaning of the whole
story. Some teacliers fail to help chil-
dren sece that the material they are
reading silently or orally must make
sense.  Some of our teachers have re-
signed themselves to the fact that chil-
dren simply can’t use expression—
therefore, “I'm not going to push the
issue.” Some teachers have become
obhsessed with rate at the expense of
comprehension.  And some teachers
have not themselves fully understood
what reading actually is.

Solution? Provide practice for chil-
dren that will help them critically
think and critically read so they will
learn to demand meaning from printed
material,

Summary

As T stated at the beginning of this
paper, zcord recognition refers to the
child’s ability to recognize a word and
its meaning in a particular context.
We mwust realize that recognizing a
word is only part of the joh. Unless a
child understands what he reads, we
are not preparing him to cope with the
printed material he will he meeting as
he continues his education. l.et's not
he so involved in instruction in word
recognition that we ourselves forget to
take a critical look at it and the role it
plays in helping children learn to read!
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Word Recognition for the Junior High School

KATHLEEN CLAYTON*

WHEN considering the topic of word
recognition skills for. the junior high
school, one has to think abont what
word recognition techniques these stu-
dents have heen taught in the clemen-
tary grades. Next, sonie type of eval-
nation or diagnosis, should he planned
to determine if these junior high stu-
dents have these skills.  After adininis-
tering a group or an individual instru-
ment, the teacher has to plan the pro-
gram around the needs of the students.
Some groups of students may have lit-
tle need for extensive work in word re-
cognition techniques at the jumior high
level because their skills are already
well developed. Some groups will
need the kind of program that involves
a_heavy concentration on word recog-
nition techniques.

What is word recognition? It has
been defined as the “identification of a
word by means of a context clue or
skill in aualysis of the word form”
(2). Word recognition involves a
mmnber of techniques: the use of sight
words, the use of phouetic analysis, the
use of structural analysis, the use of
context, and the use of the dictionary.

- Word recognition  skills are those

methods or techniques used by readers
to identify. to prononnce, or to recall
words,  Before the reader can attach
weaning to a word, he must be able to
identify it. I.carning to read and
being able to read requires word rec-
oguition skills, Jolmson has said:

The ultimate aim of the reading pro-
gram in relation to word recognition
ahility, shonld he the spontancous recog-
nition of virtually every word, Accom-
panying this ability to react cffortlessly
to the majority of words should he a
reservoir of word analysis skills to un-
lock the few unfamiliar words which
arc met from time to time (5).

Let us cousider the various word
recognition techniques already nen-
tioned that have been taught in the ele-
mentary school and that may need re-
viewing or reteaching in the junior
high school.

Sight  Words. Most professional
books on reading and basal recader
manuals have descriptive material on
sight words in the discussion of teach-
ing word recognition.  Sight words
are those words that are recognized as
a whole. The sight word is the word
that is told to the child and is the basis
for teaching phonetic and structural
analysis. The child becomes familiar
with words already in his listening and
speaking vocabnlaries by having the
printed forms of the words presented
to him as wholes in meaningful con-
text. The sight word is used in a
meaningful situation and discussed.
Then there is the need for this word to
be used frequently in different settings
so that the word is recognized in-
stantly and spontancously.

Phonetic analysis. Phonetic analy-
sis is a term that is a source of confu-
sion in discussions on the teaching of
reading,  We talk about phonetics,
phonics, and phonetic  analysis,
Plionetics is the science of speech
sounds. Phonics is the science of
speech sounds as applied to reading.
Phouetic analysis is the analysis of a
word into its phonetic clements for
pronunciation purposes (2). Bamman
says, “The recognition of symbols and
the sounds which they represent is
known as phonetic analysis (7).”

What we arc to present or teach at a
grade level will be dependent upon
what the student already knows aliout
phonics.  Phonics is part of cvery
sound reading program, The junior

*Forging Ahead in Reading, IRA Proccedings, Vol. 12, Part 1, 1968, 59-62.

42




Q

ERIC

Aruitoxt provided by Eic:

36

high school program needs to be con-
cerned with plionics and phonetic anal-
vsis to the extent that the student
should be able to use phonics as a
word recoguition technique,

The teaching of phonetic analysis
proceeds from the known to the un-
known or from the simple to the com-
plex. Teach those phonetic principles
that are more generally and universally
applied before moving to less fre-
quently used analytic skills, The de-
velopment of skills in phonetic analysis
is bhased on phonetic understandings.
The student must have a knowledge of
the sounds that are used in our I'ng-
lish language and of the svmbols that
stand for those sounds. Tt is generally
accepted that we have about forty-
three scparate sound units or pho-
nenies in our language. Each of these
phonemces is cither a vowel or a couso-
nant sound. \We have only twenty-six
written symbols in traditional ortho-
graphy to represent these sounds, \We
have more sounds than symbols, and
some symbols must be used to repre-
sent nore than one sound, This situa-
tion mnaturally makes it difficult to
teach phonetic analysis,

The student should have tearned to
associate sounds with various types of
consonant and vowel symbols, He
should know the single consonant let-
ters that are used to represent a single
consonant sound. He should know or
be taught consomant blends. Where
two or three consonant letters are
blended so closely that they are pro-
duced almost as one sound ; e.g., br, st,
scr. The special two-letter. consonant
symbols that are used to represent a
single consonant sound should be
known. The letters sh as in shirt or
shape, for example, represent one
sound that is different from that of ci-
ther of the single letters in the symbol
sh.

There are three general types of
vowel syinbols with which the stucent
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should be acquainted. These are sin-
gle-vowel letters as a as in cal or o as
in go. The student nceds to uncler-
stand that these single-vowel symnihols
can be used to represent variant single
vowel sounds. He needs to know that
two-vowel letters may be used to rep-
resent variant single vowel sounds;
cg., 00 as in book or food: ea as in
tea. tear, or read. The third general
type is the knowledge of the dipthongs
or two-vowel letters that are used to
represent two-vowel sounds blended to
form one speech sound: e.g., on in
mouse,

The understandings of silentness
ad variability of consonants and vow-
els are basic (4). Double consonants
at the end of a word represent one
sound : eg.. scll, tall,  \Words with
double consonants followed by a vowel
are likely to have two syllables, eg.,
middle. happen.  Silent  consonant
symbols in a word may have a mean-
ing function. The student should know
or he taught the hard and soft sounds
of ¢ and y and how he can determine
these for pronunciation and meaning
purposes, »

He should know that vowel letters
are somctimes silent and that they
have a function, One should also
know that cacli vouvel letter represents
several vowel sounds. Final ¢ on a
word is usually silent and usually pro-
longs the sound of the preceding
vowel, If there are two vowels to-
gether ina word or a syllable, the first
vowel is usually long and the second
vowel is usually silent. If there is
only one vowel in the syllable or word,
the vowel is usually short unless it is
at the end of the word. If the only
vowel letter in a word or syllable is
followed by r, the sound of the vowel
is usually affected by the r. The
teaclier must be careful in teaching
these principles as rules that are al-
ways true. They must be taught as
principles that generally apply to word
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analysis, but there are exceptions to
the rules or principles. The student
needs practice and opportunities for
applying these principles in his daily
reading.

Many good sources list the phonetic
principles that students should know
and he able to use. Materials by Gray,
Betts, Bamman, Karlin, Spache, and
others are most helpful in the teaching
of phonetic analysis,

Structural  analysis. Structural
analysis involves knowledge of com-
pound words: inflected forms; derived
forms including prefixes, suffixes, and
roots: syllabication: and contractions.
A compound word is a combination of
two distinct known words that are
joined to form one word. Students
who do not recognize compounds are
weak in word attack skills and have
not learned to look at words for famil-
iar parts. Students who are troubled
by compound words_need specific in-
struction if they are to learn to work
with compounds which are a part of
our cveryday reading materials in the
classroom,

Inflected forms of words have to do
with  person, case, gender, mummber,
tense. and comparison, Common in-
flectional endings are -s. -¢s. -cr, -esl,
-ed. and -ing.  Uusually, the basic
meaning of an inflected form is con-
tained within the root word. Derived
forms are those words which have pre-
fixes or suffixes. These are hoth re-
ferred to as affixes. This form differs
from the inflected form in that the
affixes have meanings of their own.
Then these affixes are added to a root
form the meaning of the total word or
form may he entirely different.  The
meaning of the root form does not
change. . The addition of the affix is
what changes the meaning of the total
word or form. Developing skill in the
recognition of derived forms serves
two purposes: expanding meaning vo-
cabulary and gaining an understanding
of the origin, or history, of words (1),
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Syllabication.  Syllabication is di-
viding words into syllables for the pur-
pose of identifving unknown words,
It functions as an aid in word recogni-
tion by helping the student break
words into smaller units, pronounce
these, blend, and thus recognize words
in lis speaking and listening vocabu-
laries. Syllabication "helps students in
their spelling and writing.  As most
students mature in reading in the
upper clementary grades, they hecome
increasingly  dependent upon their
knowledge of svllables and less upon
letter phonics. The student needs to
understand that every syllable must
contain a vowel sound.  With this
knowledge, he has a method of hreak-
ing words into divisions for pronumcia-
tion purposes.

Principles of syllabication can he
found in the professional hooks of
Spache, Bamman, Karlin, Gray, and
Betts. Be careful of having students
memorize  syllabication  principles.
Generalizations which are formulated
by the students will be more meaning-
ful than memorized principles. These
generalizations should be kept as few
and as simple as possible. Emphasize
those generalizations  which clearly
help in pronouncing a word.

Context clues.  Contextual analysis
or the use of context clues is identi-
fying a new word by anticipation of the
meaning or through the words and
ideas adjacent to the new word (2).
Readers frequently rely upon the con-
text to help them with unknown or
new reading words.  Students should
be encouraged to use context clues
as an identification technique. We do
need to teach students how to use con-
textual clues.  Contextual clues should
not be used alone to identify unknown
words, Phonics and structural clues
need to be combined with the contex-
tual clues where possible.  Spache
states that most context clues demand
some degree of inferential thinking.
Such inferential thinking is an essen-

i ke
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tial part of the reading process at all
maturity levels and should he strongly
enconraged (7). .

Jan-Tausch has indicated that words
are learned best when introduced in
conjunction witlh meaningful context.
This remark applies to the teaching of
all word recognition skills.

The dictionary. The dictionary is
used as an aid in identifying unknown
words met in reading and as a check
on a pronunciation or a meaning tenta-
tively arrived at by the reader through
the use of context clues, word-form
clues, and systematic analysis (4).
The dictionary is a storehonse of the
meanings of words nt is a word recog-
nition helper,

Skills needed in using the dictionary
as a word recognition technique are
1) being able to locate the word by
opening the dictionary to the section in
which the word is contained and heing
able to apply alphabetical knowledge to
find the word; 2) heing able to use
guide words as aids in the lacation of
words: 3) being able to identify the
root form from alternate forms of the
word ; and 4) being able to prononnce
the word (6).

Evaluation of needs. As stated ear-
lier, in order to plan a program the
teacher must know what are the stu-
dent’s needs. Different types of test-
ing or evaluative instruments can be
used to determine these necds.
Standardized tests can be administered
and compared with national norms.

‘Individual informal reading invento-

ries can be administered where word
recognition skills of the student are
carefully studied. Johnson has sug-
gested pertinent questions on word rec-
ognition skills as listed below :

Does he see base words in affixed
forms?

Does he apply the final- e principle?

Does he use the dictionary sponta-
neously to get the pronunciation
of a word he cannot analyze on
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his oven ?

Does he use his oral language back-
ground as checkpoint for his anal-
ysis of a printed form?

Does he skip over unfamiliar words
or nse a slurred pronunciation
rather than attempt to analyze
them?

Does he drop word endings (5)?

Reading is a series of many skills in-
termeshed with one another. Tt is a
thinking process and not subject mat-
ter to bhe tanght. Word recognition
techniques must be taught, evalnated,
and retanght where needed for effec-
tive nse and reading skill develop-
ment,
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MiLbRED B. Forp*

GOOD READERS not only niust he able to
recognize quickly and accurately the
words they have met before but they
must also have at hand tools with
which they can determine the mean-
ings of new words, One of the most
important of these tools is the ability
to pronounce the words because some-
times one knows a word when he
hears it spoken and yet does not rec-
oguize it when he sces it in print.

Principles of word recognition

The terms word recognition and
word altack are used somewhat in-
terchangeably as applied to reading
skills (5). Word recognition is an
important basic reading skill, Tt is in
word recognition skills that retarded
readers most commonly are deficient.
Even though comprehension is the pri-
mary goal of reading instruction, word
recognition is prerequisite.

We are primarily concerned with
finding the wethod of teaching that
best advances the retarded pupil in au-
ditory and visual discrimination,

Bond and Tinker (7) identify word
recognition with the following basic
skills::

I. Associating  the approrpriate
meanings with the printed symbol ;

2. Using the context clues and
other meaning aids to anticipate the
words to be recognized and then
checking the accuracy of the recogni-
tion;

3. Becoming flexible and efficient in
visually analyzing the word into usable
Tecoguition elements ;

4. Developing knowledges of visual,
structural and  phonetic  elements,
knowledge of consonant and vowel
sounds, blends and diagraphs, prefixes
and suffixes, etc. ;

5 learning skills in auditory
blending and  visually synthesizing
word parts to rapidly’ pronounce or
recognize the word asa whole ; and

6. Forwming the habit of usiug the
more analytical and the pronunciation
techniques  when and only when
necded.

Word  recognition problems are
often found to be at the root of the dif-
ficulty of disabled readers who fall into
the descriptive categories of limiting
disability and  complex disability.
College  readers (retarded) fall into
these areas; some can be helped with
individualized instruction and some
have problems that are too difficult to
cope with in a classroom situation,

Effective teaching techniques
of word attack skills

To determine the degree of difficulty
the college reader has in being able to
attack words, systematic evaluation
should he administered. The evalua-
tion techniques must be informal or
standardized.  Reader's Digest  self-
testing section is suggested as an eclec-
tic procedure. Teacher observations
should be used to determine what
wethods are used by the reader to at-
tack new words. Does the student use
context clues? Or phonetics? Or
structural analysis? Does he know
aud use the rules syllabication ?

Knowledge of word attack skills is
“nportant, but skill in using them
while reading makes the knowledge of
value (6).

Scholastic Scope (Scholastic Maga-
zine), a weekly periodical for high
school students, is one reading media
which has been used successfully in
teaching the use of word meaning and
coutext clues to retarded college read-

*Forging Ahead in Reading, IRA Proccedings, Vol. 12, Part 1, 1968, 66-70.
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ers.

Training in the ntilization of context
clues should he stressed in teaching
word attack skills. The student at this
level should he encouraged to employ
shrewd gnesses in an attempt to deter-
mine the meaning of a word from the
way it is used in the text (3). A stu-
dent  proficient in utilizing context
clues can usually derive enough sense
from a word to satisiy his need at the
moment.  One method of increasing
his ability is to present the stndent
with a list of sentences in which the
critical word is omitted and have the
students fill in the blanks or have them
read short interesting articles with
words they should know. may not, but
can determine the meaning of because
of the context.

The problem a College student faces
when he mieets a new word is likely to
he different from that of a child seeing
a word for the first time. \When a
child first starts to read, the words
that he encounters are, for the most
part, strange to him in form only.
That is. most of the words that a child
finds in his beginming reading assign-
ments are already in his speaking vo-
cabulary. The words that are new to
a college student, however, are usually
strange in both meaning and form (6).
When the college freshman enters his
history class, the vocalulary is as for-
cign as German. He has had no pre-
vious experience which would give him
familiarity to the concept or the ah-
straction for which the word stands.
His success in the course is partially
depeadent upon his ability to under-
stanc the technical terminology.

In attempting to develop word rec-
ognition for college students, the req-
uisite is to stimulate interest in learn-
ing new words and to make the stu-
dent aware of the words he does not
know.

The inherent factors which the stu-
dent possesses when he enters college

a7

have not prepared him for college
reading.  More than one half of the
stndents emtering the small colleges are
taking remedial conrses.  High school
preparation has not been  efficient ;
thercfore, the stndent is in *“trouble”
with reading.

tn strnctural analysis, words shonld
be taught in terms of their compo-
nents, prefixes, snffixes, and roots so
that students can see the effects of pre-
fixes and suffixes upon the meaning of
the root, learn the meaning of conumon
Latin and Greek roots and affixes, and
get the meaning and promumication of a
word when the surrounding context is
not enough (2). The students can
build their own derivations, place them
in original context, and exchange them
with one anothier to try out their skills.

In order to use roots, prefixes, and
suffixes ost cffectively the student
must be proficient in syllabication. If
he possesses scanty knowledge in this
area, syllabication as means of word
attack should be demonstrated and the
rules for dividing words into syllables
should be presentec.

Rolierts () has outlined the princi-
ples of syllabication with examples and.
exercisces on the college levei.
Sometimes the student is so deficient
that an individual approach should he
adopted,  He also suggests exercises
using Greek and Tatin roots so that
stiudents who have problems unlocking
new words may review the rules.

If the college student cannot recog-
nize words yuickly and accurately and
canmot hegin the attack of new words
by dividing them into syllables and
pronouncing them, it is very probable
e has never hecome a mature reader,
with reading skills developed bevoud
those of the elementary school child.
The stndent will not gain much from
training in vocabulary, rate, and com-
phrehension unless he can recognize a
key word by its context, by structural
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or phonetic analysis, or by syllabica-
tion, the next thing to do is look it up
in the dictionary and learn how to
pronounce the unfamiliar word,
Independent use of the dictionary re-
quires skills in the use of guide words,
use of the prommciation key, and the
usc of several definitions given for aid
in word recognition. These four tech-
nigues should be stressed with the re-
tarded reader if the techuniques have
beei forgotten,

In the reading laboratory several
levels of dictionaries should he avail-
able so that students may refer to them
as they are needed.

The retarded reader should have at
his disposal many kinds of reading
materials of low levels but of high in-
terest.  The Globe Book Company
{New York) has all of the classics on
these levels, Careful selection of read-
ing material is important so that the
stndent will not feel that he is reading
“child stuff.”

Oue step of correcting a disability in
word recognition is to make the stu-
dent sound conscious (3). He must
learn to hear somnds and to think of
letters in terms of sounds, and his les-
sons may vary with a series of exer-
cises that teach hiin the various sounds
attached to the vowel and the conso-
nants. After he has learned to hear
the sounds and to associate them with
the proper letters, he must be taught to
blend them in combination. All this
activity can be achieved through the
use of simple words whose pronuncia-
tion he already knows; he simply
learns to break their sounds down into
their componeat parts until he can
hear the value of each letter and com-
bination of letters,

Next, the student should be given
the basic rules for building these into
w_(_)'r(ls. that is, the rules of syllabica-
tion, accent, and pronunciation. These
rules should be simple and general as
possible, taking account of ouly the

most common exceptions.  “The stu-
dent is not to be made a specialist in
phonetics.” states Triggs (6).

Once the basic facts have been mas-
tered. the lessons become a matter of
practicing their application in forms as
varied as the instructor’s ingenuity can
supply and for as long as the student’s
disability requires. This application
should include drill in diseriminating
among words of similar configuration
and in retaining the visual image of the
word once it is learned. This work
must be done first with words in isola-
tion. but it should be applied immedi-
ately in sentences so as to approximate
the reading situation, Workhooks are
recommended for this practice. along
with teacher made exercises.

Materials for the retarded
reader

Word Attack (Harcourt, Brace and

World, 1956) is acceptable to college
students because of its hard cover and
format. It contains lists of words and
permits  the student to  develop
clues—an aid to word identification.
The idea of becoming a word detective
appeals to students and helps them de-
velop the important concept that figur-
ing out words is a responsibility each
person must accept if he is to read in-
dependently.
Mentioned earlier, Scholastic Scope
(Scholastic Magazine, Inc., 1966-67)
is desirable hecause context clues and
word meaning skills are presented in
such a way that students are enthusias-
tic about performing those tasks.

Basic Reading Shkills for Junior
High School Usc (Scott, Foresman,
1957) contains exercises which may be
used in reviewing and developing word
attack skills with older pupils.

Oral reading is necessary to assure
the application of word attacks skills.
Preparing a newspaper report, short
book review, excerpts from magazine
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articles to read before a group helps to
give the student the confidence he
needs to read aloud in his regular
classroom situation.

Reading Laboratory I11b (Science
Research Associates) has been ac-
cepted by retarded college readers as
an aid to word attack skills because of
its multilevel activities. The exercises
are designed for culturally deficient
readers. After completion of Labora-
tory ITIb the student is moved to Lab-
oratory IVa, a more difficult reading
aid, to promote learning of higher lev-
els of prefixes, suffixes, context clues,
and word meaning skills.

The use of Flash X’s and a Tachis-
toscope  (Educational Developmental
Laboratories) with some of the college
students for improving concentration
and quickness in perceiving words and
associating them with meaning has
been used. Students’like the feel of a
machine; they think that this device is
something new and scientific that will
help them to learn to read better.
Students at this age need motivation if
results are to he expected.

Phonics We Use—Book F (Lyons
and Carnaham—1964) is an excellent
refresher course for students who are
in need of independent attack on words.
Analytical inspection of words plus
context clues are used in attacking new
words in a modern program of phon-
ics.

The college retarded reader is often
culturally inefficient because he has
been carelessly taught by teachers who
are not proficient in the teaching of
reading.

Evaluation of progress

The appraisal procedures are as
broad as the concept of reading and
the program planned to achieve the
broad objectives.  Standardized text
should not be used alone. Observation
is of greatest importance; informal
tests, practice exercizes, and interest
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inventories would give evidence of
progress in word attack skills.

Concluding statement

Developing word attack skills for
the retarded college reader is a slow
and difficult process. Rapport should
be established among the teachers and
student to acquire the best results.
The physical condition of the
classroom should be conducive to
learning. A soundproof room is rec-
ommended. Instruction should in-
clude the utilization of context clues,
structural and phonetic analysis and
the teachings of suffixes, roots, pre-
fixes, and dictionary skills; and the de-
vising of supplementary exercises by
the instructor. Reliable measurement
of growth should be provided for at in-
tervals of nine-week periods.
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Applying Research Findings in

Classroom Practice
MiLbrRep WiTTICK*

RESEARCII IN the area of word recog-
unition generally uses subjects from the
primary grades. Where older pupils
are involved in word recognition inves-
tigations, the research tends to be con-
cerned with methods and/or materials
for use with remedial readers.

How one teaches reading depends
upon how oune defines reading. Word
recognition is the process of producing
the sounds represented by the printed
symbols and putting them together
into words. Sometimes it is called
“identification,” “decoding,” or “hreak-
ing the code.” However, word recog-
nition is only the initial step if one
considers reading to be the process of
getting meaning and  understanding
from printed symbols. In completing
the reading act the individual reacts to
the material and integrates what he
has read with what he already knows.
Tu this way, his ideas and attitudes
change and his intellectnal growth con-
tinues.

Preschool reading experiences
related to word perception

A few yecars ago, a popular women'’s
magazine published an article on
teaching one’s baby to read and sug-
gested this procedure might be started
with two-ycar-olds; educators were
alternately annoyed, appalled, and
amused. This “system™ began with
teaching recoguition of large letters in
isolation. The idca was not really new
as many generations of children have
played with blocks that had letters,
words, and pictures on their sides.
Others have had cutout letters of wood
or plastic with which to experiment
and perhaps build words.

Word Perception to

Moutessori's methods, popular about
1915 and now enjoying a revival of in-
terest, included teaching the young
child to recognize, name, sound, and
cven write the letters of the alphabet.

O. K. Moore of Harvard has been
interested in the past ten years in
teaching three- and four-year-olds to
read by the use of antomated typewrit-
ers.  His hypothesis is that early read-
ing experiences are heneficial for chil-
dren's geueral intellectual develop-
ment.  In what Moore calls a “Re-
sponsive llnvironment,” the child first
explares the typewriter and learns let-
ters. When he strikes a typewriter
key, the automated machine calls out
the name of the letter or the symbol
that was struck. [n this way, he
learns the names of the letters aud
what they look like. I.ater a teacher
guides him in learning to reproduce on
the clectric typewriter individual let-
ters that appear on a television-like
screen before him. Finally; he types
words and sentences. The idea of
using typewriters with young children
is not new, as experiments using regu-
lar typewriters in first grade classes
were conducted at the University of
Missouri in the early 1930's.

A study initiated in the Denver
Public Schools was designed to show
parents how to provide reading readi-
uess actwvities for preschool children.
Preparing Your Child for Rcading
was the guidebook used in conjunction
with sixteen TV programs which clab-
orated on specific techniques that par-
ents might use. These children were
studied over a five-year period; the
carly reading experience appeared to
have a positive and continuing effect.

*Perception and Reading, IRA Proceedings, Vol. 12, Part 4, 1968, 125-130.
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Developing word perception skills
in the kindergarten

Since about 1955 there have heen
several studies concerned  with  the
reading of kindergarten children,
luvestigators  found  that, compared
with the preceding  generation, five-
year-olds today 1) have larger vocabu-

laries: 2) do more reading of signs
and labels; 3) use longer sentences;
4) use wore complex sentence struc-
tures; 5) have traveled more; 6) have
had more experience with hooks and
records; 7) have more often had nur-
sery school experience ; 8) have substi-
tuted TV viewing for the radio listen-
ing of their parents as children; and
9) have vocabularies that arc different
in content.

Durkin (6) studied the progress of
49 Oakland, California, children who
learned to read at home before enter-
ing the first grade of a public school.
At the end of five years she reported
that the majority of these preschool
readers continued to be superior read-
ers as they advanced in school. How-
ever, these pupils were described as 1)
children who wanted to learn to read;
2) children who had many opportuni-
ties to do so; and 3) children who had
favorable attitudes toward reading.
Durkin pointed out that her findings
dlo not necessarily support the proposal
for earlier school instruction in read-
ing.

Since 1960 the Denver Public
Schools have been conducting a pilot
study involving about 4,000 kindergar-
teners, The subjects reccived system-
atic instruction 1n beginning reading.
Reading tests administered at the end
of first grade showed that there was a
sigrificant difference in favor of the
experimental group over the control
group of children who had participated
in the regular kindergarten program.
Optimum reading achievement oc-
curred when the first grade program
was altered to take advantage of gains

ol

the child had made in kindergarten
(3). The study also showed that the
carly reading instruction created no
special  problems related to vision,
hearing, or social or academic adjust-
ment,

How do such pre-first grade reading
experiences affect classroom practice in
Grade One? The teacher finds a
wider range of individual differences;
some children do not need the conven-
tional readiness program: grouping
may be more difficult, requiriug special
flexibility ; and placing each child in
the most appropriate reading material
may create problems hecause the
teacher must evaluate the child’s read-
ing background with great accuracy
aud locate the appropriate reading ma-
terials. These changes must be re-
flected in the reading curriculum of
all of the primary and even the later
grades,

Word perception in grade one

The Chall Rescarch. The wmost
thorough recent study of the rescarch
on heginning reading instruction was
reported by Chall (4) as an outgrowth
of the City College-Carnegic Reading
Study (1962-1965). She cousidered
much of the research from 1910 to
1965 from several sources: the experi-
mental research from classroom and
laboratory ; the findings from correla-
tional studies; and the evidence from
several well-known clinical studies of
children who have failed to learn to
read. Space here does not permit a
discussion- of her methods, but her
point of view should he noted. She
suggested that the first step in learning
to read one’s native language is learn-
ing the printed code for speech. This
wiethod agrees with Bloomfield's con-
clusion which may be said to represent
the linguist’s approach to initial read-
ing instruction. However, Chall re-
ported her analysis did not prove or
disprove that any one method of code
emphasis, i.e., linguistic approach,
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wodified alphabets, or systematic
plionics, was sigunificantly superior to
awother. She comuented that there is
sowe experimental evidence that chil-
dren of below-average and average in-
telligence and children of lower socio-
cconmnic backgrouud do better with an
carly code cmphasis. Brighter chil-
dren aud those with better sociocco-
uowic backgrounds appear able to
“break” much of the code independ-
ently, regardless of the wethods used
in the scheol reading program.

The U. S. Office of Education First
Grade Reading Studies. Tu the schoo!
vear 1964-65, 27 first grade reading
studies were begun, all spousored by
the U. S. Office of liducation. All
used some of the same pretests and
post-tests.  All continued for approxi-
wately 140 school days. Bond, gen-
eral coordinator, met three times dur-
ing the year with all directors at the
Coordinating Center for the Coopera-
tive Researcli Program in First Grade
Reading Instruction at the Uuiversity
of Miunesota. The center served two
fuuctions: to maintain conmnuuication
awmong project directors and to collect,
organize, analyze, and interpret the
conunon data from the projects.

The studies were made in 16 differ-
cut states : five were done in Penusyl-
vauia; three, in Californi.; and three,
it New York. Except for Florida and
North Carolina, uo studies were done
in the South,

Twenty of the studies explored the
cflectiveness of different methods of
teaching reacding or developing readi-
uess. Two of these used Spanish-
speaking children as subjects; oue
used the disadvantaged in a large city.
and one used the low reading group.
Other resecarch examined problems re-
lated to an analysis of the interactions
of professed methods, teacher iwple-
wentation, and child backgrouud; a
longitudinal ~ readiness program; a
comparison of two methods of reading
supervision ; the effects of an intensive

9

in-service program on teacher class-
room  behavior and  pupil  reading
achievement ; the reading achievement
of first grade boys versus first grade
girls: and a cowparison of beginuning
reading in three classroom organiza-
tional patterus.

Stauffer (710) commented on the
studies in the May 1966, issue of The
Reading Teacher that “No ouce wethod
can be compared with another because
the methods were wot sharply and
clearly different. For example: all
taught the alphabet: all used writing
experiences : and so on. Methods that
were given the sawe label were often
not the same. . . . Reading iustruction
time could not he defiued so as to be
acceptable to all tweuty-seven studies.
Much cffort was devoted to an attempt
to defiue reading instruction time at
the Coordinating Center meeting. but
to no avail.”

Bond (7) made four tentative obser-
vations at the end of the first year of
these studies:

1. There is no one method that is
so outstanding that it should be used
to the exclusion of the others.

2. The cffectiveness of any one ap-
proach appears to be increased when
it is broadened by the addition of other
instructional compouents, For exam-
ple, a basic prograw’s effectiveness is
mcreased when writing experiences are
added; or a phouetic approach appears
to profit from the addition of audio
and visual instructional aids.

3. Specific approaches to first grade
reading instruction appeared to in-
crease children’s achievement in cer-
tain instructional outcomes but arc
weak in other outcomes.  Ancther
wethod may develop different patterns
of growth. This observation gives
hope to the possibility that combina-
tious of approackes that will encourage

-overall balainced reading growth will

be found.
+. There was greater variation be-
tween the teachers within the methods

2.
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than there was between the methods.
This finding again points up the im-
portance of the teacher’s role in learn-
ing. This latter point raises the im-
portant issue as to whether the meth-
ods debate is not an artifact and that
the teacher should receive major con-
sideration,

The U. S. Office of Lducation ex-
tended fourteen of the studies through
the scecond and third grades. Such
continued investigations should Dbe
especially valuable since one of the
great weaknesses of general research
in reading has heen that too often it
was characterized by a proliferation of
bits and pieces looked at in isolation
rather than as a part of the sequential
development of the individual’s reading
pattern.

Phonics. Over the past thirty years
probably more research in reading has
attacked the problen of phonics—
when? and how much?>—than any
other ph=:e of the reading process. It
is almost impossible to isolate com-
pletely the teaching of phonics from
other parts of the first grade program.

Even where the program begins with
formal phonics materials, the child
comes in contact with many books arid
oral language experiences, so phonics
can hardly he considered in isolation.
Teachers also know more about the
various programs in phonics than they
do about any other arca.

In the pust four years, two basal
reading programs with heavy phonics
emphasis  have Dbeen  published.
Children begin with letters and sounds,
and one series presents stories only
after a wealth of phonics materials has
been mastered. One of the results of
strong interest ,n phonics has been the
strengthening of this material in all of
the well-known basal readers. .

The Modified Alphabets. There has
been much interest in the past seven
years in the use of modified alphabets
to teach word recognition skills, The
best known of these ‘are the Initial

Teaching Alphabet (i.t.a.), Unifcn,
and the Diacritical Marking System
(DMS). All of these “systems” are
too unew 1o have conclusive research
about them. A special problem has
been created by school systems that
have rushed to'use them without cle-
veloping a thoughtful, careful experi-
mental design which will make the re-
sults meaningful to other educators.

In four of the U. S. Office of Edu-
cation Studies which evaluate the
i.t.a. medium, conclusions ranged from
a) no differaxe from other meth-
ods tested; b) results not always
consistent; ¢) inconclusive at the end
of grade one; and d) to use in com-
bination with other materials.

Other studies of i.t.a., those of
Bosma and Farrow (2), Mazurkiewicz
(9), and Downing and Jones (5),
gencrally favored the i.t.a. group.

Experiments using  Unifon have
been carried on in the Chicago city
schools, some of the Chicago suburban
schools, in the St. Louis area, and in
Detroit.

Word Perception and Linguistic
~Approach to Teaching Reading. The
linguists believe that children should be
taught the “decoding system” by first
learning those words that are spelled
regularly as fat, pat. nat, sat. Oral
reading should be stressed in the ini-
tial stages, and often materials at this
level have o illustrations. When a
child does not recognize a word, he is
usually taught to spell it rather than to
“sound it out.”

There are several linguistic series
now published, and research is just be-
ginning on the effectiveness of this ap-
proach.

Other Methods of Teaching Word
Perceplion. New materials for teach-
ing word perception are appearing
with great rapidity at the moment.
Little or no research related to their
classroom use now exists. Programed
learning has been developed for begin-
ning readers; computer-assisted in-
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struction in initial reading is being ex-
perimented with in California; a great
variety of new teaching machines are
on the niarket; audiovisual materials
are abundant and are specifically de-
signed into several of the experimental
programs,

Comparison of Methods of Teaching
Reading. In 1961 Van Allen (12) re-
ported a three-year study, “Three Ap-
proaches to the Teaching of Reading,”
that had been carried on in the San
Diego area. The hypothesis was as
follows: There are numerous effective
ways of teaching reading in our
schools. Three methods were com-
pared: the hasic reading, the individ-
ualized, and the language-experience
approach. Lach teacher who partici-
pated selected the approach he under-
stood—one for which he had materials
to carry it out—and received a suppor-
tive in-service program. The hypothe-
sis, as judged by observations and test
results, was confinned. The other
findings included the following: 1)
language-experience  teachers  who
ruled out all other approaches found
that their children made as much or
more progress in the skills (measured
on standardized reading tests) as did
the children who had direct teaching
skills; 2) there is a closer relationship

between phonics and writing than he-’

tween phonics and reading; 3) many
teachers are now dealing with Dbasic
sight vocabulary on an individual hasis
—from oral language to written lan-

guage to recall of written language
(this practice usually results in recog-
nition of high frequency words as a re-
sult of repetition) ; and 4) each child
gradually gains a personally tailored
sight vocabulary which is functional
and which is in excess of words intro-
duced in the controlled programs.
Control becomes an individual matter.
Ceilings are lifted for all children at all

-grade levels.

An claborate study of reading meth-
ods is being carried on in the De-

troit public schools in which five
widely different methods are lheing
compared. These include McGraw-
Hills’ Programmed Reading, the Ginn
Basic  Readers, Lippincott's Basic
Reading Program, Unifon, i.ta., and
Harper and Row’s Linguistic Read-
ders.  One ‘criticism of this study is
that Unifon was developed as a perma-
nent spelling reform, not as an alphabet
for teaching beginning reading. For
this reason it is not especially de-
signed, as is i.t.a., for making the tran-
sition to the conventional English al-
phabet. The findings of the Detroit
study, which was begun in 1965 and
will extend until 1968, should be espe-
cially uscful.

Fry's (7) study compared his Dia-
critical Marking System (DMS) with
the Initial Teaching Alphabet and the
Sheldon readers (Allyn and Bacon) i
traditional orthography. Among Fry's
findings were the following: 1) there
was no statistically significant differ-
ence between the mean scores of any of
the subtests of the post-test (Stanford
Achievement) for any of the three
groups; 2) there were no significant
differences on the Gilmore Oral Read-
ing Test scores: 3) no method was
better for hoys or girls or better for
younger first graders or for older first
graders; 4) the variation Detween
classrooms was much greater than the
variation hetween methods; and 5) the
best predictor for reading achievement
was I1Q raw score (M.A.). Fry also
concluded that reading readiness mate-
rials are not necessary in the first
grade. This opinion was based on the
finding that four traditional orthogra-
phy project classes that did not use
reading readiness materials but began
reading instruction immediately after
entering first grade did significantly
better at December testing on the In-
stant Word Recognition Test than
four nonproject T.O. classes that had
some formal readiness instruction.
The value of readiness instruction can-
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uot he based on the results from such a
small sample: however, some of the
linguists agree that readiness materials
are not essential,

Summary and conclusions

As a classroom teacher, how does
one translate research findings into
classroom practice? 1) Check the re-
lationship of the research findings to
one’s own school and/or classroom ol)-
jectives in the area of word perception.
2) Be slow to abandon present meth-
ods if objective evidence exists that the
program is successful in one's particu-
lar situation with particular pupils.
3) Be slow to move into a word per-
ception program on which little or no
rescarch has been reported unless en-
gaged in evaluating the program one-
self. 4) Reevaluate the readiness pro-
gram in terms of its content and its
flexibility in providing for individual
differences. 5) Reconsider the phon-
ics program. (Decide how to handle
the alphabet.  Decide on the appropri-
ateness of the order of teaching decod-
ing skills.  Check methods of integrat-
ing phonics skills with the rest of the
word perception program.) 6) Re-
evaluate the materials in use. (Are
these the best available for reaching
objectives?> Are newer publications
superior > Would certain andiovisual
equipment be more efficient?) and 7)
If a new program is to be instigated,
carcfully study the theory upon which
it is based as well as the materials to
he used. :

The conscientious teacher of reading
may find comfort in Woodring's com-
ments (73) on the proliferation of
methods for teaching reading.

There is no one correct or sound
method of lcarning to read. Successful
teachers have always cinployed a variety
of methods, children have learned to
read in many different ways, and many
bright children can rcad before they en-
ter school. Enthusiasts for any one of
the many systems which they themselves
invented can demonstrate  remarkable
results with their own children in their

090

own classrooins because any of several
methods will yicld good results when
used by a brilliant tcacher devoted to her
work. It does not follow that the same
system shonld be imiversally adopted be-
cause it is far from certain that it will
be cqually effective with the average
teacher.
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Translating Research into Practice: Reading Readiness,
Visual Perception, and Auditory Perception

IrA E. AARON*

TRANSLATING RESEARCIL into practice
is the final and often neglected phase
of research in reading. Athough nu-
merous research studies dealing with
various aspects of reading are pub-
lished yearly, very few of these make a
real difference in reading instruction.
The influence of most of these studies
is restricted to the classrooms involved
in the investigations,

How are teachers' practices in the
teaching of reading influenced by re-
search findings? \What are the haz-
ards of imterpreting accurately the re-
sults of rescarch in reading? What are
some of the recommended practices
growing from previous rescarch on
reading  reaciness. visual perception,
and awditory  perception?  Hefore
drawing implications from the studies
reported each of these three questions
will be discussed briefly,

Research findings and teacher change

Change in practice as a result of re-
search occurs only if teachers in some
way become aware of the findings of
pertinent investigations, Four ways
i which teachers may learn about re-
scarch results are discussed,

Teachers read rescarch reports in
professional journals and translate find-
ings into practice. This avenue is one
that might be used to bring about
changes as a result of research,
Despite  this  possibility, very little
change occurs through’ this medium.
Most teachers are not well informed in
the interpretation of research results,
and persoms who prepare vesearch re-
ports are not ahways helpful in the way
they present the results. If a teacher
sees a practical application from some
published research reports, he does it

in spite of the researcher. The studices
from  which generalizations can  be
drawn usually are so statistically or-
iented that a second course in statistics
is a necessity for unraveling them:
most teachers do not have a first
conrsc. Teachers are much more
likely to be influenced by a noncon-
trolled study in which some teacher
tries out something in her own class-
room, finds it successful with her chil-
dren, and writes about it. Teachers
can read these studies with wnder-
standing ; whereas researchiers seem to
write for other researcliers,

Someone reviews the  literature,
drazcs conclusions, and sugyests prac-
tical implications; teachers read these
and put recommendations into prac-
tice.  Research reviews are published
in a number of periodicals that are
readily available to teachers. Most of
these reviews, however, do not include
implications for practice, and many of
them review studies wncritically, The
teacher is more likely to be influenced
by this type of article than by the orig-
inal research article itself. Still, the
amount of influence from such reviews
is likely to be small,

Writers of  professional texthooks
review the literature and incorporate
findings in their recommendations Jor
practice,  Those preservice and in-
service teachers wlo enroll in conrses
using texthooks on reacling methodol-
ogy may be brought imto contact witl
translations of research findings in the
way of assigned or volhumtary reading.

The quality of these reviews varies
greatly,

Authors and cditors of clementary
and sccondary school tcxthooks in-

*Perceplion and Reading, IRA Proceedings, Vol. 12, Part 4, 1968, 130.135.
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corporate findings in their materials,
Basal reading texthooks and their ac-
companying guidehooks are the wmajor
influences on clewmentary reading pro-
graws in Awerica.  Some, but not all,
of the recommendations in guidebooks
are hased upon research.

The dozen or more series of hasal
readers now being used are not in
exact agreement on the elements of a
good reading program. If one were to
ask those who prepare waterials if
their texts and instructional sugges-
tious are based upou research. he
would get an affirmative auswer.
That answer would he correct, to a de-
gree.  Sowe aspects of these programs
are based upoun research ; some, on in-
telligent hunches. 1t becones difficult
to uuravel the parts based on solid re-
search aud those hased on opinions.

Those who prepare texthooks have a
respousibility to study available re-
search carefnlly and to incorporate
sound research-based ideas in their
waterials. The rush with which they
are faced in today's fast-moving world
forces them to act before all the evi-
dence is obtained. They may, from
econowiic necessity, he forced into an
area before evidence to support the
wove is on hand.  Some of the wore
recent popular movements which have
pressed publishers to take action he-
fore they were researched carefully are
the linguistic approach, programed
atterials, and programs for the cultur-
ally disadvantaged.

At this point the reader prohably is
disturbed over the futility of getting
action frou the findings of reading re-
search. huprovement in dissemination
is certainly needed.  Persons in read-
ing wust find effective ways of disse-
inating rescarch findings to teachers.
If rescarch does not influence practice,
then it serves no real purpose.

“T'he hazards of research
The dissewiuator of research reports

o7

nmst be concerned with accuracy in
reporting. A heavy barden of respou-
sibility is placed upon persous who at-
tept to draw practical aaplications
from rescarch investigations. If the
interpreter, cither in speaking or in
writing, attempts to draw implications
for groups of people, then he is obli-
gated to view the linitatious as well as
the strengths of the studies. e must
act with a full knowledge of the gen-
ceral limitations of educational rescarch
in a school setting or in laboratory-
type situations.

An educational rescarcher in the
area of reading st face these prob-
lems:

Many perception  studies arc per-
formed in laboratory-type  situations
that differ considerably from the class-
room setling. It is relatively easy to
set up a one-time teaching situation
that way iuvolve one teacher and one
pupil in aun isolated setting outside the
classropmi.  Within the classroom an
uureal learning task may be assigned
and wonitored for a short period of
time. Such studies may provide clues
which explain some parts of what hap-
peus in the larger setting. In interpre-
tation, the fact that the setting was an
unnatural one should be kept in wmind.
These are still useful studies if they
are continued long euough so tuat the
little picces can be put together into a
larger explanation of how learning oc-
curs.

In the regular classroom, the
learner, though he is unique in any
characteristic one miay waut to con-
sider, is usually surrounded by 25 to
30 other unique beiugs, all of whom at
one time or aunother will influence his
learniug. His teacher is an extrauely
influential factor in his learning. Be-
cause of what he means 1o the child in
an cwmotionally positive or negative
way, the teacher can accomplish more,
sometimes less, than the rescarcher
who makes an infrequent or one-stop
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appearance in the classroom. Even the
routine interruptions or interferences
in the school day influence learning.
If these are removed in a research set-
ting, the situation is unlike the regular
classroom. Interpretations must he
made with the foregoing in mind,

Research cannot always he in a nat-
ural setting. ‘I'he interpretation should
recoguize that other influenciny fac-
tors were ruled out in the study and
that the combination of the eliminated
factors with whatever was tested might
have led to different results becanse
the global setting was changed.

Broad generalizations may be drawn
from a wvery limited study. Often
when a writer or a speaker states,
“Research says . . . ,” he presents a
small study performed with a limited
number of subjects in a particular type
of setting, Sometimes he generalizes
to the amiverse.  Summaries of re-
scarch that one finds in college text-
books and in professional periodicals
often fall victim to this hazard.

Because of necessity and sometimes
because of convenience, the researcher
uses a small sample when a large sagm-
ple may be needed for what he is at-
tempting to do. His subjects may rep-
resent a very limited segment of the
total  population of school childr~n.
This procedure is certainly acceptable
if the rescarcher defines his population
clearly. The interpreter should keep
the subjects in mind as he generalizes.
What applies to culturally and eco-
nomically  deprived children in one
place may or may not apply to those in
another section, The populations may
he different,

Such stadies are not uscless,  As
particular studies are replicated, the
findings are put together. In almost
all sitmations the findings may he the
same or may apply only for certain
categories or types of children, as the
intellectually superior or the culturally
advantaged,

o8

The interpreter of research must re-
frain from indulging in overgenerali-
zation.  Often he may have to scttle
for a partial answer hefore action must
he taken, When the foregoing happens,
hie should not attempt to support his
action by research: he should admit
that he does not know nor does anyone
clse at this stage.

The researcher may clothe an insig-
nificant or poorly designed study in an
claborate statistical dress. The inter-
preter of rescarch often encounters
studies that attemipt o answer ques-
tions which are not very important,
and yet the elaborateness of the statis-
tical treatiment makes the study appear
to be a vital one. The commonness of
the highspeed clectronic computer in-
fluences the number of such studies
today. An assistant in a computer
center, who has a good grasp of his
own field but little knowledge of the
field in which the study was under-
taken, can lend to a statistically over-
dressed study.

The intcrpreter of rescarch may
drazo implications for practice wwhen
such implications are of doubtful value,
If a study is presented orally or in
writing, the wnsuspecting consumer
may falsely assume that it has practical
implications.  This conclusion is not
necessarily so,

This hazard of expecting implica-
tions when they are not there is fos-
tered by some professional journals
and by some college people who must
“publish or perish.” ~ The interpreter
of rescarch can at least refrain from
being tripped by this hazard. Pnb-
lishing exploratory studies is impor-
tant. However, they should be pub-
lished as exploratory research and not
as definitive studies. It is too casy to
mislead, even when seemingly adequate
precautions are taken.

The foregoing are just a few of the
hazards oi research interpretation and
research implementation.  Among the
others that could have heen included

P
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are the following :

The subjeets may conscionsly or 1m-
conscionsly respond in a certain way
and thns negate the stndy.

The attrition rate may he exceed-
ingly heavy in a longitndinal study.

Statistical teclmigues  inappropriate
for the purpose may he nsed.

Assmuptions muderlying the nse of
the statistical teclmigne may not he
met,

The level of significance may he in-
appropriately seleeted.

The rescarcher himself may he so
dependent npon the computer that he
does not kuow the teclmignes being
used or how to interpret them,

Ancusnally large sample way lead 1o
a statistical difference when the differ-
ence is so small that it is of no practi-
cal significance,

Generalizations from rvese;uch stadies
on anditory and visual pereeption

Many stndies have been indertaken

to investigate anditory and visnal per-
ception and their relation to reading,
especially  beginning reading. A few
of the generally accepted findings that
are research-supported are presented
here.
_ Children showe individual differences
in_pereeption,  Any given gronp of
children will vary in their perceptnal
developiment.  The speed with which
they can respond to varied anditory or
visal stinmli will differ, and their lev-
cls of development will vary, FFor ex-
ample, some first graders will come
into school kuowing how to discrimi-
nate  anditorially  between  similar
words and to recognize identical words
when spoken.  Others will need mnch
practice.  This generalization is a part
of what the teacher means when she
says, “Sone children are ready to read
when they enter school ; some children
are not.”

The implication for practice is that
pereeptnal - skill - teaching  nmst e

geared to the child’s particular level of
achicvement in so far as this can he
done.  1Purther, the teacher mnst ex-
pect some children to increase their
perceptnal skills at a more rapid rate
than others.

The generalization  just  stated s
widely accepted.  THowever, hidden he-
neath the generalization are some un-
answered guestions. “To what extent
are these individnal differences the re-
sult of the child’s preschool environ-
ment? To what extent can a modified
environment help to overcome what
some persons think are the resnlts of a
deprived  enviromment?  What  role
docs the central nervons system play
in individnal differences in perceptual
abilities?  What programs are hest for
children who are weak in a given per-
ceptnal  ability?  We  have  partial
answers 10 some of these questions,
but mmch rema’ns 1o he learned.

Anditory aud visual perception ar¢
related to suceess in heginning reading,
This generalization is nniversally ac-
cepted. Al begiming  reading and
kindergarten prograis are concerned
with assessing and developing anditory
and visnal perception.  Reading read-
iness tests attempt to assess the level
of development of these two pereeptnal
abilities,

The evidence from the studies which
have explored the differential learning
wodalitics of pupils is somewhat con-
flicting.  Still other studies have inves-
tigated the effect of simultancous audio
and visnal presentations of stinmli, 1

Some of the materials in typical
reading readiness malerials are ot
neaded by most six-year-olds,  Gross
visnal discrimination exercises are nse-
less for many children, By the time
they get into kindergarten or  first
grade they can make these gross dis-
criminations.  Tn fact, some studies
have indicated that most children en-
tering the first grade can discriminate
between and match letters,

Que of the hest predictors of begin-
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ning reading suceess is the extent to
which the child can name the letters,
Several studies have come to this con-
clusion.  Hidden heneatl this generali-
zation are some possible  influencing
factors that need investigation. Knowl-
cdge of letter names may not he the
wajor factor in success: it may reflect
the level of intelligence of the child
and the attention he has received at
liome, hoth of which will influence his
learning to read.

The foregoing are a few of the gen-
eralizations from research on pereep-
tion in the area of reading. They have
not_heen associated here with specifie
studlies since they are  generally ac-
cepted conclusions that have heen sup-

ported by many investigations.

Research studies reported and their
implications

The studies presented. though they
fall within a general area, actually are
sepirate studies and must e handled
as such. Some of them deal with kin-
dergarten and  first grade  children
while the remainder range from second
grade through junior high school.

The reader may refer to certain in-
dividual research reports in this mono-
graph for the details of the studies,
Following the name of the vesearcher
and the tide of the study will be given
the study strengths and limitations and
then the implications  for  practice.
The latter will include replication of
the study where applicable.

Bateman, Barbara.  The Compara-
tiwe I flicacy of an cAnditory and a 17is-
mal Method of First-Grade Reading
Instruction wcith  cluditory  Learners
and  Viswal  Learners.  Among  the
strengths of this study were the careful
handling of the placement of cliildren
into research groups,  the  in-service
sessions held for participating teachers,
and the very adequate discussion of
study limitations.

Results must be interpreted with the

following limitations in mind: the two
sets of materials used in the study are
not on apposite ends of the visnal-au-
ditory contimwm: children in the
study were considerably above average
i intelligence, and the findings may
not apply to other intellectual levels :
no information was given about how
the teachers were selected for cach
class: except for the extremes in the
placement children, the pupils were not
clearly shown to prefer one learning
made to another; and, on the section
of the stuedy dealing with “good” and
“poor” readers, the poor readers were
well above grade level in some in-
stimees,

The following implications for prac-
tice may be drawn from the study:

L. An approach similar to that fol-
lowed by the teachers who used the
“anditory™ materials may have prow-
ise for teaching intellectually superior
children,

2. Further studies should he under-
taken to assess the extent to which the
different modes of Tearning are impor-
tant in sclecting  instructional  tech-
niques for use hoth in developmental
and remedial reading,

3. Another study needs to he con-
ducted in which a program designed to
be primarily visual and another to he
primarily” anditory are used with vis-
ually and  anditorially inclined  first
graders..

Fanstiman, Mavion Nea),  Effects of
Perception Training in Kindergarten
on First Grade Suceess in Reading.
Strengths of  this study include  the
careful selection of wmembers of the
control and experimental groups, the
random assignment of teachers to the
two groups, and the in-service training
given to all participating teachers,

As interpretations are made, the fol-
lowing limitations should he kept in
mind: the reader has o information
on how the original 32 kindergarten
classes were seleeted ;s the factors ac-

60
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companying perceptnal training (indi-
vidualization of instraction,  diagnosis
of learning uceds, and better opportu-
nities for teachers to gain knowledge of
child growth and development) might
have favored the experimental group,
aside from the actual training itself.

The following implications abont
practice can be drawn:

. Vismal perception can he  im-
proved through training programs, and
improvement probably operates favora-
bly on learning to read.

2. The techniques used by exjperi-
wmental teachers may be considered for
incorporation into other Kindergarten
programs.

3. For well-organized kindergarten
programs, a half-day program is not
sufficient.

Rosen, Carl L., and Olmmacht,
Fred. Sex Differences in the Factor
Structure of Selected Readiness Meas-
wres and  First  Grade Reading
Achicvement.  Awmong the strengths of
the study are the fact that the smmple
was selected with care and was of ade-
quate size, and the related literature
was interwoven at appropriate points
in the discussion.

A limitation of the study is that the
instructional program used was not de-
scribed.

The following implications for prac-
tice can be drawn:

1. Tirst grade teachers using stand-
ardized reading tests similar to that
nsed in this study can obtain little in-
formation of predictive value from sub-
tests of the FFrostig and Metropolitan
tests.

2. Teachers should be scusitive to
perceptual disabilities in first grade
children.

3. Teachas need to give attention
1o the development of skills like those
measured by the Metropolitan subsee-
tions on word meaning, sentences, and
information.

Wheelock, \Warren H. A Investi-

61

gation of Iisual Discrimination Train-
ing for Beginning Readers,  The
sample was selected carefully, and the
study was presented in a clear manuer,

Interpretation must conrider the fol-
lowing limitations : the teacher variable
was uot disenssed ; the class organiza-
tional patterns were not discussed ; and
degree of “highness’ and “lowness™ of
the sociocconomic extremes was not
given,

The following imiplications for prac-
tice may he drawn :

1. The stndy supports the conten-
tion that children can be tanglht visnal
discrimination in the form of letter rec-
ogmition during the readiness phase of
reading instructior.

2. The fact that low sociocconomic
level children profit wore from train-
ing snggests that these children should
le helped early.

3. The children should be followed
to see what happens in initial reading
instruction,

4. The study uneeds replication as a
hasis for broader generalizations,

Gredler, G R. Performance on a
Perceptual Test svith Children from a
Cultrally Disadvantaged Background
The study was exploratory in nature.

The following  limitations  were
noted : sample size was small; a more
precise intelligence test was nceeded:
and the discussion  of results  was
longer than the results justified.

The stdy needs replication with a
larger sample being used.

Otto, Wayne, Color Cues as an
Aid to Good and  Poor Readers’
Paired-cssociate Learning. This study
was neatly designed and clearly pre-
sented.  The researcher was especially
cantions i drawing couclusions and
generalizations.

The study was of neeessity limited
in scope.

The following implications can be
dvawn for further research:

1. The same study shonld be under-




taken, this time with color cues being 3. A siniilar study involviug a more

pointed ont to the subjects. realistic reading task, wore like those :
2. The study should be replicated encountered in reading  instruction,
to determine if the results reflect a should be undertaken.

chance happeuing.
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Phonics Instruction—When? What? For Whom?

H. ALAN RoninNson®

A complexity involved in determining
“"When should phonics instruction be-
gin?" is in determining ““What is phonics
instruction ?”” Most of the studies do not
describe programs of instruction in detail.
They are vague about specific teaching
procedures and content. Terms are used
without suitable definition. Formal phon-
ics, analytical phonics, synthetic phonics,
incidental phonics, and phonic readiness
are often used with the apparent expecta-
tion that the reader will understand with-
out explanation. Hence, phonics instruc-
tion has become a term that often means
different things to different people.

Phonics instruction, in - this writer's
opinion, is direct, planned teaching aimed
at helping a pupil analyze printed or
written words to determine their pronun-
ciations. As Gray has indicated, the child
uses visual clues ". . . as aids in deter-
mining consonant and vowel - sounds,
syllabic divisions, and accented syllables.”
Pupils must be helped to refine visual
and auditory discgimination, “. . . to
associate consonant and vowel sounds
with letters of the athabet, and to blend
these sounds into syllables and the sylla-
bles into words with appropriate accent.”
Phonics instruction, then, concentrates on
helping pupils synthesize what they sce
with what they hear in order to achieve
accuracy in pronunciation.

If this definition of phonics instruction
is valid, phonic readiness must be consid-
ered much more than the “ear training” a
number of investigators suggest it may be.
From the investigations of people in the
speech field }2, 8), it is obvious that
aticulation of sounds is an important
concept in phonic readiness. By the chron-
ological age of four and a half the aver-

'William S, Gray, On Their Own in Recading.
Chicago: Scott, Foresman and Co., 1960.

age child can articulate as many as twelve
consonant sounds. On entrance into first
grade he can articulate all vowel sounds
and sixteen to twenty-one consonant
sounds. However, it isn't until the end of
grade three that most children are able to
discriminate among most sounds (12). It
appears that a great deal can be done with
very young children in getting them to
articulate sounds although more time
seems needed in the development of audi-
tory discrimination.

It also scems that much work needs to
be accomplished in helping children dis-
criminate visually—not for the so-called,
nonexistent look and say program—but
for the phonics program. Success in
phonic analysis depends upon the achieve-
ment of skill in each .modality—visual and
auditory. In addition, it would seem im-
perative that much emphasis be placed

upon training in synthesis. Visual and
auditory discrimination must be synthe-
sized if a pupil is to achieve ultimate
success in phonic analysis.

When to Begin?

"When should phonics instruction be-
gin?" is an ancient, confusing, and still
essentially unanswered question.  Only
seven reports spanning :Le years from
1925 through 1958 (1, 3,4, 5, 7, 10, 14)
represent the total range of “answers”
contributed by research. In these studies
suggestions f)c;r when to begin phonics
instruction are given in terms of mental
age or grade placement.

Reporting in terms of mental age,
Arthur (1) concluded that a mental age
of six and a_half was the optimum time
for introducing phonics instruction al-

-

*Reading as an Intellectual Activity, IRA Proccedings, Vol. 8, 1963, 224-228.
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though some gains in phonic ability were
made beginning at a mental age of five
and a half. She based her conclusion on
the results of a study of 171 first graders
grouped according to mental age. Arthur's
rescarch design was well conceived, but
the teaching variable was not controlled.
Dolch and Bloomster (3) also conducted
a study of mental age and phonic achieve-
ment. They found, on the basis of scatter-
grams made from 115 scores, that children
of high mental age might sometimes fail
in acquiring phonic skills but children of
low mental age were certain to fail. A
mental age of seven scemed to be the
lowest at which a pupil could be expected
to use phonics. Dolch and Bloomster's
study, although it had a number of limi-
tations rccanizcd by the investigators,
was carcfully designed and replicated.
The word-attack tests used, however, were
experimental and no information was fur-
nished about their validity and reliability.

Durrell’s recent report (4) based on
four doctoral studies challenged the im-
portance of mental age. Three of the in-
vestigators found rhat mental age had a
low relationship with the ability to use
phonics and with reading achievement in
general. Durrell recommended  teaching
phonics, at varying rates, to all pupils at
the very beginnjng of the first grade.
Helen Robinson, in a detailed critique of
the Durrell report, concluded that it did
“. .. not supply dependable evidence to
determine . . . whether or not teaching
letter names and letter sounds before
teaching a sight vocabulary is essential,”2

Reporting in tetms of grade placement,
Garrison and Heard (5) concluded that
most of the training in phonics should be
deferred until gmdgcs two and three. Mec-
Dowell (7) and Sexton and Herron (10)
found that the teaching of phonics was
of little or no value during the first half
of first grade. Sexton and Herron added
that instruction in phonics was of greater
value in grade two. Winch (14), in a
study of teaching beginners to read in

tHelen M. Robinson, “News and Comment:
Mecthads of Teaching Beginning Renders.’” Elemen.

tory School Journal, LIX (May, 1959), p. 426.
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England, also suggested delaying &honics
instruction until grade two. The children
in grade two of the English infants
school, however, were a year younger than
American children in grade two; hence,
Winch really concludeg that phonics in-
struction succeeds with most school chil-
dren who have reached the chronological
age of five and a half. The studies con-
cerned with beginning phonics instruction
and grade placement, although interest.
ing in terms of group trends, suffered
from hazy control of significant variables.

These few studies, with their flaws and
limitations, appear to represent the only
available evidence of any substance relat-
ing mental age or grade placement to be-
ginning phonics instruction. Numerous
professional writers, apparently basing
their conclusions on some of the available
evidence, have generalized about the in-
advisability of beginning phonics instruc-
tion before the mental age of six and a
half or seven, or prior to a givea time in
the chronology of instruction. Perhaps
such generalizations are necessary since no
other conclusive prouf is available and
teachers nced the guidance in order to
develop an instructional program. On the
other hand, such generalizations, repeated
over the years, eventually scem to become
accepted as factual information. Authors
build them into reading series, curricula
arc based on them, and teachers accept,
them. After a while, especially in instruc-
tional situations, no one is sure of where
a given generalization comes from, but
its very existence gives it some magicl
importance. The doubter, the person with
another concept, will find it difficult in-
deed to overcome the bias growing out of
the “now-established-as-conclusive re-
search evidence.”

The professional literature does not
contain, by any standards, adequate re-
ports by teachers discussing classroom
experimentation in detail or reflecting
about possible changes in phonics instruc-
tion viewed by the teacher who has taught
first graders for five or ten years. Since
there is a-paucity of controlled research

L d
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concerned with when to start phonics in-
struction, and since it is most difficult to
design research so that all variables are
controlled, an accumulation of accurate
rc?orts by teachers would be of great
value. Every effort must be made, how-
ever, to report evidence based on logical
approaches tested and retested in many
situations.

Even then questions about ““Which
came first, the gxickcn or the egg?” may
be raised, and with rcason. For example,
the results of Russell's study (9) of
teachers’ views on phonics indicated that
the teachers favored emphasis on phonics
in grades two and three or in different
grades dependent on need. What certainty
is there that this opinion is based on
ears of experimental and creative teach-
ing? Weren't these teachers probably
taught how to teach reading through the
usc of professional materials and with
the help of instructors dedicated to de-
layed phonics instruction? Weren't they
probably teaching reading with the hel
of manuals and instructional materiaE
based on the concept of delayed phonics
instruction? Could they report without
built-in bias?

Begin with Whom?

If phonics instruction incorporates the
steps of visual discrimination, auditory
discrimination, and synthesis of the two,
the rescarch on when to teach phonics is
indeed inconclusive. Even those readin
programs labeled “traditional” or “loo
and say oriented” introduce this kind of
phonics instruction in the kindergarten or
very carly in the first grade. Perhaps re-
scarch directed toward when the various
steps of phonics instruction should take
place is needed.

There is no reliable evidence that points
to the latter ‘Part of kindergarten or to a
mental age of five or to the first month of
first grade as the best time for concentra-
tion on auditory or visual discrimination.
There is no reliable evidence that proves
50, 100, or three sight words learned by

pupils make them then ready for phase
one of phonics instruction.

Can such evidence be obtained? Would
such research not be subject to the same
basic flaws obvious in almost all of the
research concerned with phonics instruc-
tion—lack of attention to the individual
abilities and nceds of pupils. Certainly
the research directed toward the appro-
priate time for instruction in phonics, re-

orted here, has dealt with group
chavior, medians, and averages.

A small body of research has been di-
rected toward certain kinds of individual
needs. Investigators (11, 12, 13) inter-
ested in the auditory leaming modality,
have indicated that all children may not
profit from an auditory-approach to read-
ing. Wepman (12) suggested that in-
struction, at least in the beginning stages,
be individualized in terms of auditory
and visual learners. He indicated that
children *. . . who show inadequate dis-
crimination of the discrete units of speech
sounds usually have poor articulation in
speech and equally poor ability to learn
to read by phonic approaches.” He sug-
gested that . . . the teaching of reading
as well as therapy for the articulatory
inaccuracy in speech production should
first approach both tasks from other mo-
dalities, e.g., visual or kinesthetic."® If
the question of when phonics instruction
shou1d begin were now posed, the ténta-
tive answer would have to be related to
ability or nceds in auditory discrimination.

In the Garrison and Heard and Dolch
and Bloomster studies, there appeared to
be some cvidence to support the conclu-
sion that bright children in the first and
rcrhaps the sccond grades reccived more
help from phonics instruction than the
dull. One can assume, thercfore, that an-
other answer might be to start teaching
phonics to the bright and delay instruc-
tion for the dull. Grimes and Allinsmith
(6) on the basis of a study of third
graders in two city schools, concluded
that pupils who are highly compulsive,

2Joseph M. Wepman, “The Inlerrelationships of

Hearing, _Speech d ading,”" The Reads
Teacher, X1V (March, 1961), ne' 246, "o
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highly anxious, or both, will achieve bet-
ter under a phonics program than under
the "look and say" approach. In this case
the question of when scems related to
personality traits.

It scems essential that thought and re-
scarch related to phonics focus on the
individual needs ot pupils. A great deal
has been written and said about individ-
uals and their nceds, but research and
instruction still scem pretty far removed
from practical utilization of the concept.
A number of questions related to the time
for beginning phonics instruction must
be answered. Do individual pupils learn
to attack words in very different ways and
at very different times? Are there enough
similaritics about the way some children
learn so they can be grouped for instruc-
tion in terms of certain modes of learn-
ing? Would instruction based on specific
learning needs accomplished in kinder-
garten or the beginning of grade onc
permit some children to usc phonics
carlier? Should some pupils never be
given instruction in phonics? If phonics
instruction is begun very early, can there
be an adverse effect on pupils’ school
progress in later years?

In a recent address concerned with the
future of beginning reading instruction,
Gates stated that “whatever age is adopted
as the ‘normal’ one for beginning reading,
some children can start earlier and others
should start later for optimum results.
The one certain outcome of research on
the age of beginning reading is that an
educational-psychological case or clinical
study should be made of each child to
determine the best time and method of
introducing him to reading."

‘Arthur I, Gates, 4 Look Ahead. Comments made
at a_Conference on Possibilities of Improving the
Teaching of ‘Reading in the Primary Grades, under
the auspices of the Department of Health, Education,
and Welfare, Office of Education, Washington, D.
C.. November 16, 1962, p, 2,
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It is said, that in other times, a favorite
topic for discussion and debate was the
number of angels who could stand on the
head of a pin. Currently, in its ability to
engender discussion, the subject of read-
ing perhaps occupies a similar position.
Whenever topics such as the teaching of
phonics or of beginning reading are men-
tioned, quite strong views are cxpressed
by parents and teachers alike. Professional
journals, books, newspapers, and maga-
zines have had numerous articles on these
subjects. Many of the stories contain con-
flicting and quite contradictory claims and
counterclaims.

Rescarch evidence is inconclusive. As
Russell recently wrote concerning phonics,
“Unfortunately, no investigation in this
area can be labeled definitive. At least
thirty experimental or applied researches
have been carefully done but they all have
some limitations in score or technique.™
That no definitive answer has been found
is also reflected by the question under
discussion, '"When shoul% phonics in-
struction begin?”

To remove this problem from the realm
of fruitless discussion, the Denver Public
Schools decided to obtain objective data
concerning the subject. Some national
publicity has been given to this cffort.
The purpose of this report is to provide
information concerning  this  research
project which may be of some help in
answering the above question.

A great deal of time during the first
year was spent in reviewing pertinent re-
scarch. It soon became apparent that
studies concerning beginning reading and
shonics abound. However, because this
1s such a complex subject, most studies
tended to investigate a fragment of the

__'—l-)—:;l(—lll Russell, “Reading Research That Makes
a Difference,” Elementary English, XXXVII1, No.
2 (Februnry, 1961), pp. 74-78.

When Should Phonics Instruction Begin?

problem. This needs to be kept in mind
when these research findings are cited.
Then, too, the context of cach rescarch
study nceds to be remembered. In decid-
ing when beginning reading and phonics
should be taught, it is necessary to con-
sider the individual learner, the kind and
quality of the materials and processes to
be taught. Obviously, the time at which a
highly complex system of rhonics depend-
ent upon memorization of rules and their
application could be taught would vary
considerably from other less rigidly struc
tured methods.

In summary, available research evidence
appeared to establish that:

1. The mental age at which beginning
reading  and phonics could be
taught is quite dependent upon the
methods and materials of instruc-
tion.

2. Auditory perception and visual
discrimination are essential for suc-
cessful teaching of beginning read-
ing and phonics. Some evidencealso
indicates skill in these areas can be
developed by specific training.

3. Success in beginning phonics and
reading achievement is highly cor-
related to the child’s opportunitics
for reading prior to entry into first
grade. Recent evidence suprorts
the position that carly knowledge
of letter names and sounds corre-
lates substantially with reading
success in first grade.

4. Children have been taught begin-
ning reading and ﬁhonics at ages
carlicr than at which they presently
are being taught in most public
school systems. More detailed and
comprchensive investigations con-
cerning  introductory reading and
phonics techniques in relation to

* Reading as an Intcllectual Activily, IRA Proceedings, Vol. 8, 1963, 228232,
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individual differences remain to be
carried out; for, in most kinder-
gartens, quite a wide range of
ability exists, Some kindergarten
children may be capable of learning
bcg:nning phonic and reading
skills, :

Parenthetically, since the study began,
there is a growing body of evidence to
support the hypothesis that “The founda-
tions of any subject may be taught to
anybody at any age in some form."*2

Reports emanating from Yale Univer-
sity, the University of Pittsburgh School
of Education, and Teachers College, Co-
lumbia University, suggest that many
three- and four-year-olds, if intellectually
challenged and stimulated, can begin the
intellectual learning process.

Perhaps, as was stated at the 1959

Woods Hole Conference, “Readiness,
that is, is a function not so much of
maturation as it is of our intentions and
our skill at translating ideas into the
language and concepts of the age level we
are teaching.”?
- With guidclines similar to these in
mind, a rescarch design was carefully
framed. Its main focus was an experi-
mental comparison of beginning the teach-
ing of reading through the use of phonics
and meaning clucs in kindergarten with
beginning such teaching in the first grade.
Six hypotheses were lormulated dealing
with the comparisons to be made among
four treatment groups. The main variable
distinguishing the groups was the time of
beginning the tcacﬁing of reading—Xkin-
dergarten versus first grade. Numerous
other variables of importance were in-
cluded. These were concerned with read-
ing vocabulary, reading achievement,
reading habits, the quantig' of reading,
the incidence of reading disability, and
the like.

Because of the complexity of the re-

?Jerome S. Brumer, The Process of Education.
Cambridge: Harvard University Press. 1960, p. 12.

’I,crnmc S. Bruncr, On Knowing—Essays for the
Left Hand. Cambridge: Harvard University Press,
1962, p. 108.

€
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scarch design and the need for carefully
planned instructional materials, it scemed
desirable to approach the project in a
cooperative manner. Such an approach
secured the competencies of each of the
participants ncccﬁ'd in a project of this
scope. Serving in an advisory capacity in
the initial formulation of the research
design were Dr. Wilbur Schramm, Direc-
tor of the Stanford Institute for Commu-
nication Research, Dr. Howard E. Gruber
of the Behavioral Research Laboratory of
the University of Colorado, and Mr.
Theodore E. Albers, Director of Research
and Statistics of the Colorado State De-
partment of Education. Dr. John L. Hay-
man of the Stanford Institute for
Communication Research is statistical
consultant and analyst for the project.
Working with the Denver Public Schools
as reading consultants are Professors Paul
McKee and M. Lucile Harrison of the
Colorado State College. Reading materials
produced by them comprised the trial
reading program.

Reading Method

Seven groups of beginning reading
activities were developed. Primarily, these
activities provided practice in using be-
ginning consonant sounds with contextual
or meaning clues to identify a printed
word. In the pilot method, phonics, i.c.,
the teaching of letter names and sounds,
played an important role along with the
use of context or meaning clucs.

The rationale for the system used is
based on the fact that kindergarten chil-
dren can recognize many thousands of
words when they hear them spoken. They
know both the sounds and the meanings
of these words. They do need to be taught
that the sounds they know are represented
by the particular letters and letter com-
binations in the printed words. This skill,
united with contextual or meaning clues,
provides carly steps toward independent
reading.

No workbooks were used in the kinder-
garten. The reading activities combined
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an auditory-visual approach suitable to
group instruction. It has been suggested
that the activities used are a kind of pre-
reading or reading readiness program.
Since readiness is a complex term subject
to many understandings and misunder-
standings, the teaching procedure was
designated either beginning reading ac-
tivities or simply reading. The method
was designed to capitalize upon individual
differences innate in children. Teachers
were encouraged to advance at a rate
consonant with the interest and ability of
the childrer.

Research Procedure

Preliminary Study

In the Spring of 1959 the reading
method developed was tried in fifteen
kindergartens. Suggestions for improve-
ments and modifications based upon this
experience were received. While the ma-
terials were being revised, planning con-
tinued and a preliminary study was
inaugurated in approximately 30 kinder-
gartens during the second semester of the
1959-1960 school year. Purpose of the
preliminary study was to test the research
design which had been developed and to
discover what problems might arise.

Main Study

In the Fall of 1960 the Denver Public
Schools, with the aid of a grant from the
Cooperative Research Branch of the
United States Office of Education, began a
longitudinal research study to determine
the effectiveness of beginning the teach-
ing of reading in kindergarten. Progress
of pupils in the project is to be studied
through the fifth grade.

When the main study began, the Den-
ver Public Schools had about 9,000 kin-
dergarten children divided into about 300
classes. This study involved 122 classes
randomly assigned by school to control
and research groups. This resulted in 61
classes in the control group and 61 classes
in the research group. Thus, approxi-
mately 4,000 pupils were divided equally

69

into control and research groups.

The children in the control classes fol-
lowed the regular kindergarten program.
Children in the kindergarten research
classes received instruction in the begin-
ning reading activities every day. The re-
maining two hours and ten inutes of
the kindergarten session was devoted to
established  kindergarten  procedures.
When the children in the study entered
first grade, the research and control
groups were in turn divided into two
groups. This division provided four first
grade groups.

Group I which had the regular pro-
gram in kindergarten and the regular
program in the first and later grades;
Group II which had a regular program
in kindergarten and the research program
in the first grade; Group III which had
the research program in kindergarten and
the regular program in the first and later
grades; ancr Group IV which had the
research program in kindergarten and the
adjusted program in the first and later
grades.

Group I provided a necessary basis for
comparison with the research groups.
Group II ﬁermitted a comparison between
groups who had received the same in-
struction introduced at different times.
Group III made possible the assessment
of the effect of early reading not followed
up—a danger often encountered in a
short-term study. Group IV was estab-
lished to test the full egect of beginning
reading in the kindergarten followed by
a program accelerated to take advantage
of any gains made.

The study is longitudinal and the pu-
pils are to be tested periodically using
standardized reading tests and other
appropriate measures including specially

evised tests and evaluative techniques.
The primary variable considered was time
of beginning reading. Other variables in-
cluded mental age, chronological age, 1.Q.,
and family characteristics. The principal
statistical technique used has been analysis
of covariance. This method of analysis,
in effect, equates or matches the groups
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being analyzed. Because the design has
large numbers of experimental subjects,
the statistical work has been programmed
for computers.

Results

Since the present study is of a longi-
tudinal nature, any conclusions based
upon the findings reported at this time
must be considered tentative and applica-
ble only to the trial procedures. Indeed,
it would be well to view these conclusions
as hypotheses subject to further testing,
modig::gtion, or verification.

Kindergarten Findings

Analysis of data gathered in the kin-
dergarten was made to determine the
suitability of the trial method and ma-
terizls for that age level. This analysis
involved a pretest administered in Octo-
ber 1960 and a post-test in May 1961. A
teacher questionnaire provided additional
information. The results indicated that:

1. Kiadergarten children could and did
learn certain beginning reading phonic
skills.

¢ Kindergarten-age children were
- able 0 learn letter forms, letter
names, and letter sounds.

2. A planned program of systematic in-
struction in beginning reading skills
appeared to be more effective than a
program which incidentally provided
opportunity for the development of .
reading growth. Both groups made
gains. The classes with the planned
program gained an average of 21.8
points while the classes with an inci-
denral program gained 12.9 points. This
difference was statistically significant at
the .001 level of confidence.

3. Children taught the h*ginning reading
skills in kindergarters did not forget
them during the summer intermisiion.
The possibility existed that since the
pilot classes seemed to learn more than
did the control classes, they would also
forget more during the summ=r months.
To test this hypothesis 49 c'ildren in
the pilot group and 49 childiia in the
control group were tested in Séssember
1961 when these children Yai just
entered first grade. The children in the
pilot group had an average loss of 1.45
points while the children in the control
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group had an average loss of 3.47
points. The difference in these means
Is not statistically significant, seeming
to indicate that the children in the pilot
group maintained their advantage dur-
ing the summer months.

That not all children progressed at the
same rate is among other findings shown
by an analysis of kindergarten data. Some
children made little progress in learning
the seven steps of the trial program. Some
children were able to read preprimers and
primers during the latter part of the kin-
dergarten. Most children were able to
recognize letters, to learn letter names
and sounds, and with the help of context,
to read words. Analysis of teacher ques-
tionnaires and interview data showed that
growth in reading in the kindergarten
could be achieved without greatly modify-
ing existing kindergarten programs
through better utilization of the time
presently available.

First-Grade Findings
Tests used to gather data in the first
grade were the Gates Primary Reading
Test and the Gates Advanced Primary
Reading Test. Analysis of adjusted test
scores suggests that

l. The children who had the beginning
reading activities in kindergarten scored
significantly better at the end of first
grade than did the children who had
the regular kindergarten program.

® The pilot group which began read-
ing in the kindergarten had an
adjusted mean score of 114.35,
which was 18.45 higher than that
of the control group which started
reading in the first grade.

2. Optimum reading achievement was ob-
tained when adjustments were made in
the first grade program to take advan-
tage of gains made in che kindergarten.

® Pupils in this category had an
adjusted test score mean of 118.06.
This was 10.70 higher than the
group which had the beginning
reading activities in kindergarten
and the regular program in the
first grade,

3. The time of introduction of the begin-
ning reading activities had a significant
effect on achievement. Those children
who were taught the pilot materials in
kindergarten were significantly better
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readers than those children who began
the same method in the first grade.
® The children who had the begin-
ning reading program in kinder-
garten and continued with an ad-
justed program in the first grade
scored 13.92 higher than those
who began the pilot method in
the first grade.

These differences reported are significant
beyond the .001 level of confidence.

Conclusions

Results at the end of two years of study
appear to establish an advantage for chil-

dren who had 2n opportunity to learn
elements of beginning phonics and read-
ing in the kindergarten. Knowledge of
letter names, sounds, and forms, used in

combination with context, seemed to help
children progress successfully when they
later began to read in books. A practical
implication would be the provision of
appropriate possibilities for growth in
reading in the kindergarten. Growth in
reading is too important to be ignored
or left to chance incidental development.
Results of the present research study sug-
gest planning must occur if kindergarten-
age children are to experience continuous
growth in reading concomitant with their
growth in other important areas. Experi-
ence has shown such growth need not be
at the expensc of growth in other areas
vital to a sound, balanced program of
kindergarten instruction.
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RITERS ON THE subject of
“phonics in reading” are di-
vided into two widely opposing fac-
tions, which scem to be scparated by
a vast chasm of incommunication
due largely to misinformation and
missing information concerning the
relationship between the spoken and
written forms of our language. Few
feuds in history have had the endur-
ing quality demonstrated by the pro-
tagonists and antagonists of phonics.
No other single subject or area has
had as much written about it over as
long a period of time. Scarcely a
month passes that the professional
and lay periodicals do not carry a
number of articles on the subject.
These articles reveal that the two
factions are as widely separated as
ever—despite the fact that written
English has been in use for many
centuries. The defenders of phonics
seem to believe that a rigid set of
rules governing the pronunciation of
letters is the one true road to success
in reading; the opposition scems to
believe that there is no point in teach-
ing phonic generalizations because
there are so many exceptions. The
fact is that one belief is as wrong as
the other. Only people naive about
the relationship between the spoken
and written forms of the English lan-
guage believe in either view.
The two most frequent and serious
errors or shortcomings suggested by
the popular writings on the teaching

of phonics are: (1) that phonics is
taught and used apart from word
structure and other word identifica-
tion techniques, and (2) that phonic
principles or generalizations apply to
all syllables within written words.
Many champions of phonics bechave
as if our language were a consistently
spelled one and belittle all except
phonic techniques for word identifi-
cation, unaware that they themsclves
rely on a combination of techniques
in identifying words. On the other
hand, many antagonists of phonics
deny the underlying relationship be-
tween speech and writing in our lan-
guage, discredit the use of phonics by
pointing out what appear to them to
be exceptions to phonic rules, un-
aware of how heavily they themsclves
rely on phonics in identifying printed
words. The place of phonics in the
reading of our language can be un-
derstood only in the light of the rela-
tionship between the spoken and
written forms of our language. Some
of the relevant facts are:

1. Language is mau-made, having beeun
developed by man over eons of time. Oral
forms of language always precede written
forms of language. Each individual child
in his turn recapitulates the development
of the language of his specics, progressing
from a stage of gestures and random bab-.
bling sounds in orderly sequence through
srccch and oral reading to silent rcading;.
the most advanced stage of language deve
opment,

2. Language is symbolic and has expres.
sive and receptive aspects. Mcaning exists in
reality, for which spoken and written words
are merely symbols. Reading is the recep-

*The Reading Teacher, 18 (November 1964) , 114-117.
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tive end of the written communicative
process.

3. Various forms of graphic lunguage
have been attempted during the course of
time, bearing different kinds of relation-
ships to reality and speech. Alphabetic
writing, the written form of our language.
is based on the premise that spoken words
consist of combinations of sounds. Alpha-
betic charicters are graphic representations
of sounds. In other words, writing is man-
ually recorded speech.

4. And finally, since the number of dif-
ferent alphabetic characters in our written
language” does not equal the number of
different sounds in our spoken language,
we do not have a onc-to-one relationship
between sound and letter. The disparity
between sounds (approximately forty-five)
and Ictters (twentyssix, three of which do
not have sounds of their own) means that
some Ietters must represent more than one
sound. Experience with our written lan-
guage also indicates that a single sound may
he represented or spelled by different letters
and combinations of  letters. This does not
mean, however, that our language is not
alphabetic and phonctic. It merely means
that there isn't a one-to-onc relationship
between letter and sound, and that it prob-
ably takes longer and is nore difficult to
learn the correct associations between what
is scen and what is heard than in many
other more consistently spelled languages.
Difficulties in learning to read our language
are due to the large number of associations
between letters and sounds which must be
lcarned. as well as to the surface variability
of these associations. The letters though,
however arbitrarily they seem to be put
together in written words, still represent
sounds, so our language is phonctic.

Learning to read our language in-
volves learning to associate spoken
sounds and written symbols while at
the same time mentally reconstruct-
ing the things and ideas represented
by the language symbols. With
enough practice, the process of asso-
ciating sounds and symbols recedes
to a subconscious level, while atten-
tion is directed toward the meaning
represented by the words. However,
in learning to read, thé associations
must be made on a conscious level.
The correct associations depend pri-

13

marily upon knowledge of the sounds
of the spoken form of the language,
knowledge of the letters of the writ-
ten form of the language, as well as
knowledge of the various circum-
stances and conditions under which
particular letters and combinations
of letters represent particular sounds.
This constitutes what is usually called
phonics and word structure. It is es-
sentially a process of reconstructing
speech from written symbols. Phon-
ics cannot be used apart from word
structure since they are inseparably
interrelated. Letters and combina-
tions of letters in our written lan-
guage . (particularly those represent-
ing vowel sounds) represent given
sounds depending upon the structure
of the word in question. Therefore, it
is impossible to apply phonic princi-
ples until the structure of the word is
known. Attempting to teach phonics
apart from word structure or struc-
tural analysis will inevitably lead to
frustration, discouragement, failure,
and loss of confidence in our written
language. It will most certainly result
in countless exceptions to rules.

Even one-syllable words have to be
established as one-syllable words be-
fore any phonic principles or gener-
alizations can be applied correctly.
The syllable “can” is pronounced
with a short a sound in the root word
can. The same syllable is pronounced
with a long a sound in the word chi-
canery, since chicanery is derived
from the word chicane. The verb be
is pronounced with a long e sound;
the same combination of letters in
bedim, bemoan, and beset, however,
are pronounced differently because
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“be” serves as a prefix in these words
and is not part of the root words
themselves.

Furthermore, the phonic rules or
generalizations that are frequently
taught apply only to single-syllable
root words and to the accented sylla-
ble, but not to the unaccented sylla-
bles, of polysyllabic words. For exam-
ple, many tecachers teach that “when
two vowel letters such as ai appear
together, the first vowel letter has a
long sound and the second vowel
letter is silent,” and then complain
bitterly about all the cxceptions.
Words like certain, captain, and cur-
tain are not exceptions to the rule, if
the rule has been taught correctly.
A short a sound will not be found in
orphan, woman, or husband, since
the letter a appears in the unaccented
second syllable of these words. Nor
can a long a sound be expected in the
unaccented suffix of words like
wreckage, portage, and spoilage, nor
a short a sound in errant, servant, or
occupant. Nonc of these words is an
cxception to the rules or generaliza-
tions governing the pronunciation of
vowel sounds. Phonics cannot be
scparated from word structure and
taught in isolation. Doing so simply
will not work in our language; it will
only result in disillusionment. Struc-
tural-phonctic analysis would be a
morc appropriate term for this proc-
ess since both aspects have to be
considered simultancously.

There is a great deal more con-
sistency and logic inherent in our
written language than most people
apparently see, but it is not at the
level of a consecutive letter-by-letter

M

association with sound. Large com-
plex bodies of learnings cannot be
learned unless there is underlying or-
der. If teachers do not teach this
order in reading—the logical and
correct relationships between spoken
and written words—pupils are left on
their own to try to figure this out for
themselves. It is amazing that as
many children manage to do this as
well as they do.

It is ordinarily ncither desirable
nor necessary to analyze phonctically
complete words while reading. Doing
so makes reading a laborious and
time-consuming  process.  Pupils
should be taught to usc only as much
phonctic analysis as necessary to iden-
tify printed words correctly. Once a
word is identified, there is no further
profit to be gained in continuing its
analysis. In actual reading situations
the tedious analysis of entire words
is scldom necessary if pupils have
been taught to use configuration, pic-
ture, and meaning clues in conjunc-
tion with structural-phonctic analy-
sis. Fluency in word identification
and rcading results from the com-
bined use of the various word recog-
nition techniques, not from struc-
tural-phonetic analysis alone. Struc-
tural-phonetic analysis, however, cor-
rectly applied remains the most valu-
able single technique for identifying
the written words of our language.

Valuable as it is, structural-pho-
netic analysis cannot always identify
words correctly in our language. The
correct pronunciation, for example,
of words like close, live, tear, and
rebel can be determined only in the

light of context. For this reason, also,’
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other word identification techniques
besides structural-phonetic analysis
must be taught. Pupils must be
taught how to utilize the various
word identification techniques sepa-
rately and together. None of them
alone will succeed in identifying all
the words of our written language
accurately. Any pupil who cannot use
them all is handicapped to some de-
gree or other.

Since writing is manually recorded
speech, reading is the process of re-
constructing specech from written
symbols in addition to mentally re-
constructing the things and ideas
represented by the symbols. Learn-
ing to read our written language in-
volves learning to make the correct

associations between sounds and let-
ters or groups of letters. When the
associations can be made casily and
efficiently, they recede to a subcon-
conscious level, leaving the reader
frec to attend to thz raeaning of the
symbols. Structural-phonetic analy-
sis accounts for the major portion of
the fixed relationships between the
sounds and written symbols of our
language. Phonetic analysis must al-
ways be carried on in relation to the
basic structure of words. If word
structure is ignored, phonetic analy-
sis fails. Efficient word identification
and reading arc possible only through
the combined use of structural-
phenetic  analysis and other word
reccgnition techniques.
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EVBN A QUICK STROLL up and
down the aisles of a convention
exhibit hall provides ample evidence
that educational materials are “big
business.” In fact, corporations like
IBM, RCA, and CBS can now be
viewed as the latest alphabet to dot
the educational marketplace (4).

Predictably, the involvement of
large corporations has led to some
changes. Clearly apparent are more
sophisticated advertising, more col-
orful materials, more urbane sales
personnel—in fact, more of every-
thing; for quantity is the very essence
of big and successful business. In
spite of the new and more glamorous
fagade, however, one thing remains
unchanged: the unique importance
of rcading to the entire educational
enterprise continues, making materi-
als connected with the teaching of
rcading skills one of the most lucra-
tive picces to be found in the whole
of the market place display. It is
probably equally accurate to add
that, of all the various skills compris-
ing reading, phonics is the juiciest
from an economic point of view.
Why?

A variety of factors account for
the special market value of phonics.
For one thing, phonics instruction
often is cquated with reading in-
struction. While such an equation
confuses a part with the whole, the
association has still resulted in as-
signing to phonics a rather special

Phonics Materials: A Big Seller

place of honor. For the market place
the confusion has resulted in “a big
seller.”

But there is another characteristic
of phonics that makes it especially
enticing to the publisher: its content
can be packaged. It can fill up
workbooks. It provides material for
charts, cards, pictures, and film-
strips. It can be pressed into phono-
graph. records. It can be put into
the form of a “game.” It can be
used to take advantage of the cur-
rent interest in programmed instruc-
tion. And, even more recently, it
provides ideal material for the teach-
ing kit. Could we expect such poten-
tial to be overlooked by the pub-
lisher? Hardly. But as a result the
question of discriminate buying takes
on paramount importance,

The Discriminate Buyer

Discriminate buying, whether of a
workbench or a workbook, always
requires a knowledge of the product
—uwhat it can and cannot do, for
instance. And this will not change.
But what is changing, cven as the
nature of the market place changes,
is an ever increasing need for the
buyer to possess what might simply
be called the will to resist temptation.

To be sure, temptation has always
been the goal of the merchant and,
correspondingly, the downfall of the
buyer. But today the temptation
held out to the man with money in

¢The Reading Teacher, 20 (April 1967), 610-614. . .




70

GENERAL PROGRAM AND POLICIES

his pockets must be, and often is,
uniquely enticing and even manipu-
lative. Reflecting the technological
and affluent socicty which surrounds
it and which also has created it, the
modern market place no longer is
characterized by the classical supply-
demand relationship. The “good old
days” in which what was produced
was what was needed are now part
of past history. Replacing them is an
cconomiic era in which the tradi-
tional sequence has been reversed.
Today the first step is production,
and the second step is the deliberate
creation of a need for what has been
produced. Indeed, the wares of
Madison Avenue have never been so
important—nor so cffective.

Although in the past the schools
have sometimes been accused of re-
maining apart from the realities of
life, nobody now could deny that
they are very much immersed in the
reality of this new market place.
There is not only a larger number of
children to educate and teachers to
help; there is also that “man with
money in his pockets.” Thanks to
the generosity of federal funds, the
educator has become a wealthy man,
and so a most welcome customer in
the aisles of the market. Perhaps it
goes without saying that, among the
counters devoted to reading, phonics
materials are richly and enticingly
displayed.

Motives for Buying Phonics
Materials

While the allurement of the mod-
ern market place is undeniably great,
it would be erroneous to think it is

[ 'P’ .

s ¢

the sole reason why phonics materi-
als are a big seller. Certainly other
factors are at work too. One, for
example, is related to the Kkind of
public criticism that has been leveled
at the schools for about the last ten
years. Starting with the publication
of Why Johnny Can’t Read in 1955,
the focus of a surprisingly large
amount of criticism has been the
charge that the schools are not
teaching phonics (2). This has been
the case whether the complaint was
about reading, as in the Flesch book,
or something as broad as the possible
inferiority of American schools as
compared with those of Soviet Rus-
sia (9).

Within the past decade, too,
phonics instruction has worked its
way into public debates about man-
ners and morals, and frequently into
politically conservative publications.
As recently as November 1966, for
instance, Russell Kirk was writing
in National Review statements like,
“Among the educationists phonics is
a dirty word,” and, as he gave his
description of clementary schools,
*, .. actual teaching by phonics is
taboo” (3).

That statements like these could
never be documented has less effect
on practice than ought to be the
case. In fact, public accusation
about too little phonics is one of the
factors that has resulted in too much
phonics, in certain schools. In their
eagerness to have very visible phon-
ics programs, for instance, some
administrators have gone all-out in
stressing phonics and in purchasing
phonics materials. While these efforts
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to “prove a point” are psychologi-
cally understandable, they are not
always professionally defensible. Just
as some schools would profit from a
little more and a little better phonics
instruction, others could probably be
improved simply by having less.

Related to the public indictment
of too little phonics instruction is
still another factor which sometimes
enters into a school’s decision to in-
troduce more and more phonics and,
as is generally the case, to buy more
and more phonics materials, This
source of influence is parents.

Typically, what a parent knows
about reading comes from the news-
paper or, perhaps, one of the month-
ly magazines written for women.
When this popular press reporting
deals with reading, it most often
focuses on its beginnings and, in
conjunction with this, the advan-
tages of phonics instruction com-
pared to what is called the ‘“look-
say” approach.

It is doubtful that the frequent
selection of beginning reading as the
topic of popular press articles is ac-
cidental: never is a parent so con-
cerned about reading as when his
child is just starting to learn. How
well the child progresses at the be-
ginning is viewed not only as an
indicator of future progress in read-
ing, but even as a forecast of how
well the child will do in all areas of
the curriculum. Such uncommon
importance makes the parent eager
to learn about beginning reading.
And it also makes him somewhat
gullible as popular press articles offer
sure cures and even “guaranteed’’

results, if the cures are followed.
Most of these prescriptions, of course,
call for immediate and frequent in-
struction in phonics.

To think that parents’ beliefs
about the best way to teach begin-
ning reading have no effect on a
school’s reading program would be
naive. As a minimum they encour-
age the administration to take an-
other look at the way reading is
taught in the early grades. At the
other extreme, however, parents’
beliefs about the special advantages
of much phonics instruction have
been known to result in obviously
increased amounts in the schools,
sometimes as early as the kinder-
garten year.

While nobody would deny the
right of a parent to be concerned
about his child’s education, and even
to have definite ideas about the way
it ought to be effected, the priority
of professionalism needs to be recog-
nized when decisions about educa-
tion are to be made. In the case of
phonics instruction, decisions about
its timing and, for instance, about
whether it ought to be taught induc-
tively or deductively are professional
matters: When these decisions are
affected by such factors as the desire
to “pacify” parents, the results are
not always what is best for the chil-
dren learning to read.

There is still another reason inoti-
vating the purchase of volumes of
phonics materials. It is neither a
“right” reason nor a ‘“‘wrong” one;
but when it exists it ought to be
recognized. This is the fact that
some teachers are not prepared to

8
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teach phonics and, as a result, feel
an unusual need for materials.

Citing the possibility of this source
of motivation is not to be critical of
teachers. Rather, it is to be aware
that many were elementary school
children when phonics was given
scant attention. As a result, unless
these teachers are lucky enough to
have had a reading methodology
course which actually taught them
the content of phonics, they enter
their own classrooms with feelings of
inadequacy and insecurity., These
feelings are natural, but they lead
to overreliance on materials. And
while this might be advantagcous for
the merchant, it is hardly good for
the classroom. What the dependency
creates is a situation in which the
teacher is merely an assistant to
materials—a role hardly worthy of
a professional person, and hardly
productive of the best kind of in-
struction.

Some Factors in Considering
Materials

If a schocl should decide to buy
materials to help its faculty learn
more about phonics—and this surely
is laudable—the reason for the pur-
chase ought to be taken into account
as particular materials are selected.
This is important because what
might be suitable for educating
teachers is not necessarily best for
teaching children. With them, dif-
ferent criteria have to be kept in
mind. With both, however, the re-
quirements of prudent choices begin
even before the customer gets to the

market place.
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Certainly the first step—whether
the intent is to help children or
teachers or both—is clarification of
the role phonics is to play in a total
reading program. In the opinion of
this writer, phonics instruction is
very important. It is one way to help
a child develop independence as a
rcader and as a learner. But to rec-
ognize its importance is not to lay
aside the fact that phonics is just one
kind of reading instruction and,
therefore, only one part of the total
reading program. Without this per-
spective, phonics all too easily be-
comes isolated as an end in itsclf,
actually losing its very reason for
being: a means toward identifying
unfamiliar words.

Once clarity about the contribu-
tion of phonics is achieved, decisions
have to be made about whether its
content will be taught inductively
or deductively, and also when the
teaching will begin. It is not the in-
tention of this article to take a stand
on these questions; that has been
done with considerable detail elsc-
where (7). Rather, the purpose is
to recognize the existence of the
questions, and to point out the nced
for a faculty to arrive at some an-
swers, hopefully for “‘right” reasons.
Once this is accomplished, a school
is ready to consider whether there
are materials in the market place
that might be helpful.

When materials are being consid-
ered for children, the first kind to
look for are those that might actual-
ly instruct. Assuming, for instance,
that a school has some children who
are able to learn at least part of the
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content of phonics from a book
rather than a teacher, it then makes
sense to try to find materials which
allow for independent learning, and
also for a pace of learning that can
be matched to the abilities of indi-
vidual children.

More frequently, though, schools
will be looking for materials which
review instruction given by a teach-
er, or which provide practice in the
use of what has been taught, When
materials are being considered to
serve these functions, the most im-
portant requirement—and the only
onc that will be discussed here—is
that they facilitate a teacher’s efforts
to individualize instruction,

For example, materials providing
practice in the use of short vowel
sounds ought to have enough cover-
age for the child who will need a
great deal of practice. But, in addi-
tion, the various kinds of practice
ought to be assembled in a way that
allows a tcacher to make selections
on the basis of what is needed by
individual children, and at a time
when the need is identified. As prac-
tice material is now generally put
together by publishers—in the typi-
cal workbook, for instance —individ-
ualized instruction is not only not
facilitated; it is often made more
difficult. In fact, materials like the
typical workbook are the most pro-
lific reminder that what is needed by
a tecacher is not always what is pro-
duced by the publisher.

A Summary

This brief article has tried to enu-
merate a few of the reasons why
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phonics materials are an especially
big scller in the educational market
place. Its content has been devel-
oped on the assumption that an
awareness of some of the factors that
affect buying will make the buyer
more perceptive and discriminating.

In no sense does the selected focus
infer that educators must rely only
on published materials to do their
job. Certainly some of the best ma-
terials used by children are what
they themselves make, or what a
teacher makes out of her knowledge
of what needs to be taught and prac-
ticed. However, it is unrealistic to
think that all the materials required
by classroom instruction can be
“home made.” This being the case,
there is the need to look to the pub-
lisher for help. But, as this article
has tried to show, there also is an
ever increasing need to be wary of
his products, knowing that the mo-
tivation of the educator and that of
the publisher will not always be the
same.

(Dolores Durkin is Professor of
Education at the University of Ilii-
nois.) .
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The Differences between Linguistics and Phonics

DoroTHY Z. SEYMOUR*

READING TEACHERS who have taken the time to examine articles
on linguistics and reading have not always been convinced (hat a
linguistic approach offers anything new. On first examination.
linguistics seems merely to be returning certain advantages of old-
time phonics to reading instruction. The similarities are inescap-
able. There is a renewed emphasis on sound, on association of sound
with letter. and on the use of sound-letter associations in the analy-
sis of new words. But a true linguistic approach offers much more
than phonics. It contributes the discoveries of scholarship in the
field of linguistics to the field of reading instruction. The most
important contribution can be summed up in one word: exactitude.

The precepts of phonics suffered from terminology that re-
vealed a basic misconception about reading—that “words” are
basically written words, and that children must be taught to “pro-
nounce” them, or “sound” them. To this end, children were first
taught about letters and then were told to “pronounce” the letters
or “'make” their sounds. Teachers constantly referred to “the sounds
of the letters,” and even to “silent” letters. The letters were also
endowed with the power of dictating sounds and changes in sounds:
“the ¢ makes the a long.” It is this same preoccupation with the
letters which made teachers say there are five vowels, when actually
there are fourteen. The linguists have shown how confused this
approach was.

MISCONCEPTIONS IN PHONICS

1. "Words” are wrilten words

In giving phonics instruction, teachers constantly referred to
words as though they did not cxist outside of the world of print,
whereas, of course, speech developed before a means of symbolizing
that speech in print. The assumption that “words™ meant “written
words” gave children the impression that words were not first oral
words, or mental words, before the author put them into symbols.
But of course, printed words did not spring into existence from
nothing. Another way of saying this is that words were words before
they were printed words.

*The Reading Teacher, 23 (November 1969), 99-102, 111,
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2. "Pronounce” the word

In phonics instruction. children were often given a list of new
printed words to analyze. The teacher's job was to_teach the chil-
dren to “pronounce” them. This approach did not recognize the fact
that children already know how to pronounce words when they
come to school. In fact. they usually need no instruction at all in
how to pronounce their own language. What the teacher needs to
do is to teach them to read it. Directing a six-vear old to “pronounce”
the printed word Mother is patently ridiculous.

3. “Sound” the word

Phonics instruction was based on sounds that were associated
with letters. Children were thus instructed to “sound” a word—-
that is. make the sounds that each letter “had.” Children would
then produce a serics of pre-taught sounds, and the resulting chain
of sounds was supposcdly “a word.” The fact that the child did not
always recognize the result as a word he had spoken countless
times. and was often just mouthing a chain of sounds, made the
conscientious phonics teacher frustrated and confused. 1t was this
aspect of phonics which brought complaints that phonics-taught
children were not readers. they were sound-makers.

The instructional process should have been reversed. Teachers
were presenting childven with letters, and then superimposing the
instruction of sounds upon those letters.,But children already know
the sounds of cir language: they have had five or six vears of
instruction in language sounds (phenetics) by the time they come
to school. What they need is not to learn a series of sounds that
“letters have,” but which symbols (letters) go with the sounds they
already know. It is the letters that are new to them, not the sounds.

If children can be shown that they are making certain sounds
when they say words. then they can be shown which letters sym-
bolize those sounds. Thus they proceed from the knowh (sounds)
to the unknown (letters). E

4. “Each letter has a sound”

The phonics teacher’s confused procedure—starting with a
letter instead of a language sound—compelled her to find a way of
dragging in the sound after the letter was alrcady introduced. So
she used a phrase which implied that, somewhere inside or behind
cach letter, there lurked a sound. and that each time that letter
appeared, the child should “make” that sound. The truth is that the
sounds have been around a lot longer than the letters, and the
letters merely stand for the sounds: they do not "have” the sounds
somewhere inside them. If it is made clear. and kept clear to the
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child (by presentation in a logical manner and by judicious word-
ing) that the letters represent the sounds made in specch, the child
has a better chance of analyzing the printed word as a word he
already can speak, such as "Mother,” instead of as a series of extra-
ncous sounds,

5. "A letter wakes a sound”

The relation between speech and writing was often explained
by the phonics teacher as a series of letters which "make” certain
language sounds. as though if you pinched the letter i, it would
squcak out the sound /i/ as in pin. Lists of phonics rules might
claim that @ makes the sound i in man, @ makes the sound i in
angel, ai makes the sound i in train, ay makes the sound i in say.
or the ¢ in hake makes the letter @ say its own name. The linguist
expresses the relation between speech and writing by pointing to
the different symbols which can be used to represent our language
sounds. He refers to the sound (a phoneme) before listing the
symbol that can be used to represent it (a grapheme): the sound
/ey/ may be represented by a in angel, ay in say, a-e in bake, and
¢i in wein. In this presentation there is no attempt to claim that
it is the letter which "makes” the sound. It is pcople who make
sounds. which are then symbolized in alphabetic spellings for the
purpose of reading,

6. “Silent letters™

Letters do not "make™ sounds; similarly, they do not "make”
silence. The existence of a letter like k in a word like know, which
no longer represents a sound we speak, does not mean that the
letter is “being silent.” It means that the English word know was
once pronounced /knaw/, and that its spelling still reflects that
pronunciation. In the present day. the sound /n/ in the word know
! is represented by the letters kn. Thus it is not the letter k which :
is failing to "make a sound;" people have stopped using the sound 1
/k/ at the beginning of that word. English spellings simply do not
keep up with changes in English speech. and examples like know
provide the best opportunity the teacher will ever have to demon-
strate this phenomenon for the children.

7._The "¢ makes the a long in take”

he phonics teacher often explained language sounds as being
controlled by letters. But letters do not have the power to control
a chaqgc in sound. Pcople utter the sounds, and the letters repre-
sent and reflect their utterances. And it is not the length of the
vowel so\u\nd that is distinctive in the word take. What the phonics

Aruitoxt provided by Eic:
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teacher meant is that this word is said with the phoneme /cy/
rather than with the phoneme /x/. as in man. One of the witys of
symbolizing the phoneme /ey/ in English is with the vowel pattern
a-¢, as in take.

8. We have “five vowels”
It is the supposed pre-emption of print over speech which

made the phonics teacher assume that English has five vowels. She'

meant that the written version of our language utilizes only five
vowel letters. This statement obscures the important reality that
English has at least fourteen vowel sounds: seven of them move
from one sound to another and are called glided vowel sounds. The
approach of the phonics teacher to vowels was to explain the dif-
ferent vowel sounds :is functions of letter combinations-—as if a
letter could dictate spech. Actually, the letter combinations are the
result, at least in part, of the vowel sounds. Older word-pronuncia-
tions explain much of the rest of our spelling.

9. "Write the sound”

The plirascology of phonics instruction often assumed that a
letter was a sound. Children were told to look at the sound. and
teachers were directed to write the sound on the board or on a
chart—as though a sound were something that could be scen or
written. In fact, teachers even referred to a letter as if it actually
were the sound. When teaching the sound /x/ as in apple, eachers
would point to the letter @ and say. "This is the sound /x/.” This
tactic caused further confusion when at another point, the teacher
pointed to the same letter @ and stated, "This is the letter /ey/.”

The fact of the matter. of course, is that the sound /x/ as in
apple can be represented by different symbols, but is most regularly
represented by the letter «, particularly when the vowel letter is
between two consonant letters. The letter ¢ can stand for other
language sounds as well. Teachers must clearly differentiate
between lettess and the sounds they represent. in order to avoid
confusion between the two.

CONCLUSION

The main difference between a linguistic and a phonic
approach to reading instruction is that phonics gave primacy to
letters, and seemed to place spoken language under their control,
whereas linguistics points to the priority of speech, and demon-
strates ¢that writing is merely a way of recording that speech by
the usce of symbols. Proof of the antecedence of specch to writing
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lies in the work of linguists with “primitive” tribes: they often dis-
covered that these groups had very elaborate language systems
which were, however, as yet unrecorded in writing. The job of these
anthropological linguists was to devise a mecthod of writing such
languages. But the fact remained that, before the linguists entered
the scene, those languages were already in existence, albeit in oral
form. A linguist, in devising a method of writing the language, was
not creating the language itself; he was merely recording it. Thus
the language was not controlled by the symbols: the svmbols were
dependent upon the language.

Similarly, the child who is taught reading from a linguistic
point of view is led to understand that a person who can speak can
also learn to read and write. He knows that he will be in control
of the symbols he uses to represent his language: the symbols will
not control him.
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PART lll: The Curriculum in Word Recognition

The twelve articles in Part TIT present data that will determine which
clements in phonics are important cnough to justify inclusion in the cur-
riculum and which clements are ravely used or may actually be misleading
and harmful. The pioncer study by Clymer in January 1968 is included.
His study covered the primary grades only. In more recent years, follow-up
rescarch by Bailey, Emans, and Burmeister includes only grades above the
primary or the entire range of the clementary school years. All the articles
deal with sounding out the letters in words except for the lone article by
Winkley which evaluates generalizations for syllables.

To date, recent publications of the International Reading Association

have not included the following aspects of the word recognition curricu-
lum: structural analysis and contextual clues.
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DOLORES DURKIN®*

OLUMES have been written about the

fundamental principles underlying
phonics instruction. Not all writers, of
course, agree on what is "fundamental.”
Some, for instance, insist that “good” in-
struction begins with the teaching of let-
ter sounds which, later on, are blended
into syllables and then into words. Other
authors, to the contrary, maintain that
“good” instruction starts with whole
words, from which letter-sounds can be
identified. Thus, the debate about deduc-
tive ¢5. inductive phonics continues.

I will not enter into this debate here; I
have done that elsewhere.! Instead, I have
selected one principle concerning phonics
which would be considered fundamental
by anyone gifted only with common sense.
In general, the principle is: One cannot
teach what one docs not know. Applied to
the theme of this meeting. the principle
can be rephrased to suggest that one can-
not teach phonics unless one knows
phonics.

Teachers’ Knowledge of Phonics

What do teachers know about the con-
tent of phonics? Are they adequately pre-
pared to teach phonics, whether a deduc-
tive or an inductive approach is chosen?
These arc the questions to which I ad-
dress my comments.

Actually, the questions have been of
special concern to me since the fall of
1957, That was the beginning of my col-
lege teaching, and of my - responsibility
for reading methods courses. Having been
educated in schools which, evidently, by-
passed the popular thinking of the 1930's
and the 1940's, I myself was taught
phonics, beginning in first grade. Conse-
quently, it probably was natural for me

‘Dulores Durkin. Phoics and the Tcaching of
Reading (Second Edition). New York: Teachers Col
lege Bureau of Publications, 196S.

*Reading and Inquiry, IRA Proccedings, Vol.
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Fundamental Principles Underlying Phonics Instruction

10, 1965, 427-430.

to assume that students in my methods
courses needed help with how to teach
phonics, but not with its content. And so,
during that first year of college teaching, I
discussed how I thought phonics should
be taught and why I took this position, It
happened though—and 1 suppose this is
experienced by most new teachers—that
for a class which was concered with
phonics, I ran out of material before I ran
out of time. I recall how, with a kind of
desperation, 1 suggested to the students
that the remaining time would be used to
review their knowledge about the content
of phonics. I remember, too, that I wrote
the word ice on the board, and began to
ask questions: "What is there about this
word that might help a child identify the
sound which the letter / probably records "
"What is the likely sound of ¢, and what
in the word suggests that sound ?”

What took me completely by surprise
was that such simple questions as these
had absolutely no meaning for the 30 col-
lege seniors who sat before me. The sur-
prise was followed by embarrassment—
embarrassment because I had failed cven
to wonder whether the students knew
what they were expected to teach.

Because, in 1957, phonics instruction
still was not sufficiently fashionable to be
given detailed coverage in reading meth-
ods textbooks, feelings of surprise, and
then of embarrassment, were followed by
efforts to put into writing some of the
more basic content of phonics. I recall
that in preparing the material I assumed
its use would be unnecessary for the sum-
mer session classes because, in these, most
students would be experienced teachers,
not inexperienced college seniors.

But, that summer session led to the next
surprise, for the experienced teache:: did
not know the content of phonics either.
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In fact, I still remember one teacher from
that first summer class. 1 remember her
because, following a class session con-
cerned with phonics, she came to me and
said, “I'm so glad you're helping us with
phonics because, to tell you the truth, I
only know second-grade phonics.” What
she meant, of course, was that she knew
the phonics material included in the sec-
ond-grade basal reader.

Since 1957, 1 have taught other stu-
dents at other universities. In all of these
places, and with most of the students, 1
have continued to find it necessary to
teach, first, the content of phonics; and
then, secondly, how the content might be
taught to others. This need to teach the
content, of course, is no longer surprising.
What I have learned is that while I, as a
child, was being taught phonics, many of
the people now in reading methods
courses were attending other elementary
schools in which phonics instruction was
“unfashionable.”

The Teaching of Phonics

While helping teachers with the con-
tent of phonics I also have tried, over the
ast seven years, to discourage what might
Ee labeled a “grade-level approach” to
teaching phonics. That is, I have tried to
help teachers see that it does not make
good educational sense to think of the
content of phonics as being divided into
sections, each to be taught at a prescribed
grade level. Rather, I have stressed that—
as with all phases of reading instruction
—we shoulcr first find out what children
already know about phonics, and then
move on to teach what they do not know.
To facilitate more individualized in-
struction, 1 recently constructed a diagnos-
tic test in phonics, for children; this was
done with the help of the principal and
staff of an elementary school, I mention
the test now because reactions to it con-
vinced me again that much still needs to be
done to help teachers learn at least the
most basic of the phonics content.
Berore this diagnostic test for children
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was published, preliminary copies were
sent to elementary schools in various sec-
tions of the country. T'he intent, of course,
was to use the reactions of teachers to
improve the test. Reactions that were re-
turned can be summarized by quoting
from part of one letter sent by a principal:

We found these tests useful, especially for

the teachers. It turned out that they found

it difficult to administer the test because
they themselves know so little about phonics.

. .. This problem has been discussed at a

staff meeting, and we have decided to use

the test in a kind of in.service course for
the teachers.

Reactions, typified by this one letter,
indicated that my initial efforts in con-
structing tests had begun at the wrong
place. 1 should have started with the
teachers. Ve? briefly, this expliins how
the test called a “'Phonics Test for Teach-
ers” came into being.?

Phonics Survey

I bring this test into the discussion be-
cause | want to spend the remaining time
rerporting briefly on the results of a kind

of national survey, just completed. For
this survey, the *"Phonics Test for Teach-
ers” was given to GO3 students enrolled
in reading methods courses, The test was
administered by 13 professors from five
state and city colleges, and from six state
vniversities. To make the survey some.
what national in scope, these schools were
located in the East, the Midwest, and on
the West Coast. At some future date, a
detailed report of the survey will be pre-
pared. For now, I will just mention a few
findings. In fact, for the sake of brevity,
1 will mention only findings regarding the
204 participants who were experienced
teachers. Here it is important to point out
that of these 204 teachers, only 57 were
taking their first course in reading at the
time the phonics test was administered.

Results of Survey
In this very brief report of what these

*Dolores Durkin, Phonics Test for Teachers. New
Y&r‘k: Teachers College Bureau of Publications,
1964.
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204 people did and did not know about
phonics, I am confining my comments to
thosc aspects of the content of phonics
which, I think, most educators would
consider basic and elementary. For in-
stance, what did the 204 tcachers know
about vowel sounds? Using averages, 89
Eer cent could identify long vowel sounds,
ut only 81 per cent recognized short
vowel sounds. When asked how vowels
in a syllable can offer help in arriving at
a correct pronunciation of that syllable,
the teachers” performance dropped con-
siderably. For cxample, when asked to
exphin why, in a combination of such
letters as e£, the e would probably record
its short sound, only 29 per cent of the
204 teachers were able to give any ex-
planation.

When the phonics test moved to ques-
tions about matters like the “hard™ and
“soft"” sounds of the consonants ¢ and g,
this was what was found. Again based on
averages, 90 per cent of the 204 teachers
identified the “hard™ and “'soft” sounds.
However, only 9 per cent could describe
when ¢ and g genenally record the “soft”
sounds, while a small group of 2 per cent
scemed to know when the “hard” sounds
predominate.

Test questions about diphthongs and
consonant digraphs rcsultcj’ in very low
percentages of correct responses, and def-
initions of these terms sometimes were
sadly humorous. For instance, one teacher
wrote that a consonant digraph is “two
consonants of different sizes.”

Concluding Statements

Perhaps these few test findings are suffi-
cient grounds for me to move, now, to
some concluding statements about my own
feclings regarding this matter of phonics
instruction. Let mc say, immcdiately, that
I do not believe that phonics is the very

core of the reading program. I emphasize
this because | have come to learn that
when one writes about a particular topic
—and I have written about phonics—a
common conclusion is that the writing
was donc on that topic because the author
thought it to be the most important of all
possible topics. Let me say that I chose to
write about phonics because I consider it
to be one of the many important com-
ponents of a good reading program; and,
sccondly, because the students in my
courses scemed to know so little about its
content.

I do not assume that the "Phonics Test
for Teachers” is flawless. In fact, what I
learned from putting the test together is
the very real difficulty of constructing a
rcally good test. Nonctheless, 1 still feel
there is cvidence to indicate that much
more must be donc, in reading methods
courses and in-service workshops, to help
teachers and teachers-in-preparation learn
both what to teach, and how to teach, in
this area of phonics.

Finally, T would like to make a predic-
tion. It is simply to suggest that when
teachers really know the content of phon-
ics, there will be far less of the deadly
phonics drill now going on in classrooms
all over the country—even, [ am sorry to
say, at the kindergarten level. I am con-
vinced, you sce, that tcachers who are
secure in their own knowledge of phonics
do not nced to depend on high piles of
phonics workbooks, or on long, tiresome
miles of rote drill, It scems even common
sensc would suggest that it is the teacher
who really knows phonics who also is the
one who will never teach too little, or too
much.

And this brings us back to the onc
principle underlying phonics instruction
which I have focused on; namely, that one
cannot teach what one does not know.
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The Utility of Phonic Generalizations in the Primary Grades

Thneovore CLYMER®

HE ORIGINS of this study go back

to Kenneth, an extraordinary cle-
mentary pupil. Prior to my encounter
with Kenncth I had completed a
rcading mcthods course in a small
teachers college which provided a
background in the principles of
teaching reading as well as a good
introduction to techniques. Among
these techniques were procedures to
develop phonic generalizations and
also the list (not a list) of the most
valuable gencralizations to develop.
(To those of you who might like
copics of the list, I am sad to rcport
that somchow through the years it
has been lost. )

Difficultics with Kenncth began as
the class reviewed phonic generaliza-
tions at the start of the school year.
Our procedures were like those used
in many classrooms: Groups of
words were presented, and the class
analyzed their likenesses and differ-’
ences with a view toward deriving a
gencralization about relationships be-
tween certain letters and sounds or
the position and pronunciation of
vowcls.

Throughout these exerciscs, fol-
lowing the dictum of my rcading
Wpapcr is an extensinn of a report
given a1 a joint meeting of the Intcrna-
tinnal Reading  Associatinn and the Na-
tional Conference of Research in Fnglish,
May 1961, Whomas Barrcit, Harrictie An-
derson. lJo:m Hanson, and David Palmer

provided invaluable assistance in varions
phases of the study.

mcthods teacher, we were careful not
to call the gencralizations “rules,”
for all our statements had a number
of cxceptions. As the class finally
formulated a gencralization regard-
ing the relationships of letters, letter
position, and sounds, such dcfensive
phrasing as “most of the time,”
“usually,” and “often” appeared as
protective mcasures. We also spent
time listing some of the exceptions to
our gencralizations.

At this point Kenncth entered the
discussion. While the class was busily
engaged in developing the generali-
zation, Kenncth had skimmed his
dictionary, locating long lists of cx-
ceptions to the generalization, In
fact, he often located more cxcep-
tions than I could list applications.
When I protested—somewhat weakly
—that the dictionary contained
many unusual words, Kenncth con-
tinued his rolc as an educational
scientist. He turned to the basic reader
word list in the back of his text and
produced ncarly similar results. To-
day, of course, Kenncth’s behavior
would be rated as “gifted,” “tal-
ented,” or ‘“creative”—although 1
remember  discussing him in other
terms as I sat in the teachers’ lounge.

As Kenncth had provided a mem-
orable and cven a “rich” learning
expericnce for me, he furnished the
impetus for a scries of studics which
will attempt to answer three ques-

*The Reading Tecacher, |6 (January 1963), 252.258,
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tions: (1) What phonic generaliza-
tions are being taught in basic read-
ing programs for the primary gradcs?
(2) To what extent are these gener-
alizations uscful in having a *‘reason-
able” degree of application to words
commonly met in primary grade
material? (3) Which of the generali-
zations that stand the test of qucstion
2 can be learned and successfully
applied to unknown words by pri-
mary children?

What Generalizations Are
Taught?

Four widely used scts of readers
were sclected to determine the phonic
generalizations being taught in the
primary grades. After a preliminary
study of the manuals, workbooks,
and readers, the manuals were se-
lected as the source of the generaliza-
tions. The manuals presented the
generalizations in three ways: (1)
statements to be taught to the pupis,
(2) statements to be derived by the
pupils after inductive teaching, and
(3) swatements with no clear indica-
tion as to what was to be done. Gen-
eralizations presented by all three
means were included in the analysis.

Five general types of gencraliza-
tions emerged from the study of the
teachers manuals. These types dealt
with (1) vowels, (2) consonants,
(3) endings, (4) syllabication, and
(5) miscellaneous relationships. Ar-
bitrary decisions were made in as-
signing some generalizations to onc
or another of the five types since cer-
tain statements might easily be classi-
fied under two or more headings.

If we eliminate from our consider-
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ation the miscellancous type of gener-
alization, a total of 121 different
statements were located. There were
50 vowel gencralizations, 15 conson-
ant generalizations, and 28 generali-
zations in each of the ending and
syllabication groups. In cvaluating
these figures it should be kept in
mind that any statement was con-
sidered a scparate generalization
when its phrasing excluded or in-
cluded diffcrent sets of words than
another statement. For cxample, the
generalization, “When there are two
vowels side by side, the long sound of
the first is heard and the sccond one
is usually silent” and *“When ea
come together in a word, the first
letter is long and the second is silent”
were counted as two scparate gener-
alizations, although the second state-
ment is a special application of the
first.

While not directly related to our
discussion here, note should be made
of the wide variation of grade level
of introduction, emphasis, and phras-
ing of the generalizations. Of the 50
different vowel generalizations, only
11 were common to all four series.
Nonc of these 11 was presented
initially at the same half-year grade
level in all four series. Some series
gave a much greater emphasis to the
generalizations than did other scrics.
One publisher introduced only 33 of
the 121 generalizations, while an-
other presented 68. These comments
are not meant to detract from the
uscfulness of basic materials, but
simply to point out some of their
differences. These differences do call
for careful adjustments in the class-
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room when pupils are moved from
onc sct of materials to another. The
teacher who changes from serics X
to serics Y.may nced to make some
important revisions in his word recog-
nition pregram. Thesc findings may
indicate also the nced for further
expcrimentation on emphasis and the
developmental aspects of our word
rccognition program.

Which Generalizalions Are
Useful?

Forty-five of the gencralizations
given in the manuals were selected
for further study. The sclection of
thesc was somewhat arbitrary. The
main criterion was to ask, “Is
the generalization stated specifically
cnough so that it can be said to aid or
hinder in the pronunciation of a par-
ticular word?” An cxample or two
will make our criterion clear. The
gencralization, “Long o mukes a
sound! like its name.” is undoubtedly
a valuable generalization, but it was
not specific enough to meet our cri-
terion. On the other hand, the state-
ment. “When a vowel is in the
middle of a onc syllable word, the
vowel is short.” was inclnded because
we could judge by reference to a
word list how often onc svilable
words with a vowel in the middle do
in fact have a short vowel sound.

Our next problem was to develop
a word list on which we could test
the gencralizations. A reasonable ap-
proach scemed to be that of making
up a composite list of all the words
introduced in the fonr hasic scrics
from which the generalizations were
drawn, plus the words from the
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Gates Reading Vocabulary for the
Primary Grades. Once this list of
some twenty-six hundred words was
prepared, the following steps were
taken:

1. The phonetic respelling and the
syllabic division of all words were
rccorded. Webster’s New Collegiate
Dictionary was used as the authority
for this information.

2. Each phonic generalization was
checked against the words in the
composite list to determine (a) the
words which were pronounced as the
genceralization claimed and (6) the
words which were exceptions to the
generalization. -

3. A “per cent of utility”® was com-
puted for cach generalization by
dividing the numbsr of words
pronounced as the gencralization
claimed by the total numher of
words to which the generalization
could be expected to apply. For ex-
ample, if the generalization claimed
that *“When the letters 02 are to-
gether in a word, o always gives jts
long sound and the a is silent.” all
words containing oa were located in
the list. The number of these words
was the total number of words to
which the genceralization should apply.
Then the phonctic spellings of these
words were cxamined to sce how
many words containing oa actually
did have the long o followed by the
silent a. In this casc thirty words were
located which contained oa. Twenty-
nine of thesc were pronounced as
the gencralization climed: one was
not. The per cent of utility be-
came 29/30 or 97. This procedure
was followed for all gencralizations.

L
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When the per cent of utility was
computed for cach generalization, we
sct two criteria as to what constituted
a “reasonable” degrece of application.
We have no scientific evidence to
demonstrate that these criteria are
valid; it can only be said that they
scem reasonable to us.

The first criterion was that the
compositc word list must contain a
minimum of twenty words to which
the genceralization might apply. Gen-
cralizations with lower frequencics of
application do not scem to merit
instructional time.

The second criterion was a per
cent of utility of at least 75. To state
the matter another way, if the pupil
applied the gencralization to twenty
words, it should aid him in getting
the correct pronunciation in fiftcen
of the twenty words.

The table gives the results of our
analysis of the forty-five phonic gen-
cralizations. An inspection of the
data leaves me somewhat confused as
to the value of genceralizations. Some
time-honored customs in the teaching
of reading may be in need of revision.

Certain generalizations apply to
large numbers of words and arc
rather constant in providing the cor-
rect pronunciation of words. (See,
for example, generalizations 19, 35,
and 36.)

A group of gencralizations scem
to be useful only after the pupil can
pronounice the word. Generalizations
which specify vowel pronunciation
in stressed syllables require that the
pupil know the pronunciation of the
word hefore he can apply the gencr-
alization. (Sce, for example, gencral-
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ization 33.) This criticism assumecs,
of course, that the purposc of a gen-
cralization is to help the child unlock
the pronunciation of unknown words.

The uscfulness of certain gencrali-
zations depends upon regional pro-
nunciations. While following Web-
ster’s markings, gencralization 34 is
rejected. Midwestern pronunciation
makes this generalization rather
uscful, although we rcject it because
we used Webster as the authority.
Such problems arc natural, and we
should not hold it against Mr. Web-
ster that he came from New
England.

If we adhere to the criteria sct up
at the beginning of -the study, of the
forty-five gencralizations only cight-
cen, numbers 5, 8, 10, 16, 20, 21,
22, 23, 25, 28, 29, 30, 31, 32, 40,
41, 44, and 45 arc uscful. Some of
the generalizations which failed to
mect our criteria might be uscful if
stated in different terms or if re-
stricted to certain types of words, We
arc studying thesc problems at the
present time. We are also examining
other gencralizations which we did
not test in this study.

Conclusion

In evaluating this initial venture in
testing the utility of phonic generali-
zations, it scems quite clear that
many gencralizations which are com-
monly taught arc of limited valuc.
Certainly the study indicates that we
should give carcful attention to point-
ing out the many exccptions to most
of the gencralizations that we teach.
Current  “extrinsic’” phonics pro-
grams which present large numbers
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Tue UtiLity oF ForTy-FIve Phonic GENERALIZATIONS

*Gencralization

-3

*8.

*10.

12,
13

1.

18

tWards in parentheses

When there are two vowecls side by
side, the long sound of the first one is
heard ad the second is usually silent.

. When a vowel is in the middle of a

onc-syllable word. the vowel is short.
middle leuer
one of the middle two letters in a
word of four letiers
one vowel within a word of more
than fonr letiers
If the only vowel letter is at the end
of a word. the letter usually stands for
a long sound.

. When there are two vowels. one of

which is final e, the first vowel is long
and the e is silent.

The r gives the preceding vowel a
sound that is neither long nor short.

. The first vowel is usually long and the

secondd silent in the digraphs ai, ea,
oa, and ui.

ai

ea

oa

ui
In the phonagram ie, the i is silent
and the ¢ has a long sound.
Words having double e usually have
the long e sound.
When words end with silent e, the
preceding a or i is long.
In ay the y is silent and gives a its
long sound.

- When the letter i is followed by the

letters gh, the i usually stands for its
long sound and .he gh'is silent.

When a follows w in a word, it usually
has the sound a as in was.

When e is followed by w, the vowel
sonnel is the same as represented by oo.
The two letters o make the leng o
soutul.

. W is somctimes 0 vowel and follows

the vowel digraph rule,

When v is the final letter in a word,
it usnally has a vowel sound.

- When ¥ is used as a vowel in words, it

sometimes has the sound of long i,

The letter a has the same sound (6)
when followed by I, w, and w.

No. of Words

309 (bead) +

408
191 (dress)

191 (rest)

26 (splash)

23 (he)

IR0 (fne)
181 (horn)
179
13 (nail)
101 (bead)
3 (boat)
1 (suit)
8 (fickl)
85 (scem)
4 (cake)

36 (play)

22 (high)
15 (watch)
9 (blew)
50 (own)
30 (crow)

169 (dry)

29 (fy)

61 (ally -

No. of Per Cent of
Exceptions Utility
377 (chicf) 15
29 62
84 (seold) 69
135 (told) 54
30 (hight) 1
2 (to) 74
108 (done} 63
134 (wire) 78
92 66
2 (said) (7]
31 (head) 66
I (cupboard) 97
16 (build) 6
39 (fricud) 17
2 (been) 9%
108 (have) 60
10 (always) i,
9 (neighbor) 71
32 (xwam) 32
17 (sew) ki)
35 (down) 50
75 (threw) 10
32 (tray) 84
170 (funuy) 15
65 (canal) 48

depending on the columm.

ERIC

Aruitoxt provided by Eic:

34

are examples — cither of words which conform or of exceptious,

*Generalizations marked with an asterisk were found “useful” according to the criteria.

L_.{:r-‘ L g s+ e



Q

ERIC

Aruitoxt provided by Eic:

88 TiE CURRICULUM IN WORD RECOGNITION
o No. of Words No.of |Per Centof
*Generalization Couforming Exccptions Utility

19.” When a is followed b;' r and final e, w

expect to hear the sound heard in care. Y (dare) I (are) 90
*20. When ¢ and A are next to each other,

they make only one sound. 103 (peach) 0 100
*2l. Ch is usually pronounced as it is in :

kitchen, catch, and chair, not like sh. | 99 (catch) 5 (machine) 95
*22, When c is followed by e or i, the sannd

of s is likely to be heard. 66 (cent) 3 (occan) 96
*23. When' the letter ¢ is followed hyoor a

the sound of & is likely to be heard. | 113 (catnp) 0 100
24. The letter g often has a sound similar

to that of j in jump when it precedes

the letter i or e, 49 (cngine) 28 (give) 64
*25. When ght is scen in a word, gh is

silent. 30 (fight) 0 100
26. When a word begins kn, the k issilent. | 10 (knife) 0 100
27. When a word begins with wr, the w is

silent. 8 (write) 0 100
‘2, When two of the same cunsonants are

side by side only one is heard. 334 (carry) 3 (suggest) 29
*X. When a word ends in ¢k, it has the

satne last sound as i look. 46 (brick) 0 100
*10. In most two-syllable words, the first

syllable is accented. 828 (famons) 113 (polite) ]G5
*i1. If a, in, re, ex, de, or be is the first

svllable in a word. it is usually un.

accented, 86 (belong) 13 (insect) 87
*32 In nost twosyllable words that end in

a consonant followed by y, the first

syllable is accented -and the last is

unaccented, 101 (baby) 1 (supply) 96
33 One vowel letier in an accented syl

lable has its short sound. 37 (city) 356 (laly) 6l
31. When y or ey is scen in the last syl.

luble that is not accented. the long

sound of e is heard, 0 157 (bahy) 0
3. When ture is the final syllable in a

word, it is unaccented. t (picture) 0 100
35, When tion is the final syllable in a

word, it is unaccented. 5 (station) 0 100
37. In many two- and three.syllable words,

the final e lengthens the vowel in the

last syllable. 52 (invite) 62 (gasoline) 16
38. If the first vowel sound in a word is

followed by two consonants, the first

syllable nsually ends with the first of

the two consonants. 404 (buller) 159 (singer) 73
3. If the first vowel sound in a word is

followed by a single consonant, that

consonant usually begins the second

syllable, 190 (over) 287 (oven) 14

+\Words in parentheses are examples —- either of words which conform or of exceptions,
depending on the columa. .
*Generatizations marked with an asterisk were found “nseful” according ta the cyiteria.
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$Generalization

No. of Words No. of Per Centof
Conforming Exccptions Utility

#40. If the last syllable of a word ends in
le, the consimant preceding the le
usually begins the last syllable,

*4l. When the first vowel clement in a
word is followed by th, ch, or sh, these
symbols are not broken when the word
is divided into syllables and may FO
with cither the first or second syllable,

42. In a word of more than onc syllable,

the letter v usually goes with the pre-

ceding vowel to form a syllable.
13. When a word has only one vowel letter,
the vowel sound is likely to be short.
*44. Wheo there is onc ¢ in a word that
cods in a consonant, the e usually
has a short sound,

¢46. Wheo the last syllable is the sound T,
it is unaccented.

62 (turoble) 2 (buckle) 97

30 (dishes) 0 100

53 (cover) 20 (clover) 738

438 (hidh 322 (kind) 57

85 (leg) 27 (blew) 76

188 (butter) 9 (appear) 95

+Words io parentheses are examples — cither of words which conform or of exceptions,

tlepending on the column.

*Generalizations arked with un asterisk were found *useful” according to the criteria.

of generalizations are open to ques-
tion on the basis of this study.

This study docs not, of course,
answer the question of which gener-
alizations primary children can apply
in working out the pronunciation of
unknown words. The answer to the
question of the primary child’s ability
to apply these and other generaliza-
tions will come only through class-
room experimentation.  Also, this
study docs not establish the per cent
of utility required for a gencralization
to be useful. The percentage sug-
gested here (75) may be too high.
Classroom research might reveal that
generalizations with lower percent-

ages of utility should be taught be-
cause they encourage children to
cxamine words for sound and letter
relationships.

The most disturbing fact to come
from the study may be the rather
dismal failure of generalization 1 to
provide the correct pronunciation
even 50 per cent of the time. As one
teacher remarked when this study
was presented to a reading methods
class, “Mr. Clymer, for years I've
been teaching ‘When two vowels go
walking, the first one does the talk-
ing.’ You’re ruining the romance in
the teaching of reading!”




The Utility of Phonic Generalizations in

Grades One through Six
MiLorep HArRT BAlLeEY*

HONIC GENERALIZATIONS have

long constituted a significant part
of instruction in phonics. Many au-
thors of textbooks in the teaching of
reading recommend phonic general-
izations as an important facet of the
reading program, and basal reading
series include phonic generalizations
in the program of instruction. De-
spite such wide acceptance, little re-
search on the utility of phonic gener-
alizations had been reported until
Theodore Clymer, in the January
1963 issue of The Reading Teach-
er)* reported the results of an inves-
tigation of the utility of forty-five
phonic generalizations in the primary
grades,
~ Clymer examined basal reading
materials for the primary grades and
selected the teachers’ manuals of four
basal series as the source of phonic
generalizations to be investigated.
Forty - five generalizations recom-
mended in the manuals were identi-
“fied for study. A list of some twenty-
six hundred words was then assem-
bled by Clymer through inclusion of
all words introduced in the primary-
level reading textbooks of the four
previously identified basic reading
series, plus the words from the Gates
Reading Vocabulary for the Primary
Grades. Webster’s New Collegiate

*Theodore Clymer, “The Utility of Phonic
Generalizations in the Primary Grades,”
Reading Teacher, 16 (Jan. 196?' . 252.258.

Dictionary was used as the authority
in recording the phonetic respelling
and syllabic division of the words.
Clymer then checked the iorty-five
phonic generalizations against the
composite word list to identify all
words that conformed or were ex-
ceptions to each of the generaliza-
tions, A percentage of utility was
computed ‘for each generalization,
and criteria were formulated by Cly-
mer to determine a * ‘reasonable’ de-
gree of application” for the general-
izations, Only eighteen of the forty-
five phonic generalizations met the
criteria as sct forth in the Clymer
study.

The results of the above-described
investigation proved disturbing to
many people concerned with read-
ing instruction. One question fre-
quently posed was, “Would the re-
sults differ greatly if the forty-five
phonic generalizations were applied
to a vocabulary list for grades one
through six, rather than just the pri-
mary grades?”’ In the belief that the
answer to this question might pos-
sibly contribute toward an improved
program of instruction in phonics,
the following investigation was un-
dertaken by the present writer. The
purpose of the study was to investi-
gate the utility of phonic generaliza-
tions in reading instruction through
application of recommended gener-
alizations to a list of words represen-

*The Reading Teacher, 20 (Fcbruary 1967) , 413-418.
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tative of words encountered in read-
ing in grades one through six.

Procedure

Forty-five phonic generalizations,
previously identified by Theodore
Clymer in the above-described inves-
tigation, were selected for study. A
list of words was collected from the
entire vocabularies of all textbooks,
gracies one through six, of the fol-
lowing cight basal reading series:

Emmett A. Betts and Carolyn M. Welch,
‘The Betts Basic Readers (New York: Amer-
ican Book Company, 1963).

Guy L. Bond and others, The Develop-
menial Reading Series (Chicago: Lyons and
Carnahian, 1962) .

William S. Gray and others, The New
?gaé;): Readers (Chicago: Scott, Foresman,

l’at;l McKee and others, The Reading for
gg;l)ning Series (Boston: Houghton-Mifflin,

Mabel O'Donnel, The Alice and
Basic Reading Program (Evanston, Illinois:
Harper and Row, 1963).

David H. Russell and others, The Ginn
Basic Reading Program (Boston: Ginn and
Company, 1961).

William D. Sheldon and others, The
Sheldon Basic Reading Series (Boston: Allyn
and Bacon, 1963).

Russell G. Staufler and others, The
Winston Basic Readers (New York: Holt,
Rinchart and Winston, 1960) .

Certain limitations regarding in-
clusion of words were observed. For
example, only words that appeared
in two or more of the eight series
were included, and place names,
proper names, and foreign words
were excluded. A composite list of
5,773 words resulted.

Computers .were utilized for the
identification of all words in the
compositc word list to which each of
the forty-five phonic generalizations
applicd. Conformations and excep-
tions to each generalization were de-

a8

termined according to the 1961 edi-
tion of Webster’s New Collegiate
Dictionary, and percentage of utility
was computed by dividing the total
number of conformations identified
by the total number of incidents in-
vestigated for each generalization. A
summary of the findings pertaining
to the utility of the forty-five phonic
generalizations is presented in the
table,

Conclusions .

A review of the literature failed to
reveal either scientifically-evolved or
widely-accepted criteria for judging
the results of this study, Nevertheless,
the following conclusions were drawn
upon the basis of the evidence gained
in the investigation:

1. Inclusion in the reading pro-
gram of generalizations 1, 7, 12, 13,
15, 17, 18, and 34, all found to
possess low percentage of utility,
should be thoughtfully reconsidered
by all persons concerned with read-
ing instruction.

2. Since certain generalizations
were found difficult to interpret and
to apply, it is believed by the writer
that children in the elementary
grades would experience the same
uncertainty. For this reason, general.
izations 13, 16, 30, and 45 should
be attended with caution.

3. Only gencralizations 20, 22,
23, 28, 32, and 40 were found to be
simple to understand and apply, to
be applicable to large numbers of
words, and to have few exceptions.

Recommendations
The findings of this study empha-

.
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92 Tue CuRRICULUM IN WORD RECOGHNITION
Tug UtiLity of Prioxic GENERALIZATIONs IN GRADES ONE THROUGH S1X
- No.of  No. of Words No. of Percent.
*Generalization Incidents Conforming Exceptions  of Utility
1. When there are two vowels side
by side, the long sound of the
first vowel is heard, and the sec-
ond vowel is usually silent. 1732 386 (leader) t 1146 (breath) 34
2. When a vowel is in the middle
of a oncsyllable word, the
vowel is short. 1021 730 291 7
Middle leuer 430 335 (flank) 95 (her) 78
One of the middle two letters
in a word of four letters 478 325 (glen) 153 (long) 68
One vowel within a word of
more than four letters 118 70 (-lepth) 43 (knight) 62
8. If the only vowel letter is atl
the end of a word, the letter
usually stands for a long sound. 38 29 (go) 9 (do) 76
4. When there are two vowels,
one of which is final e, the first
vowel is long and the e is
silent. 578 330 (cradle) 248 (judge) 57
5. ‘The r gives the preceding
vowel a sound that is neither
long nor short. 1604 1378 (depart) 226 (merit) 86
6. The first vowel is usually long
and the sccond silent in the
digraphs ai, ea, 0a, and ui. 497 298 199 60
al 121 87 (acclaim) © 34 (plaid) 72
ca 259 143 (bean) 116 (create) 55
oa 66 63 (roam) 3 (broad) 95
ui 51 5 (pursuit) 46 (Dbiscuit) 10
7. In the phonogram ie, the § is
silent, and the ¢ has a long
sound. 88 27 (grieve) 61 (brier) 31
8. Words having double ¢ usually ’
have the long ¢ sound. 17 148 (cxceed) 23 (deer) 87
9. When words end with silent e,
the preceding a4 or i is long. 674 310 (amaze) 334 (give) 50
10. In ay, the y is silent and gives
a iis long sound. 50 44 (spray) 6 (prayer) 83
11. When the letter i is followed
by the lenters gh, the i usually
stands for its long sound, and
the gh is silent. 35 25 (fight) 10 (weight) 7
12. When a follows w in a word,
it usnally has the sound a as in
was. 78 17 (wand) 61 (sway) 22
13. When e is followed by w, the
vowd soundl is the same as rep-
resented by oo. 35 14 (shrewd) 2] (stew) 40
14. The two letters ow make the
tong 0 sound. 111 6] (flow) 50 (scowl) 85
15. W is somectimes a vowel and
follows the vowel digraph rule. 180 60 (arrow) 120 (drew) 33

*See Conclusions for a discussion of the uscfulness of these generalizations.
+Words in parentheses are examples, cither of words following the rule or of exceptions,
depending on the column.
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UTILITY OF P1oNIC GENERALIZAIIONS, GRADES ONE T1rouGH SIX — Continued

Genceralization

No. of

No. of Words

Incidents Conforming

No. of
Exccptions

Percent.

of Utility

30.

32,

33.

20.

21,

22,

28.

24,

26.
27,

28.

29,

31,

When y is the final detter in a
word, it usually has a vowel
sound.

When ¥ is used as a vowel in
words, it somctimes has the
soul of long i.

. The letter @ has the same

sound (6) when followed by /,
w, and u.

. When a is followed by r and

final e, we cxpect to hear the
sound heard in care.

When ¢ and % are next to each
other, they make only one
sound.

Ch is usually pronounced as it
is in Ritchen, catch, and chair,
not like sh.

When ¢ is followed by e or i,
the sound of s is likely to be
heard.

When the letter ¢ is followed
l)z o or a, the sound of & is
likely to be heard. .

The letter g often has a sound
similar fo that of j in jump
when it ‘precedes the letter i or
e.

. When ght is seen in a word, gh

is silent.

When a word begins kn, the &
is silent.

When a word begins with wr,
the w is silemt.

When two of the same conso-
nants arc side by side, only
one is heard.

When a word ends in ck, it

has the same last sound as in
look.

In most two-syllable words, the
first syllable is accented.

1f a. in, re, ex, de, or be is the
first syllable in a word, it is
usually unaccented. ‘

In most two-syllable words that
end in a consonant followed by
¥ the first syllable is accented
and the last is unaccented.

One vowel letter in an accented
syllable has its short sound.

518

596

346

24

225

284

428

216

826

80

2345

308

195

3031

462 (lady)
63 (ally)
19 (raw)
23 (flare)
225 (charge)
196 (pitch)
260 (glance)
428 (canal)
168 (genins)
40 (tight)

17 (knit)

17 (wrap)
809 (clollar)

80 (neck)

1906 (bottom)

336 (reply)

190 (pony)

1960 (banish)

56 (key)

538 (silly)

227 (laugh)

1 (are)

29 (chute)

24 (ancient)

48 (cager)
0
0

0

17 (accept)

0

489 (attirc)

62 (cxtra)

5 (apply)
1071 (fortune)

89

34

96

87

92

78
100
100

100

98

100

84

97

65
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94 THE CURRICULUM IN WORD RECOGNITION

UTILITY OF P11ONIC GENERALIZATIONS, GRADES ONE T1rouGtt SIX — Continued

Generalization No. of

Incidents Conforming

No. of Words No. of Percent.
Exceptions  of Utility

34. When ¥ or ey is scen in the
last syllable that is not ac-
cented, the long sound of e is

heard. 449
35. When ture is the final syllable

in a word, it is unaccented. 22
36. When tion is the final syllable

in a word, it is unaccented. 102

37. In many two- and threesylla-
ble words, the final ¢ lengthens
the vowel in the last syllable. 430

38. If the first vowcel sound in a
word is followed by two con-
sonants, the first syllable usual-
.1y ends with the first of the two
consonants. 1689
30. 1f the first vowel sound in a
word is followed by a single
consonant, that consonant usu-
ally begins the second syllable. 1283
40. If the last syllable of a word
ends in le, the consonant pre-
ceding the le usually begins the
last syllable. 211
4]. When the first vowel clement
in a word is followed Ly th, ch,
or sh, these symbols are not
broken when the word is di-
vided into syllables and may go
with cither the first or seccond
syltable. 74
42. In a word of morc than onc
syllable, the lctier v usually
goes with the preceding vowel
to form a syllable. 184
43. When a word has only one
vowel letter, the vowel sound
is likely to be short. 1105

44, When therce is onc € in a word
that ends in a consonant, the
¢ usually has a short sound. 149
45. When the last syllable is the
sound 7, it is unaccented, 761

0 ’ 449 (ferry) 0
2] (future) 1 (mature) 95
102 (notion) 0 100

198 (costumc) 232 (welcome) 46

1311 (dinner) 378 (maple) 78
638 (china) 645 (shadow) 50
196 (gablc) 15 (cracklc) 03
" 74 (fashion) 0 100
119 (river) 65 (navy) 65
759 (crib) 346 (fall) 69
137 (hcld) 12 (clerk) 2
601 (cver) " 160 (prefer) 79

size the need for the supplementation
of future research to establish the
value of phonic generalizations in
reading in the elementary grades:
1. Rescarch designed to establish
scientifically - evcived criteria for
judging the usefulness of phonic gen-
eralizations should be undertaken,

1%

2. The ability of elementary
school children to apply phonic gen-
eralizations in reading has not been
considered in this or any previous
investigation known to this writer.
Future research, conducted through
classroom experimentation, should
contribute toward a better under-
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standing of the usefulness of phonic
gencralizations to children,

3. In the present study, phonic
generalizations were applied only to

words collected from basal reading -

series, It is recommended that future
rescarch relative to the utility of
phonic generalizations include vo-
cabulary derived from the various
subject-matter areas in the clemen-
tary school—such as science, social
studies, and arithmetic. Vocabulary
collected from children’s trade books,
magazines, and newspapers should
also be included.

4. The nccessity of utilizing the
1961 edition of Webster's New Col-
legiate Dictionary, rather than the
more rccent 1963 edition, is of sig-
nificance to the present study. The
schwa symbol, utilized in pronuncia-
tions of words in the 1963 cdition of
that dictionary, is incompatible with
many phonic generalizations that are
concerned with vowel sounds, Be-
cause the schwa symbol is also being
cmployed in several widely-used chil-
dren’s dictionaries today, it is recom-
mended that investigations be con-
ducted to ascertain the possibilitics
of cvolving new phonic gencraliza-
tions that would utilize the schwa
sound and symbol as presented by
those dictionarics.

5. Regional pronunciations of

62
%4

words were not considered in the
present study. Resulting utility of
certain generalizations would have
been considerably different had the
pronunciation of words been consid-
cred upon the basis of pronunciations
commonly used, for example in the
Southern or Midwestern states.
Therefore, it is recommended that
future rescarch be designed to con-
sider the effect of regional pronun-
ciations upon the usefulness of phon-
ic gencralizations,

Finally, this study does not con-
clusively establish the utility of phon-
ic gencralizations in reading for chil-
dren in grades one through six. It is
agrced with Burrows and Lourie*
who, in reporting an investigation of
the utility of the “when two vowels
go walking” generalization, stated
that “to know what not to teach
when error is so apparent is onc step

“forward, but only a short onc.”

(Mildred Hart Bailey is Associale
Professor of Education and Direclor
of the Reading Center al Norlhwesl-
ern State College of Louisiana al
Nalchitoches, This article reports the
resulls of her docloral dissertation
completed in 1965 at the Universily
of Mississippi.)

*Alvina Trcut Burrows and Zyra Lourie,
“When ‘Two Vowels Go Walking, " Read:
ing Teacher, 17 (Nov. 1963), 79-82.




. The Usefulness of Phonic Generalizations

above the Primary Grades

RORERT EMANS*

OST MODERN authorities of read-
ing advocate thic ‘taching of
phonics in some form. 1ke consensus
is that children neced visual and
auditory clues in word recognition.
Phonics is one of the helps in pro-
viding these clues. Nevertheless, the
issue of phonics remains cloaked in
an aura of controversy,

An article in The Reading Teach-
er, “The Utility of Phonics Gener-
alizations in the Primary Grades,”
by Theodore Clymer (2), was re-
ceived with interest by many people.
In the article Clymer reported a
study of the use of phonic general-
izations in primary school reading.
He concluded, “It seems quite clear
that many generalizations which are
commonly taught are of limited
value.”

Clymer analyzed 2600 words
found in four widely used sets of pri-
mary grade readers. Such authorities
as Dolch (3) believe that phonic
generalizations are learned to help
pupils recognize words independent-
ly, not only in the primary years,
but in later years of schooling and
throughout life. Many words in the
primary years are learned by “sight”
because authorities recognize that
many of the common, basic words
do not reflect phonic generalizations.
Therefore, do the generalizations
hold true for the words which the
child later meets and for which the

phonic generalizations may be more
appropriately learned?

Procedures

The procedures of this study were
the same as those used by Clymer in
his study.* They included the selec-
tion of the vocabulary, the identifi-
cation of the words which might ap-
ply to each generalization, and the
testing of cach word against the
generalization.

In Clymer's study the sample in-
cluded words found in four basal
reading serics. This study used a
random sample of 10 per cent of the
words (1,944 words) beyond the
primary level (grade four) in The
Teacher’'s Word Book of 30,000
Words by Thorndike and Lorge (4).

The spellings, phonetic respelling,
and syllabic division of the words
were recorded, As in Clymer’s study,
Webster's New Collegiate Dictionary
(1) was used for this information.
A list of the words which applied to
each of the various generalizations
was made. The phonetic generaliza-
tions were checked against the words
to find which were pronounced as
the generalizations claimed and
which were exceptions. Those gener-
alizations which met Clymer’s cri-
teria as to a reasonable degree of
the Té'&;:f:fﬁ% Rescatch Profiom of the

Officc of Education, U.S. Department of
Hcalth, Education, and Welfare.

®*The Reading Teacher, 20 (Fcbruary 1967) , 419-425,

v 8
o3
(¥4

|
!
\
|




EMANS

97

application were recorded, Clymer’s
criteria were as follows: -

1. The word list must contain a mini-
mum of twenty words to which the
generalization might apply.

2. The generalization must have a per
cent of utility of at least 75.

This study went onc step further
than Clymer’s study, Clymer made
no differentiation between primary
and sccondary generalizations, al-
though some gencralizations are ex-
planations for the exceptions to other
generalizations, For example, Cly-
mer’s seventh generalization, “In the
phonogram ie, the i is silent and the
e has a long sound,” is an exccption
to his first gencralization, “When
therc are two vowels side by side,
the long sound of the first one is
heard and the second is usually si-
lent.” Since gencralizations may be
learned as aids, and not hard and
fast rules, levels of generalizations
may be established. If a high priority
generalization fails to aid in the rec-
ognition of a word, a generalization
which accounts for the exceptions
may be attempted, Thus, the man-
ner and the order in which general-
tzations are applied may be as im-
portant as the gencralizations them-
selves. Thercfore, the analysis was
repeated, only this time both the
primary gencralization and the sec-
ondary generalization were applied
to each of the words. In addition,
other generalizations which appeared
to be useful as the analysis proceed-
cd were studied.

Results
Clymer ‘+va22 4 vhat eighteen of the
forty-five generalizations met the

104

established criteria; in this study six-
tecn met the criteria, (See Table 1.)
There are important differences be-
tween the results of this study and
the one Clymer conducted using
primary grade words, Five general-
izations (10, 21, 25, 29, and 44)
were found by Clymer to be useful
for words on the primary level, al-
though in this study they were not
found to be useful for words beyond
the primary level. Generalization 21
had a utility of only 67 per cent in
this study, as compared with 75 per
cent in the previous study, In this
study, generalizations 10, 15, 29,
and 44 failed to meet the criterion,
“The word list must contain a mini-
mum of twenty words to which the
generalization might apply.” How-
cver, generalization 44 would have
met the criterion if a proportionate
number of words to the length of
the word list h.1 been used,

Three generalizations (24, 36,
and 38) met the criteria on words
beyond the primary level, although
they failed to meet the criteria for
words on the primary level. General-
1zation 24 had a percentage of utili-
ty in this study of 80, while in the
previous study it had a percentage
of only 64. Generalization 36 was
found to apply to only five words in
the study by Clymer but to 85 words
in this study, Generalization 38 had
a utility percentage of 80 in this
study but only 72 in Clymer’s study.
Therefore, there was found to be a
difference between the two studies
in a total of seven, and perhaps
cight, generalizations,

Some of the findings related to
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98 THE CuRRICULUM IN WORD RECOGNITION
TABLE 1 .
Tue Uity oF PiloNic GENERALIZATIONS ON WORDs BEYOND THE PRIMARY LEvEL
. No. of Words No. of Percent.
Generalization Conforming Exceptions | of Utility
1. When there are two vowels side by | 87 (resourceful. | 393 (devout) 18
side, the long sound of the first one ness) ¢
is heard and the second one is usu-
) ally silent.
2. When a vowel is in the middle of a | 10} 38 73
one-syllable word, the .vowel is short,
Middle letter. ) 44 (blink) 10 (hew) 81
One of the middle two letters in 52 (grit) 21 (jolt) 71
a word of four letters,
Oue vowel within a word of more 5 (strung) 7 (berth) 42
than four letters.
8. If the only vowel letter is at the end I (thru) 2 (ma) 33
of a word, the letter usually stands
for a long sound.
4. When there are two vowels, one of | 37 (baste) 22 (bronze) 63
which is final e, the first vowel is )
long and the e is silent.
*5. The r gives the preceding vowel a | 459 (certainly) 99 (insecure) 82
sound that is neither long nor short.
6. The first vowel is usually long and | 54 39 58
the second silent in the digraphs,
ai, ea, oa, and ui.
ai 19 (container) 4 (moun- 83
taineer)
ea 23 (leakage) 14 (deafness) 62
oa 12 (hoarsely) 2 (oasis) 86
ui 0 19 (builder) 0
7. In the phonogram ie, i is silent and | 5 (siege) 17 (impatience) 23
the e has a long sound.
*8. Words having double ¢ usually have | 24 (volunteer) .0 100
the long € sound.
9. When words end with silent e, the | 96 (authorize) | 102 (elcctive) 48
preceding a or i is long.
10. In ay the y is silent and gives a its | 6 (rayon) 0 100
long sound.
1. When the letter i is followed by the | 8 (blight) 0 100
letters gh, the i usually stands for its
long sound and the gh is silent.
12. Waen a follows w in a word, it| 5 (swan) 13 (renewal) 28
vsually has the sound a as in was.
13. When e is followed by w, the vowel 1 (shrew) 6 (stew) 14
sound i: the same as represeuted by
00.
14. The two letters of ow make the long | 9 (minnow) 9 (trowel) 50
o sound.

15. 1V is sometimes a vowel and follows | 11 (widower) 25 (rencwal) 31
the digraph rule. :
*16. When y is the final letter in a word, | 265 (currency) 5 (repay) 98

it usually has a vowel sound.
17, When y is used as a vowel, it some- 14 (personify) | 312 (suvgery) 4

times has the sound of long i.

*Generalizations marked with an asterisk were found uscful according to the criteria.

+Words in parentheses are examples,

Q
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TABLE 1

UniLity OF ProNic GENERALIZATIONS ON \WORDS BEYOND TnE PriMARY LEVEL — Continued

L No. of Words No. of Percent.
Generalization Conforming Exceptions | of Utility
18. The lciter a has the same sound (8) | 27 (awning) 86 (awakening) 24
when followed by !, w, and u. :
19. When a is followed by r and final ¢, 2 (Rare) 0 100
we expect to hear the sound heard
in care.
®20. When ¢ and h are next to each | 53 (poacher) 0 100
other, they make only one sound. '
21. Ch is usually pronounced as it is in | 35 (rancher) 17 (champagne) 67
kitiuia, catch, and chair, not like sh.
*22. ¥hen o is followed by e or i, the | 79 (excel) 9 (racial) 90
s>t of 5 is likely to be heard.
*23. VWhen tie letter ¢ is followed by o | 151 (sarcasm) 0 100
or u, e sound of k is likely to be
heard.
*24. The letter g oftcn has a sound simi- | 60 (drudgery) 15 (trigger) 80
lar to that of j in jump when it
precedes the letter i or e.
25. When ght is seen in a word, gh is | 3 (blight) 0 100
silent.
26. \\llhcn a word begins kn, the k is | 3 (knuckle) 0 100
silent.
27. When a word begins with wr, the 4 (wreckage) 0 100
w is silent.
*28. When two of the same consonants | 274 (alley) 26 (illegal) 91
are side by side only one is hecard.
29. When a word ends in ck, it has the 9 (barrack) 0 100
same last sound as in look.
©30. In most two-syllable words, the first | 306 (haggard) | 134 (anmul) (]
syllable is accented.
*31. If q, in, re, ex, de or be is the first | 179 (devout) 36 (intellect) 83
syllable in a word, it is usually
unaccented.
*32. In most two-syllable words that end | 57 (clumsy) 0 100
in a consonant followed by y, the
first syllable is accented and the last
is unaccented.
33. One vowel letter in an accented syl- | 959 (possum) 531 {urban) 64
lable has its short sound.
34. When y or ey is seen in the last 3 (yanky) 266 (powdery) 1
syllable that is not accented, the long
sound of ¢ is heard.
35.  When ture is the final syllable in a 6 (fracture) 0 100
word, it is unaccented.
©36. When tion is the final syllable in a | 85 (estimation) | 0 100
word, it i unaccented.
37. In many two- and three-syllable | 95 (concentrate)| 132 (elegance) 42
words, the final ¢ lengthens the
vowel in the last syllable,
©38. If the first vowel sound in a word is | 648 (pension) 163 (atheism) 80

followed by two consonants, the first
syllable usually ends with the first
of two consonants,

*Generalizations marked with an asterisk were found uscful according to the criteria.
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UTILITY OF PHONIC GENERALIZATIONS ON Wores BEYOND TUE PRIMARY LeveL — Continued

Generalizition

39, If the first vowel sound in a word is
followed by a single consonant, that
consonant usually begins the second
syltable.

*40. If the last syllable of a word ends in
le, the consonant preceding the le
usntally begins the last syllable.

*41. When the first vowel clement in a
word is followed by th, ch, or sh,
these symbols are not broken when

- the word is divided into syllables
and may go with cither the first or
sccond syllable.

42. In a word of more than one syllable,
the letter v usually goes with the
preceding vowel to form a syllable.

43. When a word has only onc vowel
letter, the vowel sound is likely to be
short.

44. When there is one € in a word that
ends in a consonant, the e usually
has a short sound.

*45, When the last syllable is the sound
7, it is unaccented.

No. of Words No. of Percent.
Conforming Exceptions of Utility
313 (superb) 346 (tenor) 47
53 (monocic) 15 (squabblc) 78
41 (atheism) 0 100
36 (avocado) 55 (clevator) 40
95 (grill) 41 (torch) 70
15 (clench) 3 (berth)’ 83
165 (sinister) 7 (volunteer) 96

*Generalizations marked with an asterisk were found useful according to the criteria.

specific generalizations are of special
intcrest, Clymer found, “When there
arc two vowels side by side, the long
sound of the first onc is heard and
the second is usually silent” to have
a utility of 49 per cent. This study
found it to have 18 per cent, When
the specific vowel combinations of
generalizations 6, 7, and 8 are omit-
ted, the percentage of utility dropped
to 3. Therefore, the usefulness of this
generalization must be questioned.
Generalization 5, dealing with r
as a modifier of preceding vowel
sounds, appears to be an important
rule. The rule could be applicd to
more than one-fourth of the words
in this study and had an 82 per cent
utility. Clymer’s results were similar.

167
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However, this rule fails to indicate
what the sound is likely to be, only
what it is likely not to be. The gen-
cralization may best be applicd in
the modification of some of the other
rules, inasmuch as it indicates possi-
ble cxceptions to them.

Table 2 presents these and other
modifications to the various original
generalizations. Such medification
would raisc the percentage of utility
and enable the gencralization to
mcet the critcria cstablished by
Clymer.

Summary and Implications
Mr. Clymer found 18 generaliza-

tions meeting the criteria in his study

of words within the primary level;




TABLE 2

MODIFICATIONS OF THE ORIGINAL FORIYV-FICE GENERALIZATIONS

Percent.
Generalization of Utility
1. The letters io usually represent a short 4 sound as in nation............... 86
. 2. The letters oo usually have the long double o sound as in food or the short
double o sound as in good. They arc more likely to have the double o
S0uNd a5 0N fOOd. .. vuuiiii ittt i i e ie i i 100
3. When a vowel is in the middle of a one-syllable word, the vowel is short
except that it may be modified in words in which the vowel is followed
L T T 80
4. When the vowel is the middle letter of a one-syllable word, the vowel isshort. 80
5. When the first vowel in a word is a and the second is i, the a is usually
long and the §silent....ooviiiiiiniiiiiiir i tiiiiiiiiiiiiiirirrieierinas 83
6. When the first vowel is o and the second is a, the o is usually long and the
L 3 1 . 86
7. The vowel combination ui has a short f sound.........ccovvvivinnieienenss 79
8. The two lctters ow make the long o sound or the ou sound as in out...... 100
9. When y is used as a vowel, it most often has the sound of long e.......... 92
10. The letter a has the same sound () when followed by w and u.. T 84
11, One vowel letter in an accented syllable . has its short sound if it comes
before the end of the syllable and its long sound if it comes at the end of
the syllable ...ocoiiiiiiiiiiiiiiiiie i ittt ittt ittt aaneaes 78
12. One vowel letter in an accented syllable has its short sound if it comes
before the end of the syllable and its long sound if it comes at the end of
the syllable except when it is followed by an r....coiviiiiiiiiiiiiiiiinnn, 92
18. When ¥ or ey is seen in the last syllable that is not accented, the short
sound Of § iS heard...oieveiiieiieinneenenisininitoieeniersenssniennen 97
14. A -tion at the end of a four-syllable word indicates a secondary accent on the
first syllable with a primary accent on the syllable preceding the -tion. ..... 95
15. Taking into account the original rules 5, 28, 29, 31, and 41, if the first vowel
sound in a word is followed by two consonants, the first syllable usually ends
with the first of the two consonants........ Sttt iesiesirseens 96
16. Except in some words with a prefix, if the first vowel sound in a word is
followed by a single consonant, that consonant begins the sccond syllable and
the vowel sound in the first syllable will be long, or if the consonant ends
the first syllable the vowel sound will be short....................000heve. 84
17. A beginning syllable ending with a consonant and containing a short vowel
sound is likely to be accented. ...ovvvvii e iiiin it eiiii et ceieenaes 95
18, When a word has only onc vowel letter, the vowel sound is likely to be short
unless the vowel letter is followed by an 7. oottt iiiiiiiiiiiriininrenns 78

this study found 16. Although 13
generalizations demonstrated their
usefulness in both studies, four and
possibly five of those which proved
useful on the primary level failed in
._ usefulness for words beyond the pri-
; mary level; and conveisely, three of
those generalizations which were
judged not usefu! at the primary
level were judged uvseful for words

beyond the primary level. Therefore,
different generalizations may nced
to be learned at different levels of
schooling,

This study has been limited 1o the
45 generalizations used by Clymer,
although additional possible rules
have been suggested. There may be
other generalizations, including some
particularly suitable for the interme-
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diate grades, unstudied in this in-
vestigation, which would be more
helpful than the ones included. Sim-
ilarly, the generalizations might be
reworded to correspond better with
the immature understanding of chil-
dren,

The percentage of utility used as
a criterion may be too high. Possibly
50, 25, or an even lower percentage
of utility would be better than no
aid at all, A better criterion may be
the total number of words in which
a generalization functions, rather
than the percentage of utility.

This investigation has left unstud-
ied the problem of which generaliza-
tions should be taught. While some
rules may be so complicated that
children have difficulty in applying
them, other rules may be so obvious
that children learn them without ex-
plicit guidance. Future studies need
to be condacted to develop proce-
dures for teaching generalizations
and to try the procedures under con-

trolled experimental conditions,

Inasmuch as some generalizations
are exceptions to others, children
may profit from learning which gen-
eralizations should be tried first and
which generalizations should be tried
second if the first effort fails. Some
of the generalizations may be ap-
plied best in conjunction with others,
instead of in isolation. The selection
of such generalizations, their word-
ing, their placement into a system-
atic framework, and their study in
empirical settings would make chal-
lenging and appropriate areas for
further investigation.
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Usefulness of Phonic Generalizations

Lou E. BURMEISTER® .

ALTHOUGH MOST EDUCATORS ToDAY favor the teaching of phonic
generalizations, very few of them are able to enumerate with any
degree of certainty the generalizations which are worthy of being
taught. Evidence is beginning to accrue which would make any
interested observer gquestion the value of many phonic generaliza-
tions which have appeared for years in the literature and teaching
materials in the field of reading.

Purpose

The purpose of this paper is to report and compare findings of
seven recent studies which were designed to investigate scientific-
ally the value of many commonly found phonic, structural analysis,
and accent generalizations and in some cases to inductively formu-
lite new generalizations which may prove useful.

Studies used

The studies were reported by Oaks in 1952, Clymer in 1963,
Fry in 1964, Bailey in 1965, Emans in 1966, Burmeister in 1966,
and Winkley in 1966. All but Fry and Winkley utilized a “utility
level” concept in determining the usefulness of generalizations. Fry
used a “frequency approach,” and Winkley selected useful gener-
alizations “because of their applicability to multisyllabic words”
(similar to the. utility level concept) “or because of their demon-
strated usefulness to children in the identification of unknown
multisyllabic words” (1965).

Content of the studies

Variations in findings among the studies might be expected
because of the following factors:
1. differences in the types of materials from which the
sample words were taken
2. differences in the method of selecting the sample words
from these materials when the materials are alike
3. differences in dictionaries, or phonemic systems, used as
“authorities” for accepted pronunciation
*The Reading Teacher, 21 (January 1968), 349-356, 360.
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4. differences in the author's definition of “short” and/or
“long” vowel sounds (e.g., Is the unique sound of a vowel
before an “r” considered in a separate category? Is a schwa

sound considered to be a short vowel? etc.)

5. differences caused by various ways of determining use-

fulness.

So that the reader may better understand basic similarities
and differences among the studies, the following brief explanation
of each study is offered.

Oaks looked at “vowel and vowel combinations which appear
in certain basal readers designed for use in the primary grades”
(1952, p. 604). She used Webster's New International Dictionary
(1936).

. Fry's frequency count is based on his 300 “Instant Words"
(1960) and on comparisons made with findings by Moore (1951),
Cordts (1925), Black (1961), and Kottmeyer (1954). He looked
at phonic rules which were formulated from his own experiences
in a reading clinic situation. The phonemic system which he used
“was taken from Moore, which was based on work by Bloomfield.
However, the rules make several departures from their system,
most notable of which is the Y rule which states that Y on the end
of a word containing another vowel makes a long E sound as
opposed to the short I sound as is contended by most dictionaries”
(1964, p. 759).

Clymer (1963) reported the utility levels of forty-five phonic
generalizations found in grades one to three in four basal series.
He used the combined vocabularies of these three levels from the
four series plus the words from the Gates Reading Vocabulary for
the Primary Grades to determine the percent of utility of these
generalizations. Webster's New Collegiate Dictionary was used.

Bailey's (1965) and Eman’s (1966) studies were partial
replications of Clymer's study. Both Bailey and Emans studied the
same forty-five generalizations as Clymer. Bailey used as her source
of words the entire vocabularies of all textbooks, grades onc
through six, of eight basal reading series: “only words that
appeared in two or more of the eight series were included, and
place names, proper names, and foreign words were excluded. A
composite list of 5773 words resulted.”

Emans (1966) focused on words beyond the primary level
(grade 4). He took “a random sample of 10 per cent of the words
(1,944 words) beyond the primary level in The Teacher's Word
Book of 30,000 Words by Thorndike and Lorge.” Such a sample
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would include a heavy loading of words which occur infrequently
since there are, for example, almost twice as many (5200) words
that occur only once per million running words (according to the
Thorndike and Lorge source) than there are words (2780) which
occur from twenty to forty-nine times per million running words.
(A frequency of forty-nine per million running words is the begin-
ning point for g ade 4.0 according to Thorndike and Lorge [1944,
p. xxi|]). In Jdition, Emans inductively formulated eighteen
generalizatioo  which he found tc be useful. Both Bailey and
Emans used Webster's New Collegiate Dictionary (1959).

Burmeister (1966 ), in an attempt to obtain an even spread of
easy and difficult words, chose her sample words from The Teach-
ers’ Word Book of 30,000 Words by Thorndike and Lorge at four-
teen different “frequency of occurrence” levels. She took a 5 per
cent random sample at each of eleven levels for words which occur
from six to over 100 times per million running words, and a
somewhat smaller (percentage wisc) sample at three levels for
words which ranged in frequency from one to five occurrences per
million running words. She looked at generalizations which are
frequently found in materials at the fourth grade level and above .
and also at generalizations which she had formulated through her i
own tcaching expericnce. She tripled the number of sample words
for her analysis of adjacent (double and triple) vowels and
inductively arrived at generalizations which describe the sounds of
such vowels. She used The American College Dictionary (1961).

Winkley (1965) reported on the applicability of eighteen
accent generalizations suggested by Gray (1960) as they apply to
multisyllabic words. The findings of her original study lent support
to the teaching of seven generalizations; however her second study,
the onc being examined herein, suggests that twelve of these
generalizations are worth teaching. By combining and rewording
these generalizations she reduced the twelve generalizations to
seven.

PSR A

Tabulation of findings

4
3
1
i
§
)
:
d

. Each of the gencralizations stated and examined by any one
of the investigators was listed. For each, the results of each study
which considered this generalization were tabulated. The per-
centage of utility was recorded from the data of the studies where
such computations were made. From the others, the author’s con-
clusion as to whether or not the generalization was useful was
recorded. Two groups of generalizations were formed as a result of
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comparison of the findings: those generalizations which apparently
are commonly included in instructional programs but, according
to the studies, had limited utility value; and those which according
to the resuits of the studies had reasonably broad application.
Certain others, which seemed to be infrequently encountered in
instructional programs and of little value in terms of application,
were eliminated from consideration.

Conclusions and implications

Usefulness of generalizations

GENERALIZATIONS CONSIDERED OF LIMITED USEFULNESS. Certain
generalizations appeared to be commonly taught but to have very
limited usefulness according to the included studies. The following
fell in this category:

The vowel in an open syllable has a long sound.

The letter “a” has the same sound (6) when followed by “e,”
“w,” and “u.”

When there are two vowels, one of which is a “final e,” the
vowel is long and the “e” is silent.

In many two and three syllable words, the “final e” lengthens
the vowel in the last syllable.

When a word ends in “vowel-consonant-e,” the vowel is long
and the “e” is silent.

When two vowels are together, the first is long and the second
is silent.

If the first vowel sound in a word is followed by a single con-
sonant, that consonant usually begins the second syllable.

When two sounds are separated by one consonant, divide before
the consonant, but consider “ph,” “ch,” “sh,” and “th" to be single
consonants.

It is recommended that teachers be particularly cautious when
instructing children in situations in which these generalizations
might apply in two or more specific ways until oral recognition is
achieved. For example, the following generalizations might be
helpful: '

Single vowels are usually short, but a single vowel may have a
long sound in an open syllable (approximately 30 percent of the
time), especially in a one syllable word.

If a word ends in “vowel-consonant-e” the vowel may be long
or short. Try the long sound first.

GENERALIZATIONS OF HIGH UTILITY VALUE. Certain other gener-
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alizations appeared to be particularly useful. This in no way
suggests that other statements (or generalizations) are not impor-
tant. The author, for example, does not consider Fry's statement
“Single consonants are quite consistent in making the same sound.
They should be taught in the following order: t, n, r, m, d, s (sat),
l, ¢ (cat), p, s, £, v, g (got), h, w, k, ], z, ¥y’ to be unimportant.
She recognizes the need for teaching single consonants but not
necessarily in the order listed.

The generalizations listed here are the most inclusive of the
group, or they are the ones with the highest utility level, or both.
Thus “C followed by e, i, or y sounds soft; otherwise C is hard
(omit ch)” was selected because it describes every situation in
which a “C” might be found; the other generalizations are more
limited.

ESPECIALLY USEFUL GENERALIZATIONS. The following general-
izations are those from the studies which seemed most useful,
except for the “final e” generalization and the phonic syllabication
number 2 generalization. The latter two generalizations were for-
mulated by the current author as a result of the findings of the
utility level studies.

Consonant sounds

1. “C” followed oy “e,” “i,” or “y” sounds soft; otherwise “c” is
hard (omit “ch™). (certain, city, cycle; attic, cat, clip;
success )

2. “G” followed by “e,” “i,” or “y" sounds soft; otherwise “g” is
hard (omit “gh"). (gell, agile, gypsy; gone, flag, grope;
suggest)

3. "Ch” is usually pronounced as it is in “kitchen,” not like
“sh” as in “machine.” .

4. When a word ends in “ck,” it has the same }ast sound as in
“look.”

5. When “ght” is seen in a word, “gh” is silent. (thought,
night, right)

6. When two of the same consonants are side-by-side, only
ore is heard. (dollar, paddle)

Vowel sounds—single vowels

1. If the only vowel letter is at the end of a word, the letter
usually stands for a long sound (one syllable words only).
(be, he, she, go)

2. When “consonant + y” are the final letters in a one

114

107

.-:r';.’:,.‘ -‘:~. K g




108 THE CURRICULUM IN WORD RECOGNITION

syllable word, the "y" has a “long i” sound; in a polysyl-
labic word the “y” has a “short i” (long e) sound. (my, by,
cry; baby, dignity)

3. A single vowel in a closed syllable has a short sound,
except that it may be modified in words in which the vowel
is followed by an “r." (club, dress, at, car, pumpkin,
virgin)

4. The “r" gives the preceding vowel a sound that is neither
long nor short. (car, care, far, fair, fare) [single or deuble
vowels]

Vowel sounds—final “vowel-consonant-e”

When a word ends in "vowel-consonant-e” the “e” is silent, and
the vowel may be long or short. (cape, mile, contribute, accumu-
late, exile, line; have, prove, encourage, ultimate, armistice, come,
intensive, futile, passage)

Vowel sounds—adjacent vowels

1. Digraphs: When the following double vowel combinations
are seen together, the first is usually long and the second
is silent: ai, ay, ea, ee, oa, ow (ea may also have a “short
e” sound, and ow may have an “ou” sound) [main, pay;
eat, bread; see, oat, sparrow, how]

2. Diphthongs (or blends): The following double vowel com-
binations usually blend: au, aw, ou, oi, oy, oo (“00” has
two common sounds ). [auto, awful, house, coin, boy, book,
rooster| .

3. “io” and “ia”: “i0” and “ia” after “c,” “t,” or “s” help to make
a consonant sound: vicious, partial, musician, vision,
attention (even ocean).

Syllabication—determination of a syllable

Every single vowel or vowel combination means a syllable
(except a “final e” in a “vowel-consonant-e” ending).

Syllabication—structural syllabication

These generalizations take precedence over phonic syllabica-
tion generalizations.

1. Divide between a prefix and a root.

2. Divide between two roots.

3. Usually divide between a root and a suffix.

Syllabication——phonic syllabication
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1. When two vowel sounds are separated by two consonants,
divide between the consonants but consider “ch,” “sh,”
“ph,” and “th” to be single consonants. (assist, convey,
bunny, Houston, rustic)

2. When two vowel sounds are separated by one consonant,

» divide either before or after the consonant. Try dividing
before the consonant first. (Consider “ch,” “sh,” “ph,” and
“th” to be single consonants). [alone, select, ashame,
Japan, sober; comet, honest, ever, idiot, modest, agile,
general]

3. When a word ends in a “consonant-l-e” divide before the
consonant. (battie, treble, tangible, kindle).

Accent

1. In most two syllable words, the first syllable is accented.

a. And, when there are two like consonant letters within
a word the syllable before the double consonant is
usually accented (beginner, letter)

b. But, two vowel letters together in the last syllable of a
word may be a clue to an accented final syllable
(complain, conceal).

2. In inflected or derived forms of words, the primary accent
usually falls on or within the root word (boxes, untie)
|Therefore, if “a,” “in,” “re,” “ex,” “de,” or “be” is the first
syllable in a word, it is usually unaccented.}

Implications for further research

VOWEL PHONEME-GRAPHEME RELATIONSHIPS. It seems important
when' thinking of vowel sounds to differentiate between single
vowels and double vowels. When two vowels are together, they
ordinarily compose a phoneme. To lose sight of this causes a lack
of clarity and a lessening of utility level of a possibly good
gene :alization.

For generalizations to be especially useful and clear the
gr2 pheme must be clearly defined. For example, some generaliza- :
tions listed under VOWEL SOUNDS—"Single or double vowels” ;
tend to be ambiguous. Vowels should always be looked at as single
.owels or as double vowels. This can be clarified if we look at the :
following generalization: “When y is the final letter in a word, it i
usually has a vowel sound.” Exceptions are, for example, words
such as play, tray, repay, key, they, words which end with two
vowels which often form a digraph. Notice the 99 percent utility
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level, instead of the following more clearly stated generalization:
"When ‘consonant - y* are the final letters in a monosyllabic word,
the 'y’ has a 'long i’ sound: in a polysyllabic word the 'y’ has a ‘short
i’ (long e) sound.”

Another example might be cited. Generalization: “When the
letter 'i" is followed by the letters ‘gh’ the i’ usually stands for its
long sound and the ‘gh’ is silent.” Most of the common words
which follow the generalization have a single vowel'i': high, night,
fight, flight, blight, etc. Words which do not follow the generaliza-
tion are words with double vowels: neighbor, straight, weight, etc.
The generalization would have a higher utility level if it were stated
thus: When the single vowel ‘i’ is followed by the letters 'gh’ the ‘i
usually stands for its long sound and the ‘gh’ is silent.”

SAMPLE MATERIAL. Apparently the variation in the sources from
which sample words were selected usually makes very little differ-
ence in the findings. This becomes obvious when onc compares the
findings of Clymer, Bailey, and Emans in particular. When the size
of the sample is large, the "utility levels” of almost all generaliza-
tions are fairly standard. An exception might be that of the "g”
generalization. Clymer's primary materials yielded a lower utility
level for this generalization than the other studies. This can be
explained by noting that words of Anglo-Saxon origin supply the
exceptions to this generalization and Anglo-Saxon words are our
most common words—words likely to be found often at the primary
level (give, get, girl, tiger, finger, etc.). Another exception involves
the vowel digraph generalization. The primary materials used in
Clymer's study yield a higher utility level for this gencralization
than do any of the other materials. ’

The observation that level of difficulty of words in general
makes little difference in the utility level for a generalization can
also be affirmed by examining- the findings in Burmeister's study
of the utility levels of each of the fourteen frequency of occurrence
stratifications (Burmeister, 1966).
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Utility of Vowel Digraph Generalizations in

Grades One through Six

MiLbRED HART BAILEY*

PIIONIC GENERALIZATIONS liave long
played au important role in reading in-
struction in the elementary school.
Numerous authors of texthooks in the
teaching of reading rccommend that
plionic generalizations be included in
the reading program, and most basal
reading series include phonic general-
izations in the instructional program.
Of all the recommended phonic gener-
alizations, possibly the generalization
which is most widely known and most
often taught is the vowel digraph gen-
cralization—tlie generalization com-
monly stated, “When two vowels are
side by side, usually the fong sound of
the first vowel is heard and the second
vowel is silent,” or, in many first and
second grade classrooms, “When two
vowels go walkiug, the first one does
the talking.”

Despite sucli wide and time-honored
acceptance, little research on the use-
fulness of the vowel digraph general-
ization had been reported prior to
1963, when two studies, by Clymer
(5), and Burrows and Lourie (4),
were publislied. Clymer reported the
results of an investigation of the utility
of forty-five selected phonic generaliza-
tions in the primary grades, one of
which was the vowel digraph general-
ization, and concluded that many gen-
eralizations were found to possess
limited value. Special attention was di-
rected by Clynier to the vowel digraph
generalization, which was found to
possess only forty-five percent utility
in that study. Burrows and Louric
(4) explored the reliability of only onc
phonic generalization, the vowel di-
graph rule, and found that only thir-

*Reading and Realism, IRA Proccedings, Vol
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ty-uine percent of the words investi-
gated in that study followed thie rule.

Recent studies on phonic generaliza-
tions by Bailey (2), Emans (6), and
Burmcister (3) have also reported,
witliout exception, failure of the vowel
digraph generalization to be useful.
Bailey reported findings of thirty-four
percent utility, Emans, eighteen per-
cent utility, and Burmeister catego-
rized the generalization as one found
to possess only limited usefulness.

Purposes. The purposes of the pres-
cut study were to 1) investigate the
overall utility of the vowel digraph -
geueralization when applied to a list of
words representative of words met by
clildren in reading instruction in
grades one through six, 2) determine
the utility of all possible subgroups of
adjacent vowels (aa, ae, ai, ao, au, ca,
ee, ctc.), and 3) explore the possibili-
ties of evolving new vowel digraph
generalizations that would apply to
large numbers of words and possess
high percentages of utility.

Procedure. The vowel digraph gen-
cralization, ovdinarily stated, “When
two vowels are side by side, usually
the long sound of the first vowel is
heard and the second vowel is silent,”
was applied to a word list collected in
a previous study by Bailey (1). The
original word list consisted of the en-
tire vocabularies of eight basal reading
serics, grades one through six, pub-
lished in the United States during or
since 1960, and was pronounced, for
purposes of the present investigation,
representative of words met by chil-
dren in reading in grades one through
six.

. 18, Part 1, 1969, 654-658.
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Table 1 :
Utility of the Original Vowel Digraph Generalization®

Number of Incidents Number of Number of Percentage ;
Investigated Conformotions Exceptions of Utility :
1506 490 (paint)** 1016 (been)* 33

* When two vowels are side by side, usually the long sound of the first vowel is heard
and the second vowel is sileut.

** Examples of words that conformed or were exceptions to the generalization, ]

Table 2

Utility of the Vowel Digraph Generalization When Applied to
Twenty-five Adjacent Vowel Combinations

Adjocent- Number of Number Number Percenloge ,
Vowel Incidents 0 of 0] i
Combinotions  Investigoted Conformotions Exceptions Uttty ;
aa 1 0 -1 (bazaar)* 0 i
ac 1 0 1 (phacton) 0

ai 118 84 (bait)* 34 (air) 71 ;

ao 0 0 0 0 B

au 45 0 45 (caught) 0

ea 252 141 (pecach) 111 (pear) 56 i

ec 166 145 (cheek) 21 (been) 87 :

ci 30 9 (ceiling) 21 (freight) 30 !
co 13 1 (pcople) 12 (geography) 8 {
eu 4 0 4 (muscum) 0 5

ia 45 0 45 (giant) 0 4

i 86 6 (lie) 80 (friend) 7 .

ii 1 0 1 (taxiing) 0 ;

io 178 0 (union)* 0 i

u 7 0 7 (aquarium) 0 )
oa 66 63 (road)* 3 (cupboard) 95 !
o¢ 12 5 (toe) 7 (shoe) 42 :

oi 43 0 43 (boil) 0 {
00 124 2 (door) 122 (cool) 2 1
ou 185 17 (four) 168 (fought) 9
ua 38 0 38 (equal 0 }
ue 38 12 (continuc) 26 (fucl) 32 b

ui 50 S (nuisance) 45 (ruin) 10 3
uo 2 0 2 (buoy) 0 g
uu 1 0 1 (vacuum) 0 i
Totals 25 1506 490 6 33 :

* Examples of words that conformed or were exceptions to the generalization.

The vowel letters g, ¢, i, 0, and . In every instance, ouly the first-listed
only were investigated, and Webster's  pronunciation was recorded.
New Collegiate Dictionary (7) was Percentage of utility for the original
used as the dictionary of authority for  vowet digraph generalization was com-
the pronunciation and syllabic division  puted by dividing the total number
of all words considered in the study. of incidents which conformed to the
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generalization by the total number of
incidents investigated. Likewise, per-
centages of utility for the twenty-five
subgroups of adjacent vowel combina-
tions were computed in the same man-
ner.

Results. When the original vowel di-
graph generalization was applied to the
list of 1506 words containing adjacent
vowel incidents, 490 words conforined
to the generalization and 1016 words
were exceptions, resulting in an overall
utility of only thirty-three percent.
Table 1 presents the results.

Data obtained from the analysi. of
cach of the twenty-five subgroups of
adjacent vowel combinations are pre-
sented in Table 2. Only four sub-
groups were found to have a percentage
of utility above fifty percent: ai, ¢a, ec,
and oa. Frequency of occurrence in

each of these four subgroups was con-
sidered sufficiently high to warrant
further investigation.

In an attempt to determine the pos-
sibility of formnulating new vowel di-
graph gencralizations that would prove
useful to children in grades one
through six, two new generalizations
were formulated and investigated.
Examination of Table 3 reveals that a
generalization stated, “When two vow-
els are side by side, usually only one
vowel sound is heard,” was found to
possess a high utility of ninety-two
percent. The second newly formulated
vowel digraph generalization, “When
ai, ea, ce, or oa is found in a word,
usually only the long sound of the first
vowel is heard,” was applicable to 602
words. Four hundred and thirty-three
words conformed to the generalization

Table 3
New Vowel Digraph Genceralizations

Number of
w Incidents Number of Number of  Percentage

Generalizations Investigoted Conformations Exceptions of Utility
1, When two vowels are side 1506 1381 (juice)* 125 (idea)* 92

by side, usually only

one vowel sound is heard.
2. When ai, ea, ce, or oa 602 433 (pail) 169 spair) 72

is found in a word, bead steak)

usually only the long (feel) n

sound of the first (goat) (cupboard)

vowel is heard.

* Examples of words that conformed or were exceptions to the generalization.

and 169 words were exceptions, yield-
ing a percentage of utility of seventy-
two percent.

Although no attempts were made in
the present study to investigate the
possibilities of rewording, restricting,
or formulating new generalizations rel-
ative to adjacent vowel combinations
that yielded low percentages of utility,
it should be noted that Table 1 reveals
the following adjacent vowel sub-
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groups, with low percentages of utility
and high frequencies of occurrence,
that presented definite and consistent
patterns in regard to exceptions: ai,
ta, o, o0i, oo, ou, and us. Hopefully,
children should learn to recognize ol
and o as diphthongs and, thus, elimi-
nate any need for applying vowel di-
graph gencralizations when oi and ou
are met in word analysis. Likewise,
oo was found to usually have its own
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distinctive sounds, as in foot and cool;
ait nearly always had the sound of cir-
cumflex o (6), as in caught; io was
usually found in the phonograms tion
and sion and then was pronounced as
short u, as in vacation and permission;
and when ia and ua were found within
words, usually both vowel sounds were
heard separately, as in grant and ac-
tual. Furthermore, results of the pres-
ent study reveal that the value of
vowel digraph generalizations would
be greatly enhanced if elementary
school children also learn that vowel
sounds are altered when followed by
the letter r, as in heard and fair.

Conclusions

Children in grades one through six
should gain help in word analysis if
they understand that when two vowels
are together in a word, only one vowel
sound is usually recorded. The for-
lowing generalization might well be the
first developed by children regarding
vowel digraphs, for it is basic and un-
derlics other, more specific phonic gen-
eralizations: “When two vowels are
side by side, usually only one¢ vowel
sound is heard.”

Resolts of the present investigation
indicate that the following, more spe-
cific phonic generalization should also
prove useful to children in word analy-
sis: “When ai, eq, ee, or oa is found in
a word, usually only the long sound of
the first vowel is heard.”

The valie of the newly formulated
vowel digraph generalizations should
be enhanced by affording children in
the clementary grades the opportuni-

ties to learn that 1) oi and on are
diphthongs, 2) oo usually has its own
distinctive sounds, 3) au nearly always
has the same sound as a in call and
raw, 4) io is usually found in the
phonograms tion and sion and then is
pronounced as short u, and 5) when iq
and ua are found in words, usually
both vowel sounds are heard sepa-
rately. Children should be aided also
in word analysis by the knowledge that
the sounds of vowel digraphs are usu-
ally affected by the consonants that fol-
low, notably r following a vowel di-
graph.

Finally, care should be taken to as-
sist children in the development of flex-
ibility in the use of all phonic gencral-
izations,
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EORGE BERNARD SHAW claimed
that we needed at least eighteen
vowels in order to write English pho-
netically. Among the vagaries of our
language he pointed to “tough’ and
“cough,” “sawed” and ‘“sword,”
“sweat” and ‘‘sweet,” “wheat” and
“what.” To eliminate this “reckless
inconsistency” he suggested a new
alphabet with twenty-four conso-
nants and eighteen vowels (12). In
England a thousand children are tak-
ing part in an experiment in learning
to read with an augmented Roman
alphabet based on rather consistent
relationships between letters and
sounds (7).Other attempts to simpli-
fy English spelling continue as they
have for decades. But changes in lan-
guage arrive slowly, and we must
induct our exploding primary reading
classes now using our conventional
alphabet. Surely, teachers of rcading
must seek those gencralizations which
will be helpful; but, when we offer
rigid “rules” to children for word
recognition, are we really helping?
In the case of vowel rules, we have
the added difficulty that scholars are
still debating classification of vowels.
For example, scveral linguists, among
them Dr. Donald J. Lloyd of Wayne
State University, state that English
has three semivowels and nine vowels,
as in the words pit, pet, pat, just,
putt, pot, put, the first sound in obey,
and the first in audacious (6).
With these and similar basic ques-

When Two Vowels Go Walking

ALvINA Truer Burrows and Zyra Lourie*

tions about vowels still claiming
atteniion, an investigation seems
overdue into the specific reliability
of such a widely taught rule as the
“two vowels together’” rule in pri-
mary reading.

In the early elementary grades,
teachers often usz a jingle to tecach
what is considered by many a basic
phonic principle to help children
“unlock” new words. Often the
“rule” gocs like this:

When two vowels go out walking
The first one does the talking.

Somectimes it goes like this:

Big brother speaks:

Little brother is silent,

A recent book presents these adja-
cent vowels as “polite” and “‘impo-
lite” digraphs. The *“polite” digraph
consists of “two vowels together
(holding hands), the first one speak-
ing and saying its own name” (3).
An impolite digraph, according to
the same author, is “‘two vowels to-
gether (holding hands), the sccond
one speaking and saying either its
long or short name.” The writer goes
on to explain that a diphthong holds
hands, too, but in this case the vowels
both speak, making a ‘“‘common
sound.” A child must then memorize
the “rules” and proceed to apply
them, one by one, to the new words
met in his reading. Such complicated
learning must surcly be based on
solid language facts! Perhaps!

®The Reading Teacher, 17 (November 1963) , 79-82.
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Analysis of High Frequency
Words

We decided to test the validity of
the “‘two-vowels-together rule” by
analyzing the five thousand words of
highest frequency on the Rinsland
list (9). We checked pronunciation
of all words containing adjacent
vowels in Webster's New Collegiate
Dictionary (11). A total of 1,728
words were found to have two adja-
cent vowels, including g, ¢, i, 0, u, y,
and w. Of this number only 668
words followed the “big brother”
rule. Furthermore, it should be noted
that these 668 words include the
words in which two vowels form
diphthongs. Since the diphthong is
usually not taught in the first grade,
the beginning reader who is taught
the *‘easy” rule sces only the “two
vowels together.” If he applies the
rule he’s been taught, he has less
than a fifty-fifty chance of being right
as the following data reveal.

When we examine some of the
subgroupings of words with adjacent
vowels, we see that the largest group
consists of words containing the ea
combination. In this group, 157 fol-
low the *“‘rule”; 111 do not. Among
the latter are such common words as:
great, break, ocean, weather, steak,
head, meadow, heart, heard, and
heavy.

Another large group of adjacent
vowcls is represented by the combina-
tion ai. The rule applics to 103, but
docs not hold for 36 words. The rule
covers more cxamples than there are
exceptions, obviously; but among
these 36 exceptions are such common
words as: fountain, caplain, cerlain,

certainly, aisle, curtain, airplane,
pair, dairy, chair, hair, fairy.

Of the 122 words with the ie com-
bination, 29 follow the *“big brother”
rule; 81 do not. The other 12 words
comprise a category in which each
vowel is pronounced separately as in
diet. Among the 29 words that illus-
trate the rule are such common ones
as: dies, flies, pie, replied, tries, tie,
lies, cried. But the exceptions to the
first vowel domination are also com-
mon: friend, field, fierce, piece, niece,
candies, movie, puppies, mischief,
stories, worried, ladies, soldier, an-
cient, armies, apiece, believe, relief.

Even in words containing the
double ee, where a consistent long
vowel sound seems inescapable, the
cffect of a following r produces an
important difference: cheerful, en-
gineer, pioneer, deer, cheer, steer.
The most obvious exception in the
ce group is, of course, the word bheen.

Another group of words in which
both vowels were sounded indicated
that the first vowel had its long sound
only occasionally. The ia combina-
tion in particular showed little
consistency: trial, diary, aviator, im-
mediately, giant, colonial, piano, In-
dian. In addition there are museum,
geography, rodeo.

A study of words containing y re-
vealed the difficultics to be met in
formulating a rule for this “semi-
vowel.”

The “vowel” w proved no easier!
Is w a silent vowel or a silent con-
sonant in lowards, jewel, power,
tower, answer, view, now, Hallow-
een?

It must also be noted that 49
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¥ as A VoweL Y as A CONSONANT
(SILENT) (SOUNDED)
Follows the Follows No
Rule Rule
canyon
ye coyote beyond
dye crayons lawyer
dyeing mayor
bye

words were counted with three vow-
els together. Among these are such
high frequency words as: beautiful,
eye, view, curious, delicious. Would
“three brothers” now be helpful in
word recognition?

There comes a time, hopefully,
when the young reader quite readily
identifies many diphthongs at sight.
When these words are cast out of the
list of five thousand, how much help
is the two-vowel rule? Using Betts’
definition of a diphthong, we in-

cluded the following list: oy, ow, oi, -

ou, ew (1). There are 389 words
containing diphthongs in the five
thousand words of highest frequency
in the Rinsland list. Omitting these
words, we have a list of 1,399 words
containing adjacent vowels.

SUMMARY OF VOWEL
COMBINATIONS

IN FIVE THOUSAND WORDS OF HIGHEST
FREQUENCY FROM RINSLAND'S LIST

-Number of words containing two
adjacent vowels, a, ¢, §, 0, u 1414

Number of words containing two
adjacent vowels. a, ¢, i, 0, u, w, y 1,728

Number of words containing three

adjacent vowels. . 49
Numbe:r of words containing two
adjacent vowels as diphthongs__.. 389
Number of worls containing two
adjacent vowels not diphthongs_. 1,339
Number of words in which first long

sound dominates..._.._._____._____ —~ 0668
Number of cxceptions to the long

vowel “rule” .. . ..o e 1060
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The Vocabulary of Beginning
Readers

The stout defender of the two-
vowel rule, however, will claim that
the primary school pupil does not
encounter five thousand words in his
early reading. Perhaps the rule is
consistent for those words met most
often in primers and first readers? An
analysis of the vocabulary of the be-
ginning readers of five publishers,
listed by Botel in 1955 (2) presented
findings which are given in the tabu-
lar analysis below.

After studying the accounting
given here, or any other analysis of
the sounds of adjacent vowels, one
might rightly ask, “When two vow-
els go out walking, what does either
of them say?” If the vowels “say”
anything at all to beginning rcaders,
they make a baflling “speech.” A
considerably larger number of words
refute the “rule” than obey it. This
conclusion is essentially the same as
that reached by Oaks in 1952 after
analyzing a representative group of
readers dated 1932-1939 to discover
which “vowel situations” illustrate
principles of pronunciation (8).

Recently Clymer (4) reported a
study (not yet published when we
collected our data) in which he
speaks of the “rather dismal failure”
of the adjacent vowel rule in provid-
ing correct pronunciation even 50
per cent of the time.

Our analysis of the Gates Primary
Word List (5) revealed essentially
the same facts as Sister Mary Chris-
tine’s classification of the vowel
sounds in the same list (10).
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ANALYSIS OF VOWEL SOUNDS IN THE BLGINNING READERS

No. Words FirstVowel | OtherSingle Vowels Pro-
No. | Two Adjacent | LongSound | Vowel Sound m::lds.eurndy
Reader Words Vowels (blue, play) (you, said) (lion)
Preprimer 41 8 3 5 0
Primer 67 20 9 11 0
First 124 36 13 23 (]
Second
15t level 152 47 21 26 0
2nd level 207 64 17 46 1
Third
Ist level 283 85 38 4“4 S
2nd level 31 106 “ 61 1
Total 1,185 366 145 216 5

Total words with three adjacent vowels (a, ¢, i, 0, u, y, w): 10
(beautiful, flower, quiet, queer, eye, queen, toward, delicious, squeal, tower)

Applications for Teaching

What recommendation for teach-
ing can be made from the above
data? To know what not to teach
when error is so apparent is one step
forward, but only a short one. What
kind of generalization can one teach?
Perhaps the only solution that can
be tentatively applied is to help the
beginning reader from time to time
to note what vowel sound is used in
the common words he meets. In
reading again or could, in said or
guess or brought or ready, he may
gain his greatest help from context
and from consonants. As he gains a
larger and larger reading vocabulary,
hearing that the vowel sounds vary
may be the most substantial help that
he can take to the analysis of new
words.
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When Two Vowels Go Walking and Other Such Things

RoBert EMANS®

FROM TIME TO TIME, research reports will stimulate the thinking aad
actions of other investigators. Such was the research reported in an
article, “The Utility of Phonic Generalizations in the Primary Grades,”
in The Reading Teacher by Theodore Clymer (1963). Clymer se-
lected forty-five generalizations and developed a word test from four
widely used sets of readers in the primary grades. Then he set two
criteria, admittedly arbitrary, as to what was meant by a ‘“‘reasonable”
degree of application. The first criterion was that there must be at least
twenty words to which the generalization might apply. The second
criterion was a percent of utility of at least seventy-five.

Only cighteen of the forty-five generalizations met the criteria of
usefulness in Clymer’s study. A number of generalizations which had
long been considered to have merit were among those which did not
meet the criteria. For example, the “When two vowels go walking, the
first does the talking” or “When there are two vowels side by side, the
long sound of the first one is heard and the second is usually silent,”
generalization was one of these. Clymer concluded that “some time-
honored customs in the teaching of reading may be in need of revi-
sion.” The need for revision has been interpreted by some people to mean
that many commonly taught phonic generalizations should be discarded.

In a study supported by the Cooperative Research Program of the
Office of Education (Emans, 1965) and reported in The Reading
Teacher (Emans, 1967), this investigator replicated Clymer’s study, but
used a random sampling of words beyond the primary level. The writer
reasoned that, although some phonic generalizations may not be useful
with words in the primary grades, these same gencralizations might
have utility for the words which the child is required to recognize later.

The results of the two studies showed that thirteen generalizations
demonstrated their usefulness at both primary and upper grade levels;
at least four generalizations which met the criteria of usefulness on the
primary level failed to do so for words beyond the primary level; and
three generalizations, which were found not to be useful at the primary
level, were useful for words beyond the primary level. Hence, when
the results of the two studies were combined, only twenty-one of the
forty-five generalizations identified by Clymer were found to be useful.

As this investigator’s study progressed, he became increasingly aware
that if certain changes were made in Clymer’s generalizations, their
utility could be raised. In some cases a simple rewording of the generali-
*The Reading Teacher, 21 (December 1967) , 262-269.
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zation could increase the utility from a few percentage points to near-
ly a hundred. Also, since generalizations need not be applied in isolation,
but can be applied in conjunction with each other, their usefulness
could be increased greatly by combining them.

Therefore, this paper reports some possible modifications in Clymer’s
generalizations which may increase their utility. Its purpose is not to
encourage keeping practices which are basically weak, but to avoid
discarding practices which may require only modification and not
abandonment. In some cases, the writer suggests the rewording of gei--
eralizations which already have a fairly high percent of utility. Some-
times, such rewording increases the utility even more.

Related literature

Various attempts have been made to find consistencies in the English
language to serve as aids in word recognition. Ironically, probably more
inconsistencies than consistencies have been discovered.

One of the first studies (Voge:, Jaycex, Washburne, 1923) was con-
ducted by a group of teachers in the Winnetka Public Schools, Winnetka,
Hlinois. The study, which was later expanded (Washburne and Vogel,
1928), listed common phonograms to be taught in the primary grades.
In a similar study, Atkins (1926) examined the relation between the
phonetic and unphonetic occurrences of high frequency symbols. He
found sounds which were most apt to accompany the various symbols
and concluded that the then often-taught phonetic elements were fre-
quently not the most common elements.

More recent studies of English have shown it to be complex and
seemingly inconsistent. An examination of even a few common words
such as bread, once, laugh, straight, and knife reveals silent letters, in-
consistent spellings and exceptions to established rules.

Hildreth (1958, p. 153) states that there are no unvarying sounds
and that vowel sounds depend on associations with the other letters
within words. She states that only 200 of the 350 commonest words
can be written as they sound (1958, p. 152). Armstrong (1949) found
that the twenty-six letters in the alphabet give rise to at least 117 sounds.
Anderson (1964) states that there are three hundred different combina-
tions which express the seventeen vowel sounds; for example, ow has
one sound in owl, cow and clown, but another sound in grow, flow,
and snow. Horn (1954, pp. 129-132) points out that the short i, as in
hit, is spelled twenty-two different ways. And of course, the classic
example of ough has different sounds in ought, rough, though, and
through. Furthermore, nearly all letters of the alphabet are silent at
some time. Hildreth (1958, p. 153) notes that about two-thirds of the
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words in an unabridged dictionary contain silent letters, e.g. here, were,
through, once, one, enough, doubt, and sleigh. Sartorious (1931) found
more exceptions than examples of the silent e rule. Clymer (1961) re-
ported that in 35 percent of the cases involving the most common 220
words, the first of two vowels was not long when the second was a
silent e. Dolch (1951, p. 35) found that there are about as many excep-
tions to the two vowel rule as there are instances when it applies.
However, the rile does often apply, he found, for specific vowel situa-
tions such as ai, ee, ea, oa, and ay.

Although many studies have shown inconsistencies in the English
language, others have demonstrated consistent patterns. For example,
Hanna and Moore (1953) found English to be 86.9 percent phonetic,
as they defined it. They found that single consonants are represented
by regular spellings about 90 percent of the time.

A number of other specific studies have been conducted. Dolch
(1938) lists 200 common syllables after determining that 81 percent
of words studied were of more than one syllable. Osburn (1954) found
the most common syllables in children’s written vocabulary to be ing,
ed, e1, by, es, tion, and y. A study by Hildreth (1958, p. 154) showed
that 25 percent of the words in Erglish are composed of base forms
with varied prefixes or endings. Thorndike (1941, p. 115) lists the
common suffixes as ion, tion, ation, er, y, al, ent, ful, ity, ty, ure, and ous.
Stauffcr (1942) found that fourteen prefixes make up 82 percent of the
total number of prefixes. These are ab, ad, be, com, de, dis, en, ex, in,
pre, pro, re, sub, and un.

In respect to phonograms, Dolch (1938) showed that the twenty-
four most commonly taught phonograms make up only 28 percent of
the syllables in words children are likely to find in their textbooks. He
recommended that teachers should, therefore, teach syllabication. Gun-
derson (1939) listed the phonograms found in the ten reading manuals
for teaching in grades 1 and 2. Spache’s (1939) study revealed that
the three and four letter phonograms such as ake and ight are more
phonetically constant than the two letter combinations such as in, on,
at, an.

Oaks (1952) computed the frequency of vowel sound combinations
in basal readers. She concluded that one-third of vowel situations ap-
pear as carly as the primer. Anderson (1964, p. 130) states that the
schwa vowel sound is found in half of the multisyllabic words. In respect
to consonants, Black (1952) reports that they are evenly distributed
between initial and final positions in syllables with very few consonants
appearing in the middle of a syllable.

In a fairdy recent article, Fry (1964) summarizes the findings of
studies by Black (1952) and others in respect to phonic rules. He also
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presents a study of his own on 300 words usually taught in the primary
grades and suggests twenty-one rules which he found to be worth
teaching.

Possible modifications

In the discussion that follows, Clymer’s original rule will be stated
and the possible modifications will be given. Practical use of the modi-
fications would probably indicate still other ways of restating them to
correspond better with the understandings of children.

1. When there are two vowels side by side, the long sound of the first
one is heard and the second is usually silent.

A total of 480 words were identified in the author’s study as being
words to which this generalization could apply. Only eighty-seven words
conformed; there were 393 exceptions. Therefore, for the words beyond
the primary level, it exhibited a utility of only 18 percent. Clymer found
a utility of 45 percent for words in the primary grades. When the specific
vowel combinations of ai, ea, oa, ué, and ve were omitted, 318 words
remained to which one might hope to apply the generalization. Of
these 318 words, only eight, or 3 percent, followed the rule. Therefore,
the usefulness of this generalization smust be questioned.

Nevertheless, a number of specific vowel combinations had a high
percent of utility. The vowel combination ai had a percent utility of
83; oa had a percent utility of 86; ec had a percent utility of 100.
In addition, a detailed study of the exceptions to the two vowel generali-
zation indicated other possible generalizations which might be useful.
Out of a total of 131 words, the vowel combination io had a short u
sound as in nation 113 times, or a utility of 86 percent. The vowel com-
bination ui was found to have a short i sound 79 percent of the time.
In addition, the 0o combination had the sound as in food in 74 percent
of the words and the sound as in good in the remaining 26 percent of
the time. Hence, the following generalizations replace, to some extent,
the “When two vowels go walking the first does the talking” generali-
zation.

a. When the finst vowel in a word is a and the second is i,the a is

usually long and the i silent.

b. When the first vowel is 0 and the second is a, the o0 is usually

long and the a is silent.

¢. Words having double ¢ usually have the long ¢ sound.

d. The letters io usually represent a short u sound as in nation.

¢. The letters 0o usually have the long double o sound as in food or

the short double o sound as in good. They are more likely to have
the double 0 sound as in food.

f. The vowel combination ui has a short i sound.
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2. When a vowel is in the middle of a one-syllable word, the vowel is
short.

This clue had a 73 percent utility for words beyond the primary
level, as determined by this study, and a 62 percent utility for words
within the primary level, as found by Clymer. However, of the thirty-
eight exceptions for words beyond the primary level, thirteen had an 7
following the vowel. An important generalization found in both Clymer’s
and this study was that the vowel sound may be modified if it precedes
an 1. Therefore, if the clue is changed to state, “When a vowel is in
the middle of a one-syllable word, the vowel is short except that it may
be modified in words in which the vowel is followed by an 7,” it has a
utility of 80 percent, increasing its usefulness considerably.

3. When words end with silent “e”, the preceding “a” or “i” is long.

As stated, this generalization was found to have a utility of only
48 percent in this study. If words ending in le were excluded, the utility
could be raised to 67 percent; to 71 percent if words ending with le and
words with ive were excluded. These exceptions warrant further investi-
gation in that Clymer found that his generalization had a 60 percent
utility for words on the primary level. If the proposed exceptions were
applied, Clymer’s generalization might become useful in the primary
grades, measured against the criteria used.

4. The two letters ““ow” make the long “0” sound.

The generalization as stated had a 50 percent utility. However, if
it were changed to, ““The two letters ow make the long o sound or the ou
sound as in out,” it would have 100 percent utility in the sample of
this study.

5. When “y” is the final letter in a word, it usually has a vowel sound.

This generalization had an 84 percent utility using words in the
primary grades and a 98 percent utility using words above the primary
grades. In all exceptions in this study, the y was silent, following the
gesicralization that in ay the y is silent and gives “a” its long sound
which Clymer found to be a useful generalization. Therefore, the two
generalizations together would have 100 percent utility for words above
the primary level. Similar findings might have been noted had Clymer
applied the two generalizations together in his study—perhaps increasing
the rules’ uscfulness on the primary level.

6. When “y” is used as a vowel, it sometimes has the sound of long ““i”.

Stated this way, this generalization has a utility of only 4 percent.
However, if it were changed to read, “When y is used as a vowel, it
sometimes has the sound of long ¢,” it would have a utility of 92 per-
cent.

7. The letter “a’’ has the same sound (6) when followed by “I”, “w”,
and “u”
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As stated, the percent of utility is 24. Only four of the al words
follow this clue, all but twelve of them having either long or short a
sounds. Therefore, the [ does not seem to modify the long or short a.
However, of the thirty-two au aud aw words, ull but five, or 84 percent,
follow it. If the generalizations were changed to state, “The letter a has
the same sound () when followed by w anl u,” its usefulness would
be greatly increased.

8. When “c” is followed by “e” or “i”, the sound of “s” is likely to be
heard.

Eighty-eight words of the sample were possible applications. The
clue had a 90 percent utility, meeting the established criteria. In the nine
exceptions, the sound of sh was heard rather than s. Therefore, if the
generalization were to be restated as “When c is followed by e or i, the
scend s or sk is likely to be hear’" the utility in this study would be 100
percent. .

9. When two of the same consonants are side by side only one is heard.

This generalization was applied to 300 words with a 91 percent
utility and, therefore, deemed to be useful. Of the twenty-six exceptions,
all but three were a result of a prefix or suffix being added, for example,
illegal. Ten of the twenty exceptions had an Iy added to a root word
ending in /, and both I's were sounded, as in dreadfully.

10. In most tuo-syllable words, the first syllable is accented.

This clue met the criteria for usefulness in both this study and the
previous study by Clymer. Approximately a third of the exceptions can
be accounted for through application of the generalization that “If a,
in, re, ex, de, or be is the first syllable in a word, it is usually unaccented”
which was found in both studies to be useful. Additional prefixes such
as con- and pre- could explain still other exceptions.

11. One vowel letter in an accented syllable has its short sound.

This clue applied to 1,490 words analyzed for this study and had a
utility of 64 percent. If it is reworded to read, “One vowel letter in an
accented syllable has its short sound if it comes before the end of the
syllable and its long sound if it comes at the end of the syllable,” the
utility would be raised to 78 percent. Addition of the phrase, “Except
when it is followed by an 7’ raised the percent of utility to ninety-two.
12. When “y” or “ey” is seen in the last syllable that is not accented, the
long sound of “e” is heard.

As the generalization is stated, only three (1 percent) of the 269
applicable words conformed to its claim. However, if it is read “short i”
instead of “long ¢” 261 words (87 percent) would have conformed.
13. When “-tion” is the final syllable in a word, it is unaccented.

This clue supports the original thinking which prompted this study—
that the usefulness of phonic generalizations may differ for words above
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and below the primary level. Clymer found only five words from his list
to which this rule might apply, while eighty-five words from this study’s
shorter word list conformed. In both studies the utility was 100 percent.
Apparently, it is useful for words beyond the primary level, but it may
he of questionable value, as defined in this study, for words within the
primary level.

A -tion at the end of a four sylluble word seems to indicate a second-
ary accent on the first syllable with a primary accent on the syllable pre-
ceding the -tion. This held true in forty or forty-two words, indicating a
95 percent utility. The primary accent failed to fall on the second to last
syllable only three times out of all the -tion words on the list. The
primary accent was on the second to last syllable in all the three-syllable
words, all but two of the four-syllable words, and all but one of the five-
syllable words. Similar results were found with words ending with -sion.
Therefore, the generalization “When -tion or -sion is the final syllable
in a word, the primary accent is likely to fall on the second to last
syllable,” would indicate the location of the primary accent in many
words to which it would apply.

14. In many two- and threesyllable words, the final “e” lengthens the
vowel in the last syllable.

Of the total number of words in the sample, this clue would be ap-
plied to 227 with a 42 percent utility; ninety-five words conformed and
there were 132 exceptions. Of the exceptions, fifty ended with le and
eleven ended with ive. In that no le or ive words followed it, their
omission would increasé the utility to 64 percent. Other consistent ex-
ceptions might be found to make the generalization more usable.

15. If the first vowel sound in a word is followed by two consonants,
the first syllable usually ends with the first of two consonants.

Clyme: found that this generalization had only 72 percent utility
with the words he studied. In this study, it could be applied to 811
words, meeting the cziteria of usefulness with 80 percent utility. How-
ever, of the 163 exceptions, twenty-four words included vowels modified
with an 7, thirty-six words had a double consonant with one of them
silent, twenty-one words had a ck with the k sound, twenty were found
to have common prefixes, and twenty-two words had one of the sounds
th, ch, or sh. All five of these generalizations were found by Clymer to
be useful. If these generalizations were applied in conjunction with this
generalization, it would have a utility of 96 percent.

16. If the first vowel sound in a word is followed by a single consonant,
that consonant usually begins the second syllable.

This generalization could be applied to 659 words of the list with a
47 percent utility. Clymer noted like results. Of the 346 words which
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were exceptions, ninety-three were root words plus a prefix, and 240
had beginning syllables which ended with a consonant with a short vowel
sound. Consequently, if it read, “Except in some words with a prefix
and a root word, if the first vowel sound in a word is followed by a
single consonant, that consonant begins the second syllable and the
vowel sound in the first syllable will be long, or if the consonant ends
the first syllable the vowel sound will be short,” the percent of utility
would be 84. Of the 240 beginning syllables ending with a consonant
and containing a short vowel sound, 227 or 95 percent are accented.
Of the 237 beginning syllables ending with a long vowel, 138 or 58
percent are unaccented.

17. If the last syllable of a word ends in “le,” the consonant preceding
the “le’’ usually begins the last syllable.

This clue met the criteria of usefulness in both studies. In this pres-
ent study a total of sixty-eight words could be applied to it with a
utility of 78 percent. Of the fifteen exceptions, ten had double consonants,
as in squabble, before the le.

18. When a word has only one vowel letter, the vowel sound is likely to
be short. ’

This generalization could be applied to 136 words in the sample with
a 70 percent utility, as compared with 57 percent in the previous study.
However, of the forty-one exceptions, fourteen words had vowels which
were modified by an r. Omitting these exceptions would raise the per-
cent of utility to seventy-tight.

This article has suggested modifications and substitutes for some of
the commonly taught phonic generalizations. There are probably other
modifications which would also be helpful. The belief underlying this
effort has been that greater improvement will come about in helping
children learn to read if we first attempt to eliminate the weaknesses
in existing practices before deciding that they should be discarded.
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Vowel Pairs

Lou E. BurMEISTER*

ORDINARILY WHEN TWO VOWELS APPEAR TOGETHER they should be
viewed as a grapheme; that is, together they ordinarily represent
one sound, known as a phoneme. Burmeister (1966) examined the
validity of this statement in 537 randomly selected instances from
the Thorndike and Lorge (1944 ) Teacher’s Word Book of 30,000
Words and found it to be true 84.5 per cent of the time; she found
one-third of the exceptions to be instances of only one vowel pair:
ia (e.g., giant, liable, piano).

The words were selected on fourteen levels, according to
frequency of occurrence. “Every vowel cambination means a sylla-
ble” was true 90.6 per cent of the time for words that occur from
six to over 100 times per million running words; it was true 75.8
per cent of the time for words that occur from one to five times
per million running words. _

Several investigators have examined the applicability of the
commonly taught phonic generalization: “When two vowels are
together, the first is long and the second is silent.” They found this
“generalization” to be extremely limited in usefulness even in the
controlled vocabularies of primary materials (Bailey, 1967; Clymer,
1963; Oaks, 1952) and much more so in uncontrolled vocabularies
above the primary level in difficulty (Bailey, 1967; Burmeister,
1966; Emans, 1967).

An important question yet to be answered from a linguistic
examination of a large stock of words is: What specific phoneme

. (or phonemes) does each “vowel-vowel” graphemes represent? That
is, what are the most common sounds of each vowel-pair? Carrying
the question a step further, one might ask whether it is possible to
group several vowel pair graphemes according to similar patterns
in their phoneme behavior (e.g., digraphs, diphthongs) and which
vowel pairs fit in each group. The question is not a new one; how-

ever the manner of answering it as set forth in this article is
modern.

Procedure

Hanna, Hanna, Hodges, and Rudorf in 1966 published a vol-
ume titled Phoneme-Grapheme Correspondences as Cues to Spell-

® The Reading Teacher, 21 (Fcbruary 1968) , 445-452.
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ing Improvement. In it they reported the results of their computer-
ized examination of 17,310 words: 15,284 words selected from
Part I of the Thorndike-Lorge Teacher's Word Book of 30,000 plus
2,026 words selected from the Merriam-Webster's New Collegiate
Dictionary, sixth edition, "which were considered to be relevant to
a study of a ‘common core’ vocabulary but had not been available
from Part I of the Thorndike-Lorge word list” (Hanna, et al., 1966,
PP. 12-13). The authors of the Hanna, et al. study were concerned
with furthering knowledge about spelling by examining phoneme-
grapheme relationships.

The purpose of the present study is to further knowledge about
reading, specifically about the phonic situation. To do so, it is
necessary to look at grapheme to phoneme relationships. The
procedure is the reverse of that used by Hanna, et al. Using as
source materials the findings of Hanna, et al., and reversing them
to “graphemne to phoneme” relationships, the author of the present
study was able to classify the sounds of all “vowel-vowel” combina-
tions which form a single phoneme for the 17,310 words examined.
Resuits .

The grapheme-phoneme relationship for each possible vowel
pair in the English language was examined. In Table 1 the findings
are presented. Vowel-pairs not listed did not occur—at least as
single graphemes—in the material.

To analyze the data the author grouped some of the vowel
pairs according to each pair's most common sound. The vowel pairs
which occurred fewer than fifty times in the sample material
(which means that in the sample material they occurred less often
than once in every 346 words) were not included in this analysis
because it was felt that generalizations covering their sounds would
be of little value. (It would probably be easier to learn words which
contain these vowel pairs as sight words.)

There are at least two ways of viewing the vowel pairs which
are included. One way is to look at single phoneme percentages for
each grapheme. Another way is to simply look at the frequency of
occurrence of each phoneme for each grapheme. Each of these
methods has a value. Looking at percentages will show the propor-
tional value of each phoneme for each grapheme. Looking at
frequencies will demonstrate the actual number value of each
phoneme, both in relationship to its grapheme and also in rela-
tionship to the total sample. Thus, for example, although “ei’s”
most common sound (4) occurs 40 per cent of the time when “ei”
occurs as a grapheme in the sample material and “ou’s” most
common sound (3) occurs 41.2 per cent of the time when “ou”
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Table 1 Frequency and per cent of occurrence of each singl
phoneme for each vowel-pair grapheme

Grapheme Phonemic Behavior
Pronun-
Name Frequency ciﬁtion Example Frequency Per Cent
ey
ae (6) € algae 5 83.3
e aesthetic 1 16.7
ai (309) a abstain 230 744
a air 49 156
Y mountain 15 49
? villain 9 23
g again 4 1.3
X plaid 1 3
i aisle 1 3
ao 2 (i) extraordinary 2 100
au (178) ) auction 167 93.8
0 chauffeur 5 28
a laugh 4 2.2
? epaulet 1 6
3 gauge 1 6
ay (137) a gray 132 96.4
T kayak 3 22
8 gays 1 2
Y yesterday 1 J
aw a7n 6 lawn n 100
ea (545) € east 275 505
& weapon 140 257
& ear 49 9.0
1] earth 3t 5.7
a bear 13 24
i heakty 18 33
a great 14 26
Y guinea 2 4
? sergeant 3 5
ee (290) g sleet 248 85.5
T peer 36 124
T heen 6 2.1
ei (86) a reign 34 40.0
€ deceit 22 25.6
T foreign 11 128
T seismic 9 105
i} their 5 5.8
? sovereiguty 2 23
g weird 2 23
g heifer 1 1.2
€o (15) ? pigeon 10 66.7
¥ leopard 3 20.0
c people 2 133
cu 40 u feud 29 725
a amateur 6 15.0
00 sleuth 4 100
a6 pleurisy 1 25
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Table 1 (continued)

Grapheme Phonemic Behavior
Pronun-
Name Frequency ci'?tion Example Frequency 'Per Cent
ey
ey (69) T honey 40 58.0
a convey 14 203
T geyser 8 11.6
: € key 6 8.7
a eyrie 1 14
ew (7)) u news 39 609
00 flew 22 344
o sew 3 47
fa Y carriage 3 60
? parliament 2 40
ie (156) 3 thief 56 359
b ¢ lassie 30 19.2
T die 26 16.7
? patient 23 14.7
€ cashier 17 109
e friend 4 26
oa (138) o road 129 935
i) broad 9 6.5
oe (22) ] foe 13 59.1
] amoeba 5 227
60 shoe 4 18.2
of (102 oi moist 100 98.0
? porpoise 2 20
00 (315) 00 lagoon 185 58.7
60 wood 114 36.2
0o floor 9 29
i - blood 7 2.2
ou (815) 2 rigorous 336 41.2
ou out 285 35.0
60 soup 54 6.6
() four 47 58
a touch 30 37
9:'0 your 25 31
u journey 22 2.7
-4 glamour 1 B!
oy (50 oi convoy 49 98.0
T coyote 1 20
ow (250 ) own 125 50.0
ou town 121 484
o knowledge 4 16
ue (43) u due, cue 27 62.8
o6 clue 16 372
ui (39 b g build 16 47.1
00 fruit 10 294
1 suit 8 235
uo 2 00 buoyant 2 100
uy 3) T buy 3 100
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occurs as a grapheme, a look at the frequency data shows that
teaching the first sound of “ou” (which occurs 336 times) would be
more valuable than teaching the first sound of “ei” (which occurs
only 34 times). Such comparisons can also be made when deciding
to teach, or not to teach, the second most common sound of
graphemes. For example, it can be seen that “ou’s” second most
common sound (ou) occurs 35 per cent of the time when “ou”
occurs as a grapheme, but the frequency of this sound is 285, a
frequency greater than the total number of occurrences of all of the
vowel pair graphemes except “ai,” “ea,” “ee,” and “00,” and a fre-
quency value greater than the first sound of any other vowel pair.

In Table 2 these graphemes are grouped according to their
most common phoneme. Included for each grapheme are the three
most common sounds, or the number of sounds needed to reach the
90 per cent utility level, which ever occurs first.

In Table 3 the data are presented in frequency of occurrence
form. The same number of phonemes are included in Table 3 as
in Table 2 but a shaded area is added to show the total number of
occurrences of each grapheme.

Conclusions

Phonemes for vowel-pairs tend to fall into four categories:
1. The first vowel may dominate, as is usually true with the
following combinations: ai, ay, ea, ee, oa, ow. (That is, when the
above vowels “go walking, the first one usually does the talking,”
and what it says is its own name; however, “ea” may be a long e or
a short e, and “ow” may be a long o or an ou.)
2. The two vowels may cooperate (blend), as is usually true

with the following combinations: au, aw, oi, ly, and oo. “O0” may -

sound as it does in lagoon or wood. (Note the high utility level for

this generalization. )

3. A new sound may be created: ei=i, ou=e, ey=i, ew=u*.

{It may be surprising to find that ou’s most common sound is schwa

(rigorous). “Ou’s” second most common sound is a diphthong

(out); this sound has a very high frequency.]

4. Vowel-pairs may separate. (See Limitations of This Study.)
Also, except for the most common sound of “ei” (which is d),

“ei” and “ie” may have the same sounds. In order of frequency they

are: e, i, i.

*Many will question that “ey” as in honey = i; to many it sounds like an e;
to these "ey” would be a digraph. Some will also question that “ew™ as in news =
u, the letter we say when we say the alphabet. It is interesting to note that Webster's
Seventh New Collegiate Dictionary, 1963, based on Webster's Third New Interna.
tional Dictionary, gives the following keys for these words: honey /'hen-e/ and
news /'n(y)iz/.

NP

otk beiia s et S

CRATRES




134 THE CURRICULUM IN WORD RECOGNITION

Table 2 Per cent of occurrence of the three most common phonemes,
or the number of phonemes needed to reach the ninety per cent
utility level—whichever occurs first—for commonly found
vowel-pair graphemes

Most
Comgr‘xon Per Cent
Phoneme
Behavior Grapheme 0 20 40 60 80 100

digraph al

-
||

ay

L]
)

oa

oy el — oy p—
]
o

ow

ol
2

diphthong au

aw

)

of o |

oy

’_j—ﬂ_'ﬁ

2
S
||

other . el

o
™
-t

ey

ew

ie

____r__
||
]

ou

Implications for teaching

This study furnishes proof that what discriminating educators
have been teaching is not too far from being correct. It also fur-
nishes additional proof that the vowel digraph generalization has
limited usefulness. However, the generalization “When two vowels
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go walking the first one does the talking” is still turning up in the
literature with no qualifications about the limited number of
graphemes for which this generalization is appropriate. This study
furnishes proof, also, that the second most common sounds of “ea”

Table 3 Total frequency of occurrence, including frequency of
occurrence of the three most common phonemes, or the number of
phonemes needed to reach the ninety per cent utility level-—whichever
occurs first—for commonly found vowel-pair graphemes

Most

Common Frequency
Phoneme

Behavior Grapheme 000 100 200 300 400 500 600 700 800 900

R Y
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and “ow” should be taught.

This study also reinforces the value of teaching “au,” “aw,”
" “oy” as diphthongs and the two sounds of “00.”

The finding that “ou’s” most common sound is a schwa may
surprise many, but the frequency of occurrence of “ou” as a diph-
thong has been demonstrated.

The study may throw light on the relative importance of the
various sounds of “ei” and “ie.” Teaching a generalization which
covers this may have dubious value because of its cumbersomeness.
However, children might be taught to try several specific sounds
when first meeting a word with either an “ei” or an “ie” in it.
Limitations of the study

"Oi,

Only vowel-pairs which represent a single phoneme were
analyzed in this study. The author found no way of examining
situations in which vowel-pairs form two phonemes. Such an
analysis would be possible by looking at the raw data which is sup-
plied in the appendices of the Hanna, et al., study.

However, Burmeister (1966) found that the generalization:
“Every vowel combination means a syllable” was true 84.5 per cent

of the time. The following cases are the exceptions:
Per cent of totat

vowel-pair sample
1. “A vowel combination means no syllable.”
(e.g..,—que) 0.7%
2. “A vowel combination means two syllables.”
a. “ia” means two syllables (67% of the
times “ia” occurs) 52%
b. “ie” means two syllables (16.7% of the
times “ie” occurs 1.1%
c. “ea” means two syllables (12% of the
times “ea” occurs) ' 1.5%
d. “eous” and “ious” mean two syllables
(47% of the times “ious” occurs; sample
too small to judge % for “eous”) 1.9%
e. Miscellaneous 5.0%
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Davip R. STONE*

A REAL PROBLEM faced by a reader

in attacking a new word is to
associate correctly the printed sym-
bol with the sound appropriate to its
place in a word. In English there are
many symbols for the same sound,
and a particular symbol may have
several sounds,

For example, a reader who has
lcarned that a in cat is a short q,
finds that a says short ¢ in any, and
short u in about,

Many authorities have pointed out
this problem as basic for beginning
readers, Three principal solutions
have been suggested: (1) establish
a sound-symbol relation such that
there is a separatc symbol for each
sound, (2) use cucing devices, such
as color, to indicate which sound the
symbol is being used for, and (3)
tcach the present system in terms of
rclative frequency. The latter stresscs
the sound-symbol relations most
often encountered, In view of the
extensive cflort needed to change or
simplify, the third approach seems
the most practical at this time,

This study presents basic frequen-
cy data for sound-symbol relations,
which will allow a more. efficient
approach to teaching those most
used at the beginning level.

The source of data was content
research done on approximately
6,000 sounds in a list of words com-
‘mon to five basal reading series.

A Sound-Symbol Frequency Count

These were compiled for grades one,
two, and three.*

Pronunciation of each onec was
checked, sound by sound, in the
Thorndike Barnhart Beginning Dic-
tionary.t For schwa problems, a jury
of thirty graduate students was used
to decide whether emphasis favored
the short u sound, Reference to the
examples in tables will give the read-
cr a guide to any particular decision
he wishes to check, Except for some
Brooklyn and Southern pronuncia-
tion variations, the percentage ‘of
such problems is under 5 per cent.
Such accented regional or colloquiat
pronunciation was avoided, In the
case of prelly, any, and the like, the
¥ was listed as long e, rather than
soft i as in many dictionaries, Inter-
mediate sounds are usually given as
cither long or short,. )

Long Vowels

The long vowel varieties are listed
in Table 1, Short vowels, combina-
tions, and consonants follow,

The long a. The long a sound
appeared a total of 138 times, For
this letter'sound the a-e¢ combination
was the most frequent, accounting
for 43 per cent of the total, The ai

*D. R, Stonc and " Vilda B. Tracy, "A

Basic Word List from Basal Readers, Ele-
mentary English, April 1963, pp. 420-427.

+E. L. Thorndike and C. L. Barnhart.
Thorndike Barnhart Beginning Dictionary
(New York: Scott, Foresinan, 1952) .

*The Reading Teacher, 19 (April 1966), 498-504.
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‘TABLE 1
- LoxG VOWELS ] o
Long @ Total 138 lLong o Total 125
(vegular 85, irregular 53) (regular 77, irregular 48)

*a-e cage 60 %0 colt, horse 40
ai wait 27 *oc pole 37
a baby 25 ow arrow 22
ay birthday 17 oa railroad 15
cigh freight 4 on course, four 6
cy obey 2 00 floor 2

e great 2 oc gocs 2
aigh straight 1 ough though 1

Long ¢ ‘l'otal 2038
(regular 82, irregular 121) T
hadl 62
18 head 14 Long 1 “Total 5

*ce agree 43 (regular 2, jrrcgular 3)

‘e cleven 39 n usual 2
ey moncey 7 iew view, fow 2
ie thict 4 eau heauty 1
ci neither 8
co people 1

Long i “Total 103
(regular 65, irregular 38)

*i.¢ fine 47
*i behind 18
y lying 13
igh light 12
it tied 11
cy cye 1
ig sign 1

*Those called regular are starred (a
vowel plus ¢ combination, vee, or the
vowel alone) .

‘Total Regular 311
Total Irregular 263

574

combination appcared 20 per cent of
the time, and @ was made the long
sound alone about 18 per cent of the
time. The only other important com-
bination was the ay, about 11 per
cent. Other wvariations occurred
mainly in the advanced levels and
formed less than 1 per cent of the
lone a sounds. These are the ey, ea,
aigh, and eigh combinations.

The long e. The long e sound
appeared a total of 203 times. Sur-
prisingly enough it was formed most
frequently by a lone y (approximate-
ly 31 per cent). The ea and ee com-
binations were almost equal in num-
ber, ecach about 21 per cent. The
single e accounted for 19 per cent of

146

the total. The other combinations
together comprised about 1 per cent.
These were the ie, ey, i, eo, and ei
sets. They were mostly found in
higher grade levels. Teachers review-
ing this study have commented on
the fact that the y in pretty is listed
as a long ¢ and not short i, as many
dictionaries give it. In this report,
badly and pretty are taken to have
the same ending sound, a long e.
The long i. The long i sound
appeared a total of 103 times, It was
formed 46 per cent of the time by
the i-e combination. The long i
sound was made by i alone 17 per
cent of the time. The ie, y, and igh
combinations appeared almost equal-

o
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lv often, each about 11 per cent of
the total. The ey and ig combina-
tions cach appecared once.

T'he long o. The long o sound
appecared 125 times. The o alone
and the o-e combination were most
important, the first accounting for
34 per cent of the total and the
latter, 32 per cent. The ow symbol
was next with a total of 22 times, It
accounted for about 18 per cent of
the total long o sounds. The oa com-
bination became quite important in
the third grade levels and produced
12 per cent of the total. The other
combinations—o0. ou, oe, and ough
—accounted for about 6 per cent of
the total.

The long 0 sound in words like
horse, born, and corn are difficult to
dassify since there is some tendency

to use a short. 0. Since regional em-

phases have not been used, these

were classified as long o. ‘
The long u. The long u sound in |

an initial position is a difficult sound

to catalog. Formally, the sound is

lone e plus 0o. Some give it as y plus

00; otherwise it is oo, as in blue,

which is not a long u sound.
The problem appcared rather in-

frequently, a total of only 5 times in

the study. Only the y plus 0o and

the long ¢ plus 0o sounds have been

included here. The oo sounds of u

are listed in oo (as in duty). Long

vowcls are more irregular than reg-

ular. Findings for short vowels are

given in Table 2.

Short Vowels
The short a. The short a appeared

TABLE 2

Snort Vowils

Short a_“Total 149
(vegular 147, irvegnlar 2)
*a hat 147
an laugh 2

Short ¢ ‘Total 176
(regular 148, irvegular 28)

*c cpg. let 148
a arrow 13
ai airplane 9
e gness 1
ic friend i
u buvy 1
ca ready 1
ay prayer 1
ci their 1

Short i Towal 178
(regutar 169, inegular 9)
*i hit 169

ui build 2
ca dear 1
ec been 1
u busy 1
y bicycle 1
a language 2
[} women 1

Short o ‘Total 171
(regular 103, irregular 68)
‘o hopping 103

a harvest 53
an because 4
aw hawk 4
ough fought 3
augh naughty 2
on broad i,
¢l heart i

Short ©# ‘Total 291
(vegular 103, irregular 188)

*n but 103
0 come G3 '
[ hroken 56
a clephant 46
on trouble a9
i oflice 7
[ station 4
ai curlain 3

*Regular, exeept 1 567
Irvegular, except u = 107
Regular u 103
Irregular u 188

-
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149 times. Except for two au’s, the
a alone was used.

The short e. The short e appeared

atotal of 176 times. It was generally
formed by e alone (85 per cent).
The @ and ai combinations each ap-
peared only once. These are the ue,
ie, u, ea, ay, and ei groups.
While there is the possibility of hear-
ing “leg” pronounced *laig,” this
kind of regional inflection is not uscd
in this study. While the long a may
be heard in “prayer” and “their,”
they arc included here as short e on
the basis of most common usage. A
middle course betwecen “prissy” over-
exactness and coarse regionalism has
been used for the problem cascs.
Since examples are given for cach,
the reader may observe how it was
done.

The short i. The short i sound ap-
peared a total of 178 times. Of these,
97 per cent of the time it was formed
by i alone. Some schwa problems
appeared. The ¢ in animal, for exam-
ple, was counted as short u rather
than short i. In music, there is no
problem for the short i. While many
variations were scen, no particular
onc occurred often,

The short o, The short o sound
was produced in a variety of ways,
but the most important was a lone o.
This accounted for 60 per cent of
the total of 171. The only important
variation was the lone a, which ac-
counted for ahout 30 per cent of the
total. The other combinations ac-
counted for about 10 per cent. The
lone 0 is a simplification of the ah
sound. Its utility may be casily tested
by writing it in an ar word. The

“bossy” r has an effect, but docs not
destroy the soft o sound. “Recause,”
for example, could just as casily be
spelled “becoz,” using the soft o.

The short u. Of the short vowels,
the short u sound occurred most
often. It was formed in a variety of
ways. The vowels u (35 per cent), e
(20 per cent), a (16 per cent), and
o (22 per cent) were the most im-
portant variations. Other combina-
tions formed the sound about 6 per
cent of the time; these were the 7, ou,
and ai combinations,

The issue of “nicety versus utility”
is a problem here. The schwa o is
clear in come, but other schwa
sounds, such as the i in office, repre-
sent language in motion, and are
hard to catalog. The examples indi-
cate the ways in which the decisions
were made. The short u showed
more irrcgularity than regularity;
otherwise, short vowels are approxi-
mately five times more regular than
irregular,

Combinations and Silent Letters

Combinations of letters and silent
letters are seen in Table 3,

The short oo (look) sound. This
sound occurred 30 times in the study.
It was formed 70 per cent of the
time by the oo combination. The
lone u accounted for about 17 per
cent of the sounds and the ox com-
bination, 10 per cent.

The long oo (food) sound. The
sound occurred 63 times in the study.
It was produced 30 per cent of the
time by an 0o combination. Varicties
of combinations with thc single letter
o accounted for 19 per cent and the

148
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TABLE 3

COMBINATIONS AND SILEN1S

Short 00 Toul 30
(regular 21, ircgular 9)

*0o look 21
u push 5
i ou should 3
] woman 1
Loug oo Total 63
(regular 25, irrcgular 38)

*00 food 25
] Lo, wove, two 12
ew khew 8
u-c rule 5
u duty 2
can beauty 2
ui suit, jnice 3
ou soup 2
ough through 1
oc shoe 1
ue truc 1

ot Total 41
(vegular 25, irrcgular 16)

*ou ground 25
ow allow 16
oi Total 12
(regular 8, irregular 4)

*oi noise 8
oy boy 4

er Total 124
(vegular 92, irrcgular 32)

‘er another 92
ar collar 8
or color 6
car carly %
ir birthcday 3
ur picture 4
cre where 2
wer answer 1

*ch (55) change 45
tch watch 5
ti question +4

*sh (55) shut 43
ti notion 8
S sure 2
c ocean 2

*th (35) thin 35

*th (34) though 31

*wh (13) when 13

*ng (26) going 26

le Total 29
le liule 29
Silents
Semi-irregular silent ¢
¢ come 52
Irregular silent e
[ housc 51

*Regular

ew combination, 13 per cent. Other
combinations obscrved were the
ough, u-e, oe, u, eau, ui, ue, and ou
combinations. (In a single symbol
system, if 0o is reserved for the look
sound, then ew can be used here.)
The ou sound. The sound occur-
red a total of 41 times. The ou com-
bination was most used, with ow a
little more than half as often. What
is “regular” is rather arbitrary here.
Is ouch more regular than cow?
The oi svund. The oi sound oc-
curred seldom, only 12 times in all.
Of this total it was produced 67 per
cent of the time by the oi combina-
tion and 33 per cent by oy.
ERIC ;
149
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The er sound. The er sound oc-
curred a total of 124 times in the
data. The er combination accounted
for about 72 per cent of the total.
The other combinations were the o7,
ear, ir, and are scts.

Silents. Silent ¢ was classified as
being either irrcgular or semiirregu-
lar. Classification was semiirregular
if the e was in a position to influence
the sound of a preceding vowel but
did not make the vowel long. Some
examples of this are: are, come,
here, were, cabbage, careful, police-
man, automobile, and given. They
were classified as irregular if they
had no influence on a preceding
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vowel. Two methods were used to
determine this;

1. If there were two consonants
between it and the preceding vowel;
for example, horse, else, change,
ache, and waste.

2. If there were already two
vowels together which could produce
the given sound; for example, house,
noise, please, because, leaves, choose,
and squirrel. Regular silent e’s (the
oncs which made a preceding vowel
long) were classified with the vowel
in the respective tables.

Silent letters have usually been
given with the adjacent letters (as
dj for j in adjacent), but some seem

completely unrel. ted and are given
separately here: tongue u, island s,
listen ¢, chocolate o, two w, whistle ¢,
fasten ¢. These occur usually once,
and no more than wvice.

Consonants

The varicties of sound-symbol
combinations for consonants arc
given in Table 4.

Note that the greatest kind of
variation appears in the double-letter
problem. The function of double
letters is to guide the reader to a short
precedirlg vowel sound (the short ¢
in letter, for example). This function
has been obscured, however, and is

TABLE 4
CONSONANTS
*h (170 basket 167 *p (211) perfect 200
P
bb rubber 3 appear 11
*d (224) luck 219 ’?%84) plpc 370
- dnck 2 ran
dd buddy 4 r error 1
Id would 1 wr write 2
of (243) father 182 er prayer 1
14 cffect 6 *s (324) : stop 272
gh cnough 2 c cent 37
It half 2 ss mess 14
h phone. 1 sc scene 1
05 (M) good 92 *2 (412) terrible 392
g8 g 2 t sitting 18
*h (76) have 72 ed " watched 1
wh whole 4 d sccond 1
*i (31) just ' :2 *v (63) vcf:ry 61
chera 5 £ o 2
51; §\'c(lgc 3 *w (97) worth 83
di soldier 8(13 u quick . 11
*k (257) keep o one 2
c cream 119 ni squirrel 1
ck Inck 29 *x (9) exit 9
q quit 14 Sy (15) yard 10
Ik walk 5 u awe 3
ch chord 1 i onion 1
*]1 (328) leave 278 *z (59) 7ero 14
1 will 19 s flimsy 11
u whistle 1 es watches 2
*m (163) Mother 154 z buzz 2
mm summer ;
mb limb
*n (366) nothing 355 *Regular 3596
kn know 6 Irregular 47
m funny 4 —_—
nd handkerchicf 1 3973
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rather unreliable, It is particularly
defective when all short vowels are
considered. The word “defective,”
for example, would under the above
rule be spelled “defecctivve.” The
functional utility of double letters
may be scriously questioned. There
arc two aspects of the problem, (1)
the sound of preceding vowels when
double letters are found, and (2) the
kind of consonant doubles found
after short vowels. For reactive con-
sistency, both should be functional.

Summary

When over 6000 sounds from the
vocabulary of five basal readers were
classified, it was found that greater
variability of sound-symbol relation-
ships occurred for vowels as com-
pared to consonants, There were 311
(54 per cent) regular long vowels as
compared to 262 irregular, There
were 567 regular short vowels as
compared to 107 irregular without
the short u. The short u had 103
regular, and 188 irrcgular. There
were 3526 regular consonants as
compared to 447 irregular. The
practical application lics in making
clecar the emphasis needed in teach-
ing the most frequent sound-symbol
combinations,

Some implications for those inter-
ested in phonetic cfficiency which
would require no type changes would
be:

1. Eliminate all double letters.

2. Indicate a long vowel with an
¢ following it (time, tiem).

3. Usc a single u for all schwa
sounds,

4. Use a single o for almost all of
the ah, ar, au variations and single i,
¢, and a for their respective short
sounds,

5. Use ou for all the ouch words,
climinating the ow (cow, cou).

6. Use the usual ¢ in the th com-
bination for thin and a double-bar ¢
in the th combination for this.

7. Use z for buzz (buz), and zh
for azure (azhure), .

8. Use oo for the short double-o
sound in good and ew for the long
doublc-o sound in duty (dewty).

9. Usc k for ¢, climinating the
¢-s confusion,

Variations like these could be in-
troduced, where appropriate, with-
out unduc printing problems.

(David R. Stone is a Professor in
the Department of Psychology, at
Utah State Universily. His speciali-
lies are learning and reading.)
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The Effect of Syllabic Position
Phonemic Behavior of Single

Lou E. BURMEISTER*

WHEN TWO VOWELS APPEAR side-hy-
side they usually form a single graph-
eme, which is a written representation
of a single phoneme. The phoneme
commonly will he a long vowel sound,
a diphthong, a short vowel sound, or a
schwa, depending upon the particular
vowel-pair heing examined. An anal-
ysis of the plionemic behavior of each
single grapheme vowel-pair is already
available (3). The scction titled “Re-
lated Findings” in the present article,
however, may be viewed by some as a
supplement to this report,

The present article is an attempt to
describe the phonemic behavior of cach
single-vowel grapheme (i.e., of each
vowel when it appears without another
vowel at its side, and when it does not
appear in a “final vowcl-consonant-c¢”
construction ),

Several investigators have examined
the usefulness of two ‘‘generalizations”
which presumably were formulated to
describe the phonemic hehavior of sin-
gle-vowels in two syllabic positions:
open and closed. The open syllable,
long vowel generalization, was found
not to be generalizable to words of
more than one syllable (2), and even
to have a relatively low (75 percent)
utility level for monosyllabic words (1,
4). The closed syllable, short vowel
generalization, seems to be more valid
for polysyllabic words than for mono-
syllabic words, perhaps because excep-
tions tend to fall into families of one
syllable words (e.g., mild, child, wild;
cold, bold, hold; night, fight, right).

and Accent on the
Vowel Graphemes

The findings of former studies are
somewhat unclear because of the ap-
parent differences in the authors’ defi-
nitions of short vowel sounds (e.g., Is
the short vowel sound before an r cate-
gorized as a short vowel sound, or is it
placed in annther category? 1Is the
schwa sound considered to be a short
vowel sound ?).

Questions asked
The present study is unique because
it examines the phonemic behavior of
individual single-vowel graphemes in
an attempt to determine whether the
commonly taught generalizations arc
more valid for some vowels than for
others. Information ahout accent, or
stress, as a possible cue to phonemic
behavior is also available in this study.
The questions asked were:

I. What is the phonemic behavior
of each single-vowel grapheme
when it is found in an open sylla-
ble?

2. What is the phonemic behavior
of each of these graphemes in an
accented open syllable?~—in an
unaccented open syllable ?

3. What is the phonemic hehavior
of ecach single-vowel grapheme
when it is found in a closed syl-
lable? .

4. What is the phonemic hehavior
of each of these graphemes in an
accented closed syllable? In an
unaccented closed syllable ?

*Reading and Realism, IRA Proceedings, Vol. 18, Part 1, 1969, 645.649,

152 "
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Procedure

Hanna, Hanna, Hodges, and Ru-
dorf, in 1966, published a volume titled
Phoneme-Grapheme Correspondences
as Cues to Spelling Improvement. In
it, they reported the results of their
computerized examination of 17,310
words: 15,284 words selected fromn
Part 1 of the Thorndike-Lorge Teach-
er's Word Book of 30,000 Words (8),
plus 2,026 words selected from the
Merriam-Webster’'s New Collegiate
Dictionary, sixth edition, “which were
considered to be relevant to the study
of a ‘common core’ vocabulary but had
not been available from Part 1 of the
Thorndike-Lorge word list” (6: 12-
13). The Merriam-Webster's New
Collegiate Dictionary, sixth edition
(7), was the source for the analysis of
phoneme-grapheme correspondences
(See 6: 13-14). The authors of the
Hanna, et al, study were concerned
with furthering knowledge about spell-
ing by examining phoneme-grapheme
relationships.

The purpose of the present study is
to further knowledge about reading,
specifically about the phonic situa-
tion. To do so, it is necessary to look
at grapheme-to-phoneme relationships.
The procedure is the reverse of that
used by Hanna, et al.

Using as source materials the find-
ings of Hanna, et al, and reversing
them to “grapheme to phoneme” rela-
tionships, the author of the present
study was able to classify the sounds of
all single-vowel graphemes for the
17,310 words examined.

Results

The grapheme-phoneme relation-
ships for cach vowel were examined.
In Table 1 the findings are presented

193

according to syllabic position, and
within this, according to accent pattern
—accented syllable (primary or sec-
ondary) or unaccented syllable. Both
frequency and percentage data are sup-
plied.

When available, the following pho-
nemes appear for each grapheme: long
sound, long sound before an 7, short
sound, short sound before an r, and
schwa. Also included is every other
phoneme which reached the 5 percent
level in at least one percentage column.
Phonemes not listed did not reach that
5 percent level in any column.

Conclusions

To answer the questions posed, the
author decided to use a minimum of an
80 percent utility level. Thercfore, in
this section the number of phonemes
for each grapheme are given, in order
to reach at least the 80 percent level.

1. open syllables

a. The most common phonemes for
single-vowel graphemes in open sylla-
bles are

e: &-904% a:9 -534%,3 - 324%
o: 6-920% i:9 -478%,1 - 37.3%
u: o - 826% y:1-878%

If we wish to disregard accent as a
cue, the following generalization seems
appropriate: In an open syllable, e, o,
and u will have their own long sounds;
¢ will have a schwa or a long a sound ;
i will have a schaa or a short i sound.

The findings about y in an open syl-
lable may be misleading here.
Burmeister (2) looked at the following
generalization and found it to be
highly valid (99 percent): “When
consonant -+ vy are the final letters in a
monosyllabic word, the y has a long .
sound ; in a polysyllabic word the ¥ has
a short ¢ (long ¢) sound.” An analy-




ERIC

Aruitoxt provided by Eic:

BURMEISTER

147

Table 1: Frequency and Percent of Occurrence of Each Phoneme for Each Single-Vowel

Grapheme According to Syllabic Position and Accent Pattern

Syllabic Position
g H % oben svllable closed svlladle
5l 8| £
E 2 g Total Accented | tinaccented Total Accented Unaccented
el v £ £ % £ £ 3 £ )
al alnhalo | 860 32.ul Bu9 93,0 11 6| 2 2.8 139 w1 3 .2
a |2 |vay 0 o] o o 0 9] es 13| 64 1,9 0 0
a | B [baboen| 308 11.5 1 «1 ]| 303 17.4 3888 76.6] 2485 73.4; 103 B2.7
a |3 |arn s8 2,2] uve s.u 9 .5| wd 9.,1f{ 383 11.2| 77 u.S
a | o |canat {tu18  s3u!l o 0l1u13 81,5| 19 .4 [ ol 19 1.1
£a - 2654 913 1761 5078 3382 1596
e | 3 |sgniorj17u0  90.u] 345 97,7 [2395 a3.8| 25 .4 18 .6 7.2
e 3 hgro [-] 0 ] ] 0 0 64 1.0 63 2.2 1 03
e | % Ibat w 2,3 1 ] 3 2,7[2272 u8.3{ 2819 B85.2] 853 21.7
o |2 |after 6 ) 1 .3 S 3 |1560 2u,5 0 0| 1660 42,2
e |2 fangs1 | 115 6.0 o 0| 115 7.3]| sug 9,6 1 ou 647 16,5
e |G |her 0 0 o 0 o 0| 313 s,6| 288 10.1| 25 6
le| '1]able 5 ol o 0 0 o] 620 4,2 9 ol 620 15,8
£e I P -7 353 1571 3772 2840 3932
4 |1 |china | 395 1u,2}294 9u,8 | 101 w1 159 a3.u]| 158 5.7 1
£ |Ylin~ [1039 237.3 o 0 [1033 1.9 [4307 91,5) 2817 85.9 | 1390 98,0
1 |2 |pencil|1332 wu7.9 0 0 {1332 S3,7( 15 .3 o o]l 15 .8
1|8 ski” 23 8] 16 5,2 7 .3 1s .3 13 .5 2__,}
£ - 7769 310 2679 4709 2781 1923
"o |8 |sa 1629 92,0 [ su5 97,0 [10es 89,7 | 27 s.8| 208 9.5 ¥ 1,9
o |3 |cord 0 0 o o 0 0] 312 7.4| 262 12.0 o 2,4
o | ¥ |dot 0 0 0 0 0 0 {1557 36,7 | 1425 55.0 | 132 6.4
o |¥ |off () 6| o 0 0 0|122 29} 102 w7| 22 1,0
o | |carton] 118 64| o 0 | 118 9.4 [1u97 us,3 0 0 f1u97 73,0
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sis of the data in the present study af-
firms that the vowel sound for a conso-
nant - y in an accented open syllable
is long i, and in an unaccented open
syllable is short i. This suggests a
partial confirmation of the above gen-
eralization, since all one-syllable words
are in the accented category.

b. The most common phonemes for
single-vowel graphemes in accented

A single-vowel in a closed syllable
has its own short sound, except as
maodified by 7 (in the case of @, ¢. and
#), or a schwa sound (in the case of
e, 0, and 1). Y has a short i sound in
a closed syllable (e.g., synonym).

. The most common phonemes for
single-vowel graphemes in accented
closed syllables are as follows :

ata-734%,i-11.3%

short before r
a:a - 76.6% i- 91%
e: & - 483% ¢ - 24.5%
i:1-915%

0:0 - 36.7%
u: - 629% n-106%
y: 1 -9.3%

schiwa and other

a - 96%
» - 353%,6-74%,¢ - 6.3%
a2 - 133%

open syllables are as follows:

c:¢-977% a: d-93.0%
0:0-970% i: 1-948%
u: it-823% y: 1 -1000%

Generalization ; In an accented open
syllable, each vowel has its own long
sound (y == 1).

This generalization has a high valid-
ity level, but low frequency value.

The most common phonemes for
single-vowel graphemes in unaccented
open syllables are as follows:

a:a-815%
9-537%,1-419%
i-940%

[c]

: ¢ -888%
1 6-89.7% i
u: & -829% y:

-]

In an unaccented open syllable, e,
0, and u have their own long sounds; a
has a schwa sound; { has a schwa or
short i sound; and y has a short i
sound.

2. closed syllables

a. The most common phonemes for
single-vowel graphemes in closed sylla-
bles are

85.2%

86.9% )
65.0%, o - 120%, & - 5.5%
77.8%, it - 14.7%

96.7%

- Ot e

<20 =n

The most common phonemes for
single-vowel graphemes in unaccented
closed syllables are as follows :

82.7%

42.2%, & - 21.7%, 5 - 16.5%
98.0%

730%, ¢ -13.1%

39.7%, 1t - 33.3%, &0 - 17.6%
84.1%

- O O =cMIax
[ S R I I |

“CEQ .o

ccent may serve as a cue in closed

syllables fer ¢, o, and u, since schiwa
sounds are found only in unaccented
syllables. Accent is not a strong cue
for a or i.
3. schwa sound

It may be interesting to note that a
and § commonly represent a schwa
sound in an open syllable, but not in a
closed syllable. An o often represents
a schwa sound in a closed syllable, hut
not in an open syllable.
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Related findings—consonantizing
ofy,i,and u

¥ scrved as a grapheme 2,095 times
in the Hanna, et al material. Tt served
as a vowel 2,041 times, and as a conso-
nant 53 times, or 2.53 percent of the
time. When it was a consonant, it
was always the first letter in the sylla-
ble. Forty times it was the first letter
of the word (yacht, yes) ; five times it
was the first letter of the second root
of a compound (barnyard). It always
directly preceded a single or double
vowel (buoyant, canyon) and at times
followed a vowel pair. V., of course,
also occurs as part of several vowel-
pair graphemes (ay, ey, oy, uy). In
these cases it follows a single vowel.
(See 3.)

I occurred as a single-vowel 7,498
times. But it also occurred 1,141
times in a consonant function, Sixty-
six times it served as a single conso-
nant grapheme, and 1,075 times as a
part of a consonant grapheme, accord-
ing to the Hanna, et al coding system.
When it was coded as a consonant, it
had a y sound and always preceded a
vowel. Tt, therefore, might be consid-
ered by some to be part of a vowel-pair
(alien, opinion, senior). The remain-
ing times, when @ was coded as part of
a consunant grapheme, it also always
dircctly preceded a vowel. Tn all but
16 of these cases it followed a ¢, ¢. or S,
and usually (995 times) it helped to
make the sh sound (facial, vicious, lus-
cious, pension, mansion, diction, fic-
tion, lotion). Tt also helped to make
the =h sound 51 times (erosion, vision,

fusion) and the ¢h sound 13 times
(question),

7 also served as a consonant (1w—
47 times), or as part of a consonant
grapheme (qu = k—27 times; qu =
kw—191 times; cqu = kw—35 times),
for a total of 270 times, or 8.6 percent
of the time that u was found in the
Hanna listings. In cach case, the u
directly preceded a vowel (¥ = w:
suave, suite, jaguar; qu = k: houquet,
mosquito; qu = kw: quack, quail,
queen; cqu = kw: acquire, acquit),
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Which Accent Generalizations Are Worth Teaching?

CARrROL WINKLEY*

As A TECHNIQUE of word identifi-
cation, several reading special-
ists and authors of basal reader man-
uals have advocated teaching chil-
dren to apply certain accent gener-
alizations to locate the accented syl-
lable in unfamiliar multi-syllabic
words. Recommendations have been
made although there has been no
evidence providing justification for
teaching the application of accent
generalizations as a word-attack
method. Two studies conducted by
Clymer (/) and Groff (9) raised
questions regarding the advisability
of teaching principles of accentua-
tion at either the priinary or the
intermediate grade levels. There has
been no agreement ainong reading
experts as to whether accent gener-
alizations should be taught.

A recent study (7) has provided
the first experimental evidence of
the value of teaching accent general-
izations as a word recognition tech-
nique. Two groups of pupils of av-
erage ability and above at the inter-
mediate grade levels were compared.
Pupils in one group reccived instruc-
tion in applying accent gencraliza-
tions to unfaniliar words (the ‘“ac-
cent-gencralization  group”). Chil-
dren in another group in a neigh-
boring community learned only the
dictionary skill of pronouncing
words in which the accented sylla-
bles were marked (the “marked-
accent group”), Compared with pu-

pils who had not been taught the
accent principles, pupils in the
“accent-gcneralization group” were
found to have greater “power” in
(a) ability to attack unknown words,
(b) vocabulary development, and
(¢) conprehension. It was con-
cluded, therefore, that the reading
proficiency of intermediatec grade
pupils with average ability was in-
proved by a word recognition pro-
gram that included the teaching of
accent generalizations.

The Problem

From the findings presented, indi-
cating that accent gencralizations
were helpful in the identification of
unknown words, it was inferred that
such generalizations should be taught
to pupils of average ability and
above at the intermediate grade lev-
cls. The question then arose as to
which generalizations should be
taught.

Of the reading specialists, Gray
has presented the most comprehen-
sive plan for teaching “clues to ac-
cent.” These are fully explained in
his 1960 cdition of On Their Own
in Reading (4) and were incorpo-
rated in his basic reader series for
Scott, Foresman. Although linguists
have discussed a few of the “stress
patterns” of isolated words, their
chief interest has been in the stress
patterns of connected speech and the
cffects of shifts of accent on intended

S Tlie Reading Teacher, 20 (December 1966) , 219224, 253,
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meaning. Because isolated words
have been the main concern of read-
ing specialists, these were investi-
gated in this study, Eighteen accent
generalizations proposed by Gray
were tested. The gencralizations ap-
pear in the accompanying table,

The relative merits of each gen-
eralization were assessed in  two
ways, First, a word count was used
to determinc the percentage of mul-
tisyllabic words complying with each
generalization and the percentage of
words which were exceptions to each
principle. Second, an attempt was
made to determine the relative use-
fulness of cach generalization to chil-
dren faced with the actual task of
identifying unfamiliar words of more
than onc syllable,

The applicability of accent gener-
alizations to multi-syllabic words,
through the use of word counts, has
been reported clsewhere (7).

Columns onc and two of the table
show which accent generalizations
had the highest percentage of words
complying with the cluc and those
having the highest percentage of
exceptions,

The findings of this aspect of the
study scem to lend support for the
teaching of the accent generaliza-
tion clues numbered 3, 4, 8, 13, 15,
16, and 18. Since Clues 1 and 10
had a relatively high percentage of
exceptions, they were not considered
to be of value.

As the sccond step in determining
the advisability of teaching the prin-
ciples of accentuation, the relative
merits of the generalizations were
assessed through the administration

198

of a written Accent Test, constructed
by the cxperimenter, This test re-
quired the pupils to perform: three
tasks in relation to each unknown
word: (1) to underline the accented
syllable, (2) to sclect the right vowel
sound for the accented syllable, and
(3) to choose the correct meaning
for the word.,

The unknown words for the test
were sccured from two word lists—
Dale and Eichholz, Children’s
Knowledge of Words (2), and
Diederich and Palmer, “Difficulty in
Grades 11 and 13 of 4,800 Words
from 6,000 Through 20,000 in Fre-
quency” (3). A total of 10,896
multisyllabiz words which could be
considered unknown to an average
fourth grader were classified accord-
ing to the accent gencralization that
was applicable,

The Accent Test was constructed
using a random sclection of words
from the lists obtained for each gen-
cralization. The number of test
words exemplifying each accent gen-
cralization reflected the percentage
of words of that typc in the total
sample at cach particular grade
level, The “foils” originally used by
Dale and Eichholz in their testing
were obtained and used as the mul-
tiple-choice items of the test. The
administration of the test in pilot
studies provided an additional check
on the familiarity of the words and
made it possible to improve the con-
tent of the test and refine the pro-
cedures of administration,

Face validity, supplemented by
evidence obtained in individual in-
terviews with selected subjects, and
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ACCENT GENERALIZATIONS AND THEIR USEFULNESS

Clues to

Accent Generalizations

;
w
H i
§Eg | E5
SE3 h e
l-OG \-e:
aY &85
3'3§ vae
L5z | t0°
uz | wo
Eg G E

Accent-Generalization
Group

Clues Most Useful to

Clues Considered
Worth Teaching

Compound Word Clie — In compound words, a com-
won pattern of accent is a primary accent on or
within the first word and a seccondinry accent on or
within the second word. (foot” hold?)

—

P

N

Noun-Verh Cluc — In two-syllable words which may
he nsed cither as a noum or a verb, the accent is
usially on the first svlable when the word is used as
a noun and on the sccond syllable when the word is
nsed as a verb. (con’ test vs. con test’)

“lon” Chic — In wonrds ending with —ion, the primary
accent falls on the next to the last syllable,
(m i’ tion)

Varied Suflix  Cluc —'The primary accent nsually
ocenrs on the syllable before the suffixes —ity, —ic.
—ical. —~iam, —ial, or —ious and on the sccond syllable
before the suffix —ate. (vital' ity, ty ran’nical)

Dropped Final ¢ Chie— A single consonant letter
following a single vowel letter before an ending or
suthx  (heginming with a vowel) may be a clue that a
final “*¢” was dropped and the last syllable of the root
word is accented. (pro onr’ing)

6,

Unaccented Syllable Before Ending Clue— A single
consonant letter following a single vowel letter before
an ending or suflix (beginning with a vowel) may be
a clue to an unaccented final syllable in the root
word, (cov'ct cd)

Two Consonants Before Ending Clue — Two like con.
sonats hefore an ending or snffix arc a clue to an
accented final syllable in the root word, (con trol’ 1oy}

8,

Twin-Consonant  Clue —Two like consonant letters
following the first vowel letter are a clue to an
accented first syllable. (ag’ gra vatc)

*ck” Cluc — The lctters "ck” following a single vowel
letter arc a clue to an accented first sytlable. (flick’ er)

Final "¢” Cluc —‘Two vowel letters, one of which is
final "¢" in the last syllable of a word, may bhe a clue
to an accented final syllable, (con trive’)

Two Vowcls Togcther Cluc— Two vowel lctters to-
gether in the last syllable of a word may be a cluc to
an accented final syllable. (im peach’)

; Final “y" Cluc — In a two-syllable word that ends in

a consonant followed by "y, the first syllable is
nsually accented, (pal'sy)
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ACCENT GENERALIZATIONS AND THEIR USEFULNESS (Continued)

Clues to

Accent Generalizations

ol v 3.5

25 |3, |3% tE
[ & PR =
BED | Ry | du. |3
o0 | 9§ < £
S82 | 342 | 885 | o2
B55 |30 |5 | 58
2=T (e | B8 | g3
Ty T Oz

3. Common Begiuning Clue —If de—, re—, be—, cx—.

in=~, or a—, is the first syllable in a word, it is usually X X X

unaccented. (resort’, a dicu’)

M. "tare” "le” Clic—If the final syllable in a word is

~lure, or —le preceded by a consonant, that final X X

syllable is usnally nnaccented. (nur’ ture, am’ ble)

15. Root-Word Clue—In inflected or derived forms of

words. the primary accent usually falls on or within \ X X

the root word. (list’ less, un mixed?)

16. long Word Clue—In words of three or more sylla-

bles, onc of the fiist 1wo syllables is usually accented. X X

(cat’ a pult)

-1
-8

. Two-Accent Clue — In longer words where there is a
secondary as well as a primary accent, often the see
ondary accent falls on the first or second syllablc,
which is then followed by onc unstressed syllable
before the primary accent. (sn’ per sede*)

18. ‘T'wo-Syllable Word Clue — In a word of two syllables

the first syllable is usually acc:ited unless it is a X X

prefix. (mer’ ctant)

reliability coeflicients of .92 and .95
(using the Spearman-Brown “split-
half” technique) established the Ac-
cent Test as a dependable instru-
ment of measurement,

The subjects of the study were
409 pupils at the fourth, sixth, and
cighth grade levels, Approximately
half of these pupils (207), using the
Scott, Foresman basal readers, had
been taught accent generalizations
as a part of their word recognition
program at the intermediate grade
levels (the “accent-generalization
group”). The remaining 202 stu-
dents, using the Lyons and Carna-
han basal readers, had received in-
struction in pronouncing words

which had their accented syllables
marked (the “marked - accent
group”). Fach subject had an 1Q of
100 or more, had attended his pres-
ent school system since the begin-
ning of fourth grade, and had been
taught by teachers in the intermedi-
ate grades who had had at least two
years of experience in that school
system, The reading consultant and
the principals in each system en-
couraged the use of the basal reader
manuals and believed that concepts
concerning accent were taught as
suggested,

Following the administration of
the tests, all data were coded and
punched on IBM cards, An item

160 -
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analysis of test responses related to
each gencralization was made, Pro-
portions were then computed com-
paring the total responses that were
correct with the total possible re-
sponses for all of the test items exem-
plifying cach gencralization, A sta-
tistical analysis of the differences be-
tween the resulting proportions re-
vealed any differences that were sig-
nificant. The relative merits of cach
accent clue were thus assessed.

Statistically significant superiority
in proportions was shown for the
“accent-generalization group” over
the “marked-accent group” in many
gencralizations at the end of fourth
and sixth grades. In_the fourth grade
at the beginning of the year and in
the eighth grade at the end of the
year differences were not consistently
in favor of cither the “accent-gener-
alization group” or the “marked-
accent group,” and the differences
did not reach the 5 per cent level of
significance in any instance.

Since the differences found at the
end of the fourth and sixth grades
were frequently statistically signifi-
cant and, for cach generalization,
proportions were higher in the “ac-
cent-gencralization group” than in
the “marked-accent group,” the data
for the two grade levels were com-
bined and ncw proportions com-
puted for the “accent-generalization
group.” The purpose of combining
the data was to secure a single pro-
portion for cach generalization
which would make it posible to
compare onc gencralization with an-
other, Thus, the accent clues which
were most helpful to the pupils to

161

whom they had been taught could
be determined.

Eight of the generalizations had
proportions significantly higher than
the remaining generalizations. These
generalizations are indicated in the
third column of the table. The prin-
ciples that appeared to have the
highest utility, listed in the order of
their apparent uscfulness, were: (9)
“ck” Clue, (11) Two Vowels To-
gether Clue, (10) Final “e” Clue,
(12) Final “y” Clue, (13) Com-
mon Beginning Clue, (14) “ture,”
“le” Clue, (7) Two Consonants Be-
fore Ending Clue, and (15) Root-
Word Clue, (Cluc 18 was not tested
since the children in the ‘“‘accent-
generalization group” had not been
taught to apply it.)

Discussion

Comparing the whole list of gen-
cralizations with those identified as
“uscful” through word counts, one
finds Clues 13 and 15 identified as
uscful by both techniques, Although
the generalization clues numbered 3,
4, 8, and 16 were not as helpful to
the subjects of the “accent-general-
ization group” as werc the cight
clues enumerated above, their appli-
cability to a relatively high percent-
age of multisyllabic words warrants
consideration in the final sclection of
accent generalizations worth teach-
ing.

Because about one-third of the
words to which Clucs 1 and 10 were
applicable were found to be excep-
tions, the advisability of teaching
these clues was questioned. Omitting
these clues, the possible “utility” of
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twelve of the gencralizations was
demonstrated.,

Conclusions and
Recommendations

Twelve gencralizations (Clues 3,
4,7,8,9, 11, 12, 13, 14, 15, 16, and
18) appeared to be worth teaching
to children. With these findings in
mind, the recommended list of ac-
cent generalizations to be taught was
shortened and simplified by conibin-
ing and rewording the twelve gen-
cralizations.

The following seven generaliza-

tions arc proposed as those worth
teaching to children because of their
applicability to multisyllabic words
or because of their demonstrated
uscfulness to children in the identi-
fication of unknown multisyllabic
werds, Examples of words to which
the clues are applicable are provided.

I. When therc is no other cluc
in a two syllable word, the accent is
usually on the first syllable, (Elim-
inates necd for teaching Clues 8, 9,
12, 14, and 18) Ex.: basic, pro-
gram.

2. In inflected or derived forms
of words, the primary accent usually
falls on or within the root word.
(Clue 15) Ex.: boxcs, untic.

3. If de-, re-, be-, ex-, in-, or a-
is the first syllable in a word, it is
usually unaccented. (Clue 13) Ex.:
dclay, cxplore,

4. Two vowel letters together in
the last syllable of a word may be a
cluc to an accented final syllable.
(Clue 11) Ex.: complain, conceal.

5. When there are two like con-
sonant letters within a word the

162

syllable before the double consonants
is usually accented. (Clues 7 and 8)
Ex.: beginner, letter.

6. The primary accent usually
occurs on the syllable before the.
suffixes -ion, -ily, -ic, -ical, -ian, -ial,
or-ious, and on the sccond syllable
before the suffix -ate. (Clues 3 and
4) Ex.: affectation, differentiate.

7. In words of threc or more syl-
lables, one of the first two syllables
is usually accented. (Clue 16) Ex.:
accident, determine,

Further rescarch should be con-
ducted to assess the uscfulness of the
generalizations, as restated above, in
unlocking unknown words; to deter-
mine the advisability of teaching ac-
cent gencralizations to pupils of be-
low average ability; and to recheck
the merits of tcaching the general-
izations climinated in this study. In
the meantime, tac list of seven clues
presented above can serve as a useful
guide to the accent generalizations
worth teaching.

(Dr. Winkley is now .Assistant
Professor of Education in the read-
ing clinic at Northern Illinois Uni-
versity. She formerly served as a
reading consullant in the Aurora
public schools.)
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COMMENT

This study provides teachers, pub-
lishers and authors of recading texts
with valuable information hitherto
unobtainable. It provides specific
guidance for an instructional pro-
gram in higher level word analysis
skills. Studics of this type are impor-
tant and welcorne additions to our
knowledge.—s.w.
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PART [V: Instruction in Special Aspects of
Word Recognition

The twelve articles in Part IV deal with particular aspects of the word
recognition program. Chambers discusses the extension of the sight vo-
cabulary; Emans tells how to use contextual clues; Schell deals with the
teaching of structural analysis, What research has revealed about the more
cffective ways of autacking new words is reported by King in terms of
sensory cues, Much! in terms of visual discrimination, and Glass with di-
rections for perceptual conditioning. Railsback discusses procedures for
substituting consonants; Hanson shows how children work with variant
word endings; the more cffective strategies for teaching the sound-letter
relationships are presented by Botel. The innovative phonetic and/or
alphabetic approaches for teaching beginning reading are presented by
Dietrich, Heilman, and Fry.

It is evident that speakers and writers in the past seven years have been
more or less preoccupied with the sounding of words in the teaching of
word-attack skills. Few whose articles have been published by the Inter-
national Reading Association have concerned themselves with visual and
structural analysis and the constantly important use of contextual clues.
Analysis that deals with meaningful prefixes, suffixes and stems of words,
and with the clues that context affords would seem to give more emphasis
to comprehension in reading, and it is to be hoped that such clements of
word attack will receive more attention in the future. Certainly teachers
who do stress phonics should coustantly give parallel emphasis to the
meaning of the words that have been so analyzed and to the contextual
clues given in the passages in which such words appear.
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Extending the Sight Vocabulary

J. Richarp CHAMBERs®

Su;m vocabulary belongs under the
broad category of word recognition
regardless of the grade level span one
considers. Disregarding grade level fur-
ther, word recognition (and therefore,
sight vocabulary) also implies word mean-
ing since the necessity cf understanding
the meaning behind words read is without
question. As cveryone knows, there is no
meaning on the printed page since only
the symbols of meaning are there, stimu-
lating the rcader to make his own mean-
ings. Therefore, word recognition becomes
the ability of the reader to recognize the
word as a form he readily knows (a
“sight” word), to correctly pronounce the
word, and to know the particular meaning
of that word in its present context.
Importance of a Sight Vocabulary
Lacking an adequate sight vocabulary,
the child is without word recognition skills
and necessarily then, without word mean-
ings. When meaning is not present neither
are comprehension and/or recall. The
cffect of the absence of an adequate sight
vocabulary is also reflected in incorrect,
inadequate  phrasing or word-by-word
rcading resulting, then, in poor oral read-
ing. Though onc might approach the
development of word recognition  skills
through word analysis, without immediate
recognition of words, speed of reading is
too slow and results in an interruption of
flow of thoughts and, consequently, a
reduction in memory of the content read.
Traxler's study' of the relationship be-
tween vocabulary and general achievement
points out that a child’s word meaning
score on the Stanford Achievement Test
is a reasonably good predictor of his total
score on the complete test. It has also been
suggested that, "'Some psychologists think
that we never have any ideas until we

!Arthur Traxler, “The Relationship Between Vo-
cnl.—ularsy and General Achievement in the Elemen-
tary School,” Elementary School Journal, XLV
(February 194S), pp. 331.33.

have words to express them. Words seem
to be necessary tools with which to think."*

It appears that to read with compre-
hension, the ultimate goal of all reading
instruction, one must be able to recognize
words immediately and to transfer these
symbols into their proper meaning as
determined by the particular setting in
which the words occur. Children should
he given the responsibility of demanding
meaning from material read even though
historically it is known that children are
often not good judges of words needing
clarification. The scale becomes one of
rcading with comprehension on one ex-
treme to verbalism on the other.

At the intermediate grade level, the
problems associated with vocabulary are
multiplicd a hundred-fold as compared
with thosc in the primary grades. The
number of words met by the child in the
middle grades is almost without limit, yet
his power to learn words is obviously
limited to a small fraction of this total.
The sheer number of new words is further
complicated by the specialized nature of
the vocabulary associated with the content
subjects of social studies and science and,
indeed, with any of the many subjects
taught within this three-grade span.
Limitations of Sight Vocabulary

Stockpiling words in his sight vocab-
ulary permits the child to develop his
rcading power and increases his reading
horizons. Yet, as he reads more widely,
he must inevitably meet new words which
are not a part of his rcady supply of
words. Here his "go-power” is limited
and the uscfulness of his sight vocabulary
diminishes. Unless he has been taught
some independent method of analyzing
words his only alternatives are to ask his
teacher what the words say (assuming she
is available), to guess at the words, or to

,2Mahel Vinson Cage. Reading in High Gear. New
York: Harper and Brothers, 1938, p. 30.

*Reading and Inquiry, IRA Proccedings, Vol. 10, 1965, 29-30.
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forget about them and to try to go on
without figuring out what the new words
might be.

Simply relying on his ability to remem-
ber the configuration of a word limits his
knowledge to words already presented. If
he has learned to examine the context
surrounding the word he has increased his
“octanc™ but still has restricted his poten-
tial power. These Eerccption and associa-
tion abilities must be implemented by the
addition of analytical abilitics. Structural
and phonetic analyses become particularly
valuable and necessary at the intermediate
grade level when the range and infre-
3ucncy of new words met in the many

ifferent  types of reading materials
increascs.
Techniques of Teaching

As one considers ways in which upper
elementary level children may be helped
to extend their sight vocabulary it becomes
necessary to consider the element of quan-
tity or the practical question of the number
of words children may be expected to
successfully learn per day. The number of
words met by children at this level is
apparently high. Yet all of these words
will not be learned by all of the children.
This suggests that establishment of the
learning rate of students at this level is
just as nccessary as it is at the reading
readiness and primary levels. Teaching in
relation to the established learning rate is
an acknowledged method of providing for
individual differences since it recognizes
the existence of varying progress rates
and is a sound criterion to consider when
attempting to set up reading groups.

Children in the upper clementary
grades must be encouraged and, if neces-
sary, re-taught to make use of context
clues as an aid in word recognition. Evi-
dence indicates that students at this level
do not appear to use these clues as fre-
quently as they should even though they
have probably been given this instruction
in the primary grades.

Evidence suggests that tachistoscopic
drill not only produces gains in quick
word perception ability but also results in
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increases in rapid word recognition with
meaning, speed of oral reading, reduction
in the number of errors in oral reading,
and overall reading achicvement.

When teaching vocabulary it is impor-
tant to add the dimension of depth to the
existing one of breadth. Depth in this
context means two things: a level of learn-
ing going beyond simple recognition, and
a knowledge of the multiple meaniugs
which most words have.

Word analysis ability, a necessary ex-
tension of skill in word recognition for
the development of independence in ex-
tending sight vocabulary, offers many op-
portunities for middle-grade teachers.
Excrcises combining  structural analysis
(cj\cci‘ally prehxes, sutlixes, root words)
and word meaning are probably the most
valuable kind of word analysis practice for
developing the reading vocabulary of in-
termediate-grade children. The relation-
ship of these sub-skills to reading vocab-
ulary is higher than the relationship exist-
ing among any of the other commonly
taught word analysis skills and vocabulary.

Since studies show a positive relation-
ship between phonic ability and reading
achicvement it is necessary to suggest, too,
that phonetic analysis be added to the
clements that need emphasis when devel-
oping independent vocabulary power. The
inductive approach to word amalysis as
reflected in the Word Analysis Practice
Cards by Durrell and others® will help
children develop a “phonic sense” without
the nccessity of relying on a multiple
mles-exception program.

Summary

Procedures in word recognition must
continually emphasize meaning and ex-
tend ‘over into the arca of word analysis
with attention to the usc of context clues
and structural and phonetic analysis. The
vocabulary demands placed upon children
at these grade levels, because of the spe-
pecialized nature of the content in the
various subject areas and because of the
lack of a rigidly controlled vocabulary,
make it imperative that they become self-
sufficient in their vocabulary needs.




Different Sensory Cues as Aids in Beginning Reading

ETHEL M. Kine and Siecaar Mugnn*

SE\‘ERAL METHODS of beginning

reading instruction make use of
the so-called “sight-word™ approach
as a basis for subsequent phonic
teaching. The success of the sight-
word approach depends on the ability
of children to learn rapidly to associ-
ate a meaningful sound sequence
with a specific graphic configuration.
Many basal reading series have em-
phasized the value of using pictures
to facilitate this sight-word learning.
Russell (6) suggested that picture
cards “ . .. may be used many times
until recognition of the word sym-
bols is possible. . . . ” Smith (7)
rationalized this approach by saying
that pictures “ . offer the child
valuable assistance in making the
transition from recognizing an object
and naming it to recognizing a sym-
bol which stands for the object. .. .”
In contrast, Dechant (2) questioned
the emphasis on pictures in preprimer
and primer materials: “Reading per-
haps too often becomes an exercise in
picture reading rather than in iden-
tification and understanding of the
word.” A sharp break in the tradi-
tion of using pictures to accompany
beginning reading material is illus-
trated by the complete absence of
pictures in Bloomfield and Barnhart’s
Let’s Read series (7).

Out of these conflicting viewpoints
a question can be framed, and the
answer has practical implications for
*The Reading Teacher, 19 (Dccember 1965) ,
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the classroom and relevance to learn-
ing theory. What sensory cues, or
combination of cues, make for the
most cffective learning situation
when children are being taught sight
words? When a sight word (visual
cue) is presented, the appropriate
sound sequence can be indicated by
the teacher’s saying the word (audi-
tory cue), by presenting a picture
(visual cue), or by doing both (vis-
ual and auditory cues). In addition,
the child may be asked to say the
word aloud (self-produced auditory
and kinesthetic cues). An increase in
the number of cues accompanying
presentation of the printed word can
be hypothesized to act in two quite
different ways on the learning proc-
ess. The increase in cues may (1)
interfere with learning by distracting
attention from the printed word or
(2) facilitate learning, particularly if
the sight words are similar in appear-
ance or sound. The second outcome
would be in accord with the acquired
distinctiveness of cues hypothesis of-
fered by the psychologist Miller (5).
The hypothesis states that if a sub-
ject leamns to make distinctive re-
sponses to similar stimuli, these re-
sponses will become part of the re-
spective  stimulus patterns, making
the original stimuli more distinctive.
The use of pictures with similar sight
words could elicit distinctive verbal
responses or mneumonic devices

163-168.
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which could aid in discrimination or
mediate between the word and the
appropriate sound sequence. Kines-
thetic stimulation produced by the
child’s saying words would presuma-
bly confer additional distinctiveness
to the words, particularly if the visual
cues of the words were similar when
the auditory cues were dissimilar.
The purpose of the present study
was to compare systematically the
relative effectiveness of different sen-
sory cues and combinations of cues
for kindergarten children as they
learned to associate printed and
spoken words varying in similarity.

Procedure

Different methods were used in
training five groups of subjects to
read a common list of four similar
words. The same methods of training
were repeated using five other groups
learning to read a common list of four
dissimilar words.

A kindergarten-sized table and two
chairs were provided in a classroom
apart from the regular classroom. A
wooden stand with an inclined sur-
face was placed on the table. Spe-
cially constructed books rested on the
sloping surface of the stand. These
books were of a loose-leaf type, 5V
by 8% inches. The pages were of
heavy white paper covered with ace-
tate to protect them during frequent
handling.

Each book had two alternating
parts: training and testing. In the
training part of the book each of four
stimulus words was presented on a
separate page. A test on each of the
words presented in a different order

followed on the next four pages;
these four presentations comprised
one test trial. The training and test-
ing pages were repeated in different
orders until twelve test trials had
been made.

To provide for the five methods of
presentation, two different books con-
taining the same set of words were
needed for each word list. In one
book the training pages contained the
words with an appropriate picture
above each word. In the other ook
the training pages contained only the
words.

The training cue was centered on
each page. All words were typed in
lower case on a primary-style type-
writer. When the method of training
involved a picture, a simple black
line drawing illustrating the word
was presented above the word.

Words were selected according to
the following criteria: (1) suitability
for illustration (nouns), (2) evi-
dence of their presence in the speak-
ing vocabulary of most kindergarten
children, and (3) similarity in the
number of letters in each word so as
to keep the length constant. For pur-
poses of this study one list of words
was chosen because they' were ap-
proximately the same in configura-
tion and contained some of the same
sounds. These “‘similar” words were :
doll, ball, bowl, and bell. By way of
contrast, another list of words was
selected because of their differences
in configuration and in sounds. These
“dissimilar’” words were: gate, drum,
nest, and fork.

Five different methods of training
werc used. In all methods the printed
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word appeared as a visual cue. The
methods differed with respect to the
additional cues appearing with the
printed word. These included: pic-
ture, auditory, picture and auditory,
auditory and ecchoic response, and
picture and auditory and echoic ra-
sponse cues.

The picture groups were shown
the word and corresponding picture.
After about two seconds the experi-
menter held a white cardboard mark-
er over the picture to focus attention
on the word. The subject was in-
structed to “Look carefully at the
word.” Subjects trained by the pic-
ture and auditory method used the
same book, but in addition to secing
the picture and the word they were
also told the word. After the picture
had been covered by the marker, in-
structions were given to the subject
to “Look carefully at the word. The
word js ————"* A further dimen-
sion was added to the method for the
picture and auditory and echoic re-
sponsc groups. After the picture had
been covered by the marker each
subject was asked to, “Look carefully
at the word. The word is

marker above the word to focus at-
tention on it and said, “Look care-
fully at the word. The word is D
Subjects trained by the auditory and
echoic response method were pro-
vided with the same materials as the
auditory group but with the follow-
"ingt modification in instructions.
“L?ok carefully at the word. The
word is ———, What is the word?”
Again, an interval of about two sec-
onds was allowed in which the sub-
ject was expected to respond by say-
ing the word. Table 1 shows the ten
training groups used in the study.

TABLE |
TRAINING GRrOUPS

Training: Kiuds of Words
Primted Word + | Dissimilar| Similar

Picture Group 1 | Group 2

Auditory Groutp 3 | Group 4

Picture 4
Auditory Group 5 | Group 6

Auditory
<+ Echoic Group 7 | Group 8
Response

Picture 4
Auditory

-+ Echoic Group 9 | Group 10
Response

What is the word?” An interval of
about two scconds was allowed in
which the subject was expected to
respond by saying the word.

When the method of presentation
did not involve a picture, as in the
auditory groups and auditory and
echoic response groups, a different
book was used. The second loose-leaf
book contained words only. The
auditory group was presented with
onc word on a page. After about two
seconds the experimenter placed the

169

Subjects

The subjects were 210 children
from eight community kindergartens
in Calgary, Canada.* Twenty-onc
subjects were assigned in rotating
order to each of the ten groups. Two
subjects were not included in the

*The authors wish to thank R. Warren,
Superintendent of Schools in Calgary, and
the following kindergarten teachers: Mrs.
D. M. Arbuthnot, Mrs. R. Dean, Mrs. W.
Frise, Mrs. E. J. Miller, and Mrs. A. Ruther-
ford, whose cooperationt niade this rescarch
possible. ’
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data because they could read the test
words before training. Ages ranged
from 61 to 77 months. The mean
age was 70.9 months. There were no
significant age differences among
groups. The experiment was con-
ducted between May 25 and June
10. The training and testing period
for each subject lasted about fifteen
minutes.

Results

In analyzing the data by learning

trials, the 12 trials were divided into
6 blocks of 2 trials cach. Table 2
summarizes the mean number of cor-
rect responses and the standard de-
viations for all groups, averaged over
trial blocks.

A three-factor analysis of variance
was used for analyzing the data (3).
The between-factors included train-
ing methods and kinds of words; the
within-factor included learning trials.
The analysis of the data revealed a
significant difference in the mean
number of correct responses between
the kinds of words (p<.001) with
similar words being more difficult.
The trials effect was significant in the
expected direction (p<.001), as was

the trials by kinds-of-word interac-
tion (p<.001). Examination of the
data showed the trials by kinds-of-
words interaction resulted from a
fasier learning rate for the dissimilar
word groups. There was a significant
interaction between training-methods
and kinds-of-words (p<.05). Table
2 shows the nature of this interaction.
It will be noted that the order of
difficulty is completely reversed when
similar and dissimilar words are com-
pared. The picture methed of train-
ing provided the most efficient learn-
ing with similar words, and the audi-
tory method of training provided the
most eflicient learning with dissimilar
words.

A two-factor analysis was con-
ducted for both similar and dissimilar
word groups. In each analysis train-
ing methods was the between-factor
and trial blocks the within-factor.
The two-factor analysis of variance
on the number of correct responses
for dissimilar word groups indicated
significance (p<<.001) for trials only.
An identical analysis on the number
of correct responscs for similar word
groups revealed a significant differ-
ence in the mean number of correct

TABLE 2
MEAN NUMBIR OF CORRECT RESPONSES AND STANDARE DEVIATIONS FOR ALL GROIPSN®

Dissimilar Word Groups
Mean (rank) sD
315 (5) 1.00
s @ 1.24
352 (3) 1.63
368 (2 1.27
389 () 1.67

Similar Word Groups
Mean (rank) sD
200 (D) 1.08
197 (@) 1.09
190 (3) 68
186 (1) 69

127 @)

‘T'raining Mcihod:
Primed Word 4-

Piciure
Picuure -4 Auditory
Piciure + Auditory 4- Echoic Response

Auditory -}- Echoic Response

Auditory

* Averaged over rial blocks.
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responses among the training meth-
ods (p<.03). The trials cffect was
also significant ($<.001). When all
pairs of group means for the similar
word groups were compared, {-tests
indicated that performance in the
auditory method was significantly
poorer when compared to each of
the other methods. None of the other
differences was reliable.

Prior to the experiment the Lorge-
Thorndike Test of Intelligence was
administered to smail groups of the
subjects. Subjects within the similar
and dissimilar word groups were di-
vided into high and low 1.Q. groups.
The analysis for methods showed no
rcliable differences associated with
1.Q. Similar results were obtained
when subjects were grouped by sex.

The study showed that the most
appropriate method for teaching
sight words in beginning reading
varied with the similarity of the words
introduced. When the words were
similar, faster learning resulted when
the printed word was accompanied
by a picture or by having the child
say the word, as compared to hearing
the word alone. This finding, when
interpreted according to the acquired
distinctiveness of cues hypothesis, in-
dicates that the cues did elicit dis-
tinctive verbal or Kinesthetic re-
sponses which served to make the
similar words more distinctive, there-
fore facilitating discrimination among
them. When the words introduced
were dissimilar, however, the results
indicated that the kind of sensory cue
or combinations of cues accompany-

11

ing the printed word made little dif-
ference in learning performance, al-
though there was a tendency for
hearing the word alone to be the
most effective method.

Practically speaking, the findings
do not support the view that pictures
should be dispensed with in teaching
sight words or in beginning reading
material. For the beginning reader
it is likely that many words look
somewhat similar. Therefore, provid-
ing additional cues may aid the visual
and auditory discrimination, which
is necessary if a consistent spelling-to-
sound association is to be made.

The present results agree with the
findings of McNeil and Keislar (4).
These authors investigated the value
of an oral response in beginning
reading. The program of words in
their study was presented orally and
visually. Pictures were used only oc-
casionally for motivation. Kindergar-
ten subjects were divided into “oral”
and “non-oral” groups. The oral
group was instructed to say the
words; the “non-oral” group to look
at the words. A follow-up silent read-
ing test showed better performance
by the “oral” group. Table 2 from
the present study shows that the same
combination of auditory and echoic
cues produced significantly better
learning than an auditory cue alone
with similar words. In the McNeil
and Koeislar study some of the items
required the subjects to identify the
test word from among words similar
in letter configuration.

The finding that words similar in
shape and sound were more difficult
to learn to read than dissimilar words

-
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is not surprising. However, it would
be interesting to determine whether
the visual or auditory dimension of
similarity contributes most to the
learning difficulty. Are ball and bell
difficult to discriminate because they
look alike, sound zlike, or both?

(Ethel M. King is at the Univer-
sity of Alberta at Calgasy and Sieg-
mar Muehl is at the University of
Towa.)
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CoMMENT

This investigaticn provides empiri-
cal insight into a question some lin-
guists have raised about the value of
pictures in beginning reading mate-
rials. Although the results cannot be
viewed 23 unequivocal, they certainly
should generate further study in this
area. Moreover, the careful attention
the authors have given to writing
their rescarch report, particularly the
section on procedures, should permit
others interested in the problem to
replicate the present study.
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Recent Research in Visual Discrimination:
Significance for Beginning Reading

SiEGMAR Muem. and ETtner M. Kineg®

MAN\' SYSTEMS of beginning reading
instruction use the so-called "sight-
word" approach to introduce children to
their first reading material. The children
are presented with 2 basic set of words
which they learn to read. Later these
words provide the basis for formal in-
struction in word analysis skills including
structural and phonic analyses.

Learning sight words is an asscciation
process. As such, certain general factors
are known to affect the case with which
the association is learned. First, the re-
sponses to be learned must be available
and readily discriminated from one an-
other. Secondly, the stimuli to be asso-
ciated with the responses must be dis-
criminated so that recognition is con-
sistent for each appearance of the same
stimulus.

In teaching reading, we have been well
aware of the importance of making read-
ing responses readily available. This has
been done by selecting beginning reading
words that are of high frequency in chil-
dren’s speech. Unless children have cul-
turally disadvantaged or culturally differ-
ent backgrounds these words are avail-
able; at most, we nced to provide some
auditory discrimination training to sharp-
en disciiminations among similar sound-
ing words.

The stimuli or printed words in begin-
ning reading present an entirely different
problem. In the beginning these graphic
patterns are not readily discriminable or
consistently recognized. Assuming the
beginning reader has the spoken responses
available, he is faced with two learning
tasks with respect to these graphic pat-
terns. First, he must learn to discriminate
among the visual symbols; second, he
must learn to associate each of the graphic
patterns  with an appropriate spoken
word.

This paper is concerned with the kinds
of training that are most effective in
helping children learn to discriminate
among graphic patterns. Our purposes
are twofold: to present an overview of
the research bearing on this question of
discrimination learning and to suggest
implications for teaching which seem
warranted on the basis of this research.
We say, "suggest implications” advisedly,
since the majority of the research cited

~will be experimental in nature. This

means that it was carried out in highly
controlled and artificial circumstances.
For this approach we make no apology.
This step in educational research is im-
perative in order to assess, unambiguous-
ly, the operation of certain factors in the
learning process. However, this type of
research can only be a beginning. Experi-
mental research needs to be followed up
with classroom studies to determine
whether or not the manipulations and
variables which produce significant effects
in experimental situations will also pro-
duce differences in the classroom that are
practically as well as statistically signifi-
cant.

Historical Development

Before we look at the recent research
in discrimination learning, it would be
useful to review briefly the history relat-
ing to the question of how children see
words, particularly why whole words have
been considered J;e child’s, “natural” unit
of perception (14). Several sources have
contributed to this thinking. American
educators writing in the 1850's opined
that words are more easily rcmemgered
than letters because they are not such
minute objects and because they are more
meaningful, At the turn of the century,
Huey (6) cited evidence from tachisto-
scopic research using adult subjects indi-

®Vistas in Reading, IRA Proccedings. Vol. 11, Part 1, 1967, 434.429,
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cating that word "form" was the critical
cue for perception. In 1922, Buswell's
(1) studies of eye movements showed
that the mature reader seemed to organize
his reading perceptions by words and
even phrases. Although the data from
tachistoscopic and eye movement research
could be used to support the “whole-
word view,”" these same studies also
showed that as the reading material be-
came more difficult, or when young and
inexperienced readers were used as sub-
jects, discrimination of words proceeded
mostly on a letter-by-letter basis. The
historical clincher for the "whole word"
approach, however, appears to be psycho-
logical theory, not experimental evidence.
In 1924, Max Werthecimer, the Gestalt
psychologist (3), stated that the whole is
greater than the sum of its parts, and
that the form or grouping that is most
natural is the one which involves the
smallest interval. Since words are letter
groupings set apart spatially from other
words, this theory seemed to provide the
answer to word perception.

Recent Research

What does more recent rescarch say
about how children learn to discriminate
visually among words? Our research with
prereaders takes its beginning where

Goins left off (5). Goins' study was ths
first that made a systematic attempt to
train first grade children in visual dis-
crimination. The fact that the results of
her tachistoscopic training with non-
verbal type visual stimuli did not facili-
tate reading performance suggested the
need for visual discrimination training
with stimuli that are immediately relevant
to learning to read; namely, printed words
and letters themselves. Our first study
(11) confirmed the specificity of transfer
in the area of reading (Table 1). Three
groups were given visual discrimination
training or matching practice with three
types of material: worcfs that appeared on
a subsequent reading task, words that did
not appear on the subsequent reading
task, and geometric forms. The results on
the reading test favored the first group
that had practiced discriminating among
the same words that appeared on the
reading task. Since there was no differ-
ence between the geometric and different
word group, the results indicated that
what is learned in discrimination is very
specific and that this learning transfers
only when the words in the reading task
are highly similar to those in discrimina-
tion training. These results raised the
:luestion: What specifically are the chil-
ren attending to as they learn to dis-

TABLE 1
TYPE OF TASK AND ORDER

First Second
Visual Discrimination Training Reading Words
(Matching)
Groups Materials A1l groups
Same . boat, help, play, come boat
‘ help
Different make, jump, work, find play

fnaQan =
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criminate among words? Is it the “form™
or shape of the word as a whole, or is it
individual letters within the word? A
study designed to assess these factors
(12) showed two interesting findings
(Table 2). First, word shape or form did
not seem to be an important cue to kin-

words and the other groups. In this
group, the children saw a picture of the
word when the word was first presented
and, in addition, the word was pro-
nounced. The results showed two groups
clearly superior in their word reading
performance: the different meaningful

TABLE 2
TypPE OF TASK ANU ORDER

First — Second
Visual Discrimination Tralnln'g Reading Words
(Matehing)

Groups Materials All groups
Same form _g.e.u", geu, reu feu - "blue"
Different form :.ttj‘gf. gjd, rjd geu - "red"
Latters only f, € r reu - "white"

dergarten children in discriminating  word group and the relevant letter match-

among words. Specific letter differences
between the worgs seemed to be the sig-
nificant cue. Second, although discrim-
inating letters in isolation was much
easier than discriminating letters embed-
ded in words, the isolated letter group
did just as well on the reading test as did
the groups that had discriminated the
letters in the words. A similar study by
Staats, Staats, and Schutz (15), however,
failed to confirm these findings. They
found that visual discrimination training
using the whole words was more effective
than training with the letters in isolation.
Professor King's doctoral dissertation
(7) attempted to resolve these conflicting
findings. Her study design is shown in
Table 3. It is important to note the differ-
ence between the visual discrimination
training group with different meaningful
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ing groups. In visual discrimination train-
ing, the letter matching task was the
casiest of all; the different meaningful
word most difficult. What skills trans-
ferred from these two different types of
training? The different meaningful word
group presumably learned that it is ap-
propriate, to respond to printed stimuli
with meaningful responses, which, after
all, is reading. By contrast the letter group
apparently learned to attend to the visual
features that provided a basis for dis-
criminating among the words. A subse-
quent study by the Cornell group (9)
indicated that training with the letter at
the beginning of a word is relatively
more effective than with letters that occur
in other positions. Another factor we
attempted to assess was the relative effec-
tiveness of presenting the materials in
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the matching tasks either simultaneously
or successively (7). Table 4 shows the
difference in these two approaches. In
the top example, the matching stimulus
is presented at the same time as the re-

with a word in visual discrimination train-
ing led to the question: What is the
most effective combination of cues for
helping children learn sight words? The
study designed to answer this question

TABLE 3
TYPE OF TASK AND ORDER

First

Second

(Matehing)

Visual Discrimination Training

Reading Words

Groups

Materials

All groups

(meaningful)
Different word

Same letters

Same word

Control

Different word ) nest, c@. r@. é?xgk/

nest, cake, ring, duck

h‘.‘n|d|C.°'8't.
g+1,r,1,s,h,0,6e.

hand, coat, girl, shoe

R DD

sponse choices; in the bottom example,
the matching stimulus is presented first
and then removed before the response
choices are presented. We found no re-
liable differences between these two meth-
ods of matching as measured in perform-
ance on the reading task.

TABLE 4

TYPES OF VisuaL DISCRIMINATION TASKS

Simultaneous (same page)

| hand hand
Successive (different page)

| hand |
| hand

coat gifl shoe |

coat gifl shoe |

Positive transfer to reading resulting
from associating a meaningful picture
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(8) is shown in Table 5. Children were
asked to learn to read two lists of words.
TABLE 5
TRAINING GROUPS

Kinds of Words
Dissimilar

( gate, drum,
nest, fork)

Group 1

Training

Similar
(doll, ball,
bowl, bell)

Group 2

Printed word +
Picture

Auditoty Group 3 Group 4

Picture +
Auditory

Auditory +
Echoic Response

Group 5 Group 6

Group 7 Group 8

Picture +
Auditory +
Echoic Response

Group 9 Group 10
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In one list, the words were highly simi-
lar in sound and appearance; in the other
list, highly dissimilar in sound and :j[:-
pearance. The same table also shows the
different combination of cues that were
used in teaching the words to different
groups of children. In each group the
printed word was always presented. In
addition, the words were accompanied by
one or more additional cues. For exam.
ple, in groups three and four, the printed
word was accompanied by the teacher's
saying it and the child repeating it. In
groups nine and ten, the word was ac-
companied by cues provided by a picture,
the teacher's saying the word, and the
child’s saying it. After each of the four
words and accompanying cues were pre-
sented to the various groups, a test trial
was given using the word alone, with
the child trying to recall the correct re-
sponse. The results at the end of the
learning session are shown in Table 6.

TABLE 6
Mean NUMBER OF CORRECT RESPONSES

Training || Word Groups | Ward Groups
Method: ( gate, drum, (doll, ball,
nest, fork) bowl, bell)
Printed Word 4| Mean Rank | Mean Rank
Picture 18.62 5 1262 1
Picture +
Auditory 20.94 4 118 2
Picture +
Auditory + 21.14 3 1143 3
Echoic Response
Auditory 4+
Echoic Response|| 22,10 2 11.19 4
Auditory 23.38 1 767 5

They indicate that when words were
highly similar, additional cues helped the
child discriminate and recall the printed
word and sound association. Thus, groups
1-4 were reliably better in performance
than the group that just heard the teacher
say ‘the word. For the dissimilar word
groups, just the opposite order resulted.
Hearing the word alone provided the best
learning condition while the picture cue

s
!.

s

{

provided the least effect method. Since it
1s likely that most Jarinted words ap
more similar than different to the begin-
ning reader, it would seem safe to con-
clude that the use of pictures and other
accompanying cues will be helpful in
mastering sight vocabulary.

One final area of our research remains
for summary. The question can be asked:
If training in discriminating among let-
ters facilitates word discrimination and
reading, what effect does knowledge of
the letter-names have on this process?
The results of a study just completed are
shown in Table 7 (13). The columns

TABLE 7

DisTRIBUTION OF HicH AND Low READERS
ON THE HARRISON-STROUD
LETTER-NaAMING CONTEST

Giving Names of Leters

Lowest 50% || Highest 50%
High readers 0 24
Low readers 13 12

represent above and below the median
groups based on the Harrison-Stroud
letter-naming subtest administered in Sep-
tember of first grade. The rows represent
extreme reading groups (matched in 1Q)
based on end-of-first grade year Metro-
politan reading test performance. Letter-
naming ability appears to be markedly
associated with later reading success. No
child below the 50th percentile in letter-,
naming ability was in the high reading
group. Twice as many children above the
50th percentile appeared in the high as
compared to the low reading group.
These results support Durrell's (2) ear-
lier findings. We are not certain whether
this relationship indicates that training
in the knowledge of lette:-names would
facilitate word discrimination and read-
ing, or whether knowledge of Iletter-
names is an indication of a basic ability
to form associations between abstract vis-
ual stimuli and auditory sequences. Dur-
rell's methods study involving teaching
letter-names and sounds supports the
training notion.
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Implications for Teaching

Kceping in mind that we are now mov-
ing from controlled experimental situa-
tions to the classroom, the results of this
experimentation appear to have some
practical implications for the classroom
teacher.

1. Visual discrimination training from
the very beginning should be with word
and letter stimuli. Having the child match
animal pictures, geometric forms, or any
kind of non-verbal graphic stimuli docs
not appear to transfer to word discrim-
ination. Our data confirms a point of
view expressed by McKee (10) almost 20
years ago.

2. The simultancous matching format
which c¢xists in most prercading books
and charts at the present time scems ade-
quate. To date we have found that simul-
tancous matching is easier than successive
matching and that the transfer of dis-
crimination learning appears to be about
as cffective.

3. Since matching letters is an casy
task for kindergarten children, the earliest
visual discrimination exercises should use
letter stimuli. Althc h we do not as yet
know how knowledge of letter-names
works in the discrimination and reading
process, the evidence strongly indicates
that teaching the letter-names is probably
highly uscful. Letter discrimination and
naming can be taught simultancously.

4. Just prior to beginning reading in-
struction, visual discrimination exercises
should include trining in making the
“three-way association™ of the sound and
the meaning with the visual form. If
words are accompanied by a representa-
tive picture (when possiblc) and the
pronunciation of the word, then a child
gradually learns to attach a meaningful
verbal label to the printed word each
time it is cncountered in 2 matching exer-
cise. Such training provides not only for
skill in visual discrimination but also
skill in responding to graphic symbols in
a manner similar to that required in
learning to read.

278

5. Since the transfer of visual discrim-
ination training scems to be very specific,
the teacher would do well to give chil-
dren practice in discriminating among the
new words to be learned at the beginning
of a reading lesson. At this point, a suc-
cessive presentation could be used in the
discrimination training. This type of prc-
sentation demands greater attention to the
words in order to recall their letter char-
acteristics since the word is not in view
when the choices are presented.

6. When presenting new  vocabulary
words, particularly words that are casily
confused with other words because of
sound and Ietter similarities, providing
additional cues in the form of pictures,
when possible, and having the children
pronounce the words will probably facili-
tate learning.

If the above rescarch has answered a
few questions, it has raised many more.

Much investigation needs to be done. We
hope to continue our cfforts.
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Consonant Substitution in Word Attack
CHaries E. RalLssack®*

THE TEACHING of consonant substitution is a prominent part of
several of the basal reading programs currently being used through-
out the United States. The procedure is taught, however, for differ-
ent purposes in various reading programs. Some reading programs
teach the use of consonant substitution in the skills portion of
their program as a way of reinforcing knowledge of letter-sound
associations. As children make new words based upon changing the
letters that represent one consonant sound, the letter-sound associ-
ations are strengthened through practice. For most students such
practice is an essential part of learning to quickly associate letters
with the sounds that they represent. Consonant substitution exer-
cises can, in addition to reinforcing the letter-sound associations,
be valuable as a way for students to incidentally learn many new
words. For example, as students make the word “dike” from “like,”
they not only reinforce the letter-sound associations for “i” and
“d,” but they may incidentally add words such as "dike” to their
recognition vocabularies.

In addition to consonant substitution being taught for the pur-
poses of reinforcing letter-sound associations and developing recog-
nition vocabulary, some of the most widely used basal reading
series teach yet another use for the procedure, consonant substitu-
tion as a method of word attack. The procedure, when taught for
this purpose, is often referred to as a part of “phonetic-analysis.”
The teacher’s guide of a primer that emphasizes this method of
word attack states: “Consonant substitution is a simple method of
phonetic analysis that will enable children to attack new words
while reading” (Robinson, et al., 1962). The way in which such
phonetic analysis is to be used by the pupil may be read in the
teachers’ manuals, an excerpt of a typical lesson being:

Conclude by having children identify new words formed by con-
sonant substitution. Place on the upper part of the holder the words
let, find, ride, and good. Place on the bottom ledge, or hold in your
hand, the letter cards for s, w, m, h. Read aloud the sentence The
fence around the ponies was made of ————, Quickly place
w over the g in the word gocd and let children complete the sen-
tence with the word wood . . . . (Robinson, et al., 1962)
QUESTIONABLE POINTS :
The question must be asked, “Is this an efficient method of
*The Reading Teacher, 23 (Fcbruary 1970) , 432.435.
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word attack that is actually used in independent reading?” To help
determine an answer to this question, the author and a classroom
teacher presented to an above average group of second graders a
list of nonsense words and a list of words the students had not
yet met in their basal readers. After the students had attacked each
word, they were questioned by the teacher as to how they identified
each of the unknown words. Words from their readers that were
presented included: “truck,” “cap,” “dry,” “best,” “snow,” and “chop.”
Nonsense words which were presented included: “nost,” “ped,”
“doot,” “plock,” “zell,” “cloy,” “stot,” and “pilt.

For a few of the words one student reported using consonant
substitution in the identification process. In all other instances,
however, no students reported attacking the words by using a known
base word from which a consonant sound was dropped and another
added. Instead, students reported using their knowledge of letter-
sound associations to attack the words directly. For instance, in
attacking the word, “truck,” they reported using their knowledge
of the sounds that “tr” and “ck” stand for to identify the word. At a
later time the teacher repeated this experiment with her slowest
group of children. Although this group was by no means seriously
handicapped in reading, no student was capable of attacking the
words by use of consonant substitution, a procedure which had
been taught them since the primer level of instruction.

The question about the practical value of the consonant sub-

stitution procedure as a method of word attack may also be
answered by considering the way in which the adult attacks strange
words. As the reader of this article meets such nonsense words as
“clib,” “ning,” “zick,” or “pelp,” it may be predicted that very few,
if any, would naturally attack such words by first thinking of “bib,”
“sing,” “quick,” or “help,” dropping the first sound, and then adding
the sounds represented by the first letters of the nonsense words.
] The use of consonant substitution as a method of word attack
' seems extremely inefficient. The reader must look at the word and
decide whether he knows a word from which he changes the begin-
ning or the ending sound. He then must mentally “remove” the
sound and substitute the one from the strange word. For no other
reason than the excessive amount of time it takes to think of a
word that is similar and then to make the substitution, the process
cannot be recommended as a word attack procedure.

A far more serious weakness in this process, however, is the
matter of determining the “known” word that is similar to the
“unknown” word. To “know” the word from which the derivation
[ is to be made means that the reader must have a mental image,

Y
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i.e., the spelling, of the word. For instance, with the word “truck”
how else will the student be able to utilize the procedure unless he
can mentally picture “buck,” “luck,” or “duck?” Only after he has
a mental image of the similar word can he remove a beginning
letter and substitute “tr.” It is tempting to say that the child does
not have to mentally spell the similar word, that he can hear that
“ruck” rhymes with “duck.” It must be remembered that such a
rhyming procedure will not work for the reader who has not yet
identified the sound of “truck;” hence he does not know with what
words it rhymes.

The students who most need efficient methods of word attack
are the ones least capable of creating the necessary mental images
to use consonant substitution to unlock strange words that they
meet in print. Any person who has worked with below average stu-
dents knows that while they usually have trouble remembering
sight words, they seldom, if ever, can create the mental images in
their minds with which to successfully use the substitution pro-
cedure. ,

Observation of first grade students in a related area, spelling,
also verifies the point that students usually will not use the substi-
tution procedure. Students seldom will independently learn the
spelling of a word by substituting from a word that they can spell.
For instance, seldom will a first grade student who knows how to

spell a word such as “duck” drop the “d” and add “tr” to indep’end- ‘

ently determine the spelling of “truck.” If such a procedure is not
used in spelling, there is little reason to think it would be used
in reading.

In skills lessons, basal readers attempt to skirt the problem
of creating the image of the known word by putting the word from
which the substitution is to be made before the child. In independ-
ent reading, however, no such word sits on the chalk trayl

The publisher previously alluded to recognized the problem
under discussion by mentioning it in the manual of the first reader:
“Whenever you help children use consonant substitution to attack
unknown words, they must call up mental images of known words
that are similar in form to the unfamiliar printed words. The fol-
lowing exercise will reinforce this ability” (Robinson, et al., 1962).
An exercise typical of many in the program follows the quotation.
A known word is placed before the children, and it is pronounced.
This word then becomes the basis for substitution to form a new
word. For example, the word “right” may be placed before the
children. After it is identified, an unknown word, such as “night”
is displayed. The student is to attack “night” by dropping the “r”

182
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from “right” and substituting the “n" of “night.”

Such exercises are of questionable value for two reasons:
1] In independent reading no “known” word from which a substi-
tution can be made is conveniently sitting on the chalk tray. 2] The
exercise is inefficient in that it will generalize to only a very few
words. To practice visualizing: “right” so that “night” may be
derived from it will help the reader identify but a few words-—those
that are spelled just like “right” except for the first sound—"sight,”
“blight,” “fight,” “light,” “might,” "night,” and “tight.” In many
instances not even tiis many words could be derived from one
word for which the mental image could be recalled.

Textbook authors apparently have great faith that such round-
about word attack procedures will actually work for it is suggested
that the unknown werds “keeping” and “snowing” be identified
from the known words “sleep” and “show” or “slow” (Robinson,
et al., 1963). With these words the child is expected to go through
four mental steps: 1] dropping the suffix, 2| thinking of a word
that is similar except for one sound, 3] dropping the sound, and
4| substituting the sound represented by the letter(s) of the un-
known word that are different from the known word. Both personal
observation of students and comnmion sense would indicate that
such procedures will seldom, if ever, be the actual way in which a
student identifies an unknown word. For slower students, particu-
larly, it is completely unrealistic to think that such word attack
procedures will work in independent reading.

SUMMARY

The utilization of consonant substitution exercises within the
reading program can serve to strengthen letter-sound associations
as well as to provide a way in which some new words may be
added to students’ recognition vocabularies. However, to teach chil-
dren to use consonant substitution as a primary word attack skill is
to teach them a skill that is not only inefficient in terms of the time
it takes, but also one that is of very limited usage. Few children can
independently create the necessary mental image of a word that is
spelled like the unknown word except for one consonant sound.
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First Grade Children Work with Variant Word Endings

IRENE \W. HaNson®*

O.\'x-: OF THE continuing concerns

of primary grade teachers and
authors of beginning reading mate-
rials is when and how instruction
should be griven in the use of variant
word endings. That this concern is
an important onc is shown by a study
by Edward Dolch (2), in which he
reported that the three most com-
mon syllables in 8,409 samples of
14,000 running words in elementary
school textbooks in arithmetic, his-
tory, and geography were ing, ed,
and er, Ing occurred 240 times with
135 different words. Ed occurred
165 times with 90 different words.
Ly occurred 223 times with 72 dif-
ferent words. Est occurred 53 times
with 17 different words. Since
14,000 running words represent
about fifty pages of textbook mate-
rial, this investigation pointed up the
great frequency of occurrence of
variant word endings and also their
breadth of applicability to words in
the Englisk language.

Worth J. Oshorn (3) investigated
the frequency of occurrence of ini-
tial, medial, ond final syllables in
words in the Rinsland word list. He
reported that the syllable ing oc-
curred 881 times, ed occurred 338
times, er occurred 323 times, and est
occurred 65 times. Osburn also made
the following interesting comment:

We are told that the amount of transfer
that takes place in learning is due, in a

knge measure. to the learners ability to
perecive identical  elements  in separme
activities. Since this is true, one very uscful
approach to the teaching of the slow learner
is 10 mike him conscious of identical
clements, . . .

The syllable that recurs most frequently
is final ".ing,” which is found in 881 of
the 9.000 words. With perfect wransfer, a
chill who has learned the “-ing” syllable
in, say “going,” will know that syllable in
880 inorc words.

These studics establish  without
doubt the frequency of occurrence
and the importance of teaching the
usc of variant word endings. The
following investigation conducted by
the author attemipted to answer the
question of when such instruction
could most profitably be given.

Twenty-six first grade classes from
the St. Paul, Minnesota, public
school system were used in the study.
Thirtecen of the classes were in the
experimental group and thirteen in
the control group. The classes in the
groups were equated for sociocco-
nomic level. Pretest data revealed no
significant differences between the
experimental and  control groups
with regard to rcading ability, men-
tal ability, chronological age, or
knowledge of the usec of variant
word endings. The total number of
children included in the analysis of
the study was 554.

Over a period of four wecks the
experimental classes received eight-
cen periods of special instruction in
generalizations  concerning  variant

®The Reading Teacher, 19 (April 1966) , 505-507, 511.
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word endings and the application of
them in contextual material. The
endings taught were: s added to
nouns and verbs, ed, d, and ing
added to verbs with no change in the
root word and also with dropping or
doubling of a final consonant in the
root word, er and est to form the
comparative and superlative forms,
and er as a noun agent. Each day’s

~lesson required about twenty min-
utes and was given in addition to all
regular reading and phonics instruc-
tion. The lessons were conducted
with each class as a whole and con-
sisted of a preliminary presentation
of a variant ending generalization by
the teacher, largely through the in-
ductive method, and a period of
pupil practice, both oral and written,
including the use of a worksheet.
Teachers’ manuals and daily work-
sheets were supplied to the experi-
mental classes. Vocabulary for in-
struction was chosen from the sct of
readers already in use in the classes,
and the format of the worksheets
was similar to that found in primary
reading workbooks. Thus attention
could be concentrated on the variant
endings rather than on new vocabu-
lary or new methods. The control
classes used the same periods of time
for independent reading.

The study was conducted during
March and April of the first grade
school year. The Bond-Balow-Hoyt
New Developmental Reading Test
(1) and a specially constructed Var-
tant Ending Test were administered
to all classes during the pretest and

A posttcst periods. I1Qs and ages were
obtained from school records,
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Personal data and the differences
among class means of the experi-
mental and control groups on the
tests were compared by means of the
F ratio for analysis of variance. Then
all the children in the experimental
and control groups were divided into
threec mental ability groups, five
reading ability groups, and three
socioeconomic level groups. The
means of these groups were then also
analyzed by using the F ratio for
analysis of variance.

Findings

1. There was a significant differ-
ence between pretest and posttest
means of class means on the Variant
Ending Test in favor of the experi-
mental group over the control group.
The difference was significant at the
.01 level for the total number of
children and for the boys, but was
in the region of doubt (between the
01 and the .05 level) for the girls.

2. There was no significant dif-
ference between the exjerimental
and control groups in reading scores
before or after instruction in using
variant word endings when the
Bond-Balow-Hoyt New Develop-
mcntal Reading Test was used as the
measuring instrument. No response
items on this test required a utiliza-
tion of knowledge of variant word
endings; hence, it can only be said
that general reading ability as meas-
ured by this test was neither im-
proved nor harmed by the special
attention to the endings of words.

3. There were no significani dif-
ferences among the gains on the
Variant Ending Test of children in
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high, average, or low mental ability
groups. The three groups profited
about cqually from the instruction.

4. There was a significant differ-
ence amnong the gains on the Variant
Ending Test of children in the five
rcading ability groups. The three
lowest reading groups, which had
measured average reading grade
cquivalents of 1.5, 1.8, and 2.0 on
the pretest, profited somewhat more
than the two highest reading groups,
which had average