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-When discussing the probléms of the teaching of reading,‘ﬁany

. o .

//// - egucators .and psychologlsts agree that the first step in solving such’
. .t : *

problems must be an understanding of the reading process.

51

"The-Readlng L

*

Process‘ A Sélective Review q@ the Literature,' a continuatlon of the .f L )

series, Reviews of Educational Research issued periodically by the - b

. ~
.

Division of R§search, Evaluation; and Information Systems, is intended to
' » ang Lniorm A a te¢

bring together, in convenient form, a selected review of the literaturge
. 8 . - . e

. B . . Pl . .
] » . . . _ . .
. .

on the reading process. - .

. .

o The issue was written by Phyllis M. Sunshine under the direction‘of

n o [ -
-\ Richard M. Petre,'Consuitant in Reading' )

We hope that educators will find the Reviews valuable. The Department'

.

. . also hopes that readers w1ll suggest ways to make thegserles more useful

x

and will recommend topics for inclusion in future issues. _ N
! .

| ! | JAMES A. SENSENBAUGH . '
- _ - t . State Superintendent of Schools v
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l ' I |
The Division of Research Evaluatiod and Information Systems of the
L3 11 ‘, o
Maryland State 9epartmenﬂ of Education annually prepdres reviews on pertinent
. e ) ‘ . : \ *

-

f* research and_theory that might be‘helﬁful_to the educational community in- the

improvement of educational praetices. ‘The past two issues have focused on
psychological factors, such as feelings of alienation which may cause a
RACAI . - S X .

thild'to nanifest behaviors which are diffitnit,for“the classroom teacher

- -

. to manage. Other faqtor$ which may cadse‘behavior maladjwstments are due to

- x frustrations in the learning situation.. The need for successful achievement

- 5

at all levels is fundamental to normal{personality development. “When' there is

severe reading retardation, personality “iffiCUIKiQp may arise. .-

~

ways. The child may comuensate feelings o inferiority by being rehellious

; . ﬁgd aggressive On the other hand he may etife from actlve\classroom

5 Polmantier, 1941) In .
' m, .
general,'children with ﬁevere reading disabllities tend to have concomltant i

deﬁinquency (Gates & Bond 1936 Fendrick 193¢

adjustment problems. Although we do not know which factor 1s the cause or

effect in theéreiationship, remediation of a child's‘reading disability tends.

_to.improve his personal andfsocial'adjnstment (Bond & Tinker, 1972).
l{ .

\\\\' ' "Reading.is generally‘oonsidered one of the mostdimportant-subjects taught

-

Ty

in the elementary'sohooiﬁ. Proficient reading is an essential tool'for learning




V an’ increaSingly large amount of knowledge throughout thessuccessive school :

’ L v - . . '

bt . leyels, Since‘our world is eSsentially,a.reading world, it is diffiéult to,
find any activity, innschool'or out,;thatudoes'notpdemandvreading.!.Pepple ::‘
.read to gain information, follow directions, locate referehces' understand ’
forms, and for‘personal development (Maryland State Department of Educd?ion

i ’

Functional Reading Goals, 1974) Today, reading with,understanding~1s a

. . ? . -

necessary act1V1ty(1n order tgssucceed in iife's daily activities.
e C T ' . ) N . . e
It is important .for the reader to remember t#rat, the reading Rrocess is

.

s

a highly complex one., Although disciplines such as psychology, education

R ; -

and psycholinguistics have made important contributions to our understanding

. 4 .
4 -

of reading, each uses its own frame ef reference,and terminology. It is f
equally important to remember fﬁat'the,ideas'presented here are a comhination
of scholarly opinion, hypotheses,;parts of comprehensive theories relating&

° R to the reading process, and the actual findings of empirical investigations.

Rl

The views presented in this volume although promising,’ are still not firmly

) ! L

.. l , :;established Consequently, these ideas ate tentative and need testing and
Further refinement;' tnclusion here of any theoretical position should not

. . &
be construed ds an endorsement by the Maryland State Department of Education.

.The principal pipose of this publication is to present a selected review ',

°

14
L . and Synthesis.of;the ligerature qn the'reading process. Section One descrihes

[
v . .

o an ovérview of the reading progess. Various models of reading acquisition and . :
A B . . - N s . < ) ¢4 ‘ . ) .
their implications_for.reading are.presented in Section Two. Finally, Section
. , . , ] o B ] . . v N N
Ihree considers a numbet of practical elements necessary when planning the” "

~. -
. v

. P o T a ‘
classroom reading program, K-12, . A - : :
- . N LN
Y B } - [y
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< ‘<' ' 5 !
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‘ devoted no it in the: e1ementary curriculum.

'Slow progress in reading often is blamed on qonflicts between,parent and
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- “)‘Section I:

”

What is the°Reading Process? -

. B

b

L]

Reading is obviqusly a major educanional concern{] Much time is | .

v

Parents and teachers are . -

N . I3 4

cbncerned with the progress their children make in Iearning .to read.

~

.

child, between child and peers, o;ﬂbetween teacher and child.

This
. ' . e
;- - ’
chapter will examine what is involved in the reading process and the '
. ) v e T ' 3 .
differences between fluent and beginning readers. : ‘ ' .
Di. “ 4 - > ' ] -
‘J o ‘ ) - * ‘-o
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Learning to Read

(5 er the past years there has. been considerable disagreement among
¢ s
' _educators and‘psychologists as to the best method of teaching children to

‘nead ‘For example the cbntroversy 055} the use ot)the whele-wqrd versus
the phonet1c methods has been raging since the turn of the century (Huey,

i . -‘
A 1908) Some;1mes, only silent reading has been advocated while at other T

s .~ *

t1mes only oral reading has been encouraged Simllarly, the language

.- ' experlenee»procedure was used in the early 1900' abandoned -a decade later, 2

"rﬁv then revived again in the- l960's as a‘new procedure, Todav, different

.

aspects of the learning to read process are. initiated at different times

-

~in various basal reading programs that integrate the many approaches.

- v
“

Differences and controversiesrare endless’ and are due simultaneously to
-~ the uncertainty about the superiority of certain methods and about what
e e : | v

.

réading really is. o . 5

' . . -

Often the reading Process has been viewed as a'confusing or even an

— -

‘unknown process. During a recent &oﬁgerence on applied linguistics (Michlgan

LW 1 4
_Conference on Applied Linguistics{ l97l), ‘several investigators stated in

varying ways that no one understood the reading process. To that point,

‘Jenkinson (1970) noted '"After 75 years of research and investigation there

[stillJ has not emerged a coherent construct within which we can examlne

~— reading (p. 55)." " ,

—  Two Definitlons oﬁiReading

' ! } .
Duectp the minimal attention ‘given to the reading process in the past
. . o




s ohganization'o; patterns of letters (Drake;
o ~ L ]
i - ‘

1962; Vernon,i}958). $t3{chﬁs

2 (1927) descripﬁibn pf the reading process is typical ofr those who. .+ .° B
7 . oo o . . -
charactgrize reading as a passive»pracess:

-

from the printed p&ge.

. Second, there is a transmission of the visual impression Sl
BN & '_': . . " .' . '

~ 9 v

. . . t f o . X . - ) , . .
from the retina to the visual centers of the brain. 3 ~ . .
- L] ) ’

ARy

. T " . o . .. . ' (] ' b
3. Third," there is an arousal of associatioén processes whereby '
. 4 » : § . E—-

. 7]
_ . . L
the incoming impulses are interpreted¥\\ o v
' ’ )

- . . 1 4

4. ‘Fourth, the impulses 'are’trardsmitted from the visual centers o o

‘.

* to the motor-speech centers which direct the musecles of-the

N L oat ) B ¢

)» vocal cords, tongue;'and'lips téquspond in épeaking words. : .
' . ' . : : . I ‘
‘ ! 5. Finally, when the total process is completed, comprehension ﬁﬁ w
: is completed. - oo . . o , 4 é .

~ . - k » ) ' ‘ ’ - =3
' Despite the fact that new information apparently has not been widely.
R . - N : ] .

- disseminated, some important contributions in this drea_have been made.
~ ¢ : . .

- 7 hd

'~ Beginning-in the middle sixties, the trend moved toward construction of '
) ‘ ) . . ) . . A ;;FQ}

3 .

s . . - L N
theoretical models to represent those ‘processes at work within the reading

> . . - e ,,.' : -
process. - S e v . o R
: : e ’ b b >

, .

< Although researchers are still not in agreement as to any Elea;—cw”
R . N '\ » - . “

- reading by using psycholinguistic bases.. Accordingly, reading isﬂcogé;dered
¢ v ' -0 T

- an active process whereby meaning is gained from a sentence.

™

. . . “ ) /
- seridl processing--sounding out or recognizing letters or words.oné.

It ig/oy

This is not even a necessary process; fluent readers do notxﬁs”
- | v

>

PAruiText provided by eric [l
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. ' A i ® .
‘ / .. = < h, ‘ IR . PR
A . 4"" . " ’ . _' T c T “\ ©
g ' } - ) N M ,‘ . .. - r '
skllls should be taught in an. integrated fashibn rather than teachin “
"these skills‘in isolation;i a - ) oo 4:}‘;
.a. .« .. e Lo "' h 3' /'m .

, input (the symbols” on the gage), the readers/ cognitive structure “the rpaders_
;(the transformational processes-for arriving at the base strUcturelof‘what

: P SO
print in a manner which reflects their use of language., Expectanciesrabout‘

f‘syntax and semantics within context lead to hypotheses which either can be-«~'=~
cpnfirmed or -not confirmed with only a small portion of the cues available

'71n thentext‘v Thus, not all the information needed by the reader is on the i

.Semmel viéwed reading ds an active process in which the reader forms and:
tests hypotheses about the'information in the text rather-than passively

o . v . , . ,
N reacting to written forms unit by unit (letter or word). . .

-individual bé able to utilize the partial information or .cues derived from
,scanning the printed;material and‘have availaBle patterns of responding to

.
xthese, cues which are congruent with the pat:.tern of occurrence within his  m

aappears to involve not only the-systematic scanning and identification ‘of

What is Good- Read;;g? . o L : i
‘g . o ] . R 0

o Di Vesta (1974) ‘'stated that reading invoLves three components. _ the i, -

" -, on t

immediate and long—term experience), and ‘e, strategy for: linking the two ;,j

) - SN,

¥ e . R - Ja o os Y
. » .

is being read) Goad readers, Ryanfand Semmel (1969) concluded, process °

v

il . »

-

( r
R .
J'\ ye *

‘

'prxnted page——nor are all the printed ‘details needed by him.‘ Ryan'and !

¢ v
-

= Similarly, Cromer and Wiener (1966) conceptualized the reading process

FARS .

in}the following manner. They stated that reading skill requires that the -

: - -

an |

4
own language (p,.l) Further, Kempler and Wiener (1963) stated that ”Readiqgr

’1 ® ) e

part of the cues but also the elaboration of thése cues. based upon highly

G

learned‘patterns.of sequenti%l occurrences" (of words,"or what are called e

LA

!ﬁ
1
H

¥

: N . ’ ;

- 10

PR w . . : 13 . . . N . 5
. .




) . ﬁpreviously learned co-occurrence probabilities (p.352)." To,read
) ' 'Meffectixely, there must be a match orAagreement between the'cues,available
;andfthE’;esponse characteristicsgof*the indiyidual. Whenlno_éatchiis , o
readily ayailable or when there is & mismdtch, reading will lgix\'le'ss ’
adequate. o _ o f | . o {
g . : ‘ ' \

e . Cromer and Wiener (1966) also noted that scanning,»or the uSe/pf’.ﬁ"

.4.

. N only part of the available information, is involVed in nearly all reading

_beyond the most elemehtary level. In other words, the regder no 1onger
needs to depend upon each letter and each word to reproduce wnat is .
¢ ’ . R . . S .

produced. Even during the acquisition stage;,” when the reader may read

word‘by word, the child probably will not process words letter by letter. .

3

. AlthOugh these young readers will "say" individual words, often aloud or
“to Lthemselves, -they will»utilize_word meanings they already have,ayailable_

_in their auditory language, Gradually they need to learn to Qrganize
N i\\-their_reading:input int oups-of words or what Gibson (1965) called :
“ - C ' 3 -
' 3[A - "higher order units," whic act as cues to meaning with or without minimal ‘

-

. ‘intermediate verbalrauditOry transformations. E o - ~
ey : _ .
’ - If an: accomplished reader focuses only on- a.auocession of single words

. [ N - . .o hd
- .

rather than oh some 1arger units, comprehension ofwthe material will Suffer.»
Lefevre (1964) noted this in a warning that an overemphasis on words may lead

]
many readers to read "word-by—word or by pattern fragments without regard for

'

whole structural patterns that carry meaning. Thi§<upgrading (overemphasis)
" ﬂ7f _may thus contribute to the frequency and extent of serious reading dléability

among pupils of-alf ages (p.. 18)." Thus, Lefevre -also emphasized ¢hat units

. 3 -

5 must be baSed on some criterion of meaningfulneSs. Readéiz{w;thggood‘ .

:“.‘; ' o

&
. . . -

. R . N

o R - Y Lelo T ’ ) 1 “
a Y . . e N . ) ’ .
. . . s

. . . | .
.
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. -

larger than the single word and thus no longer utilize the same identification
ey A N ’
. skills as were emphasized when they were learning toiﬁ*&d

2%

Reading,- then, involves rapid scanning and guesses as to the meaning

As the reader proceeds, words contribute to the meaning of phrases and the ’

- “ -
. .

phrases’ contribute.to the meaning of sentences (thoughts}; If this processl
~does not make sense, the.reader.may then makeiregresSive fixations-(looks'

back) at other words that enable him to restructure the sentence's meaning

which again indicates that the reader proceSses the meaning of the sentence

as a unft rather’ than one word at.a tdme.

. )
3 ‘1. -

.J. 6~, .

. Fast reading is essential because short-term memory (STM)fholds material
»7! o - L
only a short e without continuous rehearsal Slow reading strains STM. By .

k

.
B

X

the time a slow reader reaches the end of a sentence, he has’ forgotten its

begihning which he needs for understanding AEducators need to be wary of

Y

reader techniques‘which place considerable stress7on_precise mechanics of

@

“letter.and_word recognition‘réther’than comprehepsion..ﬁToo'often, beginning
readers are taught to- read each word and are corrected for oral mistakes
without regardxto the kind of error made. ‘sften»considerable reinforcement from
“.eacherSﬁ habits associated with such techniques are very difficult ‘to break

' : ‘ . "QA; , ?ﬂ ®

Readers Do Contribute to Reading

+ .« 4

2

Goodman (1970) contended thdt the reader contributes as much to reading

",through his cognitive structure as -the written symbols. The fluent reader,

~

b 'ause of his vast language background may substitute words, paraphrase

-

sentences, skip many words and yse only fragments.of letter-or,word features

.
.

28

M‘to~comprehend material; Compared to the less fluent reader,‘therluent'reader

~




LY

j ' ', "is more efficient in his use‘of‘fixations.an& makes fewer regﬁ%ssﬁve o

- - 7 . [ - .
"fixations. These processes are affected by what the.reader knows about
. . . v .

" syntactical construction and .about the content pf,ﬁhp messég;.

-~ ' - . : » -
Readérs often contribute varying‘styles'to reading; that is, there

~ . o

.

i . “\ i . ] ) ° °
are many individual variations among even fluent readets. First, there
. ’ .

A\d
.
‘o - .

. ~ are ip&ivfdual differences in reading rate. 'Some readers adapt their

._réteé_agcofding‘to the difficultyiéf the.matefiall-while‘othefs_feqdléll

N ) . o . . Ce e
. : © . material at the same rate. Second, there are differences in the degree

" which rea@ers elaborate on réading.material; some freely-éiébofﬁ%e'énd 'f A

v sl des

add tﬁeir bwn meanings to what they read, w‘f&e others read;for;théflipgral

. . -

Eéﬁée,qf what Eﬁe_author saidi.'Third, there are i'hividpal diffeﬂzhcgs in th;

‘mechaﬁiéalvaspécts‘bf ﬁeading: in fixatioﬂég sc;nning sprategies;'dependenég

. | . 'oQ the,v13ua1 aspeété dfalé;£ers; wdrqs, or - sentences; and‘ip foéﬁéin% on
relevant réther than irrele&agt QAte;ialﬁ ‘Theséﬁand‘otﬁgr,readiﬁg styles
?elate the ﬁaégriél'ié the reéﬁefs' cpéﬁitive éttuétufe...lnnéénepal, . A

;Eadiﬂ% sfyle depeﬁds;oﬁfthe-feaderfé conéeptiéﬁ'of readiﬂé;”_if:ope-has

geen taught tb read‘lefters;gﬁd words _wifhout error, he will-ré;d slowl&

-t .

with :short fiXations.);However,.if one has béenvtaughty%hat reading is ;b_?

» .

gaining meaning, he will probably scan and&pse information‘prOCessing

. ) techniques (e.g., st;ategigs'aﬁd ﬁypotheses‘testingl.
. . . s .ég,.& - .

e e ‘ . # .
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. . Sectlon IT: Models of Reading Acquisition ! .
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o Jn this chapter, we shall examine various models of reading acquisition
as yiewéa by thgoriéts iq_dévelopmbntal psychology, psycholinguistics ‘ '<'

(i.e., psychology of iénguage),’and inforﬁation processing to see what
‘implicatioﬁs'theig\qodelé H%ve for the teaching of reading. Because reading
acqu}Sition models are intiﬁ&tely involved with\language, the first section

will deal with the nature and pyrpose of 1anguagé--as a oommunication°vébic1é,

.
é

a . N \ » !
. as ‘a 'series of language units, and as a structural system. Some models: ~ ' °

- o4
. '

: inbé;sﬁtate one of these ;atures'or purposes of 1§nguhge, while othdrs

LY

 'incorporatE'mdte than one of the purposes. In the second section, models of

. ..
L} . \ .
a

J reading acquisition

will be discussed which hawe emphasized at least one

C.

of pﬁe natures or purposes of. language.
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¢ in turm related to his field of iInterest.

" as they studied the acquisition of one‘s first 1anguage.; Each of the -
- N U . , N
4 . .
purposes of 1anguage will. be‘&iscussed sepérately . s
. be » . ‘ v .
“Language as a Vehicle ef'Communicationv' R o
PN ”’-~ ) L .o e

. . | . L
. * ' ) "a , 7‘ = 3 ’ °
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_ « '  The Nature“and Purposes qf Language - , ‘
“ - ' id - ‘.... . . i
- ) 1 « ) B . . -~ - \
» How a_ scientist views language depends‘on his objectives, which are

for:example,'Leﬁheberg (1969)

'Viehed langdage as a'stfuctural system by examinihg‘the evidence: for- innate _,
o t . S

_biological capacities in the,acquisition of 1anguage rules. Gardﬁer and

. Gardner (1971) and Premack (1971) viewed both ‘the® structural aspectsgand
communication aspects of

- «

¢ a,

with all aspects of 1anguage (communlcation, units,*and structural systehs%

: - ) "y L . : L, .
f,Althoqu other ereatures, such as bees, uée language -as & communication

.

vehicle,"theirflanguage lacks three features which make human 1angpage

unique,‘ekpandable, and-flexible (Ervin-Tripp, 1964). These features are:
a) the combination and'recombination of a limited number of elements;'b) the

’ - - . ¢

creation of arbitrary meaning for an event according to social agreement,jﬂh&
“, . . N . - .

c) the reference to past objects or events and to abstract concepts.
- - .

,\The first feature, combination and recombination of elements, allows

humans to create spuﬁgs, words, and grammatical parts according to rules.
o * B L . ’

For éxample, -we are the only creatures who can compose sentences that have’

.
»

never been uttered before. The .second and third f%atures allow us to invent

.

44 g °
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-’ﬂ\ . new terms or invest new‘meaning to. old terms which are accepted by ; Ce

ey
.

various .social groups. For example, with the advent of space exploration,,

all language communities (e By English Russian) invented new voeabulary

~

-~ e -

to explain the event. Becapse of feature three, language-communities were,

abl& to speaﬁ Q;,the space evehits which were occurring in distant-placgs

, , . _ ‘-
and which were not always tangible. -Unlike lower animal communication,

-~

human'communication cin function both concretely and abstractly in“ehe

present, past, or futute tenses. i -
L - ' . e . ) . - .
La a o : ) -
nguage Units o . _ . ‘
. . Ihe‘structural linguist analyzes ‘language into dts basiclcomponents.

a4

' élthough there is consideneble disagreement over what the units are, two "

- . - .
¢ s

types of units receive‘the ‘most attention—dphonemes and morphemesi

.
- . - ? ]

.
Phonemes. These units have: been characterized as. bundles of mutually T
H] . ‘ .
exclusiVe,sounds (Hamp, 1967). They have o o LT,
B Rk « + MO intrinsic meaning of their éwn; ‘they. are ..,
. e merely the smallest contrasted units- that _ Ce . !
N " canhe isdldted’ in a stream of speech, o : -

'“lhey may be likened to bricks which, - - St
‘ though each as its own coldg, consistency, o
R : and characte?, may be put together ‘to build

o . a wall‘ a sewer, .a well, and even a statue (p. 12)

)»

The notion of bundles of sounds was explained by DeCecco (1968) as he notedhx,

that in. English p_has four soun

words like peace, an u reat d R,occurs'”;,,,."'
in words such as spit an Sspdn, an exploded T £
B occurs: in a word like cup; -and a glottalized * ' ‘
© " ..p is heard when we say the word peace immediately ’
: after we have taﬁen a drink of water (p. 370).

’ 1 7‘” ,/.l o ~ ) - LT - . .r
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’

- ° . "o . LI . <

. . - . : . \
» - a

_ . Each of these.R sounds is distinct but in English we havé bundled these

e S sounds together into one phoneme for p, That is, we recognize all faqur «

sounds as variants, of p, ‘All known languages use between.lZ and 80

. phonemes and in English (depending on dialect) we use betWeen 40" to . 45,

[

However, nine English phonemes account for 50 percent of the spoken
\ .

.
.. C A '
. -

language.' ey t e :
'- . had o f." .l ’ ’ - A l | . : ° i ‘
Morphemes. These units are made of phonémes and, convey meaning.

) , Carroll (l§§4) noted that morphemes occur in many.forms but cannot be, =~ \e
divided into two or more forms. _Carroll used the following examples:
; . ‘ In the words houselight‘and“unreconstructed, the morphemes were house, ' f';
light un, re, construct, and ed There are two types of morphemes: ! ) -%E%:

©

free-form which can stand along (e. 8., fish gold "and goldfish); and-a

. bound-form,-which cannot stand.alone (e,g.,~un, struct, and con).

Generally, freerforms are words, but not all words are free-form. For

-

¢ .

example}: 'the" is a ‘word, but it cannot ‘stand alone. Also, "the door" is

not a single wofd but‘it is a free form. . | ST

Traditionally, linguists examined how morphemes combine in varlous

o

ways CO pgpduCe a §yntax g% the language."By studying such rules, the
ﬁ% .

3 linguist strove to describe the basic structure of the language. Currently,

however linguistic theory sees a very different felationship betWeen

basic language structure and grammar, as can be seen in the following

discussiOn of-the structural system.




v “l

. . . . .

Language as a Structural ystem

" Modérn linguists and psycholinguists no- longer analyze® language in
\

- its consti%utent parts, because this type of analysis obscures aspects of
- _'m

}he language.u“Native speakers for example, can understand relationships
- *t *

between sentenges qnilb may be quite different in structurh. Gleason (1965)

A ) >

noted that natiVe speakers will match the following se%Eences with little

dlfficulty and in the same way as other native speakersu
it . . * 4 . N

. . . :
» - "

t

"How are you°h

4 oy
l

What is your name°
- ~

\

~  Did you go to the movie°

What time is it®

[ -~

-

My name is Tom.
e
It is five o'clock.
: B -

I am feeling fine.~

I went ‘to the movie.

3 k_‘.’«‘ *
\“m

. " ' . N, . .: N
The relationship of. these sentences depends more pon grammar than on meaning.

Ve

.5

These sentences are&;elated by-rules\called transformations:ﬁtAll the frules
' . ' - -~ . o \

or transformations for the English language 1ink together large sets f

) 4 .“’ . ’ -

“"A, ‘ : d . ‘ .

sentences. . .

\
.
o . . ’

, The idea of a transtraational’grammar_was proposed by N. Chomsky (1957),

who t?i&d.to explain why native speakers are Lble td sueak sentences they
JoE L - o _ SRR . L |
'}haYe.never'seen or heard spoken.. Transformational grammar assumes language
' \ » : @
he, formation and comprehension of .

s a system of rules that makes' possible

language. Knowledge of the languagé is

.

sed on the intuitive mastery of the

rules.. These rules are‘used at all levels| of -language productionr the -

k

(morphemes), the - linking of words into phr ses, and ‘the linking of phrases

into sentences.




?

(”The permit is dated. for 1975 "), or as a verb ("Permiu me te’ help. .

e

Ead

“amd reading instruction_may'not be aSzrelated as desired. Indeed, the premise‘jé

~on which the literature search of the Right-to-Read nrogram is based has been

First, observations concern1ng the readinp process can be ordered SO as to

components. Second, what is_scientifically known can beldistingulshed from .

Langdage can be destribed as a set df_rules for p1acingfwords into

noun. phrases, verbs, auxiliaries, and predicate phrases. There are rules,
productive rules, which determine changing active sentences into negative -
. . . »‘V NG

sentences. There are rules for determining~when to use arword as a.noun%_
A Y j':' - el

Which rules we use depend on what meaning we wish to convey. iAS Dember and

w . \\',

Jenkins (1970) contended ". . 1anguage is computed' rgther than 'stored!

and this is what accountSvfor our tremendous capaclty to‘utter novel but

o o R (- .

appropriate sentences and to undefstgnd new sentences when we hear them

(p. 463)." @

. ) - . . v .

\ N ) SRR . ~'¢/ . C.
Mod“ls*oﬁ.Reading,Acqulsition

hCH
L
S

e

As noted iv{ Chapter 1, reading is a complex process involving the

syntheses .of many skills. Because of its complexity, many researchers have

] N o“
.

attempted to show the components of the process ‘more c1ear1y by bulldlng
o LY

reading'models. Kingston (1966) noted that since the exact components of jﬁ

* L.

the reading process are undecided the model approach has two advané%ges

v
> 0
. ©

perm1t an undenstanding of under1ying re1atiQnships between the various -

LI °
hd . L N - . . . Py
G . -

o -~ : . -
what is inferred or be1ieved"that-is, reading models function'not only as a

i

gethod of specifying the components of -the reading activity, but also as a . b;

] - . 3

techn1que for generating teStable hypotheses.

2 . . . R

. ” | :2(] fu.& L : 5§
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The current instructional methods are probably . ‘ / : !
Al not much inferior- to the methods we.shall ' /o
- develop as we learn more about. learning to // o "%b
ead So many instructional methods have been /o

wgreat gain, either by chance or design. What : -
will ‘\make a difference is an understanding B _
of the reading process (p. vii). ,k . [ *

'

No atte pt will be made 13 this section, therefore, o%ﬁr

%sgribe exact

is more important at this .point to develOp the understandin

elements—-cogni ive, perceptual affective, 1inguistic and %s——involVed-

rs 4

.

" in this complex process before-we can totally~integrate ‘the

practice.

" be discussed separately. ° . B} o - " " P f&fs.'
& S S o L . .
\ iDevelOpméntﬁl Models I
) . ‘ ' . N . " X RTINS . -
.- Behaviorist Models1 Although behaviorism .has been under considerable

attack by psycholinguistB a d cognitive psychologists behaviorists are

cqnvinced that learning is a unction of conditioning Accordingly, they o 7]
N . ' ‘

assert that principles such as 2 critical period for l:éining' o read"f re

ir;elevant. A teacher may build 0 the child S'existiﬁ anguage skil}s so

: ”Ms
as to include reading at any point D utilizing reinforcement processes in,

sequential steps’ in order to help ‘the \child learn new generalizatlonsa- _ o

. : ‘ & 20

e




= discfiminations, and mediating responses. Staats. (1964) recomme ded ,that

., reading be taught earlier in the edypcative prdcess, but developed gradually _

through the primary grades by:a series'of small steps. Staats (1964) .

-' : ‘ \l
experlmentéd with the type of reinforcements which are needed to.iacilltate

A
e« - #o
., the learning—to—read process. He found that extrinsic rewards such as - \\\

o

% candy or tokens were necessary to entice three—year—olds.to participate in .7

. o &
., ' reading programs. On the other hand Harlow (1965) concluded from his
E studies on curiosity that intfinsic rewards are more effectlve for school

. . »

learning. - To incorporate these two findings, Bloom™ (1971) suggested that

s contiﬁuous,extrinsic reinforcement be used in the early stages\bf»learning.
.Q‘ A ’ K2 :‘ : S ‘ ) N . “ - ""/
+ to read and gradually replaced by intermitt®ht use of the extringic reward. .
until'readingfacéhi{es intrinsic reward:value.- Regardless of\the schedule

of‘reinforcement'uSedA all investigators emphasizeA;hat “the students o

*

Y . - |

LR

' 4 ..

1ndividual differences in reinforcement\be considéred.
The structure of the reading matériaf is also important in this model.

It is possible through manipulating the material to evoke the proper responses.‘

o

nMaterial should be ordered from the: s1mplest to the most complex., F1rst,

,"(I .
the®* discr1mination of 1ndividual letters must be accompllshed followedvby o
- .
the mastery of words, phrases, and sentences., Under th1s system, the teacher

. - must have complete khowledge of the child s skills at all p01nts in the

v . ‘readimp program, as well as behavioral goals which the*child is to master.

©
-

Carroll“Cl970) asserted that- a child must know the language ‘he s going

" 'to read and must be able to reason and think about what he- reads. Such a

language.requirement implies‘that a child who doesn t have-a fluent grasp of‘thg_

language to be used in the reading program must ‘either be taught the language'~

. . ) v ) )
. “
. .
L . .
,221%-3 i - .
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'

o

_reasoning pow#rs are challenged by these materials.
. /- _- '..

. .

tiNativistdc Models. These models place heavy emphasis on tfie notion. af

.o -

or the reading material must use the child's language (or dialect) , . -
Carroll svsecond requirement, reasoning, requires that the material. to be

read conveySQinformation which is to be processed and acted upon. Since

L 2

operant materials aretusually programmed, it is easf to incorporate activity on
. S . . . . . N » o,
the'part of the 1earner. It appears that, although the~behaviona1 model

has not been able to totally meet the challenges posed by psycholinguists,\

.

this model ha; potential applications to reading, provided that' a) goals‘

‘are clearly sfecified b) the materials are meaningful, and c) the child' s

-
.

L]

. . B o \. . I
According*tq enneberg (1969), the most critical periods for cognitive devel— N

opment occur_ietween the .ages of eight months to four years. If the contention

' that—there is a dirﬁct relatiOnship beuween a child s lapguage and his'

acquisition of_reading }Carroll 1970 Downing, 1969 Gibson, 1970 Kagan,
: i
'970) is correct, then deficiencies in language development would ‘result in

- o

fa tie
reading deficiencies. Therefore, early intervention programs involving .

—— Y e

© i

language are critfcal for chiLdren who do not receive adequate language training

- . 1

in the theireearly yeass,

’

wthehcritical period may have different consequences or novconsequences before

Current programs in language intervention geherally begin with children

. who are’four—Years—old Since’thencritical period for‘language development is L

-
\

before this age, these programs are not reaching children during the time of the

maximum language_growth period; As Scott (1968) noted, experiencis necessary during

V]
L}

; /.
and after the critical period.




h AlthOuah the-uatlvistic modelers dofnot‘spec fy the type‘df‘intorvvntlon

prorrams to tmp]ement extrapojntlons.from;yhé teory would Endicate that

-

natuf’l-language enviropments Iike those exper iced in the‘home would be
5. B
most desirable. Programs. such as theéBereiter and Engelmann approach which ..

only induce artificial language, have been criticized ' For example, Moskovitz (1968)

N R i ‘4"1";: @ -
asserted that the Bereiter—Engelmann progtaﬁ:neither'conceives of language

as a communication.prboess nor. considers t?e‘relationship betwéen language
. < - :

BRI . . - ~

.
- . +

and thOught. o

. N . o _;‘.3_. - . s ) . ‘
Cogpitive Models. Piaget is one bf the leading develdpmental—cognitlve uljv. '

>

::,.

theorists. He suggested that abstract symbols such as those used in reading L, .
are meaningless to children unless they have “had many concrete experiences. =eI

~ . ,
For the young child thlnking abOut the multidimensional aspects of events .

w .

and objects is a Very difficult progess, especially the notion that labels-.

.o +

fre names for classes, not single objects. Keasoning abilities develop- slowly.”

\‘

»and according to Piaget new-experiénces ‘cannot be assimilated until the child

\has the" requisite cognitive expetienoes*or cognitive structures. This theory

B ense of learning ohonemebgragheme

l

would suggest that reading in th

However g{fhis does noE\imply that the child

it does imply that given a "'good environment
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-~ involving thinking. Since reading is an abstract ‘way to, represent thinking, .

c¢hildren provided with expgriences.which challenge their thinking will

nrobnhly not find learning to read such a' tedious or anxiety-producing

. ¢ o . IR

. process. The implication is that;reading dhould‘be introducedfgradually

. : . . . B . . > .
. and naturally as'a tool to aid thinkiﬁgiand communication. "In tHis respect,
.' . . ;‘g
there is a parallel between learning language and learning to read” (Athey,

~

12710 ». QG) Séveral schools have developed this parallel and use an

0 i Y N . Y - ‘
integrated day,approach that involveées both reading and.language.

- 'i

Piagetian theorists often discuss the problem of developing fh% proper

,"

enriched environment. for young children. Krech (l969) concluded that

-

language behavior must be included in any program for" developing an enriched
. ‘e *

environment. For this ‘reason, he encourages educators to turn to the

N t 3

psycholingui t and cognitive psycholog1st for\guidance in designing early

' v\,',,’

childhood enrichment programs.. In other words the activities develqpe& o

~in the earlytchildhood programs have direct bearing on later read}ng instrqetion.

’

Reading is a cognitive activity 1nvolving a search for information and meaning.

-

~

The child who has developed the necessary cognitive structures will perceiVe"

B

reading as a tool to acquire new information.. This perception can be ﬁostered by i

'developing language competency as well as cognitive competency. ' TRe critical
‘-c\.

issue then is this: how the young child can best spend his early years”- . ' ’ "

.. . \ /

It ‘may be possible by programming and repetition to induce recognition of

. . ¢

'printed symbols which will give a semblance ‘of "reading,? but until_the child -
s . ’ T I'd
. can understand what is read,_this semblance is'only verbalization.

g

Psycholinguistic Models e e _ :l 3 <E.

o

' PhonologicalvModels.: These\models'postulate that there is a\natural

7. P ‘ ’ - 24 v ’ ’




" o o L L .- ) ,‘
order for the emergence of s0unds'&nd th1s order is. found in all 1anguage
. ‘*. 5 ‘.~~

6Jakobs0n, 1968) Furthermore, difficult phonemes are rare and” eveﬂ non-

'~éxistent in many languages (McNeill 1968) < Na such corre&éondence exists
v B K
*' : ~ in Engli between frequency and difficulty. COmmon”words such as "the,_ .

. ’ -

e "here,".and there often poSe considerable diff1culty for many children
If we accept the premise that reading materials sh0uld be based on’ the

language which is familiar to the child, then beginning reading should examine.

. . 1

the phonemic pattern of the~beginning reader;~_Thus, d1ff1cult or.nonex1stent

" phonemes may~be-postponed.

T

"Syntactic Models. Syntactic models 1nvolve both the conceots of o .

i

o3

» 7 .+ surface and deep structure. In the study Of readingh the emphasis on deep

2y ._«__ .

structure gives rise to increased emphasla on‘reading fpr meaning Smith

ma ing use.of'information.from o

-

both the surface and deep structural levels

¥

. (1971) proposed possible processes which are

anguage. In his;model,.Smith

reading.v He pointed Out that beginning readu gcis characteriged by mediated

¢ N

orocessing, whereéibfluent reading 15 char

- ‘ that a pupil can t ‘be’ told what is-a di

for himself, eithervconsciously or unc:

2
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AlthOuph the 1dem/(t{y of, a distinctiwve feature is stili not c1ear1y '

~known, _many believe that it is the discrimination of- such features which
4‘permits a reduction in the number of a1ternative 1etters or words, that a
configuration mlght ‘be. ,In mediated word identiflcation, the beginnlng

co 'reader must first'discriminate for himself the distinctive features of
: . h. ’

: 1etters,fandithen build to word identification. This building process =+
involves the formation of categories. "Each category is specified cog-

' nitively (in the minds of the readEr) by descriptions'that’determine which
configuration may be allocated to‘that category (Smith,'1§71, p. 7)."°
_ These descriptions are called feature.lists; In immediate identification,

the reader has feature 1ists.that permit allocation of a configuration to

. o ‘Q\ . » . s

a named word category: However, in the absense of feature lists, mediated

processing builds the-word category (and word name) through, procedures_ .

a

utilizing 1etter feature lists (e.g., sounds)

~

. ’ b1na11y, there is a distinction between immediate and»mediated »

compréhension in’Smith's mode1. Mediatea comprehension is through identi~ ’

fication of ind1vidua1 words. On the other hand, immediate.comprehension"

- depends not only on immediate word 1dentification, but also on the knowledge

.

the reader has built up during his reading experience of the pattern of words
and letters. If this knowledge is not.mastered,_mediated comprehension must

__occur-and the reade; can'still not~be charaCterized as'fluent. ‘Fluent readers

»
o - -

must process the surface structure and assimilate the content into previously - SR

accumuiated experlences, Genera11y, the actual words used are not retained
in long—termememory, but the meaning is. Instructional methods which emphasize

’word and letter identification to thelexclusion of meaning areé?issing ‘bez

3 ) . P o
. i . . . : R B
2 . . i 2 . -
2 . . A
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- N . &

point, which is this the fluent reader learns t&.read with a m1nimum
of visual information frdm which to reconstruct the meaning. - e
] .

b

Although the processes by whith immediate meaning-identification is -~

accomplished are not completely understood, two points may be made. First§
) N . . - . i < *+ {
, flnent readers use mediated meaning identification when the material being
. ' I . o . r~

read isfunfamiliar or difficult% That,is, they identify and repeat

individual words', sometimes aloud in order to recomstruct meaning This

- . 3 @

ls what the noor reader does all the time, either because the material)ls

t

too dlfficult or because he does not- have the background to make the Lessage

.meanﬁngful. Second, reading, likedany other process,.becomes proficient —r

?‘ - .
4

withvpractice. As Smitu uOtEd'. - N
' Learning to read is akin to'any other - / . ' '( . j
skill; there are perhaps some specialized |, .
. exercises that one can undértgke to-irom o »
i ‘out particular difficulties,, but there is . .
i " no substitute for engaging in the activity,
: itself.. Reading involves_ looking for
significant differences 16 the.visual " ) .
i #configuration to ellminate alternatives, .
and knowledge can be acquired of thé™. . > *
differences that are significang ogly “hrgugh oo
- 3 .experience . s . .7 It has to be?acqulred » :
- the major contributions that the teacher ' N
can make are to provide~ 1nformation, feedback,
\ ﬁ; and end0uragement (Smlth, 1971, p. 209).

3 : . -

s Since the syntactic models emphasize meaning, grammatical conceptsqmust

.

"be inclnded.in:their models of reading; The child whose language has a
different ‘grammatical structure will experience difficulty understanding a

passage with uﬁfamlllar structures unless he has experienced similar

: structuresfin the speech of "adults around him. Although written passages of

an'idea\are structured differently than the same idea conveyed in speech, there

-

) 28
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3

‘ar”many points of similarity. For exemple, the speech heard in middle-
class homes anQﬁthe reading material encountered in the school ‘are highly
similar. The child is able to capitalize on these sinilarities as he.begins
to process into a deep structure. €hildren coming from homes where an
English dialect is spoken neeg seyeral years in experiencing standard English
before beginning to read. %ﬁise models do not assert that the child‘needs to
. ' N . . B : » :
speak standard English, only that he* can uﬁderstand Bpeech‘i this mold; ‘ )."
Further, this does not imply that children_speaking a dialect should be made |

N

to feel inferior by correcting their speech Thte theories only imply that . .

[N

standard English needs to be understood and processed

Semantic Models.i Semantic models deal with the readers use of context
clues to derive méaning from the printed word. Goodman1(1970)'asserted that .
grammatical constraints of the language

[ .

and their knowledge of word meaning to reduce’ the probable alternatives of

“readers use their knowledge of the

" what.follows next inh the passage. Again, this.implies'that the readers

must have experience not only with the language in print, but also in everyday

|
life. For, Example, poor readers sﬁumble over phrases such as "Once upoﬁ?a
- . )

time" which should trlgger immedlate meaning. . _' L e

-~

Goodman (1970) has analyzed the kinds of errors readers make when‘attacking
 material which is slightly.difficult. He found that not alt "errors" should

¢ .

be regarded as not knowing: something or as being careless. Many so-called .

" errors are really processing deviations. Children should be encouraged to fofm:

'»hypotheses based on. the structure and content of a passage a?d to use visual
L M R
cues to test the accuracy of these hypotheses. VI the child is reading for

meahingo then the passage will provide corrective feedback by indicating-when

.‘Q




.a sentence is mmaningless. Conversely, the child reading solely fo?™

'identification of words.will proceed reading through‘a passage without

Y
: . -
3 . . .

realizing that what he is reading is, nonsense. A ' « .
- . i"._‘ - . . N ' A . )
Goodman suggested that the child may learn about language knowledge -

through word games® which rehuire using clues and meanings tx predict words

i ‘that are next in context. For example, the child might be given the

©
. .

’ a

beginning of a sentence and asked to complete the sentence‘in as many ways

as'pessible. Or; the child,mignt be given a sentence in"a paragnaph with
a word missing and asked to supply the missing ‘word. Thay need to be o
taught to search the sufrounding sentences for clues to the missing word .

The first clue to look for may be -the tense in vhich the total passage is
- . * " & - . }
. yritten. The child would continue his search until he was able to deterpine

“

the correct word. This technique could be used with various aged children

and with materials of increasing‘diffidulty. ' : g o £
. . I ] .

Information-Processing Models ‘

P

Information processing models have provided many useful concepts in the

’ study of reading. These models have contributed the concepts of bits or
chunks which is a group of stihuli (e.g., lines, letters, words).: Probably,

. thewcontent of a chunk will vary according to the learner's stage &f to.

. . . v °

© . ~ development (Furukawa & Sunshine, 1974). In addition to the notion of chynk

I4 B - N
‘the concept of redundancy is important in this model: Since there is more

*

* information in“the message (oral‘or'written) than is really necessary for ™

comprehension, the message must be'broken down into relevant and drrelevant
B Iz . ’ . ) . _ ‘_ LT e s .
. stimuli. Thig‘suggests that children should“Lqi? for semantic and syntactic = = ¢

-

1

g .
‘help reduce the. numbex o£

o . ®

‘?atterns, as well ‘as visual patterns, which wil

° N
- .
L

Lo I T B '
N - \

we
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Y

dfternatives. These patterns-involve redundancy, in'that not all ofﬂtho.
Lnformation.from the three: patterns.is.necessary for meanihp For example,
glven the beginning of a senténce on’ the bottom of a-page. such as "The . -
boy did nqt, know how to\do.his home-- &:it is easy to complete the sentence,
by relying on either semantic or. syntactic or visual information. The

reader can turn the page and rely on viSuai information; the reader can

rely on syntactic clues by supplying endings which are compound nouns

beginning with the word "home;" or the reader can rET?\gn semantic information/’

»

!

which.dictates the ktnd of "home--" that one does not know how to do. All'

-
-

-of these sources of 1nformation provide overlapping information (i e.,

'

redundant.information.) Fluept readers make_use of all the sources of

information, more so than less fluent readersq
Summary » ; '
‘. . . . 2 .
] Even a cursory examinztion of tuc models presented here reveals that
\ N - . .
there are many views .of reading acquisition._ AlthOUgh each,orientation is
based upon a different psychological'and»educational vieﬁpoint, each.advocates

-

definite but often different implications for the teacning of reading Because~

of these differences, it is impossible to develop one sure cureﬂfor all readlng

problems.  In general the teacher musﬁ decide upon an. orientation (madel °

. or congruent, models) and followlthe implied teaching route.‘

>
<
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' ~ . Section IR}, Practical Implications : C
i \ ] T

e
Ao
d‘;‘\

- The models and research ment&qxed in the prior chapterS‘suggest some'

practical impIications for instrucciosﬁe

t',,

= . may be cOntradictory,\a number of comma

Although present findings often

ielements can be deduced which should

R

b be considered in the developmenf of the total reading program. It is

-

important to note that there is no one method which will contain all*the'

* p

important elements; therefore, the “total program Glll need to include

‘I ;\"

various methods during differene developmental reading stages and for different .

-
1 h

- children. The teache;,ﬁ&ll nakd§to consider the tollowing eiéhents when -

. planning“the classroom reading,program.r | . C

. . . . . . B
. o . e
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- ) The Elements of Reading Progress

[
e

-

. L . ‘ ‘ ; ;‘;'?‘?« B .
L , ' 1. Forcing the Reader. Anyone trying to force young children through

a rigidly prescribed reading routine'ogten‘will frustrate himself and the -

children. When children are released from such restricted.teaching practices;g;

>

© ' . e a” L .
. _they‘often learn: to read more easily. For example, although most children in
o, o o A L ‘0.‘ .
the elementary school learn to read at some level, some, despite all efforts, .
’ i \ ' ’ : N

1 . o -

qever read more than ‘at a minimal level. These same children, however,‘may.
"% .be able to read‘material that interests;them (e. ;% comic ooks) ama21ngly ) .
- N N ‘ )
. ‘well. In ‘general, young children learn to read without priessure and over-

. structured instruction. This does not mean a structured program is not ‘*\v///(//
f .

useful but a prdgram which insists’that all children must go through a

S //?rescribed series of minute steps, all at.the same time,.may prove de imental
tcj some individuals. L, el ‘
g o - L] - - L 0
. . For an instructional program'to be sucgessful, it must/égzbunt for the

N . *

individual s level of coguitive dévelopment by adjusti?g the degree of abstraction

~ necessary in encountering the writing system. ,Some;child!en initi ly will

require that the teacher record‘their personal experiences in print as a .

[Ty

means of developing the notion that writing represents speech. Later emphasi%‘

.o

. omn sound-letter correspondences may be introduced be;t to some children by
) using familiar concrete objects with initial sounds that correspond with
man1pulative letters that gan be used to build words. On the.other hand";

more advanced youngsters can use spelling-pattern/sound—pattern correspondence
-~ . ‘ ¥ o

using familiar vocabulary. When determining which method to use with an _ '
\ - i 13 TS
individual reader, ‘it is important to remember thdat the act of decoding, :

.
“

requires the child to. use reversible operations and to r'eorganize the incoming. L

Vo320




. . . - ‘ .
L ?’ . l ) N . . . l 3 - " ' : ;
 written stimuli. Therefore, if?a-reader is to be successful with a spelling-

sound decoding technique, he must be able to use the processes or operations

5

of analysis, reorganiﬂation, and synthesis of decoding units (except for

decoda.g.eyphasis on-sight vocabulary). Only children-in the Piagetian.

concrete operation stage can use such processes. The concrete operations .
i3 - ’ . . : o \ \\

stage generally is reached by the age of six or seven. Perhaps for many

rchildren, formal reading instruction %ith a decoding\emphasis (other than sight -
: %

%a
-

vocabulary) could be postponed until the child can use the required operations.

A consistent finding from the research by Piaget and his followers is

that we carnnot accelerate the chi1d into various mental stage 'This same .‘ ‘Si

;generalqzation can be applied to reading.. We cannot accelerate reading

) )

‘ progress by over-emphasis. ‘It appears at this time thae we cannot train
chi1dren to perform decofing tasks by using diagnostis and. prescriptive

cu'!-alls. Although Wwe can diagnose tha% a child may be defici\nt in certain
- ! N
operations, .such as' matching: or sorting, researchers believe that a child who .’

- iggmot cognltﬂvely ready to perfo?ﬂ such tasks cannot be trained to do so.- : “,i

t
<

1Thg Piagetian research does not indicate, however! that children’ under six canmot
B . . ' ., v ' . . T ) PO . ' s
learn to read. But, two speculations concerning early redders can be made:
oo o - _ o .
(1) early readers?possess the mental operations associated with the concrete

stage ofvdevelopment; and (2) trainingfprocedures (diagnosticiprescriptions

for skill weaknesses) may help early rpaders or anylrEader,Jbut'onlyxif the

.o "-‘:‘?.%?.«

a

child is cognitively ready‘and merely needs the.training experiences.
: : ' . . ~ o ~—
In summary, it is important‘to remember that learning to read should be

[
i

an, enjoyable, not anbonerous task in which teachers and parents apply intense

'pressure,»»As,Gibsonh(1970) noted, "Reading shou1d be a consummatory activity

N N \\
¢ Lt : ’ o . .

» ! : . o .' . .
. : 3 ‘1
: : .
. . e .
.
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Yooy ' g °
that functions\as its own incentive and reward because of the appeal pf the
information,tO'be picked‘up . . finding an answer to'a'prfcticalfquestion~-
L . N® - q
can do this (p. 5)." As the individual confronts the reading task, his

Al

,motivatlons should be persistent. Generally, an emphasis on the total
language arts area (listening, spelling, and writing) will help to develop

and malntain an interest in reading language learning. It may well be that

J
we are taking away Valuable time from other learning activities which’ will

contribute to the reading language experience by making the young Chlld ‘'spend
one to’ tno hours each day in learning to break the code. Such practiges need

. ., X N . . - '. oo . ' :
serious evaluation. o . ’ ' ’ ‘*}.
i+ * h‘ r‘ .

% , - v - - :
lddeveloped‘cognitive

2,4 Develop;ng the Cog;itive Structure. A

Y

structure is absolutely necessary "if one is to read for meaning A w1de

\ o - . ': ,qﬁ .
variety of experiences 15 helpful SinCe ‘the young child is an assimilatoﬂ of
w : o
: fthe informatjion arOUnd him, he constantly questions, explores, and translates
A} [

meaﬂing. The teacher can channel these interests during\this period of the
. [ (
child 5 life by using'many concrete experiences with the child There'are
\
other media bes1des the printed media which can help the young chlld to acquire‘

knowledge at h1s own pace.,’ Television programs, video—tapes, demonstrations,

-~y

oand field trlpﬁ a11 can provide information and hold the cﬁild s 1nterest.

-

These media can provide experiences in Qbserving and relating spoken material,

. N A 3
to action. Furthermore, story- telling or verbal ;elaying of information

L4 -

_offers the child experience in developing a topic, in hear1ng and speaklng the
'language and'its'transformations, and in.developing images. These media can
be.used in any suhject area to.develop knowledge and the child?s cog;itive ’
struct;re. - o a

»




3. Relating Sight Words, Phonics, and Spelling to Reading. These . ;

related elements are important aSpects of learning té read but not

‘necessarily important components of the total reading program .of instruction

-
A -

‘Word recognition can be taught directly through- drill and practice, but it

'™

also can'be taught indirectly. For example, eVen the young child likes to
N ’
read road signs.f If name tags or ,signs are placed on Iifrs within the
<4 B

classroom,.children quite willingly associate the printed symbol with the_

articie. Pupils will be more motivated to play such reading games than

N .”,'

participate in word drilla. R G I

S Phonics appears to be most helpful to persons who already read, rather -

%

- than to one who is beginning to read. Furthermore, the child's inability to

N 4

grasp the numerous phoneqic rules . easily needs.to be considered These are

two. good reasons for postponing the teaching of visual phonics until after -
Y 7
the child has begun to read. The second or third year of~ school might be

‘an appropriate time to begin visual phonics (opi‘;ons vary) Because we know.
‘»more about the teﬁching of phonics than many other teaching techniques,

teachers dq%o are able to reach their objectives efficiently. HOWever, phonics
: o

-

should not be confused with reading,,but should be considered an aid for the

. more advanced reader Phonics is useful in all lgnguage arfs——spelling,

3

Yritingj gnd speaking. Its function should-neither be restricted to reading
" nor should it interfere with the’teaching of initial reading skills
'Di Vesta (1974) suggested that ﬂhonics be taught as a part of spelling

By combining the two, the teacher can make the best use of the linguist s

contribution to the understanding of word c0nstruction. .Charactezistics of
1ettems and words can be elucidated for quick recognition. However, when
) . o i, —

35
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S .\'

» | . . o
. .

phonics is included in reading, the learner's task is complicated.

- 4

In summary, a system for word recognition must be developed for use

o

-throughout dﬁé‘é lifetime. From the earliest stage of learning to read, the

i child“shouldalearn thatlwords can be decoded by the use of many cIUes--
. . _ . \ ) . ) . L3

picture, context,#structure, phonics, ahd\by being told. The use. of these
B R - A . X B

P . : 5 . ) . : .
clues must “be combined into a workable word study strategy. . Yuch a strategy

cannot be segmented and practiced as-a series of separate skills. On the

contrary, thL—skifls should be practiced and integrated as a total lifetime.' #

- sttategya .. ) - D @_ T A . oo

‘ . _ » ‘ - o ‘ : .
4. Developing Comprehension Processes. The comprehension of speech

. — . . g

_*”"of written‘material involves the use of language and thpught-:language which

1nvolves the combination of words into structured sentences to express. ideas
R .
and the combination of sentences into paragraphs to express related ideas -

_.._.__"

" and thoughts. The child cognitively manipulates the ideas ‘he reads based

———

g ‘ on his reading or listening purpose (Ruddell 1974) ﬁooking, listening, -

speaking*“reading, and writlng all involve comprehension,\with:looking,

1istening, and speaking aspects developing before reading and writing aspects.i

_ Since the beginning reader s oral 1anguage performance is fairly good,
¢ - * .. L e

he should be led from the oral language he knows to the wribten form that he

& -

L

. ‘needs*to know. Writing shows how the oral language of a speaker can be ‘
represented. 0ne method to develop this gbtion, therlanguage -experience

- - r—

approach was suggested earlier by Huey (1908)s There is’ no one'language ‘53

approach, although, most of the language techniques involve having the child ". |

write short stories about his own experiences and, later, either read them




R deyelopment of children's'intenpretive skills and cognitive structure “to help

aloud or combine the storiesg:into books or both. This method appears to be
: - L : . . o o
a natural bridge»between the»listening-loﬂking stages of comprehension and

.

'4 the reading—writing stages gressure is reduced for the young child with
this method while meanlégff freading material writteniin the‘child's\own
language style is provided.' Also, this method frees the beginning’reader from
'depending solely on: his knowledge of sound-~ letter relationships. " He leafns |

thaﬁ he can’ begin to rely more and more on what is known as the underlyiﬁg

)
- )

: 11ngu1Stic structure._ his structure enablées the beginning reader to avoid

Gt .
' mlsreading a word sucé as“"dog "gdo " an impossible phonolog1cal

relationshlp in English ﬂﬂditionally, the child learns to realize that he

.can rely on his cumulativeAknowledge of how spoken language works to -‘ .
. . n’ B _ ' '
‘antlcipate the message of the written page. . - ' .-

e < .
To thls%point we have focused primarily on one type of meaning, relational
meaning (i. e., the mean1ng carried by the structural components that underlie

" our system of 1anguage) e must also be goncerned w1th lexical mean1ng
. ) <

4
(i e.y conceptuafization of experiences and the arbitrary labeling system that

enables us to represent these experiences) n addition, the ¢hild. must be

» *

/

able to 1nterpret informatlon at the factual level as literal ‘meaning is

derived; at the 1nterpretative level as cOntent is modified and understood

and at'the applicatlve level ds information is transformed and app11ed in new

.‘ »

31tuatlons. Comprehension at each of these levels may- be directed by speclfic

t . o

questioning, such as finding the main ldea or identifying causes and effects

as influenced by the’ individual reader's cogniqive structure. v

°© ..
A major goal in designing classroom comprehension experiences 1s the

-




\them_answer and ask questions as Well as find and prove answers.' These'_ S

-

-
-

" In br1ef, teaching children to ask questions can guide thinking through

‘'information may either answer the purposes,or initiate further questions.

'ages can be taught to comprehend at all levels of thought. The key to

_of language-influenced cognitive development:

fact or classifying~type questions. ~They found that children at all school-

" —

v

»

classroom strategies range. from focusing types, which direct attention ,

(e.g., What.problems did the Smiths have?fr to raiSing;types, which intend .

to'bbtain'information-on a'higher 1evel'(e. ., How would yod solve. the = *:
problem?). Questions can clarify information and encourage the child to

v
.

1nvolve higher th;nking processes as the why of a process is‘consldered

setting purposes which allow the reader to search for.information. This

[y

o . . ‘o
Taba (1967) helieves that the teacher, thrtugh questioning strategies,a
elaboratior* and integration of ideas:'feedback, and reinforcement, can
influenee'the critical thinking of the young child | Simllarly, Wolf Klng,
and Huch (1967) found that questitns characterized as interpreting, analyzing,

apply1ng; and evaluating'produced_higher response levels.than did specific'

- [3

comprehension is the questions raized by the .reader and the author. .

'lnvgeneral, questioning strategies play an'impontant role in five sources

S

. : '
1. Words; "invitations to form concepts" for the
. child who encounters unfamiliar labels’ and is
‘- curious about their meanings' T
. C .J)f:'-. "..3;::
2. Dialogue between child and ‘adult; a basic’ source :
of concept development apd experience orientation.' e

3. School environment, creates the need for a different ~R&X}
. ‘ functional variety and -use of language. .
« . L8 im
4. Scientific concepts; may be unique to a culture
. and conveyed verbally; ’

LR .

3‘)
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B R enhance 1ntellectual development through S
: contrast and abstraction of concepts =

»
3

fﬁ Considering Syntax. If tPeZChild'is going to learn to'read

¥

by the use of the basal reader, E child s §yntax should be ‘more carefully

considered Most basal readers contain stilted sentences that no child ’
. N E -a,,'

- would use, For. example, Shuy (19%3) noted\that research: in the oral languagaa f.;;
N ‘ « .

of ch11dren ind1cated few sentences beginning w1th prepositdonal phrases.

: L)
N Thus, a prepositional phrase at the beginning of a sentence might better be

v ) placed as part of the previOus senfence. In general, sentence patterns that (A

- are nelther “tob elementarg nor tgo'complex for the young“reader~should appeq;
v : . . B B v L . :

- in- readers.

B 3
PR “

. BT e SRRSO S v ,
Beginning readers also could be better preserited’ to ithe young child if
they would use slight"indentation on alternate lines so'as tg,help»thejreader

keep his place while.reading dﬁwn a page (Huey, 1908) A recommendation o

.

(Sunshlne, 1975) Could be made (even more strongly) to present phrases as

Vi , - \ . 4

meanlng units (e.g:,: ko the store) instead of irregular phrases (to the stoze). § |

l

. v “ b
‘. Slmilarlv, the young reader's attention is captlvated by - line drawings like N
- 3 : :
v those in comic books (Huey, 1908) : The yOu g reader is often overwhelmed ;by B

complicated pictures which do not seem to correspond to his experiences - .

¥ SRR o . . o SR co
DR (Samuels, 1973) 5 ' S RS
:’ 2w . . L . s : ,,’ . T
: A PR
v - 6. Developing Practical and Pugposeful Readlng The child is con Stantly '

g - o

K A [}

'5 o bombarded with words.and directions wh ch require the readlng of messages,

4 »

such as road signs, advertlsements, d1rections -on a pay phone, or fllllng out

.\
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k]

:,aspect of functional reading must be mastered first. For instructional

LN .. y . . 3

‘a form_for a hotel. There is no.order from easy tothardlasyfaf-as which”

purposes, specific‘levels at which survival~reading behaviorslare introduCed~

°

- reinforged, and mastered should be stated. That is, street signs could be
» -, -ﬂ")

introduced at age 6, reinforced between ages 6 to 11, and mastered at-pge 12,
]

’ For most‘students, the functional reading objectives could be met through.

the integration of the objectives into the approach presently being~taught._'

-

Specific'skills 2quld be taught’with the use of functiondl materials. For

'example, the use of the phone book c0uld be usetd in learning to alphabetize.

[y

Functional materials could prOvide the stimulus for® the language experience

approach. Another means. of incorporating the functional reading objectivés

v

“into the total program could be by using specific units which would be

developed into a set of objectives, such as'thefreading of.road,signs. Finally,

as noted in the discussion of "relating sight words, phonics, and spelling to

\

reading"'in this chapfer functional words such as table,'cabinet, or sink

could be labeled and, later, games associating the item with the label could

be played. Functional reading materials often can provide the stimulus to

) e
' develop reading skills which haJ% not been developed previously f

- _ 7. Encouraging Personalized Reading‘.° As noted in tﬂe previous sections,

_ one goal of the reading-language preéram is ta help. children learn to decode,
encode, and comprehend the written message. Another is tgzhelp them realize -

literary as well as literacy goals. To this end, reading should provide the

/ : ) : } C K .
D Y N N .

‘Child'ﬁith a means to: (l) identify similarities to. one's selffand7others
-through story characters, (2) Vent .emotions by living through a story character,

1

and (3) perceive one's inner nature’ through gaining insight about a character 8

111

o S 4o
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- » behavior. The.skills needed in the deVelopmental processes of reading are

different from those needed for information, pleasure, and -personal development.

‘.

R ‘ Most good reading selections serve many of these purposes, that is, a

a'developmental selection, may expand a child s vocabulary, add to or reinforce

. certain concepts, employ a v%riety of syntactical 6;::;?Bs, and provide
- ~
possibilities for building" comprehension.- Other selections seem to have

special capabilities in certain areas, such as development of a story character

- N

o . having.personal problems similar to the reader's. Regardless of the selection

chosen, it will not appeal to all children. Thus, a variety of materials,

= both print and non—print,‘should be utilized in any program to motivate the
0 \ ' . " ' -
child to encounter the world of the written message. R . . ”
. 2 ' '

8. Ac¢omplishing Declared Reading Goals. In the'final analysis, the

success of the reading-language program”in achieving instructional objectives

is the result of the teacher s development and implementation of instruction.

)
. +

However, the teacher must,first decide dhat to teach by examining what ‘is

. currently knoWn about the reading process (see Chapters I and II). After

-

.goals are declared, and teaching techniques for implementing the goals have

begun, the teacher must be willing to critically'enamine the effectiveness of

-

the program for all”children. Furthermore, provisions for individual children

may require a teaching approach other than that presently utilized. For

’

. example, a synthetic phonic approach used to build a word recognition system '
[y P - A}

.may be’ effective for- building decoding skills for some students, but less

effective for others, in which case a different method will need to be employed

~ Once an effective method is implemented for a given child it should be used

-~

‘ systematically and consistently. The decision as to ‘which méthod to use can . :

R 42
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.

~only be made by the classroom teacher. lt-can only be made after the careful

consideration of the instructiénal_materials»a@ailable with an underitanding °
' of the various approacidy fo,réading—language instruction, and, even more
' ) : - : . \
important, with an understanding of the reading—language processes of each

8l

child. T : .

‘No matter how different students are, the reading progfam.must have

» L]
v

- . . ’ . )
~declared, goals and objectives so that the instructional program has a purpose.

Since there is no magic for all students, a comﬁrehensive and balanced set

of goals appears sound’, “Such a program is the basis of the declared reading

~
” s Q

goals- for all students. The choice of skills fér each goal may vary éccording

to the student. 'ﬁowever, a comprehensive and balanced reading program should _

" have five major goals for developing teaching strategies and learning activities.

o

‘The five§major goals are:

7

1. UTILIZE A VARIETY OF READING MATERIALS

In tiis goal, a student identifies his own purposes for
using reading materials, and, from a wide variety of gvailable
materials, he selects those which are suitable in level of ‘
difficulty and in content. Such materials include both print
(e.g., books, newspapers, periodicals, vertical files, documents)

. and non-print (e.g., films, records, transparencigs, maps,
i globes, charts). : ’ ‘
. Vo . _ .
) . ’ ] . " . [ s _" ‘Q&' @
S 2. USE A WORD RECOGNITION SYSTEM | "

+ S . LN

The achievement of this goal enables a student to’ _ e

perform two tasks.which are basic to success in reading.
. First, he knows and can apply a system for recognizing
o unfamiliar words. Secondly, he can instantaneously and
- ’ simultaneously pronounce words and determine their meaning /////”

: ‘ in a particular context. Such a system includes authority
. (i.e., glossary, aictionary)'clues.

3




‘..

el
.

3. COMPREHEND VARIOUS-READING MATERIALS ~ : L

" To accomplish this, goal, the student must think
literally, critically, and creatlively about the intentr of
the communication. ' Thus, the student must develop a method
for using the patteyn of* thought 'in the message in order
to understand the meaning and to draw inferences. In this
process, he uses his own experiences and knowledge about
the conteht to ask a variety of questions and to find
suitable answers to these quastions. ,
oLt

“ '

"4. MEET THE READING DEMAND§ FOR FUNCTIONING IN SOCIETY

» This goal prepares the student to survive in society ~
by helping . him to cope with everyday reading experiences
o' (i.e., following directions, locating references, gaining
information,, understanding forms, and attaining personal
development). Since it establishes a minimal performance
level for.students, this goal is.of prime importance.

5. SELECT READING AS A PERSONAL' ACTIVITY .
‘ . ; S a

The essence of this goal is the student' 'personal
enjoyment and appreciation of the reading progess wheTeby
‘he can and.does read. The development of such a positive
attitude myst not be left to chance, but, instead, it must
include the continuous building of reading interest, . desire, -
and habit-as an integral part ‘of ‘all reading instruction )

throughout the State. :

»

°
.

of zourse, for each scheol system, echool, classroom, and child there will be
. . ) r C r'd ' T ,
stated goals which are more specific and indiwvdidually appropriate. All of the
- . _ . ' o o
goals will -probably be.a part of the previous stated ones. Most important to

- ®
o

remember is that regardless of the specific objective or goal to be achieved,

. the total goal-eof the reading progran, K-12, is to develop strategies for a

v .
lifetime of reading. ‘ - ' o . T

.
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