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THE RELATIONSHIP OF LINGUISTICS TO THE TEACHING OF
READING 1S DESCRIBED. FOUR MAJOR FRINCIFLES ON WHICH
LINGUISTS SEEM TO AGREE ARE OUTLINED-~(1) SPEECH IS LANGUAGE,
; WHILE FRINT IS ONLY THE REFRESENTATION OF LANGUAGE. (2)
;’ LANGUAGE IS SYSTEMATIC, NOT HAFHAZARD OR RANDOM, AND
2 CONSEQUENTLY CAN BE STUDIED IN A SYSTEMATIC FASHION. (3)
LANGUAGE 1S HABITUAL, AND ONE DEVELOFS SKILL IN A LANGUAGE BY
OPERATING WITHIN IT, NOT BY LEARNING ITS RULES. (4) THE
e TYPICAL SCHOOL-AGE CHILD HAS ALREADY MASTERED THE SOUNDS AND
3 BASIC SENTENCE FATTERNS OF HIS NATIVE LANGUAGE. THE SUCCESS "z
OF THE CRITICAL ACT OF AFFLYING THESE FRINCIFLES TO THE :
i TEACHING OF READING DEFENDS ON THE COOFERATION BETWEEN
4 LINGUISTS - AND READING SPECIALISTS. TO ILLUSTRATE THE
3 : DIFFERENCE BETWEEN THE TWO GROUFS,; THE CONTENT OF LINGUISTICS
4 MATERIALS IS CONTRASTED WITH THE CONTENT OF TYFICAL BASAL
READERS. LINGUISTS SHOULD HELF TEACHERS OF READING TO
UNDERSTAND THE STRUCTURE OF THE LANGUAGE AND HOW IT FUNCTIONS
p SO THAT THEY CAN TEACH READING MORE EFFECTIVELY. A
3 BIBLIOGRAFHY IS GIVEN. (RH)
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A Reading Specizlist Looks at Iinguistics

Robert L, Hillerich

Glenview, Illinois

Linguists are new o tha field of reading; so new, in faet, thab

Harold Allen's Readings in Aoplied English Linguistics (1)5 published in

1958, contained no ariicle on linguistic applications to the teaching of

reading, and ths 1961 X.S

Reading (2), containad no article on linguistics. From this stendpoint, it

weuld be premature--and a little foolhardy-~to condemn the linguists or the

-

016

basis of today's efforts in reading, It right be doubly foolnardy in view
of the slov progress and the limited knowledge about reading that the read-
g specialists have contrivuted, Heuse, our purpose in this article is to

analyze aid compare, to see vwhere the main-stresm of reading teaching and

REVOQ1

the linguists mizht agree or differ, t ticize either where thay deserve
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critic.sm, and maybe even to ofisr some construziive aor nenis,




SOME LINGUISTIC PRINCIPIES

As with membefs of eny young science, linguists are not in agreement
about the specifies of their field° For example, ask several linguists
how many simple vouwels there asrc in English, and you may gct ansuwers
varying from eight to tuwelve, On tha ther hand, there are certziy senere
principles about w}- linguists are in agreciento Iet's exemine four of
the major ones whileh have implications for the eaching of reeding

First is the oft repsoted poind: speech is the lenguages print is only

o
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the representation of language., This principle is not a value judgment,
indicating that the spoken word is better or more important than the printed
uord noir 3s it a quibble, trying to establish arbit trary and insignificand

definitions. I know, as you do, that a fewr reading specialists have psen

telling us for years that print is "™alk writien dowmn," but the linguists!

point goes deeper; it is anslogous to the aber/numeral distinction in math.

As educated advlis, engulfed in print, we too often bshave as if we
believe the reverse to be true, as if the spoken word were the representa-

tion of print. Otherwise how could we have newspaper colwnns like Sid

Harris!, written about a spelling-based pronunciation-="there is no fpairt

-

-

in 'irreparable,'" %,,, no !spite! in 'respite, ' etc., etc.? Or how could
ve talk aboub "silent letters®? (Aren't they all?) Or hou could we talk
about the "true" meaning of a word?

A second principle from linguistics is the point that language is

.
-

systematic; it is not haphazard or random. Because it is structured,
language canbe studied in a systematic fashion, The linzuist usually
approaches the language in terms of three levels of analysis: phonological,

norp; ~1rzical, and synbacurczl,
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Let's consider just a fewr subpoints from this principle, In terms of
phonology, the linzuist points out that English is an 2lphzbetic language as
.oppoéed to beiﬁg picitographic or J.ogograéhic. In reference to this feature,
reading specialists have carelessly called our langoage “phonstic," but in
essence both linguists and reading specialists are talki s a&bout the corres-
pondence betieen sywbol aad sound, vhebher this relationship is called
"grapheme~phoneas correspondence™ or Mlebier-sound association, The degres

3

to vhich this correspondence approzchés identity will bs discussed later,
(ol s . (Y

,

A second subpoint, as the lingnist discusses norphology and syntax,

- relates to his meening of "meaning." lYost often, vaen a inguist discussas

"meaning” he is referring 1';0 structural meening, not lexical or sem?:ntic
meaning. For example, he might be concerned, in the casé of the -s morphsns,
with its "meaning" s a clue, alen vith .s:mtas:, to the identification of a
noun. -

& third important principle, and one vhich some reading prozraws violate
thoroughly, is that language is habiinzl. That is, one develo;és skill in a
language by operating vithin it, not by talking about ’it or by Jearning rules
that supbosedly codify it, |

| Finally, ve are told by linguists that the typica:l school~age child has
already mastered the sounds and basic séntence patierns of his native-

laﬁguage. This has been researched by people like Kunt (3), Strickland (L),
O!Donnell (5), and Ioban (6_). In fact, Loban}'followed children from kinder-

garten through graie six and found "Not basic sentence pattern bul vaat is

. done to achieve flexibility within pattern proves to be 2 measure of pro-

ficiency with language at this level" (6, p. 88). In other words, youngex

. oen o LY

CotausCis Gold il ui Vi Yifferend patterns that olde - ohitiion use d, the
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difference being that the younger children did not handle as many combinations
at the szme time,

Ve -have briefly outlined four major principles on which linguists seem
to agree. I think we would find it difficult to argue with any one of them,
The eritical act, horever, is the epplication of these principles to the

eachingz of reading.. Since soms 1:‘mguists have put themselves in the position
of beconing amateur reading specialists, it behooves the reading specialist
to become an amatevr linguist. Now ié the time for both parties to do thair
homevork, In vhat ways .has .the dinguist ignored what we know about YEeasdingwe=~
or failed to apply his oin pr:n.nc:u.ples to the teaching of reading; in vhab
vays has th: reading speﬂlc.lz.st :Lgnored wiat the linguist has shown him about
lmguage--or failed to e_;; pdy existing knouledge aboat the teaching of reading?

let!s take 2 look at both.

In the {ypicel basal reading progrem we find pupil books, teacher guides, -
:;md workbooks, I:ingaistic programs--considering Merrill (7) » S.ReA, (8);
and Herper (9), as a sample~-essendi 2lly follow thls formag

The i-ferrill program by Fries begins with an alphabet book s viiich takes
ch._lare“x fram the 1eve1 of visual (JJ.S".(’L'H].“IB.'I}J.O‘I o letter nares ’oo seqv.enca
of letters in the 2lphabet. The preprimers are designed to develop mastﬁry
of five simple vowels as represented by their com TON spelling in a one
syllabie word, These are the "short" vowels to the reading teacher, or the
vowel phonemes heard in pit, pet, pat, pot, and ggj_{:.
Content ;i‘ these linguistic materials differs in several respects from

the typical basal readers, Instead of the "vocabulary control! of the basal

reader, designed to provide frequent repetition of common words and a paced

A S

introduction of new worc .. th: Ii roadstic readers provic. sl susine oo
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called a "phonemic control.® These differences in viewpoint lead Yo obvious
differences in story content in the initial books: the basal readers are
~about familiar s:.tuatlons, vritten with a limited vocabulary, The story
line is carried by picture and oral context presented by the '.b:::achere‘ The
Jinguistic books sacrifice story lins for phonenic control to arrive at
The cat can bab the pan' (7), "Nan ran to fan the man" (8), or "Pud in the
mug" (9).

L:maulst., hope to dcveloo grapher ..e-aphone:np associations i‘or the simple
vovels 1nduct1ve.l.y throuzh exposurea to consistently patterned t,ords. The
words are introduced priqr to the reading lesson, usually through a "spzll-
and-tell" techniqie (7, 8) or with the quiz-gane approach of Ginn (9).

' Hérper also uses directions such as having children find a new word spoken
by the teacher by picking thﬁ prin’r;ed wordqard "with the most letters in it.t

Basal readers bsgin with emphasis on consopants. The linguist's
emphasis on vowels may remind us of some synthetic phonics pro;rams s but I
woald not classify them in the same camp for t;-ro reasons: first, the lin-
gulst is developln,;, the vowel generalization in wao'l_e words, not in isolation
' (a'il three prograns admonish the teacher ageainst isolating souhds); secondly,
;il three lingwistic programs appear -to recognize the value of counsonant
letters, Thile S,R.A. and Merrill se=m to a2ssume an auto:_nat-ic association
for the .consonants, Rarper is specific in stating as the ",.. primary .
objective in the preprimer sizge-~-mastery of initial consonant letters in
relation to‘iI;i’cial consonant sounds® (9, pe. 22), and in providing a few
sugges‘oio_ns to he}.p_ acconplish this association.

In teaching the oraphomc units~~the "yord fzmilies"--and in placing

emphasis an sr21V4ne +he words to be read, linguists "uve oo _nog wiab vhey

-5
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consider word attack skills to be. Children are expected to use spelling or
to recognize the known graphonic unit in an unknown word and then to unlock
that word through substitution,

While we can categorically reject a s;.aelling approach to reading, sub~
ctitution exercises are contained in most basal readers., Here we musl con- _
sider why., Ina gooﬁ basal reader, substitution of consonants in known words

should be used to 2pply and to strenzthen the consonant letter~sound associa-
X N o y S

tions, In other wrds, i} is a practice activiity. Anyone who thinks he is
- . ,

developing a‘method wher'eby'- children can attack new words independently is
nisled, For example, after giving a test of nonsense syllables, (;-V-G
pattern, to first greders, I made it é. pracvice to talk m:uh them about a
few examples, I put g«é-p_ on the board, asked what they would call it, snd
then asked how they knew it was "gép." In classes vhere a synthetic progean
was 'used, children answered with the rule. In no class, however, did they

suggest that it was like top, hop, etc., even though, in one first grade

classroom, Hop on Pop was on the chalkrzil just under the written syllable.
Substitution is not a skill that leads to indepeﬁdence in word attack,

" Buphasis on considerable oral readiﬁg«;to relate priﬁt to talk--is not
new to users of basal prograns at the first grade level, However, the
linguist has added direction or purpose to this reading with his effort.to
bring t(; a consci.ous 1e;»'e1 the child's control over- the suprasegmental
phonemes-~pitch, stress, and juncture., This is important, and this is what
the good firs.t grade teacher dess intuitively vhen she says, "No, Johmny,
you didnft read that; you just said the words. Now read it the way you
would talk if you were Jack." " The g£ood f.‘ir‘st grade ieacher does nob accept

-~

"saying the right words” 1or rccding, Yet 2 conflict ev® vty with thz

-6“
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linguists in that they want skill in the suprasegmental phonemes, but they do
not want children to use semantic context in reading at this level. How can
childrerfn-or anjrone s For that matier-~arrive at proper pitch and stress levels
without using the context of what they are reading? Perhaps this is why, in
S:R.A,, after one try for expression, the teacher is told to forget it be-
cause "This is not the time to dévelop intonation of . . o expression.” (8)

The use of oral and picture context is also avoided in all three pro-
grams, In fact, Merrill has no pictx{re$ at all, S.R.A. has "decorations,"
.a;nd the Harper series has pic‘w_res which avoid giving clues o sentence
meaning.

Users of basal readers are accustomed--rightly or not--to teacher guides
which are thorough in. their directions and suggestions. The linguistic pro-
graas are mach more linu'.ted.in this respects S.R.A. is particularly linited
in suggestions, vhere directions for levels B through F indicate little more
'I'fhan the fact that these books are a continuation of the "word Jearning" in
patterns as established in the guide for level A.

Sugées’cions for interpretative skills ’c.hrou.gh discussion are practically
noﬁ«existen’c. Either the {eachsr is wmerely encouraged to develop a few good
ciues‘oions for discussion (7), or a series of factual qués-'c,ions are provided,
Vhile the lack of guidance for interpretation relates in part to the nonsen-

sical content (What can one discuss about "Nan ran a tan van®"?), another
aspect of the problem reflects the linguists! particular understanding of

the act of i'e.ading.

WHAT IS READING:
Ce Ce Fries swis it vn very well for the linguisis when he says that

"Learning to read, therefore, means developing a censiderable range of

g
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habitual responses to a specific set of patterns of graphic shapes. The

teaching of begimlifzg reading to children of four or five must be conceived
not in terms of imparting knowle—dge; but in terms of opportunities for
practice," (10, p. 121)

Fries then writes zbout the three levels of reading developnent, a
discussion which was‘pz;raph‘z'ased ‘and expanded 'by Welecubt (11). The first
level Fries calls the "transfer" stage, vhere the child learns to transfer
from the auditory signs to the visual’ signs for the language signals. This
i:e not reading in my op%.zxic.:n; it is nothing more thean making appropriate
noises in respounse to printed symbols. ‘

‘ The second stage is one in which conscious effort is no Jonger required
for transfer, and the suprasegmentels are handled appropriately. This is the
level that Flésch had supposedly ac;hieved in his femous reading of a Czech
newspaper--fluent oral reading with no understanding.

The third stage is the point at which one can use reading as a means
for acquiring ideas or experiences.

Crédit must be given to Fries for a stré\i.ghtforward definition., We
won't take the t;irae for definitions by reading specialists becaﬁse they
wouid probably represent my reading at Fries! secord stage of competence;
~ most suqh definitions hzve become so involve& that thsy make the teaching
of reading sound like a recepiacle for all mental processes.

I can accept the three stages of Fries! definition zac onic Sequence

required for the act of reading, i.e., at any level, one converts the

printed symbol to the spoken lanzuage he knows and thinks with, But unless
he reaches the level of meaning in the process, I could not accepb the act

as Fleasding,M .
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To clarify this point, lei's consider an analogy in the definition of

sound: this phenomenon is the resulbt of (1) some thing vibrating, (2) the
vibration setting v, shock waves in the air, and (3) these waves stimula’cing‘
a receiving drunm into sympathetic vibration which is converted to !sound®
theough electrical or nerve impulses. If a tuning .i‘ork is vibrated within a
vacuum jar, there is no "sound" because there is no air to be stimulated.
Then we can cox}sider the old question: if a shell, with a sound radius of
ten miles, explodes in a desert with no living creature within fifty miles,

’ is there souﬁd? Obviousiy 'éhe vibration sets off shock waves in the air,

- but our third éiement is missing: there is no receiver to convert the shock
ﬁaves into "sound" before the waves are dissipated.

By the éame tokep, ‘the a,ci.; we.call "readiné" must havé .its three ele~
ments: (1) the printed symbol (2) mst be comverted to the scunds represented
by the‘symbols (vocally or subvocally), and‘(B)ﬂth se sounds must be inter.
'f);-eted as meaningful uiierances. I've never tried it, but conceivably a
parrot could be taught to respond to a few printed symbols in terms of
appropriafe socunds., Would the linguist accept tiuis as reading at thg first
stage?

You might wonder why all this to-do about a definition. We might be
kind and say the d_e:i’init.ion is not really that -impor’f nt. However, I believe
the definition is cruciel: itls implicabions can mean success or failure i‘or.
many children in learning to "read" either by my definition or in learning

to read at the third stage of the definition of Fries.

WHAT DO V& KNOW ABOUT TEACHING READING?
We know that in traditional reading programs-we are wasting much time

al the early stages of reading. Al ‘e readiness level, we have been

-9 -
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concerned about experiences to provide referents for wrds to be read; ve
have been concerned about vocabulary development s about mental age, vision,

and gross auditory and visual discrimination. In other vords, we have greatly

underestimated five-year-olds (12, 13). Ve have underestimated them in terms

of their mastery of the launguage, the extent of their vocabularies and expe-

riences, the physicel development of their visual mechanism, and their dis-
criminating abilities, Furthermore, in agreement with linguists, reading
. readiness is not learning to "read pictures" or to see differences betueen

-

one-eared and two-eared rabbits., Reading readiness has 1o do with printed

letters ard wilh the sounds in spoken words,

Use of the alphabet b}; ]inguistg; however, is neither adequate nor
completely appropriate.- Children do not need to know the alphabet in
sequence :;Ln order to read; ‘f;hey neéd vhis only when they vant to locate a
word in an alphabetical list, such as a dictionary. (Fries recognizes this
point in his professional book ./_ZTO, Pe 12&7 but Zgnores it in his reading
progran.) Fuecthermore, children do need to distinguish letter .i‘orms from
one another, but thsy do not need to be drilled on letter names. In fact,
thefe ic .some evidence that knowledge of 1e;c,ter names interferes ﬁth v;or;'i
a;\hta.ck. This point was investigated by Muehl (24) s who found that chil_dmn
who had_leafned lstter names had to pass through the stage of naming the
Jetter before using the sound no;'mally associated with that letier., The
important le’c"cer skill at the pre-reading stage is the developnent of sound
associations for the consonants, i.e., establishing the habit of reacting
to the initial consonant b as representing "the sound heard at the beginning
of "bat." | | ' '

Another feature of icaaing re~?9ness igriored by the Lingvist hoo o

do with the use of ora!. context,s Children can be made aware of this skill

M od T e b 5 ket Dl R e PR e e e e R T s §




vhich they already possess at the oral Jevel, and they can be prepared to
transfer it to'prin%ed context, not as a means of guessing a word, but as &
tool, along with the consonant 1ettér~sound associations, to identify
printed words,

‘The linguists! emphasis on vowels instead of consonant lgtter-sound
associations 2t the initial stage is somevhat strange. Admittedly, vouels
are the most fascinating becavse they are so ineonsistent, but consonants
provide the backbone of our prinied langwage., They outnumber vowels almosb
two to one, and, becanse-théy are the most consistent, they are easiest to
develop sound associations fors OF course, if context is not to be used, the
reader must also have associations for vowels, and the graphemes must be
carefully controlled in.an artificial language as the linguist controls tﬁam,
or the reader is completely lost. 'And hergin lies a two-fold danger for the
future. The vowel generalizations that are developed hold true only 60 to
707 of the time according to Clymer (15) and Burrovs (36). In an analysis
of Fitzgerald's 2650 basic words, this writer found 125 different letter—
sound comﬁinations for the 15 vowel sounds, ‘The‘most freguently occurring
vowel sound'was:/%vg vhich represented twenty-five percent of the vowel
sbunds. This sound, of course is represented by any of the five vowels and
. by fifteen other combinations of these five letters.,

Hanﬁa (37), in his extensive conputer study of 17,000 words, ?eported
that grapheme-~phoneme correspondence was 84% consistent when the words were
analyzed.phbnéme by phonene, However, ir terms of vhole words, he found
that. the language was only L9Z consistent. 'Worse, these reports of the
inconsistencies of the vowel representations do not take frequency of use

inte cor siderations It de:iz't a<e a Iliugulot vo recsize that the most

-1]_~
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frequently used words in our language are the structure words, and that these
also conbain the most irregular vouel representations. For example, the
first five irregular words in S.R.A'., and among the first ten in Herri].’;,

are the five most frequently used words in English: I, and, the, a, to.
These five words make up about 18% of ths runuing vords in written Engli.sh.
Does it help the chi'ld for us to indicate these necessary non-conformists as
tcircle wordsf’ or "box words" as Merrill and S.R.A. do? Ve might question
the wisdom of enphasis on so blunt a 't.opl as vowels whén context and con-
sonants can get children. in’;,o neaningful materials sooner and easier,

Our own experience in comparing first graders in two school sysiems
suggests a secom veakness in a program emphasizing vowels (18)., Reading
achievement tests were é@ninis;tered at the end of first grade in the two
comparable districts. One districé had a basal reader plus a phonics pro-
gram emphasizing vowels in first grade; the obher used ‘only 2 bassl reader
emphasizing context and consonants, A significent difference in total
achievement favored the district not teaching vowels, despite the fact that
these cﬁildren were slightly lower in aptitude.- Most interesting was the
fact that the entire differcnce in achieirement vas reflec;ced in one subteste.-
the test of reading co.iprehension,

Another question about this emphasis on phonemic control is tﬁe effect
initial.consistency can have when children get to the natural langgage with
its inconsistencies, ievin (19) has suggested that children introduced to
consistent ‘p‘attei'ns initially seem to develop a "mind-set" for consistency
and to have more difficulty with the incons‘:}stencies Jater than do children
who faced wp to their natural languege from the start. Fry (20) also raised

vwid guestion in eonjunct’ . witn (Th.




© Of course, this whole euphasis on vowels and ;;honemic control gets us
back again to that difference in definition. Are we interested in reading
as m;:xking approi)riate noises, or are we interested in reading as a form of
coimmunication?

- If we consider how children learn to re recognize words, it is also
doubtful that we would begin by emphasizing the vowel in its position as the
middle letter in a trigran. In a study of cues used by children in recognize
ing words, }-Iafchban’zfs and Levin (21) found that the first letter was used
most often, then the last Ty then middle 1e* ters, and finally configuration,
Lgain the pomt is male that initial consonants offer a more valuable aid
than do the vowels, i-rhich ave most often the medial Jeuters.

Cons:.stc‘ut with the:.r definiti on, too, is the linguists! emphasis on
Jearning words, True , as Fries (22) poin‘r}s out, the lingizis‘i; is not 'word-
centered! in his spproach! by being concernzd about, how many W rds a child
knows the meaning of, 3s meny teavhers of reading seem to be. Bub- that is
no‘o the only way in vwhich r:,ad:mg can be word-centered. Unfortunately, many
basal reading prograus, emphasizing "word banks" and the like, are just as
guilty of implying that reading is merely the accumulation of words. Reading
is a skill, not an.exercise in memorizing words. The way we introduce new
vords to children reveals our view of reading. Do we introduce new words by
building all kinds of rxeanmg for those words, so children will remember them
when they come to those words in their reading? If so, then "reading® is

: A -
Wlearning wqrcis." Do we list patterns of words and tell chiidren what those
words are? Then too, "reading® is "learning words." Or do we 3.ntrodace the
_.wor'd in contevt,, ren:mfl cnildren to use the other wrds in the sentence and

only as many consonznt letiers as they rsed to identify LL.: oW w22 Then

13 - .
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reading is a skill, and the words are introduced in order to review %Lhe
skill, not to teach.th-a words, -In fact, I feel that the child who doesn'®
remember the new word ai‘fer it has been introduced may have an advaniage
because, when he cemes to it in his reading, he has still. another oppor unity

to practice this skill that we are trying to teach--a skill

o

that '.rzill_ make
him independent of “;.ntroduc:ers" of new words.‘

It would seem that elimination of the use of context and the concomitant
removal of clues to the suprasegmentaie effectively reduces the act of read-
i;zg to the reciting of x-z‘ord:.s. This forces an additional handicap on the
child: Goodman (23) found that children ab first grade level could identify
in context two-thirds of the words théy did not know vhen those words were
presented in list forme If we igﬁore contexy, and therefore also lose clues
to the suprasegmentals, we might_ jﬁst as well consider ’oﬁe words in a2 runmning

text as a horizontal word list. ”

The sacrifice of pitch, stress, and juncture to the artificial language
of the linguists has been criticized by Lefevre (2L}, who considers the
structura-l and intonational clues as the most v‘aluable aids to reading.
However, to capita]ize on the suprasegmentzls in the ma_nner‘ of f,sfevre
results in what amounis to a vhole-sentence sight approach, with remedizl

. phonics for those who don't learn to read withous teaching (25, p. 6).

To ’get to a positive view, we have been living with too many "either-or®
choices, We don't really have to make a choice between le ver~by-letter
phonics or whole-t;ord reading as Rystron implies (26); nor do we have to
choose between linguistic readers or basal readers. Linguistics is not a

method of teaching reading; it is a field of study from which we should be

able .o draw, just as we have drouu Jica bhe Sield of psycholozy. We should

-1l -

AL Sk T S, » s e > Ll A, sy O N SR S L P oty Rl eminer TSRS AAL,




[4

be seeking communication between the two fields, not replacement of one |
vith the other. -

| Our language is made up of phonemes, combined as mofphemes s which are
then woven into various syntactical patterns to express ideas. Even though
the smallest units of the language are represented by graphemes, the reader
does not need o pie.ce together blindly the phoneines represented, without
the aid of clues from a higher level of organization. Structural meaning, in
the linguistils sense, is a conbextual clue that reading teachers have ne-
élected, if not completély ignored. This dozs not imply that struactural
meaning must replace semantic meaning; it is more likely a precursor of the
Jatter.

The lingzuist has' also provided the reading teacher with 2 clearer
understanding of the supraség;rnentais, althouzh the linguist doesn't practice
I’ﬁ.s knowledge at beginhing levels of reading because of his insistence upon
avoiding contexi,

As reported earlier, linguists have indicated that children have
mas.ersd .’ohe basic sentence patterns by age fii}é. Yet, with the <xcepiion
of Marqdarb (27), one finds little concern znong linguists about the differ-
ences between spoken and writien lansuage. Marqgrart discusses .ne fact that
conversation and "spoken prosé" have quite different intonation patierns.

Ve might go a step further with Smillie (28) and note that spoken language
of any kind is quite different from the prin’c.'érl texte A look at Strickland’s
transcripti.on.s (k) indicates that spoken language is non-linear, changing
direc'tiop and including mazes, non-santences, interjections, repetitions,
aind so on. The printed word is lineaz" and proceeds :Ln an orderly fachion.
Chiioren need nov o;uy vieely mastery of époken langu.zz; they ne=ed a famil-
darity with the patterns of printed language. Teachers of reading have been

-1 -




o

4

working on this point for years by saying to parentls s "Read to your child.n
Now the linguist has given them a scientific reason for having parents read
to their children. |

Good reading-teachers have felt the inmportance of relating the child's
first reading material to his spoken language and have tried to do this by
having him read the ﬁay he would speak. Others have tried to accomplish
this same goal also through the use of experience charts. The latter approach.
sacrifices th;a vocabulary contrel of basal readers and the phonemic control
of linguistié approzches. I}Iorse, either. the teacher "cheats" a little to
gel simple basic sentences, or she misleads the child into believing his
spoken patiern is the pat:,tern he will meet on the printed page. Furthermore,
she leaves him with no ;.mrpose for reading, since he dreédy knows what he
has said; reading for hi..m becomes feﬁemberipg what the words are.

I have limited my remarks to the ear'l:;r stages of reading because that
is where the linguists have began. i’here are possibilities, of course, in
linguistic analyses of style at h;gher Jevels, An interes.ting sidelight is
the effort of Bormuth (29) and Ruddell (30) or moasures of readability.
Readability formulae are mechanical devices which have left much to be
desired, whether we used Spache, Dale-Chali, Flesch, or one of the lesser

known types. Anytime one can classify Peter Pan, Little Men, and les

Miserables in the seme 10 grade placement with Litile Toot and Story About

Ping, something is wrong! Since it is desirable that. the .eans fof estimating
readability 't;e objective, who better than the linguist can contribute to its
improvement., |

Any attempt to summarize tfxese remarks‘only points up a previous state-

renbs  Lhere can be no either-or choira. Netthén a1) linguists nor all

‘reading teachers can be identified with a few consistent statements.e I would
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éxpect linguisis to make their greatest contribution in the study of English
language. Their contribution in reading will more likely be in helping
_teachers of reéding to understand the structure of the langnage and how it
functions, so that reading can be taught more effectively. The linguist!s
insistence upon acknowledging structural meaning as opposed to semantic
meaning is at once his greatest contribubion eand his greatest handicap in the
teaching of rgading: it is his greatest contribution because this point has
been all.ﬁut ignored by teachers who thought they recognized nouns because
they named persons, placés,'or things; it is his greatest handicap because
the beginning_reader mus@ realize from the start tﬁat reading is an act of
cormmnication, not a.making ﬁf noises.

As we consider the job to be done--2nd the need to improve our methods
of doing itudwe:mﬁst recognize ﬁhe'fact tﬁgt these skills just discussed do
not represent a complete picture of the elementary child's needs in reading.
To paraphrase a best seller, what does it profit a child if he gain all
skills but suffer the loss of the spirit, Children must a;so Zain the
attitude énd.understanding that reading can be f;n~~it can be exciting and

' it‘can be informative. The best teécher-of readiﬁg is waéting her time
déveloping reading skills if she is not, at the same time, developing an
abiding interest in reading., She does the latter, not th;ough drills in
skills,'but through varied opportunities to share, to discuss, and to react
to the many good children's books that must sgrround the boys and girls in
her classroSm; The linguist will undoubtedly continue to coniribute more to

- our undegstaniing of the language, but it will probably'remgin for the teacher
of reading to see that children develop initial skill in such a way that they

clzs devclep tlis o7l Ir-terest in reading as a lifet .e plociure,
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