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SI? Philosophical Investigations (1953), Ludwig Wittgenstein,
AN . N

/Perhaps the 6ut3tanding philosopher+of the twentieth century,

said, "To imagine a language means to imaginé a form of life
. .
[p. 8]." To read is to participate in a form of life, and ‘

from this two important impldications result. One is that it is .
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in principle impossible that anything otHer than a human

being could experience the\évent of réadiné. A computer read

.
- - ' . .

cards if they have not been folded, stapled, or mutilated.

A pigeon redds colored discs to ascertain the location of .

. L}

\ .
. pieces of corn. A thermostat reads the temperature of the -

room in order to keep us comfprtable. A child reads a book

, o s
. and laughs or cries.- But the word ”read" is belng used in
very different ways here. When the computer and the pigeon ) "
and fhe‘thermostat'”read,”-égey are not d@ihg apything-;ike what
the child is‘doing, like;wh££ you a;e:do;ﬁg rféhﬁ'now, They
do not partftipate~in'our fofm"of 1ffé. Do not as;ume that
different uses of tﬁé same WOrd/mﬁst have something in common,

s

. a shared meaning which is their essence. As Wittgenstein

caufioﬁs, "Don't say:, 'Thgre must be something COommon QT they
would not all be called {by the same name) --but look and see S
whether there is any;hlngKCO@mon to-all {p. 311.'? Our language‘

| .
deceives us at_times, makes us assume what is not so. 'Philosophy

1

is a battle against the bewitchment of our inteldiigence by

means of langﬁage-[p. 471." f ) X <
’ i
The sec@nd 1mp11cat10n follows from the flrst. Whatever we

3 i .

.

do to teach reading should be ﬁlrmly based _in our conv1ct10ns

. about the nature and dignity ofkhuman beings. For my own part,




,f%he computer metaphor as an explanation of thinking.
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and this.idea by no means’enjoys universal acceptagnce (cf.

»

have Judgment Lthey haye free will,

they haye complex

‘ ‘Sk;nner, Beyond Freedom and ,Dignity, 1971), human beln?f ’

emotions, Theiz."form of life is so infinitely complex that, N
like infinity, it is generally taken for granted We are
probably not mucﬁ closer to understand;ng it than we were ’ .

3,000 years ago Perhaps because of thlew,many people, and

» I \

not 5ust psycholog1$ts and educators, have, in. George Mlller sg

- - -

(1972) woids, ""come to "take for granted...that men and cgﬂputers

are merely tWo different SpeCieS'Of a more abstract genus called

1nformat10n processing systems." The 1dea of read&ng as
/
information processing 1s»appea11ng, people,are-attracted to

[}

But,

[ /
as Ulric Neisser p01nts out in hlS new book, Cognltlon and’

4

Reallty (1976), "the study of 1nformat10n proce551ng has not
yet commltted 1tself to any c0nceptlon of human nature ‘that .

could apply beyond the conflnes of the laboratory And within

" that laboratory, its ba51c-assumpt10ns“go Tittle further than

is that the model of read%ﬁg on which most pedagogy is based .

- . -/ . . - N
the computer model to which it owes” its existence [p. 6]."

The major problem confronting us in the study of reading :
=

is 1ncongruent Wlth ‘our basic notions of what it means to be

a huQan being. The prevalllng view is that reading is a

v§
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e skills determined linear process, soﬁfnatlcally represented .

2!
[N

= by Figure”l. The reader is exposed to text, som th1ng to " . o
) . . . - »
- < .
v °  ,read, He or 'she discovers informatlon or’ meanlng\ln the text

ae
[3

f M - . .
. byjﬁwocesses such as decoding, recognizing the nain\idea,
' ‘ V1sua1121ng, f1nd1ng detaild, etc. Next' thejreader‘processes

1nformat10n 1n some way or another ‘which leads to understandlng

J 4 >

: .- and, storage. Last, and this 1s‘the crucial steb, the reader\'-\\.

d ¢

3

can retrieve the information, or "true and literal'meaning” '

.

of the text, in approximately the same form as 1t appeared

' " Any fnterpretaélons are to be justified with reference to this
' -/
meaning (Surely if a ‘computer could read, as in '"The chlld

y read the book," we would describe its act1v1ty in terms similar
»e Y . °

t\\these ) . ‘ ’ te

‘There are two important pedagogical 1mp11cations of .this
. 4
; view. First, it 1s reading. skills which determlne comprehen51on

%

®

and, second, thos% skills are su ptlble to d1reé§\1nstructlon

. irrespective of text. Accordlng to thls model the’criterion of

success 1s retrievalo 1nforma on. nput, proce551n§ retrieval
.call this\the gomputgr model éF‘readlnglif you will, fhe
teacher s job is t program the right skllls into the machlne

¢ L 3
as dlrected by the manual with every'comma and every period in

\ . exactly the right placea

.
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~judgment, The fact that computers cannot ‘read or engage with- -
a -

comprehen51on is an_ 1nstahce of the genera& teﬁdency of human

=
"

. . ’ L ~ = .
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. . W ) .
- fThe issue here is whether we are to base, our peddgogy on )

-

what camputers can .do.or in what we ug)erstand about human
- . \ ¢

beings. The computer (on'which most models of linguistic

»

behavior are based) cannot participate with human beings in

. 3

their form of life, 'and hence whatever a computer can be made

to do_has, in the words of Joseph Weizenbaum (1976),‘"only

Kl

the faintest relation to human underétanding and human intelligence

- !

" [p. 2131." As. he argues, there 1s an igfinite difference between

computer power and human reason, between calculation and

'

us in any linguistic behavior is mot a technological problem; it

is in principle an impossibility. , . \.

I would like to progose that reading is not a linear process

“

at all but rather a cyclic activity, typical of the way in which
human beings try to understand. What I propose in Figure 2 ~°

is derived from Ulric Neisser's (1976) diagram of the cyclic nature
\ _ N i : .
of perception. ‘The- assumption is that comprehension is an

-

activity of which perception is an exambie ahd that reading

o
[y

beings“to be affected by and to affect the.world in which they
liye.a {

’
EY

I am proposing that a more abpropriate view ‘of reading'

. would ‘suggest a process which is cyclic and synergistic rather .

than linear. The term synergistic is borrowed from' biology

f

v ’ )
- . * ‘\
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’
. s
.

hd




¥

o

*

-

-

Ny ' . _ . . *  Thomas H. Estes S

.6

-

where it is used to, refer to the action of tWO oT more organs

to achleve an effect of which eacﬁ]ls 1nd1v1dually incapable. \

The “parts” of the reading process form a synerglstlc inter-

-

actlon, but the whole précedes the parts. Reading is an

.

interaction of the content of what is read the person who

”

1s reading it, and the strategies employed ' for its purp e -

It is the 1nteract10n rather than the patts ‘which constitute

the process. . : , :
. . ~a’
The "text" may be of many different kinds--stories,.

* fable$, novels, essays, expositions, summaries, poems, plays,

4 v

programs, dchedules, calendars. And whatever the kind, text
is read ih edntext,.always_a part of something‘larger than
itself, always in a situation wherein the reader also exists.
Some, like Stanley Fish (1970), have gone so far as to syggest

that it is this context, of which the reader and what is read

‘are a part, that determines the-meaning of what is read. In

e

Fish's terms, ""meaning is an event," 1t is something that '
-
happens to the reader as a result\\f reading. (Flah dlstfngqgshes

meaning, .something which happens to the reader, from 1nformat10n,

. . ‘ . ‘. : . \
the content of text.) It might be added that” text is always - *

‘more Or less appropriate wit% respect to the needs, interestsﬂ

and abilities of the reader. Such considerations will ' -

.
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‘dettrm}ne the meaning of whgt is’read; i.e., the effect of
-what'is read on thé berson reading. Notice how much of
this is ;usceﬁtible to influence through instruction.
Students'’ qee?i; int€?:sts, and‘abilitiésjgre exactly the
_points of focus we should have in teaching. |
- Cognition, leition, and affect,grefer again to Figure 2);
what I earlier called judgmént, will, and emotion. ""Convergences
of large numberJ of mental phengmena [p. 7]" in the words of
Jerome Shafer '(1968), professor of philosophy at thg”Univefsity
of Cénnecticut and executive secretary of the Carnegie-
supported' Council for Philosophical Studies. 1In these terms are
“human beinés defihed.' Cognition includes thought  and belief,
undersfanding, imagihiﬂ;? remembering, knowing ﬁow and knowing
+that. Affect_include; sensatibns, feelings, emotions, moods,
frames of mind. Volitioﬁ\includes desires, motives, decisians,
intentioﬁs, trying, behavior traits. All of which overlap,
crisscfoss, and interrelaté in myriad ways to dgfine'ever?
individﬂal. Another way 6f‘1abéling this boint in the diagram
would Be td call it what the readér is, determined by his or °
her age and expe;ience,‘ﬁo%h of which are constanfly changing,

partly as a result of reading. Paradoxically, it is-what the

. s . . Lo . -
s reader is which determines: the meaning of:- experiences like -

s ’

reading and yet it is the}experiencesf(combihtd with factors
- of maturity and genetic endowment) which determine what the
‘the reader is. Text and reader pxist in a context of wh{cp/f

! .
N -
\) . - ( . v N

‘ N | . ‘ 8 / )
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each is a part, énd the effectdas somewhat reciprocal. -
I am advancing a phenomenological perspective on the
« Teading proéess, the foundation of.which is found in the school
"of litefary criticism known as ''reception aesthetics" JLeifch,
1977). It is not my purpose to expIain this in Eny depth here,
but I Eelieve the following quote from Wolfgang Iser (1974),

the leading European memher of the school, adequately

' -

sumarizes the perspective: ) .
% <

' " The literary work has two poles, which we
- _ ~
might call the artistic andthe aesthetic: The
artistic refers to the text created by the author,

" and the desthetic to the realization created by the
reader. From this polarity it follows that the
litérary work cannot be completely iden?ical w%th'the
text, or with the-reali%ation of the text, but in
fact must lie halfway between the two... The
égnvergeqbe of text and reader Brings the literary )
work into existence, and this convergence can never
be precisely pinpoinfed, but must glways remain

- . virtual, as it is not to be identified eijher with
the reality of the text or with tﬁe indivZdual

disposition of the reader [p. 125].

*
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S It is worth noting here that the most common alternative
views treats reading comprehension es primarily a cognitive
phenomenoﬁ by which readers comprehend meaning which exists in -
‘the "text. We have commonly looked at changes in understanding,

remembering, or knowing (we might call iJ reduction of uncer-
- ;

-y

tainty, after Frank Smith) as the definientia of comprehension.!

. i
But one could as easily argue ‘that comprehension is eésentially{
{
!
'

an affective phenomenon whigch is merely evidenced in cognitive

or volitional changes, changes in what the reader knows or is |

!
i
!
|
i

inclined to do.Y it was Bartlett, inyl932, who made ,the point

that "when a subjectiis being asked to remember. (from reading);,

very often the first thing that emergés is soﬁething of the |
“nature of attitude. ‘The recall is then a construction,.made 51

, .
N i
-~
.

largely on the basis of this attitude, and its general effect!‘
E
!

is that of a justification of the attitude [p. 207]." ]

<

Bartlett also happens to be the first psychologlst to make i
| .

use of the term schema, currently being defined as "abstract~;

symbolic representations of knowledge which we express and -
! 5

describe in language, but which are nevertheless not themselves

111)." It wou]}d ’

H

linguistic (Rumelhart & Ortony, 1977, p.
be inappropriate here to launch a full scale discussion or|

criticism of schema theory:. Suffice it to say that the clrrent .

s most popular definition of comprehension is '"the précess of

selecting and verifying conceptual schemata to account fo
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the situation (or text) to be understood (Rumelhart, 1977,

p. 268)." Which selection aﬁd_vgrifidation (and this is_my point

»
/-

in bringing it up).is undoubtedly affected by and affects T
he cognition, volition, and affect. * Our understanding of the
- ) .
reading act, even from the perspective of schema theory,

will depend on our reali;j;ion that it is the naturé of

human beings which deger nes the .dature and results of

reading and of the.meaning of what is read. )
4%o¢ification of schgﬁata, of cognition, Volition,’an&
affect, is the result of comprehension. (The actual ﬁrocess of
comprehension may not be ermalizable, even in principle.)
It is imﬁortant to pote, however, t%at once set in motiqn, the
change may continue:- endlessly. When will those of us who
were deeply moved by it ever stop understanding Thoreau's
Walden?. Not only is the meaning of such a book differen; for
us éach time we read it (because we are different humap beings
in a different congext each time), bué.the meanrng‘of a single
. reading, the effect it has, changes and continues for all «
- our life. We reflect on such an event as Walden, it comes
to mind in different situations to lends perspective and to
change, in perspective. Part of what it means to bé‘g human
'being is that our comprehension is not static; is bétter

described as a stage than as a state. We are contiﬁﬁously

rather than mohentarily affected, though naturally mofte

.
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nstrongly by some ﬂhlngs we read than by others, and that . \
effect is what I want to call comprehpn51on It could only v
) *h&ppen to’a human being. .o T - ‘
There is one more piece to the puzzle suggested by ~

. ‘ . . 1
. Figure 2. Reading is something people do; it is the employment
- - 1 . o
Qf strategies in an effort to cause meaning. More accurately,

€
4 L]

the interaction of Ytext ahd.reader in a context is mediated by "

reading strategies, or explorations on the part of the reader.

T

The Ldea of "the cycle is crltlcal What we are determines - *

o

what we expect and that directs us to sample certain infdrmation

through exploration, confirming er dlscopfltmlng dur expectations. .,
The effect is to modiff what we are and thus whattwe ;re . .
cognltlve;y, volitionally, and affectlvely capable of expectlng...
and .o o;, contlnuousLy and 51multaneously
' <iThere are many things %hich might make the proﬁoéed viéw ¢
appeallng, not least that” 1t tends to elevate the importance of
the individual/, to dignify the place of the human belng in the
/ - event'of‘readiﬁg. But many of i;s implications are less.
idealistic, more immediately abpli;able.‘ The linear skills model,
ia’lternative implies mﬂch abqut testing, 1itt1e~abbu%r¥eaching.'
Qai;e the contrary with the cyclic view which moves'us away.

from a normative or pSychometric perspective and, I think, toward

a pedagogical pefSpgctive. I will list twa general and ten

LI N 4 R - ,
/ . ' v
. '

\ . . /
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spec1f1c, 1mportant pedagoglcal 1mp11cat10ns as cases in p01nt

’f. First, I think it is 1qp11ed that what we do in teachlng .
someone to read must derive from con51dera{ron of the natire
‘ of the text they aré being aﬁhed to ‘read in relatdon i\\the o,

reader's understandings, inClinatiéhé, and a _'as‘qell v,

,
¥’ . ~ S
t

as the readlng strategles of whlch he :is capable.-~Second .

H ; - ’ * . y
and this is also‘a general 1mp11cat10n which I quote from ’ ’ '§§F

4 L '.'W

Frenk~Sm1th (197»), "le&rnlng to .-réad is a compleXwand delicate

'task in which almost all the rules, all the cues, and .

Ay b A\

all the: f%%dﬂack can be obtalned only through the process of
“reading 1tse1f. Ch11dren learn to&ﬁbad only by readlng[p, 195],

and the reason is related -to the cyclrc and synergistic nature

’ da not develop in isolation from their use. . T
s w B

‘of ‘the process. Reading 9trhtegies,-1ik? most human behawviors,

»

J would mention these spec1f1c 1mp11cat10n5'

(1) Text of mean1ngfu1 content, of approprlate diffigulty

e
&

" * and 1nterest to the reader, 1s “an 1mperat1ve nece551ty for

r .

~ teachlng reading. Anythlng we might.ask someone to. read in R

= hopes of becoming a better reader must have a high potentral

ﬁ? for affectlng the reader. That is no ‘more than to say that
-\ -
'textdmust;be potentially meaningful if it is to serve any
~ . [ \' b ' !

o e .

purpose fOr'tge reader. ‘ ' K . .

L]

’ N
- -4 . 5




'_that at some 11fe stage the person is learnlng to, read whereas
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‘(zﬁagThe process of learning to read continues %?fpughouf '

life w%%i E_at life" s fllied with readlng It ‘is neve'r true

at some Othér)stage he is reading to learn.

’

liberally inte

We mlght rather

ret fto learn' here to mean '"to.be affecéed "

- 'The cﬂ&ld of eighteen months, the klndergartener, the third gradéf,
, e )

. of the effect wﬁiéh

T -

-math, social- studies, driver

the adolescenti the adult all are learning to read as a result
eading has on them.? ' -

The contént‘under'study in subject areas like scienceg

- E I N . 4 , ¢ ‘

education, home ‘economias, etc.,

(3)

A

is loglcaIly and practlcally ideal for teaching reading.
&,

obJectlvés of content area study and oﬁrreadlng instruction can

The

be achieved simultaneously without confllct or_sacrlflce.

1o

facilitation.of learning through reading, an apprdaéh which

* -

*

The teaching of ading in any setting can become-the

will 51mu1taneously augment the Te undé%standing and his

ab111ty to read, In reading class thlis occurs where the raadlng

/

7

is ¢entered on themes of general intarest to the students.

In content areas it occurs when reading™is part of a learning ..

environment where each student is allowed,to come to individually

4 \
. 2

better understanding of specific concépts around which all learning

In both cases it is the teacher™s job .

LI . -
- - .

activities are focused.,

"N

{Q

¢

\[

-
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T and intersection between what he or she knows and what is in
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to orchestra e the enV1ronment to: max1mlze the p0551b111ty of
p s
AN
:learning by all ;tudentq. Readlngcan.and should be - .,
. » - .
a’ vital part of that envirgnment, . -

x(§): The best way to facil}taxé learning through reading

‘is to affebt‘what the re@ﬁer knows, how he feels about the

~ 0

specxflc learnlng task, And what he is inclined to do about it,

’

Thls would amount to ra#51ng the reader's consc1ousness of what

he alreadyvknows relatrve to the content of what 1§rto be rqad
. . Py '
or giving him necessary background information for what is to’

' t

‘be read. A proper interest and positive inclination'tdward‘ .
learning is cruc1al to the success of any, readlng task.
»
In hlS recent book, The Phllosophy of Composition’ (1977), -

»
E. D. lesh, Jr., 1ntroduces the concept of relative readability,

-

the, potential value of the text in relatiom to the time and
effort it requires of the reader. The‘facilitafioh of readiﬁg
through learning as I am suggestlng 5t would raise thQ relatlve

«\ - -

readability of the text by decrea51ng ‘thé tlme and effogz

14

required by, the reader. o .

(6) The reader must come to appreciate the relationship

the text. Too often,.readers must feel as if whatgthey are or

4+

¢ - .
.are interésted in or might wish is.of minor ‘importance in"

. . A

[

v
- Al
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relation to *the meanings in the text. .Quite the opposite.

One could argue that meaning isn't in the text at all; it

+ ¢ 1is in the reader. Surely the reader is infinitely more
1mportant than anythlng He or she mlght read. Readers of.
any age desérve to feel that ‘importance.

(7) Teachers cansand - should suggest and model strategies
- whlch are approprlate to part;cular text. For example.
v " d) Varylng speed to su1t purposes such as .

~ RS

. ) A sklmmlng for the general .idea or reading |
\ o for deta11 L o B
‘b) Taklng notes, writing summaries, énd other
so-cafled "study skills." (This can easily
) be ‘done with a group with the use of an°
., overhead pro;ector )
| c) Using the wr1ter S oréa;:zatlon pattern as
- an a1d in organlzlhg memory
E d) Makzng use of memory dev1ces such as object
‘\assoc1atlon oT other mnemoﬁics.
e) Using conceots to make sense of detalls.

(8) Schools should provide mugh opportunlty for readlng,

not relegatlng it to homework or limiting it to readlng.c;rcle

. -2
time. There -is nothing more impfrtant to success in learning
. ;i,é . . .
’ 0 . \
__‘ . . B ) \ . \ R (

—
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. to read than the opportunity to succeed in the attempt to read.

,:*If this doesn't happen in school, it won't-hapben at all for

many studen;s.

¥

(9)@ Students nbed At least as much time to reflect and
; interact as to read. In Piaget's terms, accommodatlon
) .:Q ¢
takes as much effort as assimilation, Accommbdatlon, in terms
‘ »

- used’ earllen, %i‘the‘modlflcatlon of schemata,’thé effect of

*
.

e

reading, whereas~asszmiletion.is the exploration amd sampling:

of information in th

]

reéding It contlnues beyond the spec1f1C‘act when *it is.

te§t. Comprehen51on is initiated by

P 4 stlmulated in reflectlon and 1nteract10n W1th‘others. o

:

. (10) Ti;ﬂ;;nal 1mp11cat10n I will mention is a big bill

to swallow. he result of readlng, comprehen51on may not
be testable by any of the standard tests commonly employeif .
The* cé?%llary is that any normative view of reading (high

agreement in response to questions = comprehension) can have

s little if ahything to say about how ot whether comprehension

. \e 6ccurs of how ®o faéiﬂ{tatevit. But that's a problem for

¥ -+
-

~

testing; we were interested in teaching, weren't we?
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