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far Assumptive tegching ig -] Eugabna that ge' nually stfuggle *;
i . <t LR Vo ol I ",u : 2
E to vaid, We,may iﬂadvetEEbtly.gssume, hﬁweve ;‘EHSEfaut'pupilé. A
Vo, ! - . . ‘v_,?‘,_g- ,; 5 i 5, " :'_” ' :?:“; - (\\
. passgss a fair degree af knnwledge abnut :ertain,ccnrePts durinhw he .
_}l . . . '&- \ !’; . |
R e . initlal ph'sés of eadiﬂg ingtguatinﬂ Eﬁgn if ye, sre alert Eu‘
fng. o . : ; . |§:g‘ . #.’,i gi ., . ,.‘xu i . 7 %
2 ' passiblé difféfence {etween durs éﬁ§§?ur Eupilé' chcepts,.we ma;*;;j:
¥ " not be ve Eure abcut the nacure qk thesa éiﬁferén:eém :Jr \‘AU’EEE P
. ' v ' "This rﬁblem is particularly t;ii*fith ré%sﬁd'tc words. We . ’ff}y
L uften heav%va grsteful sigh when wa believe th&t ﬁe havg finally. Y
Ny ot - N . B '1 ! "5%“’? _ : = %
\ o been sblg o direct our pupils attent;it:n pr&fi!:a v 'fo ﬂfd 'structuré‘.‘ e
: . : " . F ‘ *
Tl vy - W j}
A B ecause. the word is such a popular unit of ana ysi%_ eginhing Lo shy,
e i ix"'“' ‘e A — \‘ " o
e :Eadiﬁg instructian, itgsepms imparative that" WE Efy tg éistuu&f thg L
) e e L
S ~ﬁatdre nf children's conceptual constructs abauE "’ordngs§?“ o ggﬁ:"fiéf;’:
. Ty . * [
Ay :
. - With the faregging in mind, I wculd like tn‘aﬁéress fﬂu{‘bESLﬂ oo
o SN
: i“ . aréas in this Papﬂr.' Firsz, I shall brlefly févigw*thr 1ines of \\\gT? 5
LS - [ o R LL
; - Tre, s [ . 3
B o reseatgﬁ thaf have attempted ta ‘discover what in fact q@ildréﬁ “
R (% , kﬁ@w abaut wgrds. Sécend I wculd 1ik tqgréiﬁée'the >f : “»‘.3
e ’ e ‘k. o : vy ‘ 7 i‘,
. ,;“ : *thgseﬁatuéieg to Fiaget s thegry»af cognitive dévelbpménti‘_"?
S : ke : 5
3 i L il |
: - ﬁvesﬁigatian Df :hildren 5 knawledgEqu tﬂ;féS! I
P cE F : R - - Lo Ve
; NPT ‘ T .
® . paﬁdeﬂce rules" bétween print and speech I hape to demanstfate the
5 : Y - - Y .
) 'sysﬁgmatic bu;,largely ;acit $f SubEDnSCLﬂUS, way'in Wbich children
. R = i'! ) A} ’ L : ) ,\\‘ 7
. .conceptialize word structure. ! inally, I shall attempt ﬁc pull as. s A
-t o . - . i * : I
! R C u . . g . . . )
R many of”the theoretical and pr ac tic 1 thfeads tagethar in an attempt
P "t discuss éhat we a8 ﬁEéEhErE'Caﬂ and cannot do in facilitating _ y
children!s 1earning about wcrds; . ' /
: \" y \r _ ) - ;!/‘;
. ) : ) o . /x“;g‘
] R - B . - . .
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:  Representative Research . S E
wwestigated yﬂuﬁg children's ability to 3
) LN . R

'fféfEﬁt véiﬁaivénﬂ non-<verbal stimuli are o

fwgfd“ and "sound" are = . *°

f théf pnaflyf}unﬂefst‘éod by 5 year- 5135‘ and that ﬁp Unti; EEDut 6% ; e
n Eend o cnnfusg PhrSSES and sentences‘with '\H N

erestiﬁgly, ghildren betwegn the ages of 5% to' 6% ) . T -

longer wards £rom Eheir cance?t of what ﬁonstiuutgs : Sﬂ‘:g,i

4 - . ! o ! . : “‘ , 7 - -- ;ﬁ‘r'

% cites Vernon's (1957) reference to.the "cognitive ' s

y aé/k He Euggests that an impaftant ph3534—the co'nitive Phase-s5i

.j;  f  :a'}{; is ten ﬁeglected early on iﬂ schacl This isuthg Phasé in,WEich R

r oF
v 7 . j M - R . .
< , the 1earaer agqulres the basic c@ncapts about readlng and the kn@w-‘ O
/ z 3 .

15533 of Whﬂt kinds of stimuli to atEEﬁd Ea,r As anlexample of the =~

Viiee b o
vvk’” et T Ehild? ”*agnitive cnnfusicn Dﬁwnlng characterizes the young child's
;/’,1 “ b & c . i L . P
;f 1!;iik “gﬁ@@iﬁg for méaning" of the term "wardgy-vfar such a child, the'mast
RO ' .

o abviﬁus segment thét might corresPDnd to wrrd is a "'chunk @f meaﬂing
- (1970, p. "111). ”Fish and ¢hips", for exadple," might JUEt as wali be o
SR | . v p E

ot a ward as "milk."
S udies reported by Francis (1973) sufport. the belief that
R ' i f E . - h N
children do seem to experience the sort o6f \cognitive confusion".to
-%ﬁiéh DaWﬁiﬁg ref&rs. This-canfusiénr howelrer, is not 6ue'sa mﬁch
- ;?.
to any iﬁabillﬁy to understand the abstfa’t cﬁnceptual nature @f the
reading task. Rather, it is duE ﬁa an unfamiliarity wicﬁ what
g g 'f-,;
% b ] i* T
- N %, 7 g --Q
] 1 Q,
- o
“ - ~ é"-.‘
,é i
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v?féﬂeis galls an snalgtical appraach to 1anguage‘ Furtherﬁofé, the"

ﬁverlap of feference in using ‘terms- sugh as ward readigg and 1&tter |

:Jalsu cuntfibutes tn this canfusian. Francis affers =1 valuable

% -

1nsight into the nature ﬁf the cgﬁcept of ward, and it is one t@ which ot

we’will feturn many timesJ She sugg s - that childfen 5 ﬂoiiﬂﬂs uf

L

£

units iﬂ laﬁguageé-specifically werds-=appear to afise from an-

£1  analysis Qf w;itten fomS as the cbi}éﬁen learn to, fead

AR ’i

Bnth DDWﬁing s and Francis 5 resesr:h ?althuﬁég valuabile and -
a(-“"i

'quite illuminating,»pﬂssess s.basig shartgﬂmingi That,isr while

thesg studies ingeniously tap Jnung Ehildfen 8 ability to iﬂentify

L

’ wnfdlike stimuli they do not pgse a mast 1mpn§tamt qgesgdﬂn ED‘EhE

"-ﬂhild eLabnrates a coﬂcepziun of the representatiaﬂalisystem we ,al“*;!

¥
I
3

pLI

~and the events tb which they refer. Only -much later in cognitiy

.development do words become regarded as "meaningful gleméELS'inside ..
. ' S N . . ] -

-

fﬂ@@ﬂﬂept~§f wordnebs in which watds become detachéd from the obj

vr‘
[ .

» children:’ what 15 a ward? A study by Papandfapaulau aﬂE,Sinclair '

(1974) asked precisely thig, “as wall as - ather faselnatiﬂg qnestians !? R

For thi Saﬁg Pa ndrapaulnu and ine 1 ir g study w11L be xamined i
’fi N - ) L. ‘ i *
a bit more glo$ely; I .
"As Papandropoulou and Sinclair express it, they “sought to o )

"obtain sgmé insightviﬁ Eﬁe‘diffefenﬁ wéys Ehe eognitivély ﬁavelaping

language (1974, pi,EéS). They perceive & gradually develmping :

+

LI

a systematic frame Qfglinguisiié refergnceg" or, in other waf&s,

elements in a grammatical system. As.a'result of interviews , gfé

involving ovéf 100 children between Ehehégéélaf 4 aqgfll; thé;
. S |' i e v » ) = "7& ) .

P

33

<y




‘M\
r
el
B

Béwaféness;,

\This,awaréness,vs i,entif;gq as the ability tg Ehiﬂk :

v abeut lgnguage (words) as ah of ject afystudj:

' —f' At the first level of mvtalinguistic awatéaess (ages 4= 5);
there is*s 1s:k of :onﬁéz;'sl differgntisti betwéén}wafés on the
gne hand and thinga and €vents on the other. A "Strawﬁer?y" is a

L _ Wﬁfd Ear example;bb fause it grawa iﬁ the garden. "Pencil" is a

ward "because it W'ites. ’ When ssked to say a "shart" "ard, DHE

iother fesponse was "a boy running, running, ruﬂuing as fast -

= L3

r

‘can.", Réspanses to fequests fur "difficult" ‘words included

'afﬁéaﬁh-?bégause.it falls out™; "rédic *ﬂ@bady é%blsinéd it to me" H

" "to pﬁs away yauf‘tays. Whgn “asked ta invent a'wazd; GnéAchild

‘ff, o rapligd- 'a fish in‘a bowl wizhaut waﬁaf. - As. qa ganhseg, tﬁen,}wérdsl
ff at this level are inexgriéably ., wined with the DbjECES“éﬁd the
events %bat théy”féferftﬁ;'_WGfdszﬁﬁ na; have 221 Einﬂ of géncéétgal

independence for 4- to 5-year-old children.

At the second level of "metalinguistic awareness" (5-7.years), -

,brds begin to have certain properties of their own. Thesé,prapeftiés )

I B
/are distimct from Ehe pfgperties of the objects and the events to
/ = ! =
; L
which the wardsvrsfaf, Whea children at this level think ab@ut wafds,‘fig

¢ i . ;

—

; tﬁgy no léngef éhink iny of what is being Ealked aﬁaut (what the L
| ~ X
: -are feferring to) but cf what is being said. Acc@rdiﬁg to Papandraqg

. poitlou and Sinclair, this is the beginning of metalinguistlc .

) N "4
: . 4# : . ' . -
. . . :

=
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S A is!"uhgt yau use,tE 1y abgut samething or "what you use ta name
N P ) .

samething., Dnly Eént:ntives, incidentally}{ and ﬁﬁt-funéti@n wards,:i

*, L

a;e identified as WE:dSs The is nnt a»wbrd because,_as one child

.sezpfésséd it; yau néed snmething €§52a=the tfuek=-na, ynu need twa p

L 4

i
-

et

-thingsﬂ-the truck, WER} it gues fDn the basis nf this and 51lear

e types of respcnses, the investigatgrs abserve that it is necessary

N

F

L/_“ tn;have Fd tagic angd a cnmment. iny the uniﬂn ﬂf%tﬁpic‘gnd cgmmént
canstitu;es a word Other.ﬁéampleg of this union aré' evident in the -
,'1 %% respanses. When askéd to P?EEEEE-E lﬂng word, a child '

reﬁlied "he gbes away, and then he cnmés back " Ehe same chlld'

" _Dghe: examp les qf
zaAéat Ehaﬁ-iS‘takiﬁg'a wg;kﬂ_gnd “a snake' that lives
R L J T
Iﬁ these cases Papaﬁdtapaulquaand Sinclair note that

érVEVEﬁtlté which'a word
the object. Interestingly,

)a“% :h;ldren at thls level begin to. refer to Ehé substance of words in

Y h,'“\\

.0 tems of letters. This concept s still in a bit of disarcay,
1;igi.£;;élex, as £% appSrent in tﬁis'cPiide‘respDﬁsa:_ "words are letters
- thatgm ‘together"; "he" is not a wa'rd,_t‘hgd%h, "becaus e there ;fifenit
- & | '
i'i_iu ugh letters. ; 1 Ex-»,. . .

At a thirdilevel (7-8 1gars of age) wcrds are "bits of a stnfy

' "“f“Ghair" is a Wﬂrd, but "iE=daeSn't tell a story, it daesn t make a
" sentence.”" Children at this level appeag»tq co ptualige words as

"eléﬁénts of §$E§mplex entity.'" This eptity carries a meaniﬁg and')-
y ) . . . K f .

=




’ ;‘,'ié»builtlhp of several words. Ghiidren giva examples 0,

* = T

A , S e : 7
l‘f' shart wnzda based on length Thg criteria . for length are number Qf‘ L
1 tt B or number of syllables. Any fefereﬂe t mésning,i,i

- nnt Ih tarma of individual wardg hut athér iﬂ £éims of
¥,,A5tructuté such as a sentence uf a Etury. All wards af recugnizea

P & S0 b _ ; :
'_és'yards, whether theijf canténtives ur £unct¥%n words: Do e , _:

R .

J AE the final leye identified %y Eapandrapaulau and Siﬁclair 1 ;ﬁ

o

(8 10 yeafs of age), words are ccnceptuali;ed as maandhgful elemenES'

in themselves, rather than in terms of thef% tale in SBmE f%rgér S,

*

structuré, as: at the previﬁus 1&?21 In additicn,rwogds

i;- tuali:ed as members of a grammagical system. iy

- ; -

Zsugg stive phenomenﬂn emerges at this 1gvej-sin defining PR
V, L1 : :‘j‘.‘b“ ¥ :
Ehildeﬁ only rarely refer to hgg;ing or- snundﬁfrﬁgst pfﬁen, they o
’ : N .

° oL

-déseribé the fpfm ofiawword in Eermsjaf 13;E§:$}: : "1: "‘“tF’ .“;}

" _TheAinyestigatigﬁs_diécugséd-here Sharercéftéimspnderlyipgi
Do PR N
. commonalities. First af all, children 3 Eoncept of "’ardness

bECDmES inﬂfeasingly dlffe, ntiated with caghitive deveygpment

Within the: span of approximatﬁly six yegrs, chlldren mave from ﬁhe
g s
idea that words. are: properﬁies of the abgects and events to which

they’f2ferj-tﬁxthe realization thsﬁ words are, ip effe¢t,-arbi§raty;
x‘ _" s F Q' —‘ . . :
conventions. Thérefére, words can be conceptualized apart from their

o -._—‘\h

referents as member of a logical grammatical system. -Second) words ) 2;5:

' become pared down, as ig were, in terms .of the length of the spoken
i “utterance to which they éé:tespénd; Whereas ‘wordss correspond .

initially to sgntences or phrases, they eventually bg;éﬁe’limiééd to




oL S B 5 i coe -
the length wiﬁh which we, as aﬂults are Eamiliar 'Ihird=¥here'islthe'

L3

-‘.,ir‘ pravnca;ive assertiun onﬂe again=swafds may became gaﬁceptually ﬁﬂg§;=@
' ‘ diatinct as s cﬂnsequence ﬂf ghildren s interactioé with visual - = Y
Moo . Ty . :

\

T language.

S R Papandrppaulau and Sinclait perhaps expreps’ this/last point :

'
-

best whgn they state that “the written ward is in 3J7ense a
e

v T :
.ngn; rEsult andi mﬁ:éﬁver, an que:tive product of
rs - - L, T

Jerma=

rbaf activity

(1974, p. 257, grx‘aphgsi‘éga}a@ed).f N A

T e A ThEGfEEiEaI_PEfSpEEEi?Eﬁé~ B

ng might wa best ﬁrgapizg and.acéount fo thé raﬁge Df phenn=

~ oAy : . ;
. -‘t

:f < mena Ehat have Emerged fram the exploratinn of children's conaépts

; vawardness?: As infsb msny other areas of cognitive concerns, , Co

Piaget s theary of cagnitive development foers the most :aherent

.i

igaf" perspéctive fram thch Ehe phénamena can be evaluated DﬂWning

(1370), 1n fact, ngtes that Piaget 8 thecry suggeéts that, at the]

32“;-” cbnventimnal age for begiﬁﬁiﬂé to 125?“ to fead’ ghildren cannot
T

[ .o G
deal wi{h the- absttagt iﬂeas reflectéd in both" the ﬁask and the ., -

' tetminnlngy t::f rEading This fact, together with the weli attested

*

Egacentricity ‘of the chlld at ?%is age,v"is hardly EDnduEiVE to a o i

_ 'spentanenus understandlng of the purposes of the written fnrm of
T N . .
'-1anguage".(1970,,p;2111)i e )

F

The children withiwhﬁmawe are, c@ﬁcéfnedbin'ﬁhis papersapfimafyf

&
£

agg pug}ls being; réadied ‘for or being invalved in fcrmsl redding

iaéf;uctic fall iﬁfaﬁtwa Piagetian stages of Qagnitive ﬂévelopment e L

P
ol
W




’l'_theTEanept of wardn ss fits into them.

‘-rrea'ergcignsl (2 thf@ugh 6 x\ars uf age) ‘and qucrete _peraticnalv

(7 thraugh 11 years of age). I wauld like to make a quick gvgrview

Lo -

_Of a  few ehafa:teristicg gf Eaﬂh of these levels béfgre seeing Epwv

' o S S v R ‘li ‘_’J‘

# =
=

4 i‘

. » :
Ihe preaperatignal child is perceptually gaverned HE;Dr she

i) P
: '

) is attuned to the featufes of whatevgr stimuli are be ing ﬁbsérj$d at ;s -

1

a,certain time. The Eﬂéff?ﬁi cperatiﬁnal child on the gther hand
, . A R ’
18 more canceptual¥y -oriented. He:gr Ehe isaffeed from the here—and-'f

now pefceptian and can mentally play wi;h thaughts such as "what

fA  might happen if£?7" *In aﬂditian, the cnncrete aperatiﬂnal Ehild can

: {jtragsfafm pbjects and events in a vsriety of ways witbgut actually '

1

: ,f _ .
: appgafs to be less water because it 15 in an apparently smaller

_écncfeﬁe operational child is able tb’suspend judgmengiﬁésed on

é ) ( . VA SRR L :
. : _ A .
s F L R T

having to péfgeive Ehese_transfﬁrmsti%ni>in the’ immediate pregént

Erenpgratignal :hildren are sensitiva to 5;3;&3 nf thinga in uhe

lmmadiaﬁe pfesent. They‘dg not understand traﬂsfgrmations fram ﬂngb'

£

' - LT ) . 4
state to another. For Examplé, in the élass%EﬂPiagetiaﬂ éxperimen§ o

invulving water that. is pnured from a shért,,fat beaker into a téllj '
R o ‘

thin: besker, ;hefﬁreopefaﬁacnal child is able to pét&éive only .the: -

o .- : . i ] - . . N
-ﬁhe pouring--is igngred,_being rather briéf anyway and, -though not

5. -

. DEEEEEafin fcrggtten, is unavailable for later peicepticn. Thai :

“ pré@peratianal child cannot break away from the ﬁQEiDn that, although

e

We are Still Ealkﬁng about the samé'w ter, ;nlthe first case there -

= - 8 #

_Eﬂntaiﬁef._ In the 15Eterqcase, there appea:s to be mQIE*WaEEr because

it is in an apparently 1arge:_ccn§ainer; On the other hénd, thg

.

o ’ ‘ : ’ e e
“ ‘gtate of thexwaﬁer prior ‘to and after the pouring. The transformation--

T
.



‘ PereeptiéniefieEEEeev 80 thet theﬁeffeet nffefenefermétiene is: .

Co inelﬁded. In Fl evell s terms (1977 » pereeived eppeeraneee ei" 7'_‘,‘

f

‘ eupefeeded by infetred reality In effeetf el;heugh the eenerete
e , g

eperatienel ehild‘s pereeptiene are releting one type of infermatien, 5

. = H]

= * he or ehe ie able ‘to transcend the immediate etimulue and inféf the

pe:tent Piegetien

eetuel eenditien; This ebility euggeete enetheri

eeneept? the eenereee eperatienel ehild is able tg deeEnter atten—

’AL‘

tion from one: eelient fbeture uf a stimulus ta eﬂneider eimulbeneeuely

%

_ eeverel feetufal attributeei' The pfeeperetinnel ehild ié uneble to

j T infetmecieﬂ and the child innez be:freed_frem thet.ene.eepeet of :
: [ . - ™ ’ - i
o . . ] P g :
the e:ihulue; oA T St
B : : . - . ' v ’ o - L,

1

There is yet eﬁEEhef Piegeéian eeﬁéept wieh-whieh.we must deal;
:then we will be ready te eeneider worde within thie fremewerk . The -

eenerete 0peretienel ehild underetends reversibility. If.en object . ., .

. 1s trenefermed it can ueually be ,returned to its fermer etete Ehe'k'!

.feenefete epefeei "el ehild can effeet thie revefeible epefetion in

- bie or her head. _The preeperatienal ehild cennet do this When“

eomething ie ehenged in ferm it eeanot be mentelly ehenged to return

El

_Ee its fermef(e;ete;\ e o . f ;_‘ _
h ] ) i ’ ‘. . = B T e

R . - v , . . g

. T of course, ehildfen de'net‘peee from one Piagecian etege'te the
. next in the EemE feshien that one meves frOm one room inte another -

Rather, they eften peuse "in ghe daefﬁay, ' where aspecte ef beth
- _f “.

rooms might be epperentg Dne of the most challenging taek

- primary gfede teachers is to. identify theee ehirﬂren who are in the




ﬂaafwayi' ‘The cancébtugl sophisticatign ﬁf thEEE children will vary

E depending on the particular 1earning activity in which they are’

-

v «engaged. Such ia the case with word kncwledgs.x . '-A;i

is-g—

- At the preapgratianal stage, chen, child;en ate indegd egn-

\

3 _ ; centtiﬂ. They tend to define the world in terms cflpercgived features
_ R 3
aE thege featufeé relate ta the children own, subjective wa:ld. ‘
.§ i . ) -

Being unable to be "ubjective" in any adulﬁ 5ense of thé germf they
csnnet pull back frqm the immediatg‘pfeséﬁt and ﬁeflegt .on. mattefs;< v

. This -is the case’ with 1snguage--even‘mgre 50, perhaps Language. is L
,‘ . oo D f.ij
_ nat objectifiéd in the envifuﬁEEﬂt for the child. IE is something

) that is autﬂmatic'aﬁd a paft-cf'the-child;s=subjective=self; It iEL

o \g always inextricably baund up within evefy activ1ty and is a part Df
: Y E

thatsactiviﬁy it is never "cut theré" in.the sense that the ch;ld

B can lnok at it, and gradually Eegin tn differentia;e himsélf or

hgrseif from it f. o ,'_ ";fi”! f L

If we fEcall that the Level Two chfldren in Papandropgulﬁu and

G

’i Singlair4g study (ghasa bEEWEEﬁ the ages cf 5 and 7) are in vafious -

degree; of traﬂsigion betwéen preopersticﬂal andieonrréte nperatimnal
kS 's
4

’thcught we can begin ta undersﬁand hcw these chlldfén ‘5 ccnceptuali-A

t

zatian cf wards is rather fragile and paﬁ£ial Tar Ehese cﬁlldrEn,'

- there is still a clase :Drresgcnden&e betwaen "what is beinggsaid
. 1’ .

;nd what is being talked about-—ﬁot yet a fg:mal generallzed

reflecgion on words as sugh' (Papandrapauléu and S1nclsit 1974 p‘k
-249}. :Canggptually?”ghESélchildren are 1ingéfing_in.thg doorway.

S ) i N ) . f - " . . : . '7:‘ L . o 7 .L ]

- . They can, to gfggg;ee;'”thing_abaut_whst they”just.said" (p. 246),

Q .. L . ’ S ’




but the notién_cf_lingufst?ﬁfﬁﬂéﬁséé@n this ‘case words -=1s quite

unclear,

. ! . N : o

Nﬂtébly. in Pépandrﬁpéﬁlau and Sinélair's Sﬁudﬁsand in Downing's

-y -

-

'=st£1dis1 ildren within Ehis age range (5-7) begin to incorporate
letters 1323 §h31r tHinking about wards,:,This is the first type of
= ,f .
ward segmentatiun that bggins tn impinge nn,children s conscious cata
i ﬁ\ S °. “

R refleatign, We gan ‘see the beginnings of the §b]EctifiEatiOﬁ of

- L . AR
=

1anguage through Ering Visu 1 anguage ;5 Ehe percePEual here and-
. f .

nﬂuﬁthat aliaws attﬁntion to 1aﬁgﬂage as, an object of study Pfint

=Lt is not

T

=?5 a state: to which the childxen :an parcaptualiymattegg‘

. ss transitﬁrﬁgan affair as, 15 speech in‘Erancis 'Eerﬁs thes§;'

s cﬁ;ldren afg not able to approach 1anguage analytically wThrbﬁgh i

;attend to unitsvand_.

-~

Aﬁ thig paint'we might be tempted to endorse Vygntsky 5 ghser va-

=r.

tion, made over fatty years ago,;

. s : . : .
EOUﬁdatiaﬁs for instruction. . .unfolds in a continuous interaction

with the cantfibntiﬂns of instructlon" (1962; p. 101). Beééfe’jumping
to,. s pegific (and perhaps simplistiﬂ) suggestigns for teaching, however,
p!% ould like first to cgﬂsider thE other side of the kncwledge coin-z

gS af 1anguage and pfiﬁt LT

Recently, cogniﬂiue psychologists have emphasized the investigaa
»

tioﬁ Gf "tacit" knﬂwledge--knowledge thatAhumans are able to use at

il



a subconsgious level (Weimer ;nd Palermo, 1974)5 The pravaiiiégr
attitude is that this type of knawledge is at 1éast aS impartant as
.cansciaus knnwledge in.deﬁermining the glabal aspects of cognitive
_fuﬁﬂtieqing. Fﬁr those of us concerned with what goes on when -

- ’: children learn, the Lssue of tacit knpwledge is Jusﬁ now beginning
to achieve wall;warfantéd-attEnt;@n. y extending our analysis of. . ..
how zhildren actually‘thinEAzs include tacit knnwledge we are’, |

isheddlng a qualitatively brighter 1igh§ on’ what we can hape Eﬂ‘
accomplish in the classroom. - 7

Long before the transitian to concrete éperatinnal thought

& =

lﬂccufs the preoperatimnal child may be said to have intefnalized

a- highly snphisticated system of 1anguage==he or she has ’ractical

EnOW1éﬂgE‘Bf languager the "hgw to" of ﬂommunlcation This knawledge

however, is 1argely taclt How might the Ehiid.at this stage, Ehen,f'

.subcansgiousb'canceptualize the relatignship bEEWEEn print and spee:h?

Recent research invéstigating‘the ";nvented spellings' gf_yauﬁg - f
. ;hildren (Reéd; 1975; Hendérsan and_Beeré, 19%6) suggesté that ;
: children tacitly EagégOTiéé séeech 5aundé in a highly Systaﬁat;é i,
fashion far the purpgsesréf Qriting; !Read.has;suggéscéd, in fact, -

; that children tacitly abstract the Eriﬂclgle of spelling. Thé; do .

e

not need to be explieitly taught the idea of the enccding system by

which speech 1is répzesented through print. s
A ;guple of egémplés are in order. In an initial study by Rgaé

(1971),5éaﬁa were obtained from childféndwha did naziknow how to

read, but who did know the names of the letters of the alphabet.

—_—

@
.
[3eh




- Armed with this minimal knowledge, the children are observed uniformly

to construct a fascinating system of mapping speech to print. "At

first, children seem to be sensitive to consonants in their spelling,

" and they omit the vowels. E‘Qrie;{ampléi sit might be spelled ct.

Shortly thereafter, the vowel is included, but it may not be what

adulcs, with the benefit of th31r knawledge of the 5pelling system

of English might expect The child mlght write cet. still IaEEf,

‘we might see set and finally, sit. ‘Why the odd choice of e to

represent tﬁe;seuhd ershert i? Read sqggeéfs thét sugﬁ a represen-
tation is based-aﬁ'éértain phonetic features that are camman-éb
ﬁ@th short i, the 5Dun§Athat the ehild wishés to represent, and
long e, éhé sound represented by the lettér.gir

'Recall that thé young speller knows @nlyitha names of the

letters of the alphabet. Wheﬁ égnftanted with a sound sueh as the

“short 1 in sit, thelghild does not know a letter whose name

represents that sound. The child does know the names of the long

vowels, however, and thus represent§ the short i with a letter whose

"hame' is closest to the short i judging by pﬂlnt of articulation.

Long e seems to fit the b111 quite nicely. In addition, the child
. } E

' may recognize the similar acoustic properties of these two sounds.

e

Consider another example. . Suppose the child wishes to spell

stakg‘(as in tomato stake; we won't worry about the homophony

between stake and sceak at this pnint) "Again, as with sit, the

initial spglling wadld probably have the vowel Smltted, and the
child vould wriﬁefigki Later, the vawel would be ineluded, but

aat . B

bt
e



. this time the child's choice is not so complex (from our adult perspec-

tive, at leéast) us was the case with sit. The vowel in g;ggg,seéms'

fétﬁe: straightforward; it is 'a long vowel, and there is a letter -
whose name represents the sound the child: wishes to)spell. Thus, the

child writes‘stak. Something strange, however, happpns a little 1a;era:

on. This méy be attributable to the child's sensitifity toward the

ﬁaturE',flEﬂgliéthPelling during early instruction |n reading. The -

: : o : . N T '
child learns’ the spelling of short vowels. (This is}the point, for .

example, at which sit might be spelled correctly.) HRut what happens
to the previously correct spelling gf long a in stakd? It is discarded

ct, the child is

(1]
o
Hhy

n

-

by the cpild,;and,stéke is now spelled stek.
) \ L . Lo .
endeavoring to establish a 'fact of the spelling system that says that,

_ . B ) ] s
for purposes of spelling, short and long vowels are rglated in terms

. - v, . * . i
of point of articulation. This is precisely what happened when the

childreafliér_tﬁied!to spell short i with the letter .- In this’
second ¢aée, the child has learned that:the letter e is used to

‘represent short e, and. correctly spells short e with the letter

jo

- Long a, however, is close judging by.point of articulation to short e,

- so the letter e is now used to represent long a as well. It is a

i‘Eéwerigl impetus gﬁ thg*particf the child that strivep toward a
Systematic-structure-in a spelling system. This effofrt to establigh
an order inbthe Spélling:Systgm occurs at thé expensé of overt?rawing
a previausly torreetxspéliiﬁg strazégyg. What seems to be going on
heie? | |

1t should be noted, of course, that the child eantually sorts

/.




.through these’'strategies and comes ﬁp with the c@rre¢t tepfesentatiaﬁ ‘

gu . . AN s

, .of short and lgng vowels. Tnterestingly anough hcwevér, this

résolution does not seem to occur -until the Ehlld "has passed through
. ; ;o .

the various degrees of tfansition from prenperaticna} to ccncrete

+

ﬂpéraEiOﬁal thought, and has both feet rathe

-+

firml§ planzed in the

,f

concrete ﬁperatidﬁal stage (Zutell, 1975) Prig: to this resolution,

- the. various intriguing spelling errors/the cbildren make.evidence a <

/

-system of sound-spelling EfoéSan enEESsand the SEFQE&UIE inherént

N 'i

. in the actual spelling syst%P cf English We see Ehé;éhllﬂ Qencerin'

first on a subjective and thEﬁ/Dﬁ an’ ",bj ﬁive sysﬁé@ pfimafllygat

," v
2

a tacit level. . . f}fﬁ oo N .
‘ ff;ﬁ £X~ .
» Gans;icus and Tagigfﬁc%d K%leédgezgiAgigngagive Synth251s -

We can now t‘Y’Ep gathar tnggther the threads of tacit (sub-

/ ,
nscious) and caﬁﬁtlaus Kﬁnwledge in an effort to character]
/ ¥

important aEPEj;S/Df werd kno ledge in primary- grade child'en

We seegi7 intetgstiﬁg intleraction between the childrgn 's idea

af word as ipnéen;fandgwatd as form.. The content aspe r involves

the ghild's/éénséicus reflection on the notion of "wgrd" as label fDr
/‘ -

/
thing or actiah The idea of form reflects the child's gradual

/ i

uggests that, for ycung children, the make-up is lg;;e;s, not

/ !

1 : * B @ A

5. // =~ = - wr
U o ’ .

The very aspect that we have often assumed, and which Downing
has assumed, is most difficult for children to master--the notion

| » - :




' ! tha§ print te?reség;s speech’ (in our thinking, a mQEE abstragt"

ﬁatiﬁn)aiis not iﬁ‘fact so difficult for ch;iéten to gfasp ﬁafeaveri

print actually setves to fagilitate ghlldren $ cancepts oE Wnrds as

spnken entities. Print introduces «children to’ ghe concept cf segmenta-

‘tion in language; putting.laﬂgusge "out there” ta;be looked\at and
“studied.

It is also apparent that, armed with a kngwlgdgé of letter names, .

i - ,5 o . o . &
children ‘tacitly abstract the principle of spelling, that i:
. : ‘ L

mapping of sound to print. And the fact ﬁ%aﬁ they quite whturally
'seem to represent mg?e than one sound with the same lettef demon-
B . . F %

strates chat‘théy do not tacitly expect the wfiting "*ode" to reflect
el

a one sound-one letter foundation. They are tacitly develaping.an
] - . : ¥ o

. FF

awareness that print represents speech, yetithey cannot consclously

reflect on this, because speech itgelf is ndt yet an object of

+ reflection. The segmentation of prinﬁ'féf_pﬁfPDSESéég writing is
not accumpanied by a carresponding segmentation of spaéch Spaces

in the :hildfen s writing are most often, at the early stages,

arbitrary. The child's attempts to establish a written "die"'faﬁ

speech do not at fi rst refle:t a Sensitlvity to the actual Drtho-

j etift;v’él

graphic structure, or spelling, of words. "The criteria are sg§
impaséd so much so thag later on, as we have seen, the child oyer-:
thraws a Cwell- establlshed principle--the fairly correct 5peiling of-
long vowels--for an "incorrect" spelliﬁg in terms Df sctusl English
sgeilingj but §ne that is gﬂnsideféd correct judging by the child's
1 _
\
y

criteria.

o



"-Once young children 1doK at words, what do they’/see? The
;p':"e;n:naI:a!:iv::fr’xaliv;t‘ril,ﬁj_l recall, is "stimulus boynd’; he or"she '"centers"
on the graphic array, but not-on the sound. The relationship between

-~

I _ i . . } .
sound and print 1g still tacit. These children 'are attending to

visual éﬁa;gsjfthe here!ané—ngwg 12 childien'are prematurely

inundagédiyithginstfugticn that eﬁphagizes.gérﬁs of written wordsgthat
: . ,J A .
L, carfeseﬁﬂd to; Eafts of spaken words, Eanfusian will prcbably “res ult Ly

e .
Thegéhild d@es nﬂﬁ have tha congcious, knowledge ‘that the printéd wafd
=;§é§ at internal_ﬁﬁructdfe Ehat is Dfdered and rule—gover”d. Dnly j

Jﬁ %y beiﬂg ¢Dnt1nually exp@sed to printed words and by attending to

// théir c%mpbﬁents will ?@E ghild eventually learn to differentiate

;}f‘ﬁ: word struczureg This diffEfentiationiinvalves, for example, under-

standing and manipulating beginning onsonants, consonant blpnds,

and vnwel phonogram pat erns.
Once children are attending to word Struéﬁure; it is diffizult

P
€

for them to understand tfansfarmatiéns of wards A gocd Example of

this ean be seen in our familiar word famlly games.! Thévpréépéfa* *“%ggx
tional child or the child in transition frDm pregpefationaltta ' ‘

concrete bperaﬁiénal, cén attend to the words cat, fat, énd]gggﬁ but
cannot graspvthe principie of ﬂcnson&ﬁtqsubstitﬁtigﬁf The .child is
attuned to the pé:;éptual here-and-now, to the.state of the wofdég
Despite a teacher's best efforts, he ngShe cannot ﬁifectlj teach
these children ﬁa infer én aspect éf the reality of wcrﬂ_strggturg{

- X o s ’ \
’ The children cannot infer that we can hold parts.of words constant -

N , L . o
whilegggzasfofming other parts--this is a more abstract-principle.

ot
&




‘7 £ r V' - , V . - 7 . kA P
Closely aligned.with the child's inattention to transformations

ié the phenaménén of ifféversibilicy;' In & consonant substitution . :

©

exercise, fﬂr example, the preaperational chle cannﬂt 'uﬁdn” the o L

¢ %

swit:h“fram cat ta hata—in effect "he or s?e i§ asklng the Eaacher,

Etich state can be learned

;f"what's’;he pDiﬁt?" Each word is a state:

< . & - 5

T as a glﬁbal whole, 'bat canﬁatﬁbe tranafa?géd or altered. When we

& * 5 *

o ask children tD*BltEr wafd structufe, we are asking them’ simultanﬂ o .

= &

’Eausly to manipulate a snund and a graphi; pattern. This demands a

. ¥
S ook

A ';"gonce,tual rather than a percé*tual task. The praoperagi@nal chiid

(A

= £

v < qand the child in zhe tfansitign from pIEEPEfatio@al ﬁhcught to

A ;
A )

.  ." doncrete operational théught, simply camu@t cgnsgi?usly handle such-

‘an aperati@%;. L _‘ Y
b . -.Gﬁildren grejﬁacitly able to do what they éiif need ‘to do
: i 2 . L ¢ o

¢ - = e oo f .
"later on. In the case of words, they are able to repre-
e = 5 - s i

L

sent sggméngs of the speech stream with 1§ttersf‘é§.the research in

r“in§eﬁéed’5pellings has indicated.’ Atniﬁié time, however, they aréEV

[ u St

nétléénsciously able to segment words phdnemiéaliyi This may,éegmi‘vg

.a bit)éaradaxiﬁal,'but if we look at.language as a whole, the x S

phenomenon is not quite so puzzlingz Children learn a langugii*with
no conscious awareness of whatever rules they are using;’ the
" conscious analysis will come later. . It certainly appears that théy'

apér@ach’wriﬁten language in much the same fashion--if allowed to do

A

" [
o bany

Aruitoxt provided by Eic:
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" Implications: Back to the Environment
R T‘ﬁ%yefgointed out what children éagpqﬁqu with regard to word
e : . . . .

)Stpdyf What.can they do, and what can we do to assist them through

the transitiaﬁ stage to. the point at which they can deal with words

simultanéously at different levels? First of all, it would'be well

. T

= e

‘to consider where the ‘children aré gﬁgnii}vely coming from. In

other wards, we do not want to fall prey [to the notion that "preopera- -

tional" is bad and that getting into ''concrete ﬂparatigng“disagaadg
. ’ N : ’ 4 * T

£ ) -

.In this regard, we should do well té_canéider Fla%éll‘s’admaéi;iuﬁ

zagainét believing that préopefatiana}ﬁggénking is "a cognitive
" malady ff@mgwhich theiéhild“gradually recovers with the advénﬁ of
concrete operations' (1977, p. 98). Actually, the gualiﬁizafxthe‘
childis environment is cfucial at the prégperétional_leveljgas,ié is
Y- g&éﬁy ievel,

I Tacit knowledge precedes conscious-knowledge, just as comprehen- .

* .. .. slen precedes production, so we need to surround the preoperational
: i ' # -‘: v ! . * . -
¢hilgd with printed stimuli that ¢can generate tacit assumptions. For

’~example,Jan illustrated alphabet strip in the:child's;bedréam is:ias

‘gaod>aﬁ idea as one in the classroom. Similarly, 1abeiing'abje¢;5

data. Pfegperaéianal children need

in the home pfqvidas lots of raw

téhpléy with visualzlaﬂguage on their own, su;jéctiva?sétms, We - : i
1simp1y proiide éhe ga&rdata fa%ighem, and direct their..attention EDl
it. | ‘

The pfe§peraticnal child is capable of assembliﬁg quite a sight

- voeabulary but is not capable of conscious internal analysis of

L

-
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" individual words. In the transitianal stage, hiS Ot her cancepg of

. ) L ;
"word" is moving to ipcluﬂs the A?S"hi; form. Eapandfopauléu and

Sinclair indicate, hawev3r2=that"fords",will_s 111 be considered as .

- bits of a larger, meaﬁingfﬁlfghale 'So we shéhld allow for CDnEiﬂéfE_

able expcsure to them in a mea i:’ful context. Dictatéd exgefience

8 arigs, far example, are an exnalleng maaﬁs by which this can oczur. L

.,
CE

We Quld ét assu tha; a sight vocsbulary and thEngncepﬂ af N _»f

vfeading will come about-as a result of "scund and IEEEEE -workboak :

X . ., VL

*!Exercises-’this only scrambles the necessary input of raw data. It
is a pedagcgizal irony Ehé; those children who have not passed frﬂm . vsx
-preapEfational to can:rete gperational thoughts—an& thus aré<unable

Eafréglect on th31r .own ijectlfied langusgé=sare gantinually exposed

tgri fuctlﬂn predlcated upo J st this type of reflecticn

) Furﬁhermﬂre, the children are ngchanneled thraugh similar types of

activities when the initigl-instructign-daes not take hald.

While a good sight %ocabulary is being. developed, the preopera-

- tional child can play with 1link letters, for example, as wall as -

write the Letters (if he or she is able to do sa) ND_'rules fr@m

. us, yet- We must remember tha® the children are zoping on their’
own terms. We can periodically and informally sse the chlld s

:~§b.gié§él oﬁgtanceptual'understanding aboutyﬂgtds_ We can begin in ;v--_,i ﬂﬁg
-‘earnest with analytiﬂal phcnics instruction when ‘the children are
U .
ready, and not.befo:e. That is, we will deal with the whole word

and move inward.

o




-, Once children are at the concréte operational level, they often

. ]

- seem to "fixate" upon a concept of print as always corresponding in

. D o . .
some one-to-one fashion to speech. I kave a hunch this may be a
direct consequence of instruction. We now know that English épélling_

=B - - o) . . . 4 . ) )
provides information.not.only about sound, but abgut syntactic and . |
. ‘sémantic featlires as well. "Many children, however, do. not move

: -ﬁtjv’ béj§ﬁd a&pféacgupégioﬁ with the gépeéﬁ’gf sound. By enaog%gging;;
Li:cenéfeée oéeraédpﬁglAf’ tdren to play cétégofiging gameé\with qorés,
 ‘ju§E as Ehéy wﬁuld categofig§ objects, Qe aés;st“ﬁheﬁ to éomeité—ﬁhé‘
_‘;feéligaﬁion tﬁat wqrdSAarg_th conzeptualiéedvin~fead;hg as ﬁEEE'i‘
_‘refieefioné cf.sound. ‘Rather,-thé childten can reali:e Ehaﬁ'wprds

‘have a féscinating structure iﬁ tﬁemselvesg'
. From an inétructional standpoiné, I havelgffgfed fow Earth=
shaking suggestioné,.épért from an apgéai fof:%egirgint in bringing
on word anaiysis in a féfmal>instru¢tional'séttingi ‘We cannocihurry

" childréﬁ along to a wholesome cgﬁ;eﬁt about w%rd% and to a buLginéﬂ

=Si§ht vqeabularyi :Wefgggg haweVef,-pfcviﬁe :hevright aﬁmésphe;e,
the eicitément;“énd the d&ﬁiﬁatizn.far'a curiosity about pfingi% We-'

'nshouldrnot be hésiﬁant abaut Surr@unding éhildfeﬁ witﬁ Print;'

Contrary to Doﬁning's!suggeétioﬁ'(197a), it ﬁay not be So‘ﬂifficult

-

fafréhildren to understand the purpose of written 1§:§§égg! Rather,

i

‘“”if;hé'difficulty seems to reside in a premature farmal-analyéis of

Ay - «

%

the units of language that reliesfhggvily upon ggung;




*

"zation of wordness during-thélfirst'year or two of instruction. As

’tnxexpand thrgughout the firét‘yeafé“éfgsébgoig éﬂd!;here is evidencev

22

- Children should not be expected-téba:hiéve an adult conceptuali- .-

Pépaﬂdrppculouvand‘Sinclaif‘s

*
= J

(Templeton 1977) Awareness of !ngdﬂESS' seems'tc be bettef:

facilitated bf’attentigﬁ to visual language than to sggken 1anguage K

Fr@m ;he pedag ogical perspective, a.quakitatively richer concept
s : ; o 7 R
of wﬁrd structure can be nuftured by a "facilitative" envirOﬁment I
aéalagise faf employiﬁg én admittedly nverwarked éducaticﬁal term,‘

but if we have 1earned anything over the yeafs it has been that

‘children do not_uniformly 1earn on.a éne=for-oﬁe, stimuius—fasponse

;basisg Individually, they "set up ‘the rules for cancept formation

The envirOﬂment that allcws Ear this type of: learning cught tc be
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our obje;tiﬁe, ‘ P
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"in investigating young children ] knowladge abDut'W@de%h I believe,
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however thgt -the impartant factor--an unhurrled, stimulating
e s

environment in the primary grades-awill nlcely accomn aaté Ehe grgw1ng

4

body .of knayladge about the Ehild's~undgrstandipg of both the»content
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* and form of the concept of ''wordness.'" B -,
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,ggest;ithgﬂcaﬁgept'af wordness cantimﬁesl
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