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ABSTRACT
This is a theoretical dissertation which draws upon
insights gained from the theory and data of miscue analysis.
It is directed toward resolving the disparity in research
interpretations of the influence of context on reading.

An

integrated view of context is presented through a continuum
of inter-related contexts that orients various research foci
along a spectrum of narrower and greater contexts.
From a continuum vantage, two major relationships are
discussed.

First, the influence of any defined context focus

is qualified by the influence of any greater context.

This

relationship reveals a problem for factor-based research
efforts that seek to identify, on causal grounds, a direct
influence for specific factors related to reading, and, the
concurrent con^lications faced by the reader who must deal
with the results of factor-based research in the classroom.
The second relationship, a connection between different
levels of context, is shown as valid only in intra-personal
venue.

This relationship is analyzed to reveal that

knowledge is constructed through the differentiation of
experience.

The development of knowledge is discussed

respective to the work of Kenneth Goodman, Yetta Goodman,
Jean Piaget, John Dewey, and Lev Vygotsky.
The general recommendation of this dissertation is that
the individual reader be treated as an epistemic participant
with respect to the development of knowledge.
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CHAPTER 1
THE RESEARCH PERSPECTIVE

Methods for learning to read come and go across the
educational arena like the march of super-numerics upon
the stage. Each is heralded as the final solution of
the problem of learning to read; but each in turn gives
way to some later discovery. The simple fact is, that
they all lack the essential of any well grounded method,
namely relevancy to the child's mental needs. No scheme
for learning can supply this want. Only a new motive putting the child in a vital relation to the things to
be read can be of service here (John Dewey, as quoted in
Betts, 1957, p. 8)
Over the past three decades miscue analysis, as
developed by Kenneth S. Goodman and his colleagues, has
significantly influenced the understanding and practice of
teaching reading.

Some have suggested that their work is

reflective of a new paradigm (Edelsky, 1990; Harste, 1985;
Oberle, 1991; Nicholson, 1992; Weaver, 1985; Hairston, 1982;
Stanovich, 1990; Otto, 1982).

From "comprehension-centered"

(K. Goodman, 1970), to "meaning-centered" (K. Goodman, 1973a)
to "whole language" (Goodman & Goodman, 1981), the evolution
and the implications of their work does suggest a new
paradigm.
Others have been critical.

Levin (1991) in presenting

three studies comparing meaning-based versus sound-based
orientations comments, "what follows are three empirical
studies that cast additional doubt on the popularly promoted
pedagogical practice of teaching beginning reading from a
holistic, meaning-based perspective" (p. 435).

In a
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seemingly conciliatory piece by Adams (1994b), the author at
once commends whole language as pushing forward the concerns
of experimental interests, and at the same time remarks that
"the positions of the whole-language movement ... derive from
a misguided understanding of cognitive theory" (p. 217).
McKenna, Robinson, & Miller (1993) go so far as to suggest
that "whole language is atypical of educational movements in
terms of how research informs it" (p. 141).

Whether

understandings gained through miscue analysis however reject
previous research findings or build upon them remains a
question.
While whole language has grown largely out of insights
and principles derived from miscue research, little of the
work of whole language critics has included reference to this
research upon which the object of their concern is founded
(e.g., reviews by Stahl & Miller, 1989; Pressley, 1994; or
the authors cited above).

This is not to say that whole

language advocates themselves have not been lacking in their
theoretical depth or consistency.

It is an interesting

regress from its roots that Stephens (1991) provides a
collection of research efforts "on" whole language but gives
minimal reference to miscue research.

More problematic is

Vacca & Rasinski (1992) who discuss whole language after
dismissing early language acquisition as being achieved
through "trial and error" (p. 16).
Children learn literacy as they do oral language - by
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trial and error. According to Cambourne (1987), in
learning oral language, no one expects a young child to
display adult competence when in the throes of learning
to talk. Instead, parents reward a toddler's attempts
at oral language with praise, encouragement, and
meaningful response (p. 16).
The theoretical inconsistency becomes clear when in a
following subheading Vacca & Rasinski (1992) proceed to
write, "Children learn literacy by invitation, discovery, and
intuition" (p. 17).
What can be seen however is that often what researchers
have stated reading is and what the same researchers have
researched appear to be separate perspectives.

The current

debate appears, in actuality, to be historical in nature.

It

is not new that introductions to the view of reading appear
broad and encompassing while the actual activities of
research have been narrowly focused. Qualitative concerns
about the reading process more often than not, disappear
through quantitative assessment.

As the dates of the

references in Chapter 2 indicate, the problem has been a
continuing one.

Indeed, in terms of an overall view of

reading, there seems to be considerable concurrence in
historical reflections on what reading is, or in the least,
its goal.

This suggests there remains unresolved an issue

regarding the treatment of "reading" in the literature.
That reading is a process which reflects the dynamics of
human thought does not seem in dispute.

So why has so much

research failed to represent the mental activity this would
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suggest?

Until the advent of miscue analysis representations

of such activity were few.
This dissertation explores the contribution the Goodman
model has made to research into reading through an analysis
of an integrated view of context.

It seeks to clarify

characteristics which distinguish it from other research and
to clarify the contributions miscue analysis makes to the
understanding of reading and to changes in reading
instruction.

Drawing on the statements of others whose work

has influenced the field of education, it is an exploration
of what implications miscue analysis has for research in
general.

Note on Treatment as Epistemological
K. Goodman began his investigation into reading in the
early 1960s.

In 1968 the first fully funded study into

miscues was completed (K. Goodman & Burke, 1968).

In this

are thoughts on what the study of miscues suggest for reading
instruction:
• Children should be encouraged to detect and correct their
own miscues. Teachers should avoid prompting and
correcting.
• Skills should be taught in direct relation to the reading
of whole language rather than in skills and drills.
• Children should be assisted in developing strategies for
using grammatical and semantic cues as well as phonic
cues in reading.
• Material children read must be "decodable" language to
them. It must, in other words, make sense (p. 2).
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The description is for teaching children who are
participating in their own literacy development.

At the time

this stood in contrast to repetitive skill and drill
educational methods.

Much has changed in many classrooms

since then, but for some changes have been is in appearance
only.

There remains a view that knowledge is some manner of

distinct, separable, isolatable parts. Whether the alphabet
or a collection of facts from Hirsch's Cultural Literacy
(1988), phonics or phonemic awareness (e.g., Griffith &
Olson, 1992; Juel, 1986; Yopp, 1988), an externally
structured systematic interpretation of knowledge continues
to appear as a path to literacy and intelligence.
analysis challenges this.

Miscue

Miscue analysis is centered not on

formal programs but in the activity and lives of children
themselves.

But formal delineated programmed instruction has

been challenged before (Ashton-Warner, 1963; Dewey, 1916,
1938a, 1956; Tolstoy, 1967; see review in Shannon, 1990).

As

the continuing debates indicate, there appears to be no clear
decision.
It is my suggestion that the problem is resolvable in
through an analysis of the epistemology, and that miscue
analysis provides the insights.

It is not, however, simply

because of the theoretical significance of miscue analysis
that this problem may be resolved, but through the view it
provides that the knowledge is not an exclusive pre-existent
correct view of reality, but a matter of development that can
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be seen in any first, or third grade reader on a daily basis,
by anyone listening.

What previous interests lacked for the

necessary explication of this problem, miscue analysis
provides.
Without the introduction of miscue analysis the present
conception of whole language would not have achieved its
status as a serious approach to the goals of education.
history of progressivism may have been repeated.

The

Because of

miscue analysis whole language is not just a philosophy.
Whole language is acknowledged by even its critics to have
contributed significantly to the field (Adams, 1991; 1994b;
Stanovich, 1993-1994).
In the evolution of reading research Goodman research
represents one side of the current division of views, one
side of the "paradigm wars" (Gage, 1989; Kamil, 1995;
Nicholson, 1992; Oberle, 1991; Stanovich, 1990; Weaver, 1984,
1985).

It is an apparently deep division that has arisen in

the field of education.

Over this time, as Gage pointed out,

there has been a shift in the view of research in the field.
The long standing debate between quantitative and qualitative
researchers, positivism and ethnography, has become a common
issue in education in general (Salomon, 1991), and in reading
research in particular.

In reading, the current form of the

debate between qualitative and quantitative researchers has
been influenced significantly by the introduction of miscue
analysis.
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The research trend in reading is toward qualitative
research and this has been gaining strength over the past
several years.

With the professionalization of teachers and

the advent of teacher-researchers, case studies and other
qualitative analyses have proven valuable to publishers and
teachers alike.

Currently, the methodological problems of

quantitative research, recognized to have born little in
terms of insights into reading (Kolers, 1968), have been
little resolved (Farr & Weintraub, 1974-1975).

Yet

quantitative research remains, and in the same manner, there
appears little change in terms of the traditional advocacy of
phonics (Chall, 1967 revised 1983, 1989; Adams, 1994a).
At the same time, the avowed goal of both views is a
nation of children who read.

On the grounds of the disparity

between two major bodies of research I make a distinction
which I suggest may be recognized as one of epistemology.

It

is from an epistemological view that miscue analysis may be
seen to inform the move toward a qualitative methodology.

It

is through an understanding of epistemology that an
interpretation is available for how this history has
unfolded, what it means, and how the debates may be resolved.

Research Questions
In this study two major questions are addressed:
1) How does miscue data reflect upon the general
tradition of research in reading?

19
2) What implications does miscue analysis have for a
theory of knowledge?
Background
I have been involved with the compilation of an
annotated bibliography (Brown, Goodman & Marek, 1996) that
contains 918 citations.

The bibliography reflects not only

current research directly attributable to miscue analysis but
contains seventeen citations which predate the earliest
publication of K. Goodman.

These are included due to their

remarkable historical reflection of insights that have become
recognized principles in miscue analysis: that the learner is
active and a central concern for reading theory, and that
context plays a significant role in the act of reading.
The significance of miscue analysis can be found beyond
the 1996 bibliography.

In the Social Science Citation Index

(SSCI) alone, over 2600 citations to the work of K. Goodman
and Y. Goodman are found in over 1500 publications.
"Analysis of oral reading miscues: Applied psycholinguistics"
(K. Goodman, 1969a) is recognized as a citation classic by
the editors of the SSCI publication Current Contents / Social
and Behavioral Sciences (1989, February 6).

The Reading

Miscue Inventory (Y. Goodman & Burke, 1972; Goodman, Watson,
& Burke, 1987) is cited over 200 times (including
dissertations which have focused on or used miscue
procedures).

It is from the effort of evaluating this

research that the focus for this dissertation arose.

20
One of the most controversial is K. Goodman's study of
children reading words in lists and in context (1965).

Cited

over 130 times in the SSCI to date, it remains persistently a
focus of disputes in the field of reading (e.g. Nicholson &
Hill, 1985; Nicholson, Lillas & Rzoska, 1988; Nicholson,
1991; Singer, Samuels & Spiroff, 1973-1974; Nemko, 1984;
Gough, Alford, & Holley-Wilcox, 1979; Schatz & Baldwin 1986,
etc.).

In 1983, the article was reprinted (K. Goodman,

1983a) with argument against (Blanchard, 1983) and rebuttal
(K. Goodman, 1983b).

One of the implications regarding

instructional practice this study reports iss
Introducing new words out of context before new stories
are introduced to children does not appear to be
necessary or desirable (K. Goodman, 1965, p. 643).
This notion has fueled the debate.

The problem of

context consistently appears in the debates between miscue
oriented whole language and traditional views of reading and
reading instruction.

It appears to be the point of

contention between the claims of the findings of traditional
research and that of research grounded in miscue analysis.

The Nature of the Discussion
This dissertation is the explication of the central
issue I found important for understanding the significance of
the introduction of miscue analysis into research in general.
My interest is centered on context, what it means, and what
conceptualizations are involved in how 'context' is treated
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by various researchers.

To resolve this problem I present an

integrated view of context.

Using this integrated view I

interpret research in general.

A linear presentation is

chosen which orients various research foci along a continuum.
Narrower levels of context are those which focus on small
isolatable aspects of language such as letters and words.
Greater levels of context involve larger aspects involved in
language use, background experience, and the character of the
individual reader. The continuum is presented in Chapter 4.
An integrated view of context as represented by a
continuum strikes at what I believe to be a central problem
in understanding research today: distinguishing between
research which focuses on established knowledge and that
which focuses on the establishment of that knowledge.

The

drawing together of various interpretations and examples of
research in the manner which follows may at times appear
complex.

While other studies attempt to separate or compare

various perspectives, this dissertation is different in that
it crosses boundaries which are commonly thought, indeed,
constructed, to divide.

This, unfortunately, means that a

substantive view of the examples of research must be
ventured.

This is necessary to present what I consider a

coherent and consistent view of the whole of the research
enterprise.

It results however in some complexity, regarding

not only the structuring of the overall view, but due to the
variations in different authors' terminology.
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If for no other reason, however, that the terminology of
reading takes on multiple meanings, some overall view is
required.
divergent.

The term "context" appears to be the most
To represent the intentions of authors as clearly

as possible, as well as to discuss the consequences which may
or may not be intended, an epistemological view is adopted.
This allows an analysis at a level which may be taken to
underlie the interpretations provided by the various authors.
In order to adequately represent the confluence of the
various interpretations of context several terms arose and
require specific definition.

Notes on Terminology Used
Due to the complexity of the definitions involved, and
the continuing search for an adequate description, I give
several terms specific meanings.

The meanings are not

original as the citations quoted in the body of the work
show.

But because some terms are used differently by

different authors, specific terms are required to allow a
synthesis of the intentions of the various authors.

This may

suggest I cim excluding other authors' interpretations of
events; such is in fact not the case.

The overall terms I've

chosen are not substantively contrary to other efforts in the
field.

For example, to discuss the cognitive development of

an individual I have chosen the term 'individuation.'

This

represents the manner of the individual's development of
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knowledge.

It is essentially the same in effect as several

other potential depictions.

In examining the issue of the

development of knowledge in thinking, for example, experience
is often used in reference to something which is experienced
(Dewey, 1960b).

Having an experience, or being 'experienced'

is a common usage.

In as much as this implies the individual

is actively involved within an environment, it is comparable
to Vygotsky's notion of mediated activity (Rieber, & Carton,
1987).

As well, Piaget's (1976) use of the term

'consciousness' in The Grasp of Consciousness describes
awareness not independent of the individual's activity in
relationship to the environment and is hence the same as what
I term 'individuation'.

All overlap, although within their

respective theories each has differing consequences.

I focus

only on the overlap.
The value of the term 'individuation' is that it draws
attention to the involvement of an individual, both
consciously and unconsciously (Jaff6, 1971). Segaller &
Berger (1989) write: "Individuation is becoming that which it
is in one fully to become" (p. 5).

This is consistent with

Dewey, Vygotsky, and Piaget, if taken in full measure.
Individuation also connects to Maslow's (1962) notion of
'self-actualization' as well.

However, it is less vulnerable

to an objectification of the 'self per se.
As with other issues this dissertation examines, I have
attempted to accept what has been analyzed by
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various author's rather than examine each of the specific
analyses per se.

While some terms overlap, others I have

chosen to avoid.

Where possible I clarify this problem.

For

example, in a case which is addressed, concrete and abstract
are often used in two entirely different ways.

A 'letter'

for example, may be considered to be a concrete symbolic
aspect of language or a highly specified abstract element of
language.

Depending on which description is chosen the other

term is used to denote the cognitive stature for the
'letter':

Abstract experience or concrete experience.

The following definitions were defined through the
construction of this dissertation.
Definitions
Capability; This refers to the ability of the individual to
internally transgress the linear, causal, deterministic
assumptions of classical research. It is demonstrated most
clearly in the ability to subjectively transgress in
thought what are objectively treated as the literal
dimensions of time and space. This capability forces the
reinterpretation of classical assumptions into a holistic
philosophical view which in turn lays the groundwork
necessary to discuss ambiguity, experience, and
constructivism and their pedagogical implications.
Category; I use this term to suggest a generative view of
conceptualization, implicitly representing the act of
categorizing experience. All individuals are recognized to
'categorize' experience. The category possesses a quality
of invariance as does the 'concept', but because it is
taken to be an individual act, it entails results more
unique to the individual, and hence lacks the more formal,
consideredly 'objective,' characteristic of 'concept'.
Categories arise through a division, discrimination or
differentiation of experiential reality.
As Exemplified by Memory: As treated in this
dissertation category is viewed as the result of inherent
limitations of experience. A memory, for example, is a
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result of an individual not being able to fully and
dynamically re-live a past event. A memory is not
literally a past event but a discrimination made about an
aspect of present experience. Were it not a differentiated
element of the present, it would not be a memory (would not
be remembered). A past event, as a 'memory,' is hence a
delimited, categorized event. As such it is the natural
result of psychological regress, which establishes a
holistic view of reality as a precursor to any other. It
should be noted that a memory can be revisited
experientially (e.g., daydreaming). This suggests a
variety of potential logistical considerations are
involved; time, effort, desire, interest (e.g., the
significance originally assigned to an event), etc.
Recognition of categorization is fundamental to a
constructivist/developmental epistemology.
Classical Assumptions; Those assumptions related to and
including an objective view of knowledge. For present
discussion these are the scientific assumptions of
linearity, causality and determinism. These are
assumptions utilized in science regarding the relationship
between any two or more invariants. Also included is the
unchanging characterization of an event as an 'invariant'
upon which linearity, causality and determinism are based.
Concept; Is an invariant ideation which I treat as
represented formally, as in, for example, research
conceptualizations. I use concept when speaking about
research and category when speaking of the individual to
distinguish between the socially anchored versus the
personally generated category. Concept therefore denotes
some degree of established consensus in the formulations of
knowledge.
Concern; This term refers to an individual's need, personal
interest, desire, expectation, wish, goal, potential or
possibility, or hypothesis. It is a primary organization
for differentiation activity, implicitly complete or whole
yet undifferentiated. It also entails the necessary
engagement of the individual. In form it is an early or
organizational category that overlays subsequent
differentiation. Concern is specifically chosen to be
potentially reflective of both the personal interests
and/or general or biological needs of the individual. It
bridges the largest span of distinctions made by the
individual and as functional from an individual's point of
view. As a feeling or thought, concern is subjectively
self-evident. Respective to undifferentiated experience it
is the basis of inquiry.
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Context; Context is the essential problem upon which this
dissertation centers. Context refers to given descriptions
used by the various author's express or implied
specifications and hence varies. This is resolved through
the recognition of an internal relationship which is
displayed as a continuum. The problem of various
definitions is resolved by approaching context as a matter
of levels of context (narrower to greater) or, in reverse,
degrees of differentiation (general to specific). Any
level to be relevant must be taken vis-^-vis a full
context. Full context refers to the 'presence' of the
individual reader.
Continuum; This entails the placement of factors in a manner
of the smallest to the largest units of measures relating
to a reading event. The title used in this dissertation is
"Text-to-Presence", placing letters (the smallest most
narrowly contextualized units) to the left and the reader
(the largest most encompassing contextualizing unit) to the
right. At the point of the inclusion of the individual,
objective interpretation is transformed to show levels of
context are productively interpretcible only in terms of
degrees of differentiation.
The continuum allows an interrelated descriptive account
of the various interpretative descriptions that authors
have provided for the word context. Miscue analysis
reveals the structure and order from which the idea of the
continuum representation is drawn and expounded upon. I
assume the view of the continuum for a productive
interpretation of contexting.
Experience; Experience is inclusive of the engagement of any
and all senses, it is that which is unreflectively or
tacitly known by the individual of an ongoing and dynamic
universe. It is undifferentiated, implicitly active, and
hence at once underlies, surrounds, and continuously imbues
any act of categorization. It is at once the grounds of
categorization, and the reason categories, once formed,
remain substantial and with immediate currency. It should
be noted that experience stands both in direct contrast and
complimentary to, but cannot be correlated with,
invariants.
Factor: A factor is a category and hence a reduction of
natural experience. Factors become problematic when, as
treated in classical epistemology, they are idealized as
literal representations of knowledge irrespective of their
genesis.

Individuation;
individual.
categorized,
derived from

This refers to the cognitive growth of an
It is the manner in which experience is
the unfolding of any manner of categories
experience.

Inter-level relationship; This refers to the quality of
relationships between greater-to-narrower
("greater/narrow") and narrower-to-greater
("narrow/greater") levels of contextualization. It is
drawn from an examination of the relationship of levels of
context as shown by miscue data. It is a matter of how any
greater relates to any narrower level and vice versa. It
is the inter-level relationship as a relative relationship
between any two levels to which this dissertation draws
attention. As this dissertation points out, there is no
general objective relationship which directly, completely,
or inextricably, ties any two levels or sets of factors
together. This results in the recognition that only
subjectively, from any individual's point of view does
singular or situational linking exist.
Invariants; This refers to the quality of unchangingness of
conceptions, their stable, and transcendentally so,
'objective' status. It is, tautologically, also the
quality given to research foci and connections between any
two foci as supplied by classical assumptions. Because
classical assumptions extend the focus and significance of
one invariant to apply to others (a form of associationism)
I consider it part and parcel t o and hence also one of the
more recognized classical assumption. General concepts are
characteristically invariant, and are not immediately
expected to change across time and space. Invariants are
the basis for replication of research experiments and
fundamental to the existence of classical assumptions.
Factors, variables, concepts and other objectified aspects
of experience are examples of invariants.
Invariance; This is the subjective side of invariants. While
invariants are problematic interpersonally, they are yet
experienced states for the individual. The quality of
invariance is a property of the individual's categorization
of experience. Socially, or interpersonally all examples
of invariance (i.e., invariants) must be reinterpreted
subjectively as they do not truly exist in the natural
universe, they only exist in the perceptual one. it is the
experiential characteristic of the natural universe which
ultimately refutes any literal one-to-one correspondence,
the rigidity of automatic behavior, a transference theory
of learning, and hence the significance of accuracy view of
reading.
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Presence; A characterization of an individual which includes
the dimension of the individual's naturally
undifferentiated or uncategorized experience. It is from
this perspective that a holistic view of learning and
education is unavoidable.
Psychological Regress; This is drawn from the philosophical
recognition that consciousness can never directly observe
itself, only its effects. A commonly recognized example is
found in the question: "Can a painter paint a picture of
himself painting the picture he is painting?" If
attempted, this results in a painter painting a picture of
himself painting a picture of himself painting ... ad
infinitum. Hence it is a regress.

Synopsis of Chapters
The confusion in research interpretation becomes clear
as I first describe problems that arise from the use of
differing or ambiguous definitions of instructional
approaches as well as definitions for good and poor readers.
Hopefully, through an interpretive analysis, the following
does provide some success at congealing the variety of views.
The problem of various meanings is addressed in both Chapter
2 and Chapter 3.

More Than Meets the Eve; The Implicit Problem of Context
Chapter 2 estciblishes an implicit problem as I discuss
the history of attitudes toward reading.

The goal of

researchers is remarkably similar and yet the focus of
research activity has varied considerably.

Even before

miscue analysis the literature reveals the focus on a broadly
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contexted view of reading was not absent.

Researchers

responsible for very narrowly directed research also espoused
conceptions that appear very current. The implication is
that as a matter of course, the practice of research involves
the breaking down of phenomena into smaller elements.

That

the whole is somehow reached through the particulars appears
to be a presumption.

Research: The Explicit Problem of Context
In Chapter 3 I approach the research literature
explicitly focused on context.

I look at how context is

examined through various taxonomies of early studies, and in
specific studies that challenge K. Goodman's 1965 study.
This serves as the grounds for a presentation in Chapter 4.

A Continuum View of Research Interests
In Chapter 4 a tentative continuum termed a 'text-topresence' continuum is presented which relates research foci
as 'levels of context'.

A continuum also provides grounds

for all subsequent discussion as contextual levels are
examined,

various examples of research are placed against

the continuum to reveal their epistemological character and
resultant problems.

The continuum is a way of organizing the

research interests, the contexts used as research foci by
various authors, according to their relationship to each
other in the description of a complete event.
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The continuum consists of the notion that at the text
end of the continuum is, and rests a research focus on,
highly specified aspects of language, e.g., letters.
other end is the reader.

At the

For contexting to be complete the

"presence" of the reader is added (see specifically, Chapters
12 and 13).

This provides a position from which the

consequences of much research effort and interpretation may
be clarified.

After the presentation of the 'text-to-

presence' continuum, diagrams of reading are presented and
discussed as symbolic to differing interpretations of the
continuum.

Miscue Data and the Continuum
The idea of the continuum is drawn from the only
integrated model available for reading: Miscue analysis.
Through miscue data observations drawn from the continuum are
illustrated in Chapter 5.

Miscue data demonstrate the

relationships between different levels of context using the
three cueing systems most referred to in reading research:
the graphophonic, the syntactic, and the broadly inclusive
semantic systems. The relationships found between different
levels of the continuum are clearly exemplified here.

The

examination of the cueing systems draws on consistencies in
the findings of related research and is interpreted in light
of the continuum.
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The contextual relationship discussed here is the
relationship between greater over narrower levels of context.
The relationship between these cueing systems demonstrates
that narrow contexts may be varied when greater contexting is
involved.

This is taken to point to and emphasize the

central significance of the individual to the handling of
information and seeks to clarify the implications of one
major finding of miscue research, that reading is necessarily
learner-centered.

The Problem of Invariants
Chapter 6 begins the in-depth critique of the continuum
as a problem of invariant conceptualizations.

With text at

the left and the reader at the right, from text through to
the presence of a reader, the progression of increasing
context is in the direction of the right, toward the reader.
To the left appears more definite, discriminated, particulars
regarding a reading event.

From a traditional behaviorist or

positivist point of view, greater contextualization equates
with a greater level research indefiniteness (e.g., what a
schema is is less accessible than what a letter is).
Regarding a research view toward any given reader, analyses
also become increasingly centered upon the whole of an
individual reader's experience to the point of situated
contexting.

This characterization is significant in

revealing problems with the research assumptions of
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linearity, determinism and causality, which break down on
logistical grounds at the point of the inclusion of a given
reader.
Because I consider the problem to be one of epistemology
and do not challenge data within the context of any given
study, but rather research design and interpretation of the
studies themselves, I term the application of the assumptions
of invariance, causality, etc. a "classical" research view.
Though these assumptions are earmarks of positivist research
they also underlie more qualitative efforts and found as well
in individual reader activity.

Regarding the treatment of

research, it is for this reason the issue is epistemological
rather than methodological.

I do not argue against the

pragmatic significance of these assumptions, but rather do
argue against their formal application in social research.
Though I believe that the assumptions of causality,
linearity, determinism and invariance must be rejectable at
the point of considering individual behavior, they may be
justified regarding the presentation of knowledge, if only on
the logistical grounds of expediency or subjectively, as I
discuss in Chapter 9.

They are, as well, a means by which

the world may be recognized as making sense by the
individual.

Beyond the core studies in miscue analysis,

research traditionally does not recognize either point.

As a

result, classical assumptions render applied research
vulnerable to reified or idealistic interpretations.

Concern
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for the implications of the "classical" perspective continues
throughout the dissertation.
The consequences of the continuum findings are then
discussed as they reflect the epistemological difficulties of
the classical perspective.

The assumptions of linearity,

determinism, and causality are all reflected in the posited
invariance of conceptualizations.

Conceptual invariants are

taken to be the signal quality of the classical perspective.
Examples are presented where invariance proves to be a less
than adequate interpretative base.

A General Critique of Invariants
Chapter 7 explores implications and consequences of
invariant conceptualizations as they are applied across the
continuum.

I discuss the 'covert holism' of accuracy and the

issue of presuming mathematical identities.

The "accuracy

thesis" is discussed and taken to its logical extreme.

This

view is explored in terms of its social and research
consequences.

A Continuum View of Quantitative and Qualitative Research
Chapter 8 briefly examines an interpretation of research
methodology in general that is representative of a continuum
view.

Quantitative and qualitative research perspective are

examined from a continuum point of view.

This discusses the

continuing problem of invariance and the essential relativity
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between the two views.

Rather than two separate

methodologies, however, quantitative and qualitative research
are seen to exist along the same continuum progression in the
development of their research.

They are only incidentally

different due to parameters created by the logistics involved
regarding the subject of study and researchers' selfassessments.

Consequences of the interpretation are also

addressed.

The Objective Invariant and the individual
Chapter 9 explores the application of classical
assumptions to the individual.

Here I present and discuss

the character of the confounds classical research faces when
confronted with the level of context involving an individual
subject.
To clarify the importance of the epistemological
problem, the nature of the individual reader is then
explored.

At the point of consideration of the reader the

assumptions of classical research regarding external
influences become subject to potential violation as a matter
of course by any given reader.

That the assumptions may be

violated does not mean they are not significant, but that
their existence must be qualified.

Invariance can be

explained but only from the perspective of a given
individual.

Because the assumptions of factorial linearity,

determinism, and causality may be violated by any given
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reader, these assumptions are reduced to a validity which
exists only from a given reader's point of view and for a
given point in time.
This qualification of the utility of research
assumptions means that from a research view there can be no
actual mathematical identity between any two fully contexted
individuals.

In the same manner, from the view of the

individual there is no actual mathematical identity between
any two fully contexted events across time.

Classical

assumptions must hence be treated as ongoing experientiallybased, constructs generated by individuals.

The application

of these assumptions via an invariant characterization of
specific information known by one individual (a researcher)
toward any other individual (e.g., a student) is a critical
and consequential flaw in the classical research perspective.
Classical assumptions regarding the character of information
are viable as applied by a reader but not to a reader.

The

explanatory power of classical assumptions here fails on
psychological grounds.

Subjective Invariance and the Individual
In Chapter 10 the reasons for classical assumptions are
explained as generated from subjective categorizations made
by the individual.

In this the interpretation of the

continuum is re-described and greater over narrower contexts
are shown from the individual's point of view to represent
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more general to more highly specified degrees of
differentiation.

Invariance is explained as a matter of

categorizing activity on the part of the individual which
always moves from the more general to the more defined.

At

this point experience as indefinite is introduced as
necessarily underlying all production of categories.

While

differentiation narrows defined fields, on an individual
level, it originates from and remains encompassed by
undifferentiated experience.

As a source for categorizing

activity indefiniteness or ambiguity provides a constant and
continuous field from which an individual may begin
interpreting and continually reinterpret reality.
This reverses the classical based model of development.
Knowledge begins from broad categories and develops toward
more specified ones, it does not begin with narrow categories
and magically come together into greater ones.

Ambiguity and Indefiniteness
In Chapter 11 ambiguity is explored as it exists across
all manners of context or categorizations.

This confirms the

subjective assessment of cognition and significance of
agreement in issues of knowledge through the recognition that
surrounding or underlying all social information (e.g.,
research data) is ambiguity (Goodman, 1993, 1996).
any two individuals exists ambiguity.

Between

Were relationships not

ambiguous there would be questionable need for symbolic
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communication.

Language itself is seen as representing a

process of differentiation (Lenneberg, 1975). On this point,
I consider information to be based on the logistics of
categorization, experientially based differentiations
precipitated through the characteristics of an individual's
perceptual (i.e., experiential) venue.

Again,

undifferentiated experience is the basis for the formation of
differentiated knowledge and stands in counterpoint to the
previously discussed 'invariant'.
The educational situation is that it is true, though
subjective acquisition of knowledge acts to negate the
indefinite character of experience, knowledge is never
removed from the ambiguity of experience.

Categorization

serves to identify new experiences for the further
differentiation of knowledge.
This also reaffirms the interpretation of the 'levels of
context' of the continuum as 'degrees of differentiation'.
As the increased influence of greater contextualization
indicates, contextual levels are best conceived as degrees of
differentiated experience, and so differentiated from a point
of view which is essentially holistic in character, i.e.,
from the point of view of the reader.

Differentiation is a

progression reflected through an increasing sophistication in
categorization.

Narrower contexted levels, those to the text

side of the continuum, are hence, in fact, the more highly
differentiated.

As narrower context (e.g., letters and
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words) are highly sophisticated differentiations as known to
adults and linguists, this does not correspond to beginning
learners general perceptions.

Cognition as Individuation
Chapter 12 provides explanatory descriptions for the
origin of knowledge from a differentiation point of view.
Several consequences are discussed.

In general, if

categories are presented in terms of increased sophistication
(vs. as operationalized factors for any comparative analyses
which uses classical epistemology), then growth must be
viewed as movement from the reader's generalized
conceptualization toward meaningfully differentiated text,
not the reverse.

Recognition of this manner of growth

suggests: 1) continual individual development occurs as
increasingly complex (i.e., differentiated) categories for
experience develop; and, 2) draws attention to
inappropriately designed instruction which presumes
sophisticated differentiation precedes rather than is subject
to generalized experiential awareness.

It also recognizes

the meaningfulness of individual interests and needs (which I
term 'concerns'), however objectively ambiguous, as central
to development, indeed, motivate cognitive development.
is further discussed in Chapter 13.

This
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Categorization and Experience
Chapter 13 presents and discusses the implications of
the addition of experience to discourse on knowledge.

The

influence on interpreting the individual is seen as
significant in that it places the individual at the center of
any educational concern.

The nature of what experience is

provides the 'sense' of events.

And what part it plays in

practical terms for education, inquiry, are discussed.
Learning is seen as a matter of differentiation which denotes
the constant and continual individuation of the individual
reader, and is constantly and continually subject to the
discretionary experiential venue of that reader.

Historical Observations
Finally, in Chapter 14 the nature of the above picture
is reviewed in terms of a digression into examples of
research in general.

This seeks to clarify the depth of the

understanding required for using miscue analysis and the
consequent implications miscue analysis has for research and
instruction.

Conclusion
It is the overall conclusion of this dissertation that
classical research practices (e.g., most clearly seen in
positivism) are a formal representation of what is

-K)
characteristic of the activity of any individual regardless
of age or disposition.

Classical research is a formalized

presentation of participants' differentiation activity.
Miscue analysis reveals the epistemology is an elementary one
and observcible in children's reading behavior.
This activity is a cognitive, progressive categorization of,
and development of relationships within, an immediate context
which is otherwise ambiguous.
experience.

The immediate context is

Categories arise and become increasingly

specified as a matter of differentiation.

Because

categorization depends on experience, the generation of
categories cannot be divorced from experiential grounding.
Traditional research however has evolved a set of assumptions
about relationships between categories which forces the
presumption that categories exist as a priori or invariant
entities.

Traditional research has consequently limited

itself to such a description of knowledge.
An examination of miscue data however reveals the
traditional or classical view to be a monocular one.

If

examined in light of contextual influences classical research
is not a social definition of reality, but one that presumes
a singular invariant definition of reality. Social
application reveals internal epistemological contradictions
as, for example, those that arise through the considered
'objective' characterization of the enterprise.

Objective

knowledge is expected to become subjective without
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explanation.
evident.

It is expected to be automatically self-

These contradictions are obscured by the remarkable

consistency of tacit social agreements regarding general and,
in actuality, ambiguous categorical representations of
reality, that yet fail in individual contexts.
While a presumption of categorical validity is viable
and from an individual's point of view necessary to some
degree, it raises serious problems which are specific to the
field of education.

These problems become especially clear

when dealing with very young children. The essential
contradiction in classically implemented research's
reflection of classical epistemology is that the practitioner
of classical epistemology rejects the lived existence of
other individuals.
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CHAPTER 2
MORE THAN MEETS THE EYE: THE IMPLICIT PROBLEM OF CONTEXT

In this chapter I discuss historical characterizations
of reading as an integrative process.
To begin, it must be noted that global concerns in
reading research have appeared to be more stable than the
great debate in reading suggests.

The Irony of a Broad View of Reading
Though it is through miscue analysis that many have
found practical support for their ideas about reading, the
significant implications of miscue analysis are not new.

In

1917, Edward L. Thorndike suggested reading was a process of
thought, related to that of reasoning.
Reading is a very elaborate procedure, involving a
weighing of each of many elements in a sentence, their
organization in the proper relations one to another, the
selection of certain of their connotations and the
rejection of others, and the operation of many forces to
determine final responses. In fact ... the act of
answering simple questions about a simple paragraph ...
includes all the features characteristic of typical
reasoning (p. 323).
The idea may not have been new with Thorndike but he has
been given the honor of having first introduced it into
academic discourse (Staiger, 1956).

While Thorndike may be

so recognized however, it must be pointed out that respective
to human activity Thorndike's recognition does not denote
creation.

It is one thing to introduce ideas into public
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discourse, but another entirely to be considered an
originator of the events discussed.

For whatever terms

associated with or attributes assigned to reading, reading
remains a human practice and there is no indication that the
character of reading has changed over time, either by virtue
of Thorndike's work or the work of others.

Though academic

discourse on reading may take various forms, analogous to the
use of a variety of languages, such a diversity is less a
comment on the nature of reading than upon the conceptions
and reflections philosophers and researchers have made
regarding it.
Major changes may indicate a fad, or if taken seriously,
a paradigm.

Indeed, whole language, a movement based to a

great extent upon findings in miscue research in reading
which originated with the Goodman model, and on research in
writing, has become a force to be understood for many in
educational communities.

While some have had difficulty and

intimated it is a fad (e.g., McKenna, Robinson, & Miller,
1990, 1993; Moorman, Blanton, & McLaughlin, 1994), there are
also professionals who have discovered that they have been
'whole language' teachers for years and only recently found
that there was a name for it.

Ken Goodman, himself, one of

its popularly considered contributors, has gone on record to
state that he did not "found" such a movement (Goodman,
1992).
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What Reading Is and What Research Does
Since my own introduction to miscue analysis in 1978,
the irony has not been lost to me that miscue analysis
reveals obvious phenomenon in reading that has largely been
ignored, even rejected, in teaching practice,

it makes

explicit the actual nature of the reading process.

One must

ask why the understanding which seems so obvious to those who
have explored reading using miscue analysis is so resisted
especially regarding its implications for teaching.

At

present, even the research community, though it is beginning
to respond to the insights of miscue analysis, still seems to
be evasive in implementation of those insights.

Leslie &

Caldwell (1994), for example, embrace the notion of
qualitative miscues, providing miscue analysis forms and
positive commentary, and yet maintain, that miscues which are
not "acceptable" miscues are then "errors" and revert to
traditional direct intervention methods of remediation.
While this has meant that I have experienced a certain
surprise in seeing how reading is treated in many classrooms
I do not believe the confusion I experience is without base.
Elsewhere and no doubt for the purpose of seeking some unity
in an overall sense, Emans (1979) has explored the
theoretical concerns of researchers Kenneth S. Goodman,
William S. Gray, Robert E. Shafer and Frank Smith respective
to the reading process.

What Emans found was a surprising

agreement in researchers' conceptions of reading. Underlying
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quite disparate research in the field there has been commonly
voiced:
a belief that reading is a process;
a recognition that critical to reading is a measure
of contextual understanding;
an acceptance that the studied activities involved in
reading are simultaneous;
a concern that gaining meaning is the purpose of
reading;
and, that reading is intimately a process reflective
of how thinking, or 'reasoning' as Thorndike (1917)
refers to it, occurs.
These concerns are quite complementary to the 1948
National Society for the Study of Education's (NSSE)
definition for reading.

As encapsulated a year later by

Gates (1949):
Reading is not a simple mechanical skill; nor is it a
narrow scholastic tool. Properly cultivated, it is
essentially a thoughtful process ... It should be
developed as a complex organization of patterns of
higher mental processes. It can and should embrace all
types of thinking, evaluating, judging, imagining,
reasoning, and problem solving (p. 3).
As Staiger (1956) put it:
Reading as reasoning (emphasis added) has become widely
accepted by educators since Thorndike's original
observations. In its successive yearbooks on reading
the National Society for the Study of Education has
upheld this concept. In the latest yearbook on
elementary school reading, this was the committee's
conception of the reading process (p. 5).
Hildreth (1957) wrote:
Reading is not a matter of naming one word after
another, but of inferring ideas from interrelationships
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of words in groups. Sounding in context reading does
not mean pronouncing each word separately but grasping
meanings swiftly through a combination of clues (p. 28).
Gray's (1948) conception appears to focus similarly on a
broad conception as he describes reading activity.

In the

order Gray presents them, readers use:
(1) meaning clues from the context; (2) the form or
appearance of a word; (3) structural clues; (4) phonetic
clues; (5) the dictionary ... [A reader uses] one or
more of all five aids or various combinations of them
(p. 40-41).
As well, consider a 1959 discussion by Dechant;
We define reading as the process of giving significance
to graphic symbols by relating these to our own fund of
experience. Reading is essentially a process of
interpretation. In reading we go beyond what the senses
provide; in short, we react not to the symbol, but to
what the symbol signifies (p. 99).
And notably, Neisser (1967) defined reading as "externally
guided thinking" (p. 136).
It has been over 30 years since miscue analysis began
and as the above dates demonstrate, there has been a
continuity of thinking which has been ignored by the research
community (see Chall, 1967; Adams, 1994).

It is a continuity

of thinking which also has ironically not been reflected in
the general research efforts and instructional practices even
in work done by those professing such a view,

while those

studying reading have recognized the integrated holistic
nature of reading in their beliefs about reading, for much of
this century they have at the same time proceeded to
eviscerate this conception in their fragmentation of the
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process for scientific study.

As Dechant (1959) continues:

What, if any, are the benefits of teaching children to
discriminate geometric forms, pictures, or objects?
What are the initial steps in learning to read and what
sequence in teaching the basic skills ought we to
follow? What is the appropriate sequence in the
teaching of the phonic skills And, what are the
relative merits of different methods of teaching
sounding? (p. 112).
As Staiger further explores William S. Gray's misgivings
about what he found practiced in classrooms across the
country in 1948, the seeming contradiction continues.

Few

classrooms, about 5%, implemented a "broad conception of
reading" which had been outlined in the NSSE Yearbook in
1948, many focusing rather on "on the mastery of word
recognition skills as evidenced in oral reading" (Staiger,
1956, p. 8).

This is interesting in that Gray himself, in

practice, advocated sequential development, reading
readiness, word level analysis, and prepared basal materials,
hardly real world, thought provoking activities (see
Mavrogenes, 1986, which itself is part of a debate reflective
of the issue here discussed).
Garretson (1954), a proponent of the use of real books
in the classroom explained the reasoning for her advocacy:
"We have worked with the idea that reading is a language
PROCESS and not a language subject." (p. 59, emphasis in the
original).

Malcolm Douglass in the same issue of the

Claremont Reading Conference Yearbook quoted Emmett Betts:
"Reading is not a subject.

It is a process" (p. 134).

Betts

48
also wrote in a manner today considered progressive in an
article entitled, "Reading is Thinking" (1959, February).
Or consider a 1958 book by Hymes, Before a child reads,
which looked at 5 and 6 year olds awareness of environmental
print and suggested a focus on context in reading and the use
of such "educated guesses" (p. 73) while arguing against
artificial skills, workbooks, and the concept of "readiness"
in reading:
The children we are concerned about are not yet ready
for our standard first-grade books, but they do need
books. They need real books, honest books. Not
exercise books. Not drills bound between covers
They will use books - just as they use their hammers,
their tongues, their paint brushes, their blocks - in
the way that is right for their age. but they are
completely ready, every single one of them, to learn
from the printed page" (p. 46-47).
Give your children genuine books (and trips,
activities, visitors, good pictures). A significant
change takes place; The child comes home from school
every day a smarter child (p. 78-79).
It may be added however that Hymes felt workbooks did provide
a quiet time for students and teacher alike.

But this was

acceptable only if the teacher understood that the "... quiet
comes because the children are, in fact, doodling" (p. 76).
As well and curiously, in light of the following
discussion, recurrent in the literature on reading are
periodic emphatic requests for reading research to return to
actual classroom situations.

As one researcher put it.

It is time, for example, that we do more "field work" in
reading. In addition to the exhaustive scrutiny of
reading progrcims , we should begin to concentrate more
on reading as it thrives, or sickens, in its natural
habitat (Matthews, 1964).
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Such a sentiment, appears to have met little resolution as in
1979, Tuinman remarks:
My major contention today is that reading researchers do
not spend enough time in the schools and classrooms when
reading is taught and learned. More generally, reading
researchers have too little contact with the reader as
he learns and reads (p. 9).
Such is a virtual corollary to critiques of decontextualized
experimental research, the results of which have been far
from productive.

As noted by Kolers in his introduction to

Huey's classic (1904/1968):
Remarkably little empirical information has been added
to what Huey knew, although some of the phenomena have
now been measured more precisely (p. xiv).
This sentiment is elaborated more fully by Wardhaugh (1969a)
when he wrote:
The history of reading instruction is not a very
glorious one if one is to believe the recent
documentations of that history by Diack, Mathews , and
Chall. These writers, or critics if you prefer, show it
to be a history filled with research studies which
contradict one another, with gimmicks that have come and
gone in almost regular cycles, and with controversies
over methods. It is not difficult for us to see it as a
history in which claims about kinesthetics,
tachistoscopes, phonic word attack skills, reading
pacers, whole word methods, and bibliotherapy are
advanced in one big, buzzing, babbling confusion (p.
254).
This concern is still voiced in the literature,

in a

discussion of looking for "first causes" in reading,
Mosenthal (1989b) remarks;
What continues to amaze me is that although the jury of
reading researchers and practitioners is far from
agreement on reading's first cause, the jury never
raises two really important questions: "How do we make
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sufficient sense of all these many competing and
contradictory first causes so far identified in reading
research? and "Given that we don't know how to deal with
all the first causes that we have, why do we persist in
looking for still other first causes?"
Without seriously considering these questions, we
as researchers and practitioners will only produce more
prickly heat than understanding in our quest for first
causes. ... [T]his has few beneficial effects
(p. 421).1
Reading research and instructional practices during the
earlier portion of this century have been, and in most areas
still remain, largely focused not on a reader's thinking, but
on the isolation of elements involved in reading and word
level identification and means of managing each element as
conceptualized or deduced by empirical research.

It has

examined divisive aspects of reading rather than attending to
the inclusive assumptions found in the professed, if
apparently intuitive, concerns, goals, or actual practices to
which it has so often tied its "findings".

For the most

part, reading research in practice has not explored "reading
in its natural habitat".

Unfortunately the operationalized

research conceptualizations are too clearly reflected in
their correspondent instructional prescriptions, which when
1 Luria (1978), focusing on L. S. Vygotsky's argument that
consciousness is imperative to progress in psychology,
maintained similar observations about neurophysiology: "Why
is it that these tremendous efforts by leading specialists in
neurology and physiology, which have yielded such a mass of
new information, have proved so unproductive as regards the
solution of this fundamental problem [of consciousness]?" (p.
4). And this sentiment is echoed in popular literature as
the following observation illustrates; " Scientists, ..., get
lost trying to find the components" (Eichmann, 1995, April 7,
p. 7).
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put back into the classroom are more than less like placing a
dissected frog leg next to a frog body and expecting it to
move again.

This is to say, even in experimental research,

however much mystified such expectations become, it's left
purely up to the student to breath life into the exercise.
To this end, experimental research has abdicated
responsibility.
Amidst such suggestions, for example, left
unaccommodated has been the real world experience of proof
reading.

A question is raised respective to diminutive

instructional practices when it fails to account for an
understanding of what professional readers know as "proof
reader's illusion", known sufficiently to be defined in a
dictionary of psychology as:
An illusion of visual perception of familiar words, due
to the images of the words being evoked by the context ,
and by slight cues in the word as presented, with the
consequent overlooking of typographical errors (emphasis
added, Drever, 1952, p. 226).
The focus has been on programs and various elements
singularly extrapolated from researchers' reflections.

And

again, this is found in the work of those advocating a
'broad' conception of what reading is or should be.
One has the feeling that there is much more to reading
than is acted upon.

Respective to the professed ideations of

some researchers in the field it would appear that much of
the conclusions of their research are a contradiction of
their original belief.

While exclusive of an accommodation
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of real readers reading real texts, findings may be apropos
in terms of the operationalized research questions and the
designs used. The consequent instructional implementations
however are at best lacking in their ability to address the
full scope of an actual reader's activity.

Overall it would

appear that the professed, albeit apparently intuitive
understandings of, and goals for, reading as put forth by the
reading research community, have run counter to the practices
of research and consequently the teaching of reading in the
classroom.

The above brief comparison of what researchers

have said respective to what they have done indicates that
there has been considerable disparity.

Miscue Analysis
In 1967 the first model of the reading process by
Kenneth Goodman appeared.

This model grew out of work he

began in the early 1960s.

The first miscue based report

appeared two years earlier (K. Goodman, 1965).

It began a

considerable research tradition concerned with reading as a
process, but it has met with considerable opposition to its
findings and implications (see discussion in Goodman, 1993).
That there has developed such controversy would indicate that
miscue analysis departed markedly from addressing the
concerns academicians have regarding what is appropriate in
reading research.

Yet given Emans (1979) examination of

researchers tenets of reading, and the historical context
presented above, this would not appear to be the case.
As early as 1963 in a critique of curricula, what K.
Goodman introduced was the idea that a reader's linguistic
knowledge should play an important role in decisions about
readers and reading. Utilizing linguistic knowledge
available at that time, Goodman broadened the tools for
examining the reading process.

Earlier attempts had included

"knowledge of physiology, psychology, sociology, and growth
and development, but not on any systematic understanding of
the language itself" (Goodman & Goodman, 1980, p. 18).
Indeed, a multitude of factors have been defined, but have
also failed to produce real advances in the field.

Emans

(1979) commented on how different the apparent contest
between earlier researchers and researchers such as Goodman
and Smith would be should such linguistic knowledge have been
earlier available. And yet the original controversy persists
today.
For the Goodmans, oral reading was the research area of
choice because "... oral reading offers unique opportunities
for the study of linguistic and psycholinguistic processes
and phenomena" (Goodman & Goodman, 1977, p. 317).

They

continue;
[W]e may analyze what subjects say or write: however,
except for an occasional slip of the tongue,
typographical error, or regression to rephrase, speech
and writing offer no direct insight into the underlying
process of what the speaker or writer intended to say.
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The study of receptive language - listening and reading
- is even more difficult. Either we analyze post
listening or post reading performance, or we contrive
controlled-language tasks to elicit reactions for
analysis.
Reading aloud, on the other hand, involves the oral
response of the reader, which can be compared to the
written text. Oral readers are engaged in comprehending
written language while they produce oral responses.
Because an oral response is generated while meaning is
being constructed, it not only is a form of linguistic
performance but also provides a powerful means of
examining process and underlying competence (emphasis
added, p. 318).
In this description they show readers as active, as thinking.
By studying real readers reading real texts, they
contextualize reading in a way that reveals reading as a
process.

This research reaches in practice what other

researchers have advocated, a broad definition of reading.
In line with a broadened definition of reading, miscue
analysis results in insights that expand instructional
practice rather than constrict it, address the broad
conception of reading in practical terms, and develops a
positive relationship between conception and practice.

In

practice, miscue analysis appears to be an achievement in the
research tradition that brings instructional implications and
practice in line with general conceptions of reading, the
intuitive understandings of some, if not all, researchers'
reflections on the process.

It not only makes conscious for

researchers the invisible integrities involved in a reader's
approach to text, the syntactic and semantic information the
reader possesses, but places all, including graphophonic

information, under the management of the reader him or
herself.

As if answering calls in the literature (e.g.,

Matthews, 1964, above), K. Goodman comments about miscue
research:
Because we worked with real kids reading real books in
real schools, the practical applications of the lessons
we have learned and even the research procedures we used
are more evident. Everything we know we have learned
from kids. Our purpose here is to show our fellow
teachers how they also may learn from kids (Goodman,
1973a, p. 3).

A Broadened View Of Reading
I mentioned that there is no indication that the nature
of reading has changed over time.

I also pointed out a

phenomena respective to whole language, that there are
teachers who have been, but have not known to call
themselves, whole language teachers since they began
teaching.

It should not go unnoticed that while research has

seemed to change, the reading process has not.

Nor should it

therein be missed that teachers as real readers have often
had an intuitive sense about reading and acted upon that
intuition.

In listening to themselves they find they have

been 'whole language' teachers, even before the exploration
of the process itself began to be anchored in research which
used real readers in real contexts.

This intuitive grasp of

the phenomenon has previously resided in the realm of
philosophy, or with the so often credited personal charisma
of its advocate.

From John Dewey, to Leo Tolstoy, and many
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others (see Shannon, 1990; Y. Goodman, 1989, 1992b) a
conception of reading amiable to Thorndike and the NSSE has
flourished and yet remained in the hands of its
practitioners.

Holism has been a recurrent theme in the

history of education, and has even been at the heart of the
conceptions of many researchers who have not had the tools or
the inclination to explore it.
Miscue analysis and the Goodman model, by recognizing
the full contexting of the reader as important information,
in attending to the problems and issues of real readers, and
in recognizing the psycholinguistic character of the process
and the open-endedness that entails, has provided those
tools.

It has rendered previously intuitive knowledge as

substantial and provided an integrated means of interpreting
data without compromising the productivity of the reader
through regimen.

Uncharacteristic of other research, miscue

analysis has steadfastly placed the active participant - the
reader - in control of the process.

As Perkins (1994) has

remarked, miscue has simply made explicit previously
intuitive feelings about the process.

Through this, an

expanded "broad" understanding of how a reader reads has been
gained.
Reminiscent of Thorndike's "Reading as Reasoning"
(1917), it has, opened doors which have led in the direction
of qualitative research (e.g., Y. Goodman, 1972a, 1972b).
When it is found to go beyond application to a variety of
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languages and orthographies (e.g., Barrera, 1978; Chattiwat,
1990; Hodes, 1976; Mikdadi, 1985; Romatowski, 1972), ages
(e.g., Bierman, 1992; Brophy, 1987; Young, 1973), and
physical differences (e.g., Ewoldt, 1981a, 1981b; Sowell &
Sledge, 1986), to music (Blackburn, 1983; Hahn, 1985), or to
math (Hollander, 1973; Daniels, 1988), the appearance of a
connection to a larger and more inclusive, not smaller and
exclusive contexting of the reader is required.
When music students repeatedly miscue a particular note
in Brahms' "Cappricio" only for the instructor to finally go
to the original score and find a misprint in virtually all
subsequent reproductions (as reported in Sloboda, 1984), one
begins to wonder exactly how great the situational or
personal integrity of the individual's context is, and how
much of it has been explored.

One questions the word

oriented practices of reading when Bettelheim and zelan
(1984) begin to explore "errors that promote literacy" (p.
162) or when Freud (1960), beyond emotive analyses, asserts,
"The reader's profession ... determines the outcome of his
misreading" (p. 113).
There is presented in miscue analysis as a recognition
of the non-problematic character of a reader's productions,
integrities which are accounted for respective to the
knowledge readers possess.

The attitude is not one of

mistake and re-mediation. Patterns of contextual influences
are revealed where previously only random chaos seemed
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apparent and in need of instructional correction; patterns,
even if unaccounted for or ignored respective in other
research.

And it raises interest in what might underlie any

form of systematic error discovered in readers (e.g., Nairne
& Healy, 1983), the integrity of the reader and the reading
process.
The way the Goodmans have integrated knowledge about
language use to reveal a reader's processes, strategies, and
meaning construction has turned previously mechanical
relationships between student and teacher into dynamic
insights into learning itself. This model has proven
inclusive of teachers' learning as well (Page, 1973, 1976).
When K. Goodman writes: "Our purpose here is to show our
fellow teachers how they also may learn from kids" (Goodman,
197 3a, p. 3) he may be addressing a concern of Lawrence
Stenhouse:
[W]hat counts as research in education? I mean by
research in education, research conducted within the
educational intention and contributory to the
educational enterprise. There is, of course, in
history, philosophy, psychology and sociology, research
on education conducted from the standpoint of the
disciplines which contributes to the educational
enterprise incidentally if at all. ... Research is
educational to the extent that it can be related to the
practice of education ... i.e., to the classroom and the
daily and present practice of teaching and learning,
(emphasis in original, Rudduck & Hopkins, 1985, p. 18).

Implicit Contexts of Research
To look for this understanding of readers in the
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literature of research however is largely limited to work
based directly on miscue analysis.

As extensive as that is,

it is far from complete, and also far, I would argue, from
being understood.

Though I have no argument with traditional

research per se, it has been unproductive in providing
insights into actual readers behavior.

Except for use of the

term 'miscue' it is difficult to determine research which
explores the contextual basis.

Unfortunately the term has

entered into the vernacular (e.g., Fagan & Eagan, 1986), or
can be found meaningless (e.g., where miscues are treated as
errors, Parker, Hasbrouck, & Tindal, 1992).

Beyond 'miscue'

many key definitions in reading have become difficult to
assess.

Whether it is a question of instructional approach

or what a good or poor reader is the meaning of the terms
vary, and definitions within studies are not always clear.
There appears inherent in current research a critical
dichotomy of definitions.
Some form of anchoring is required.

Though the

dichotomy exists, it must be recognized that within the
structure of their own analyses, neither is 'wrong', despite
remarks made by Gough (1981, p. 95).

After a brief appraisal

of the problems of definitions, I further examine research
that explicitly deals with context.

Problems of Implicit Context
The only common distinction is one of context.

How much
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is included, how much is not.

If miscue analysis represents

an expanded contextualization of reading, it only follows
that an approach to research reveals such disparity of
definitions.

Though it is a problem even in miscue based

research, the problem is made more clear when the research
based in a more traditional view is examined.
The problem arises frequently in assessing the
definitions used for instruction and of good and poor
readers.

The early work of Weber (1970a, 1970b) divided

readers into good and poor based on the reading groups
created by the teacher.

Unfortunately, ability grouping has

also been found to be related to the nature of instruction
received (Allington, 1977, 1978, 1983; Gambrell, 1984, 1986).
Differing contexts of instruction, if you will, has likewise
been found to influence how readers act with print (Board,
1982; Dank, 1976, 1977; Freppon, 1991; DeLawter, 1970, 1975;
Norton, 1976; Norton & Hubert, 1977).
With such variety of methods of determination of good
and poor readers, and because in some cases the criteria
itself acts to create differences in readers, little
confidence can be placed in direct comparisons of groups.
What a teacher may consider good, for example, depends on
whether word accuracy or strategy use is a criteria.

The

criteria of different tests may likewise be so represented.
Reflective of the difficulties surrounding the concept of
context, some studies find 'poor readers' use more context
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(e.g., Brody, 1973; Juel, 1991; Stanovich, 1991) others found
'good readers' use more context (e.g., Allington & Fleming,
1978; Clay, 1968; D'Angelo, 1980; Ellinger, 1985; K. Goodman,
1965; 1986b, 1996; Hughes, 1977; Myette, 1992; Otto, 1977;
Rousch & Cambourne, 1978; Wixson, 1979; Yurkowski & Ewoldt,
1986).

Instruction and Instructional Contexts
Instructional differentiation unfortunately has itself
been ambiguous.

Biemiller (1970), for example, obliquely

notes that the instruction his subjects received is
"described in detail" (p. 81) in a 1968 manuscript (it was
'unpublished') and says no more about it.

Some idea of the

instruction might be inferred however in that Biemiller noted
the readers in his study tended to only use what they
considered "reading" words in their substitution and
insertion errors (p. 91), taking greater risks only over
time.2

2 This metacognitive distinction children gave to what were
and weren't "reading" words is interesting in that Biemiller
interprets an increased use of non-"reading" words in
substitution and insertion miscues as indicative of
increasing internalized control over graphophonic
relationships and movement to contextual strategies rather
than a move from instructional or classroom contextual
constraints to personal contextual influences irrespective of
graphophonic knowledge. The latter interpretation is
possible due to the use of a miscue based research procedure
itself which would suggest his findings are a result of the
children's experience of a different instructional, albeit
considered 'research' strategy which Biemiller used. Such
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While most instructional approach comparisons are in
dissertations, and therefore beyond this research effort to
fully acquire and analyze, others are yet notable,

in 1966,

Kendrick & Bennett discuss differences between and
"experience approach" and a "traditional approach".

If at

that time, as some suggest (e.g. Biemiller, 1970), that "most
children in the U.S.A. are taught to read using contextual
material" (p. 79), the question of what exactly "traditional"
and "experience" entails remains open.

Badon (1993)

comparing "contextualized" and "decontextualized"
distinguishes the two by whether the targeted behaviors are
taught during reading (contextualized), or before and after
actual reading (decontextualized).

Burke (1976, November)

discusses comparisons of 'formal', 'semi-formal' and
'informal' schools.

While formal is said to use a "heavier"

phonics program and students in "informal" schools were
expected to show a more varied strategy use indicative of
more mature reading (not found, incidentally), further
description is lacking.
Of course over time meanings have changed.

Dykstra

(1968) in comparing a code-emphasis and meaning-emphasis
program noted then "The typical basal reading series belongs
to the meaning emphasis category."

Samuels & Schachter

(1978) arguing for a subskills approach defined his meaning
results have been noted in retrospective miscue analysis
(RMA) procedure (see Y. Goodman & Marek, 1989, 1996).
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emphasis category as "holistic" or an interpretation of
Goodman he labeled "whole-to-part" (p. 46).

Curiously even

this change indicates a finding of this study in that it
suggests a trend toward greater concern for the psychology of
the individual reader and greater contextualization, even by
the critics of miscue analysis.
Whether phonics emphasis versus eclectic basal (Norton &
Hubert, 1977), or language experience versus basal (Ramig &
Hall, 1980) or a more specifically defined comparison of
"instruction that emphasize the graphic or phonic features of
words presented alone (word alone method) [versus] methods
that emphasize meaning through oral, written, and pictorial
cues (context methods)" (Ceprano, 1982, abstract), each is
minimally, if not antithetical to comparative meta-analysis.
In instances given a well-defined instructional stance
however, it is notable that researchers assume instructional
activity is ever consistent and true to its original package,
something which Parker et al. (1995) noted it is not:
[0]nce a teacher as user has reached routine use of an
innovation, the teacher will begin redesigning and
modifying the innovation to suit individual needs and
conclusions (p. 29).3
In terms of actual use of a program one is left to wonder if
it is used as intended (for a discussion see Durkin, 1984;
Russavage, Lorton, & Millham, 1985).

Or learned as taught

3 For examples of teachers who have bent traditional
instructional protocols in ways pertinent to this discussion
see Pereira (1978) and Jackson (1981).
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(Glenn & Glenn, 1978; Harnage, 1978).

As noted earlier, even

researchers whose practical work has focused on the
particulars of reading, have suggested a tempered view which
takes into account classroom reality.

Betts (1959), for

example, writes.
Master teachers recognize the limitations of
standardized tests for estimating an individual's (1)
independent reading level, (2) teaching or instructional
level, and (3) specific needs. For this reason, they
make maximum use of systematic, informal observations of
pupil behavior in reading situations (p. 146, emphasis
added).
For myself, this is interpretcible as a historical example of
advocacy for the professionalization of teachers which has
only come to fruition with the recent developments in whole
language philosophy and practice.

A reasonable substitution

of 'whole language' for 'master' and 'theoretically grounded'
or 'informed' for 'systematic observations and Betts is
meaningfully revealed as a "kidwatching" (Y. Goodman, 1978,
1982, 1985; Marek et al. 1984) whole language advocate.
Beyond instructional approach, classroom organization
appears to be an influence.

Ability grouping has been shown

to serve as contexts themselves which influence how students
approach, treat, and even how interested they are in reading
text (Lowry, 1972).

Suffice it to say, that given the

interpretative ambiguity of instructional practices it is
difficult to ascertain any specific characterization of
readers when what is meant by instruction is not explicitly
presented, as is too often the case.
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The Dilemma of Good Or Poor Readers
The deterioration of a clear focus for meta-analysis
does not stop here, however, for underlying this problem is
the fact that the very definition of reading used for good
and poor readers varies.

This is simply an added

complication to instructional approaches used, as researchers
depend upon the instructional objectives of the teacher or
the operationalization of reading that researchers'
conceptualizations require.

Is reading achieved when readers

sound like they are reading, or when they show understanding
of material?

Or at a deeper level, is reading achieved when

readers demonstrate they are constructing meaning or showing
they have integrated meaning functionally into their lives?
Curiously, and analogous to discussion in Chapter 1
concerning a broad conception of reading, researchers appeal
to the same greater goals for reading regardless of the
nature of their analyses.

Ostensibly the intent of those

using any definition is to create lifelong learners and
contributing citizens for the modern world.
The definition of a good reader clearly becomes a
problem when Furniss & Graves (1980) find that an
instructional emphasis on accurate text reproduction is found
to interfere with reading comprehension (see also McNaughton,
1978; 1981; McNaughton & Glynn, 1981; Ramphal, 1983).

In

these studies the direct link between sounding like a reader
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and understanding what is read is broken.

Comer (1970)

produced early work using both absolute and isolation
criteria, finding "the relationship between identification
and comprehension ... need not be positively correlated" (p.
472).
Whether a reader is judged using a criteria of
comprehension or accurate text presentation results in
different populations for a research study.
necessarily compliment the other.

And one does not

The use of a teacher's

designation of their students' reading ability is common.
What view teachers have, and hence what criteria they use
however is not explicit. Curiously, given the previous
discussion regarding the influence of ability groups on
students, which ability group a reader is in has also been
used to designate between good and poor readers (e.g.,
Umansky, 1984).

Christie (1981) selected high and low

ability readers simply based on what grade level basal the
teacher had assigned them.
Again, returning to the issue of instruction. Board
(1982) reports:
[T]hat children are selective in using instruction to
guide their own reading development. Proficient readers
are discriminating in applying instruction, and can be
described as Instructionally Independent. Low readers,
on the other hand, respond indiscriminately, and can be
described as Instructionally Dependent (abstract).
In the case of Aslanian-Nemagerdi (1986) and Ellinger
(1985) rather than good and poor, the terms 'proficient' and
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'non-proficient' are used indicating more of a process than
product interpretation.
degree.

However, even these are a matter of

While reading may be considered broadly as a

thinking process, reading research appears to be torn between
a focus on the text being read and the thinking of the
reader.

Tests and Inventories
To differentiate good and poor readers, a variety of
'tests' or 'inventories' is found.

A standardized test may

be used based either on a subsection or combination thereof
(e.g., verbal and/or comprehension scores).

On occasion

there is reference to an acceptable concurrent validity with
a standardized achievement test, though that test itself
remains anonymous (e.g., Stahl, 1989).

In an examination of

good writers who were poor readers, Martin-Wambu (1988) found
that test taking abilities played a major factor in the
readers designation as poor.
I myself recently met a child who could identify a title
page in real book but who could not identify a picture of a
title page on a standardized test. Problems with testing
however have been explored elsewhere (see Bridges, 1985;
Ewoldt, 1987; K. Goodman, 1973b; Hill & Larsen, 1983).

Accuracy, Comprehension and the Vernacular
Representative contrasting polarities have been drawn
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for a general comparison of the most extreme criteria for the
assessment of readers (see Harste, 1985; Weaver, 1994). The
poles are a generally text-bound focus on reading accuracy on
the one hand, and a meaning-oriented, comprehension-centered
(or comprehending) focus on the other.

Each pole becomes an

epistemological context for the research endeavors involved,
each with a definition and means of analysis.

A focus on

accuracy for example, is seen repeatedly in the base line
style of counting 'errors', which may or may not be related
to comprehension.

A focus on an overall handling of the text

by the readers, on comprehension, however is demonstrated by
retellings and information management.

The latter appeals to

strategy use, as for example, readers' use of prediction, as
is most clearly revealed in the use of cloze procedures where
literal accuracy becomes, technically speaking from an
accuracy point of view, mystified.4
As the ability to read text precisely has been found not
to be necessarily connected to comprehension there is reason
to avoid mixing these epistemological perspectives.

The

field of reading, however, has been quite contrary in this
regard.

The assumption that better comprehending readers

necessarily read more accurately appears to be a major reason
4 Such mystification occurs through the researcher's
rejection of legitimacy for any other than text reproduction
as a means for the reader to derive an answer. In
eliminating text, cloze procedure eliminates the explanatory
power of a text reproduction view and therefore mystifies the
production of a response.
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for inconsistency in research.

The accuracy view has also

not fallen by the wayside in the face of the currently
evolving research perspective.
All this is in respect to one of the cardinal principles
of comparative scientific research, that the language be
consistent.

Consistency is necessary to adequately assess

the validity of the relationship of any two studies.

The

notion of replication in research depends upon such
consistency.

If I may note, this strikes me as representing

a situation in research severely analogous to the nuances
exhibited in how individual readers meet individual texts.
Taken in its full context, it is an example of the creative
involvement of individual researchers which produces the many
difficulties for analysis.

Because a focus on accuracy and a

focus on comprehension result in differing reading
populations it may be considered that the use of the terms
good and poor have severely limited saliency in reading
research.

CHAPTER 3
RESEARCH; THE EXPLICIT PROBLEM OF CONTEXT

As a consequence, rather than breaking these factors
down to present a traditional meta-analysis of research, I
have chosen to follow the common thread which ties each of
the factors to the other through the issue of context.

The

interpretation of the various definitions mentioned at the
end of Chapter 2 is in terms of how they are reflected as a
portion of (researcher's point of view) or influence in
(reader's point of view) the experience of a reader.

Any

"factor", be it text feature, social (e.g., instruction or
ability grouping) or cognitive, that effects an individual
must necessarily be a part of the individual's contextual
experience.

This extends the notion of context considerably,

not only appealing to the more historical view of context, or
a "broad" view of reading, which has been resurfacing in
current literature, but offers an interpretation of
traditional research design.
Based on the idea of a continuum, I extend the notion of
context to include a necessary characterization of any
reader.

This serves to explain the influence any factor has

on the transformation(s) which any text must go through in
order to be read.

Under the notion of the qualities of

consciousness I suggest there are capacities of readers which
render microanalysis of factors indeterminate (see Cziko,
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1989; MacKay, 1966, 1967, 1969; Thayer, 1983).

It is

significant that only from the point of view of the reader
can any cogent definition of reading be constructed.
While is it not my intention to argue the philosophical
truth of indeterminacy in the human condition, it is
nonetheless the only approach viable given the logistical
problems of treating the outcomes of mental activity
analytically.

I argue that the scientific explanations for

activity at the level of the individual is for all practical
purposes a matter of the individual's participatory
involvement.

Readers cannot be caused to read, but do so on

the basis of how moved they are to participate in the
activity itself.

Reading is a volitional activity.

The valuing of reading is thus relatable to the two
general polarities noted by Harste (1985) and Weaver (1994):
One in which the interests and concerns of researcher,
teacher or society in general are superimposed over those of
the reader and the other, which is authentic to the needs and
interests of the reader. The former is found to be
essentially self-defeating on both logistical, psychological
and developmental grounds.

The latter is found to involve an

epistemological view which is not only consistent with and
represented in the literature, but may be utilized to
reinterpret classroom interaction, research trends, and
project potential grounds for reevaluation of educational
intentions.
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A Review of the Problem of Context
Probcibly no word in the modern history of language is
more maligned than the term context. We know
researchers who say they are "studying context" when
what in fact they are studying are three- and four-word
syntactic strings. Some of our reading teacher
colleagues refer to helping students read by using
"context cues," meaning for the most part the syntactic
and semantic cues which reside in the immediate line of
print. The fact that they have stripped the line of
print from its textual and situational support to teach
"context clues" never seems to give them a moment of
concern (Harste, Woodward & Burke, 1984, p. 154).
I chose the issue of context because virtually all the
potential issues which seem to present themselves in the
research eventually impacted by the problem of what exactly
is meant by context and by how its meaning varies across
studies.

While my elaboration does not necessarily provide

the technical information which is missing in so many of the
studies' procedures, it is something which must be dealt with
in respect to the interpretations suggested by those studies.

Early Recognition of Contextual Influences
Context has historically been explored in terms of
particular levels of research concern.

It is also

recognizable in the earliest taxonomies that this continuum
is intuitively present.
Clearly indications of the importance of context are
found previous to miscue analysis.

Huey (1908/1968) noted:

A reader who had looked blankly at the word A when
exposed singly, and had gotten no associations, had a
rich content of associations when A appeared as the
first word of a new paragraph (p. 155).
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The often cited, Cattell (1886) study reported the results of
an examination of naming objects;
I find it takes about twice as long to read (aloud, as
fast as possible) words which have no connexion as words
which make sentences, and letters which have no
connexion as letters which make words (p. 64).
Tinker (1968) reports:
[H. G.] Wheat delved into the nature of visual
perception during the 1920's. He pointed out, among
other things, that a reader rarely perceives words
letter by letter but recognizes them as wholes. In
discussing "The nature of word perception" Wheat also
stressed mind set and cue reduction as factors
inextricably related to visual perception (p. 46).
Reed (1938) noted differing results depending simply on the
meaningfulness of material involved in learning tasks.
Historically the concern for context has been more than
intuitive though guided by just that.5
As Pitkin (1929) wrote;
In a sense, then, all reading is a guessing game. If
you guess the general subject matter and the drift of
the writer's remarks, you readily fit the right meaning
to the right marks on the page. And if you cannot guess
it, then you are lost" (p. 38)
In 1953, Taylor's (1953) development of cloze procedure
indicates that word-by-word reading of graphic symbols is not

5 The question of context has not been limited to print
literacy. In the spirit of Harste's (1989) concern for other
sign systems appears. There is a musical reference that
appears, for example, in 1933 where a particular element of a
tune is shown quite unrelated to the tune itself. "Humphrey
pointed out that you can condition a man to withdraw his arm
when the note G is played on the piano, but when you play him
'Home Sweet Home' he will not twitch a muscle, although the
tune contains the note G fourteen times" (Humphrey, 1933, p.
237, cited in Bannister & Fransella, 1971, p. 21).
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a one way path to word identification or reading
comprehension.

Shannon (1951) found that in a letter-by-

letter analysis the predictaU^ility of subsequent unknown
letters was not dependent upon seeing them, and the longer a
meaningful letter string, the more predictable subsequent
letters beccime.
The issue of context becomes clearly important with the
advent of miscue analysis.

Throughout, the importance of

context is a theme of considerable concern, both as a finding
of miscue research and as a source for critique and debate.
From the early 1965 study by Goodman which showed readers
could read words better in the context of a story than from a
word list miscue research has recognized that the use of
context is facilitative for reading.

This study by Goodman

is often cited as giving rise to the debate over the use of
context in reading (see Gentile, Kamil, & Blanchard, 1983).
Over the course of miscue research the following conclusion
was drawn:
Through miscue analysis we have learned an important
lesson: other things being equal, short language
sequences are harder to comprehend than long ones.
Sentences are easier than words, paragraphs easier than
sentences, pages easier than paragraphs, and stories
easier than pages (Goodman & Goodman, 1977, p. 164).
It is the issue of increased context that have shown to be
significant concerns for reading research.

Context

information increases as representation of text moves from
words to sentences to paragraphs to stories (Hoffman, 1979;

Menosky, 1971).

In what appears to be a curious mixing of

metaphors, Ross (1983) found benefits for context.
Reflecting the situation research epistemology has placed
researchers in, his article is entitled: "Increasing the
meaningfulness of quantitative material by adapting context
to student background".
While the interpretation may be continued to include
even greater contexts than mentioned here, some responses to
the notion of context have taken a narrower path,

i will

first present studies which purport negative findings about
the role context plays in reading.

Problematic Studies of Context
Context is interpreted in many different ways.

Singer,

Samuels & Spiroff (1973-1974), for example, utilize a
controlled vocabulary to assess the value of context by using
the "context" of three word sentences.

Nemko (1984) uses

sentences also, but of four to six words in length.
Alford,

fit

Gough,

Holley-Wilcox (1979) after examining paired word

predictability decided to include words in four word
sentences.
studies.

No significant effect was found for these

However, significant results surfaced when Carnine,

Kameenui, & Coyle (1984) used paragraph length text.

Schatz and Baldwin
Schatz & Baldwin (1986) also extended the meaning of
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context to the use of a paragraph but, as reported in their
example case, focused on the word 'ruefully'.

The paragraph

they used is as follows:
He thanks the simple woman, and tells her to go
well. He stands for a moment, then turns swiftly and
goes to his room. He takes out an envelope from a
drawer, and takes paper money from it. He looks at it
ruefully, and then with decision puts it into his
pocket, with decision takes down his hat. Then dressed,
with indecision looks out of the window to the house of
Mrs. Lithebe, and shakes his head. But he is too late,
for as he opens his door, Kumalo stands before him
(Paton, Cry, the Beloved Country, p. 81, as cited in
Schatz & Baldwin, 1986, p. 442).
Baldwin & Schatz (1985) state, "Almost all studies pertaining
to the effectiveness of context clues for identifying word
meanings have found positive effects" (p. 132), yet found in
their own work that there was no significant difference
between in-context and in-isolation recognition of the test
words they used (e.g., ruefully).
Schatz & Baldwin's (1986) presentation stands as curious
however because not only is the target word choice
questionable, but the paucity of the context supplied in a
meaningful fashion raises questions as to the significance of
the very study.

If the concern of education were to micro-

manage every aspect of a student's experience, and it had the
time and resources to do so, it may be an issue.

But there

is significant reason here to reinterpret why the study
itself is important.

Their own conclusion, "context clues

may be usable in principle but ... they occur with
insufficient frequency in naturally occurring prose to
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justify being taught" is interesting.

The notion of

efficiency is questionable given several works which assume
the attitude that the actual number of words learned per se
underscores the pretentiousness of instructing students in
the use of them all (e.g., Nagy, Anderson, & Herman, 1987;
Nagy, Herman, & Anderson 1985; Stahl, 1989; Stahl & Jacobson,
1986).

Children learn words at such a rate that these

authors find to explicitly teach words would be logistically
impractical.
Likewise, it is unfortunate that the description of
infrequency and lack of importance which Schatz & Baldwin
(1986) suggest is a problem of context is identical to the
description they use to describe the significance of their
test words.

Such an identity raises the question of whether

anything is actually being studied. Though they are
appropriately self-critical in regards to the infrequency of
the text words they chose, it does not follow that this is a
study of the influence of context upon words which they
themselves admit to be in paragraphs lacking relevant
context.

To suggest, after examining only such words so

deficient in context, that they were studying the influence
of context is in the least puzzling.
Moreover, the instructional attitude toward knowing
words is from an a priori view and then limited to what makes
up the objectives of reading instruction.

It fails to evolve

any understanding of what is being learned through the act of
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reading.

While subjects did not assign a meaning that

related to a given word on a multiple choice test, ruefully
is not necessarily not experienced by the reader.

Context

may serve the reader in ways that go beyond that of producing
an iiranediate response to a multiple choice item.

In this,

the paragraph itself becomes a part of the context for the
reader's tentative constructions for the word and grounds for
eventual recognition independent recognition of a meaning.
The only requirement is that sufficient context be
encountered to provide a reader with a means to make such a
judgment.

And this occurs long before its impact is

recognizable on a multiple choice or word identification
task.
The problem is that if Schatz & Baldwin (1986) are
correct, then there would technically be no reason to present
the word ruefully in any case as there are more important
words to be concerned with.

While to their credit Baldwin &

Schatz cite reasons for the depressed effect of context in
their study, real world word frequency and importance, it is
irresponsible not to think through the implications of their
work.

The focus on accuracy under such limited conditions on

the one hand has led to the notion of controlled texts which
places artificial parameters on readers' exposure to
information, and at the same time, imply a logistically
impractical goal in education of pre-programming students
with a list of relatively infrequent and unimportant words
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that students should know before being put in a meaningful,
engaging reading situation.

It is both ironic and telling

that they appear to accept the "principle" of the value of
context and use such a technical slight of hand (using the
literal definition of a paragraph regardless of relevance to
the word in question) to find a situation where the principle
"appears" not to work.
Though not the attitude taken, what Schatz & Baldwin
(1986) have done however is to draw attention to the
importance of context beyond simple word recognition
exercises.

As suggested through the Goodman's work (K.

Goodman & Y. Goodman, 1977, Y. Goodman & K. Goodman, 1981)
increased context is beneficial to the reader's understanding
of text.

In reference to this, Schatz & Baldwin have

demonstrated two things: One, that the nature of context
depends upon the importance of the word in the text which
suggests a need for attention to text analysis, and two, that
it depends upon the use of the word in the general experience
of the reader.

It is but sensical, for example, that the

word ruefully would easily enter a student's vocabulary
based, in Dizzy Dean fashion, on the significance of a
relationship with a teacher or other significant person who
actually uses the word (Hanson, 1992).

This is born out by

extending Schatz & Baldwin's own self-criticism.

8C)
The Nicholson Studies
Nicholson has also challenged the in-context thesis
(e.g., Nicholson, 1991; Nicholson & Hill, 1985; Nicholson,
Lillas & Rzoska, 1988; Nicholson, Bailey, & McArthur, 1991).
In Nicholson (1991), he argues almost superfluously that the
Goodman study was flawed not because readers read better with
more context provided, but that while they did read better,
they didn't read as well as predicted by the Goodman study.
The criticism of the Goodman study is based simply on the
occurrence of a lesser, not different, statistical finding.
Curiously, the reproach of Goodman's work is leveled
while at the same time and in other works Nicholson
emphasizes the importance of prior knowledge, inferencing and
reader activity, and that readers teach themselves and learn
from their mistakes (Nicholson, 1979, 1979, December, 1982,
July; Nicholson & Imlach, 1981).

If background experience

and reader activity are factors in studies of context, as
will be suggested momentarily, clearly there is a problem
here at the level of definition of context.
The difficulty is that in the studies concerned with a
specific or narrow level of context to the left or toward the
text end of the continuum, consistently ignore greater and
hence other more relevant aspects of context.^

The

® On a methodological level, it will be noted that this is
problematic. Clearly, the use of matched pairs, for example,
in positivist research design masks critical aspects of
contextual influence in terms of individuals involved.
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assumption is that for the readers in the study, a greater
context is considered static, homogeneous and therefore is
discounted in the particular confines of the study.^

It is

only revitalized by repackaging it into different
conceptions, as in Nicholson's case, a conception of prior
knowledge.
Nicholson, as mentioned, acknowledges a broader concern
for context.

Nicholson, Bailey, & McArthur, (1991) present,

for example, "Mary had a little

" (p. 33).

About this

the authors comment on the obviousness of the missing word.
While to many readers this may appear clear, if the reader
happens to be a Christian, and is recently returning from a
pilgrimage to Bethlehem, the question of context supplying a
specific answer would be quite different.

Gouoh. Alford, and Hollev-Wilcox
Gough, Alford, & Holley-Wilcox (1979) likewise challenge
the idea that context is functional in readers' predictions.
Unfortunately this work begins with the assumption of word
accuracy, and therefore does not examine the semantic
relations of "incorrect" predictions as substitutions,

in

seeking to add "sentential" contextual influence this study
only proceeds to sentences (not presented) of a four word
^ This characteristic represents an interesting dynamic
arising out of the relationship between various
conceptualizations of the idea of context which will be
discussed later.
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length.
The Gough et al. (1979) distinction given to context
however is more explicit than many studies.

In fact, the

authors begin by making a theoretical distinction between
global and local contexts.

They accept the global level of

context and proceed to presumably eviscerate the significance
of local context in its absence.

This results in the

generally stated conclusion that context is of negligible if
any influence.
The characterization given for the distinction between a
local and global context is interesting.
The effects of these two types of context must be
different in at least one respect: the effect of local
context must have an important syntactic component while
the effect of global context cannot. That is, a local,
sentential context like "the doctor removed the tumor
from the ..." will enhance the recognition of words with
certain semantic and syntactic properties. Global
context may also enhance the recognition of words in
certain semantic classes, but it must be indifferent to
their syntactic status. Because of this, the effect of
global context must be stable, while the effect of local
context must be labile (Gough et al. 1979, p. 72,
emphasis added).
The authors suggest that it is for this reason a single
mechanism cannot be advanced for the effects of each level of
context.

Again, the reasoning of Gough et al. (1979) depends

upon the stabilizing of the greater context in order to
discount its relevance to the study.

Unfortunately, or

fortunately for Gough et al., this also liberates them from
addressing "global" contextual influences and presumably from
the importance of viable, albeit not exact, words predicted

83
by their research subjects.

It is not possible to say for

certain due to the study's focus on word accuracy what might
be the viability of the "incorrect" responses made by their
subjects.
presented.

This is not discussed nor are subjects' responses
In terms of their own thinking (not the

subjects'), it is probable however, as other studies using
word association would suggest, that Gough et al. demonstrate
the precise problem of meaning disruption K. Goodman found
when accurate word recognition was the goal of the reader.
Accuracy, in this case and however much theoretically
protected, is the goal of these researchers.
To presume such stability in contextual arenas that are
larger than the study defines does two things.

One, it acts

to reaffirm, and in practice define, reading as purely a
performance activity.

And two, it implies, despite all

elegance of presentation and conceptualization, that the
particular research is essentially educationally irrelevant
because the assumption of such stability at a meaning level
suggests that learning, in any meaningful sense of the word,
is not the object of the research.

In the spirit of

Nicholson however. Cough's interpretation is also different
than what I have presented, rather Cough's view is that
"Goodman is dead wrong" (Cough, 1981, p. 95).
Investigations into context per se have yielded varied
results depending on how context is constrained and
operationalized in the research definition.

Is it a three
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word sentence, a paragraph, a story?

Is word accuracy or

meaning viability the manner of assessment?

How the

coherence of a text or the meaningfulness of any text relate
to the reader's activity also becomes a question.

As Gough

(1981) comments before his criticisms of context:
There is no question that reading is interactive at some
level: the blind cannot read, and the sighted reader who
does not know Polish cannot read that language (p. 92).
Respective to the reader, it is rarely recognized, and then
only implied in such a grandiose fashion as the definition
Gough exemplifies, that context is questionably existent to
the extent the researcher's is not shared in the experience
of the reader.

Needless to say, there are blind people who

read; that Gough's limited definition of context may not
apply to blind readers does not mean they do not have their
own (see, Sowell & Sledge, 1986; Williamson, Allen, &
McDonald, 1976).®
Since Goodman's work, it appears, research which has
found negatively in relation to context has done so through a
narrowing or limiting of the concept.

The studies, as well

as some spin off assessment tools (e.g., Leslie & Caldwell,
1994) accept a qualitative influence of context to the extent
of recognizing the qualitatively positive value of context,

8 In consideration of serious concerns about letter-souncf
correspondences, it should of course be noted that deaf
readers have also not been excluded from miscue research
(Anderson, 1991; Cokely, 1985; Ewoldt, 1977, 1978, 1981a,
1981b).
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but do not accept it beyond that point, returning rather to
the view errors as random and in need of direct instructional
correction.

Nicholson has re-termed a significant aspect of

context as background information.

Gough et al. (1979)

designate the greater aspects a special "global" status.
With an irrelevant or inconsequential status given to context
comes a consequent interpretation of narrow instructional
concerns for the reader.

Significant levels of context known

to the reader is summarily dismissed.

This is a problem to

which I will return and refer to through a discussion of the
dynamics of contextual continuum relationships.
Though very much focused on the notion of factors,
previous to the 1960's, however, the notion of context
enjoyed a broader interpretation.

Again, a spectrum of

levels of context may be noted.

A History of Context Cues
As early as 1943 (Artley, 1943; McCullough, 1943)
concern for the role of context in learning is found.
large each study was a factor study.

By and

Various perceived

contextual factors were conceptualized and explored for their
possible influence on reading behavior.

In the beginning

however the factors considered under the notion of context
was quite broad.

Artley (1943) lists contextual aids not

only on a "typographical"

and "structural" or grammatical

level, but includes illustrations and readers' inferencing
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and conHnents,
As was implied at the outset, the term context clues has
been extended to include not only the words that
surround a given word, but also those clues to meaning
that exist in the past experience of the writer and
reader, and those subtly expressed in the tone, mood,
and intent of the writer (p. 73).
McCullough (1943) independent of Artley first reports an
unpublished study by Ruth Strang which found word definition
strategies readers used as;
1. analysis of roots, prefixes and suffixes,
2. noting small words in the larger word, and,
3. using the dictionary. One easy method reminiscent of
first grade dependence upon the teacher was
4. to ask someone. Use of context clues was represented by
5. the student's guessing from the context in which the
word appeared, and in
6. his trying to recall in what connection the word had
been previously heard or seen (McCullough, 1943, p. 140141).
From this she evolved her own taxonomy as follows;
1. Comparison or contrast, where simile, parallel
construction, or analogy are used to relate the meaning
of an unfamiliar word or expression to that of a known
other.
2. The "rebuilt" clichd, where a new synonym is substituted
for an outworn member of a well-known phrase.
3. The anticipation of a new word by preceding context
which clearly sets the stage for only one kind of
referential meaning.
4. The use of a new word in such a way as to be the only
logical summation of several preceding lines.
5. A linked synonym or direct definition.
6. The direct use of the reader's past experience.
7. A combination of several of these preceding six types
(McCullough as cited in Dulin, 1969, p. 34).
While McCullough's purpose was ostensibly to develop a
taxonomy for lessons, her reason for doing so was interesting
in terms of pointing to the importance of the flexibility of
a reader.

Such is also a finding of the Strang study;
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[T]he poorer readers at both levels and the less mature
students tend to use only one method and to succeed or
fail according to its propriety, whereas the better
readers of both levels and the more mature students are
prone to use a combination of approaches in ferreting
out the meanings of obscure words (McCullough, 1943, p.
141).
Such suggests a potential conflict for students who face an
inflexible instructional demand to focus on one or another
factor.
Ames (1966) seeking to categorize contextual aids that
serve as clues for meaning derived the following list from
subjects' reports:
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.

Clues derived from language experience of familiar
expressions
Clues utilizing modifying phrases or clauses
Clues utilizing definition or description
Clues provided through words connected or in series
Comparison or contrast clues
Synonym Clues
Clues provided by the tone, setting, and mood of a
selection
Referral Clues
Association Clues
Clues derived from the main idea and supporting details
pattern of paragraph organization
Clues provided through the question - and - answer
pattern of paragraph organization
Preposition Clues
Clues utilizing non-restrictive clauses or appositive
phrases
Clues derived from cause and effect pattern of
paragraph and sentence organization (p. 66).

Of major importance in these early studies of context is
the breadth of their scope.

Each includes an interest in not

only the particulars of language, words, their derivatives
and patterning, but also an interest in the experience of the
reader.

Also of importance is that while these various
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taxonomies are meant to represent actual information sources
for readers and hence have overlapping factors, they are not
identical.

Because of this overlap and the concurrent

conceptual differences, for the present discussion I suggest
that an appropriate view of these elements, and potential
others, be through a generalized continuum.

Background for the Integration of Factors: A Continuum
Psychologists, as we know them, will never understand
how children learn to read. The reason is simple. Most
children learn in an environment in which many factors
interact. Moreover children have histories the
influence of which may be canceled out or minimized in
psychological experiments but which most definitely will
play in the actual learning process. Learning to read,
learning to comprehend better, in schools is an
educational process, not merely psychological, or
sociological, or biological or linguistic. A confluence
of perspectives at one time viewing one phenomenon is
needed (Tuinman, 1979, p. 14).
Though context is lacking adequate definition in many
studies, a relationship can be found through a positioning of
those studies which do define context, along a continuum.
The continuum provides a singular representation which
affords a vantage from which the relationships may be
explored and suggests interpretations for the more ambiguous
studies.

The continuum suggests a complete image of a reader

reading text.
The viewpoint of the reader provides an overall vantage
for the assessment of the significance of research factors.
The foci of research efforts may be taken as a spread of
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influences between the physicality of the text (the narrower
level of context) to the most intimate capability of the
reader him or herself (the greater context.

The continuum

appears as a line with letters to the left, following factors
of increased context, words, sentences, etc., to the point of
reader involvement at the right.

It may be taken as a

factorial representation of a reading event.
With the left representing placement of letters,
progressing toward the right to focus on word shape, word,
sentence, etc., there appears a hierarchical nature, a
continuum, through the notion of context.

Each piece of data

is oriented in relationship to a greater context and
increasingly so to the point of being intimately significant
to the reader.
When viewing the contextual elements presented in
various studies they appear, as Ames (1966) put it,
"distinct" (p. 57).

It is clear however that they are not

independent, but rather, depending upon the reader for their
saliency.

The above historical taxonomies of contextual

clues form a matrix of potential influences on the reader's
interpretation of text.

In noting a general difference

between the most text-bound aspects of print (e.g., letters),
to the more ephemeral (e.g., background experience), they may
be seen to coalesce along a continuum, the influencing
factors involving a focus from specific characteristics of
the text to characteristics of the reader.
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Through a continuum view not only do cross-taxonomic
elements become related but intra-taxonomic relationships
become apparent.

Whether seven or fourteen elements are

categorized, there remains a general if indirect
accommodation of all the elements decided upon.

The question

of a basic familiarity with a language for example must
include background experience with that language.

Comparing

the above taxonomies, typographic information (Artley, 1943)
may relate to finding small words in larger words
(McCullough, 1943), greimmatical structure (Artley, 1943) to
using preposition clues (Ames, 1966), and past experience
(Artley, 1943; McCullough, 1943) may be related to language
experience (Ames, 1966).
other.

Each taxonomy blends into the

Each contains categories which overlap categories of

another (Morgan, 1983).
A failure to incorporate an understanding of these
inter-and intra-taxonomic relationships into a view of
context results in the factorial nature of the taxonomies.
The focus on factors itself raises questions about a broader
concern regarding reading as an integrated or 'simultaneous'
(Gray, 1948; K. Goodman, 1966, 1967; Y. Goodman et al. 1987)
process.

Unfortunately, in interpreting these categories of

the reading event as factors to be manipulated, broader
concerns of meaning are relegated epistemologically to a
position of "assumption", or better termed presumption.
This is an instructional problem respective to the focus
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of a given research study because while the focus is on one
or another technique, the very singularity of the focus
obscures the purported emphasis on the flexibility available
to an integrated relationship to factors that a reader
provides.

Reader flexibility suggests that one or another of

the factors may serve as sufficient, that there is no linear
path to understanding text.

Analyses of factors however is

the given framework of classically styled research.

When the

focus is on any factor, this focusing occurs respective to an
ignored field or level at which any activity is then
considered random, except as it is recognized as confirming
of disconfirming the research concept under study. Reading
success based upon a presented factorial display is assumed
because each element becomes a priori, stable, static,
homogeneous, or vacant of extra-level input which in turn
renders extra-level input of similar quality.

The research

concept as for example, phonemic awareness, becomes a stable
fixture, another static idealized factor, related to but not
actual reading.
In this manner, if accurate text reproduction is the
model, than all non-accurate responses are assigned the same
importance.

This becomes problematic in the evolution of a

research position in that such assumptions are not as secure
as researchers would like to believe (see Andrade, 1994).
Self-criticisms reflective of this problem are often found at
the end of experimental publications where reasons for
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possible confounds to a study are presented anecdotally.

It

is in these concluding anecdotes however, that the reader of
the research often gains some clues to the full context of
the study itself, whether at the level of a subject's
personal life, or an event effecting an entire school, it is
a context ignored within the mathematical confines of they
study.

It seems ironic that such research also discounts

anecdotal evidence as research.
Problems resulting from separating levels of context
rest within miscue based research as well.

As Nicholson

separated and studied a narrow linguistic context and the
concurrently broad background experience as if each were
different. Burke (1965) for example does the same within one
study.

She separates and compares language "context" with

the "context" of a student's background knowledge.

This

contributes further to the confusion of what is meant by
'context.'

In that context may be studied incrementally, at

what ever level, without a complete picture of a reader's
knowledge base, or recognition of

reader's flexibility in

utilizing various clues, those contributions may be
categorically overlooked.
Through miscue analysis however, a relationship of
contextual factors may be recognized.

In the finding that a

sentence is easier to read than a word, etc., the character
of a continuum is implied.

Indeed, a word is a context for

letters, sentences a context for words, paragraphs a context
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for sentences, stories a context for knowledge, as the
expression of a reader's experience and social relationship
is a context for knowledge.

Using the notion of context

forces, in full analysis, objective interest in the entire
character, to be sure, in the complete and existing
experience of the reader.

It is the reader that provides

integrity to any act of reading, even while the
characteristics of the act of reading are themselves subject
to a potentially infinite division into factors.
The notion of contextual continuum focuses on the
recognition that there is some manner of context that exists
and surrounds, is greater than, or inclusive of, any
particular.

As greater levels are included this leads

directly to the reader.
Hence context as used in research exists in various
degrees of inclusivity.

Each level is identifiable as a

factor and may 'contextualize' narrower levels for
measurement.

But also, as traditionally goes unacknowledged,

each level exists only in respect to an implicitly greater
context that provides a relatively greater organization of
the lesser.

This occurs not just within a study, but

necessarily up to and including reader involvement.

I do not

pick particular levels to compare, because, in form, each are
relative to any other.

The significant question is whether a

given definition of context rests to the left or right of any
other.

This is because one greater level, syntax via
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graphophonics for example, may have yet a greater level above
it, semantics.

Semantics, depending upon a research

conceptualization, may be subject to greater contexting,
subject to background experience or to pragmatic levels
(Shuy, 1975).

As well, the potential 'levels' are posited by

researchers, and an infinite variety are hence possible.
Rather than using the broad conception of reading for
organizing my analysis, I eun using the relationships between
each and all levels of context.

This forces into

consideration, full context, the context at which any
particular level of context has efficacy, which I denote as
the 'presence' of the reader.

Without a concern for the

presence of a reader, any discussion of context is
necessarily superfluous.
It may be noted that any self-contained
conceptualization of context represents a shortchanging of
greater levels, eventually (and necessarily) including a
shortchanging or short-circuiting of the reader's
participation or effect.

I believe this is due to an

assumption of invariance respective to research
conceptualizations.

From a continuum view, greater contexts

are treated as stable or homogeneous in character respective
to any chosen level of factors.

In this manner, factors in

the research design run counter to a reader's constant and
continual present experience.

Ultimately, it is incongruous,

for example, to look at one particular context (e.g., letters
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or words), even as influenced by a greater context (e.g.,
syntax) without consideration of current saliency to an
individual reader, and yet this is precisely the attitude
taken toward factors in research focusing on letter or word
'knowledge' in many studies of reading.

%
CHAPTER 4
A CONTINUtJM VIEW OF RESEARCH INTERESTS

To remedy the complexity in the overlap and multiplicity
of potential factors involved in reading, one possible
display of increased context is a continuum (see Figure 1
below).

Factors as contextual categories have been generated

to reflect the particular collection of concerns, ordered by,
but not limited to, those found in miscue research.

As the

examples of factors are not limited to miscue other
unrepresented categories may be inferred.

The use of a

continuum model however should suggest other than arbitrary
placement, a sentence context for example, would rest between
word and story levels of organization, or, story level would
rest between paragraph and genre, or at a greater level,
background experience.
While the basic categories have been drawn from foci
dealt with in the research related to miscue analysis, it is
significant that in terms of miscue analysis, the semantic
cueing system represents the nature of meaningfulness.

The

semantic cueing system of miscue analysis hence may be
considered to entail all greater levels of context.^
9 The semantic level may be considered greater than the
syntactic and may be discriminated accordingly. As will be
noted, this is similar to but not interpretively identical to
miscue analysis theory. In miscue analysis all levels are
recognized as meaning carrying systems. The question for
this dissertation is not whether meaning is embedded in each
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Categories for these have been drawn from the studies found
in Brown et al. (1996).

Via a continuum view, each factor is

ordered as it includes increasing context for the reader.
Analytically complex, it is recognizable as contextually
simple that studies of anxiety, impulsive-reflectiveness,
age, deafness, even gender may influence rendered meanings.
Each of these may be considered to in turn effect, or
represent a broader lens through which a reader engages text
and may result in variation in a respectively lower
contextual level.

In miscue analysis the original

recognition of the influence of background experience, the
later inclusion of pragmatics as a cueing system into the
model, and the importance of the knowledge the learner
'brings to print' support this.
The use of the term presence

is the only significant

addition to the previous historical taxonomies (see Ames,
1966; Artley, 1943; McCullough, 1943).

This is here

suggested by research which uses student engagement as a
factor in reading (Guthrie, 1982; Lemley, 1993).10

The term

of the cueing systems but which level carries more weight,
which level provides context for another (and hence lesser)
level, and hence ultimately from which level does control
originate?
Inclusion of reader is also explicit in the retelling
procedure of miscue analysis and often reveals ongoing
processing. For example, as Y. Goodman, (1976) reports on
follow up questions to a student's retelling, "After some
additional questioning by the researcher, who asked who
'they' were and who 'he' was in relation to the above
retelling, Fausto answered, 'I don't remember what I was
trying to say .... I haven't thought about the story yet'"
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presence, rather than reader, is chosen to make clear the
most crucial factor to the event of reading.

Not only is the

reader identifiably 'present' as notable by an observer, but
the reader in ways not so obvious to an observer is actively
participating.
Psychologically, engagement must be recognized as a
factor most completely under the control and at the
discretion of the reader.

This has important implications.

Without engagement all other factors are essentially
irrelevant.

Such suggests a psychological side to the

logistical argument regarding the instructional importance of
factor-based prescriptions.

Not only is it possible to

create factors too numerous to directly include in
instruction, but for those included they remain subject to a
reader's involvement.

As will be shown through a discussion

of language potentials, this ultimately secures the weighting
of the three cueing systems in the direction of the semantic,
of increased context.

The Continuum of Reading Factors
A tentative presentation of contextual levels as derived
from the topics of research interests in reading may be
organized as follows.

Some continued refinement may be

required as some level designations are at present
(p. 124). student involvement is not curtailed at the
parameters of a given research concept.
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intuitively arranged and may vary in meaning, depending upon
the actual definitions where provided by particular
researchers.

The purpose of the continuum however is not to

provide a definitive taxonomy as the items presented are
neither entirely consistent between studies nor exhaustive in
their representation of foci.

The purpose of the continuum

is, rather, to explore the significance and implications of
the contextual relationships per se.
I use "text-to-presence", and envision it as "Q

0."

Letters are at the left (text), transversing toward the
right, toward reader (presence).

For overall presentation I

have created eleven 'levels' to represent general foci
addressed in the miscue research studies in Brown et al.
(1996)..
TEXT D <

> 0 PRESENCE

1\ Letters - orthography; Grapho-phonics
2\ Words - Syllabication
3\ Sentences - syntax
4\ Paragraphs
5\ Stories - stojcy Grammar; outlines; text genre
6\ Language of text - English, Braille, Navajo, French;
\

also: language pragmatics / dialect

7\ Nature of - impulsive-reflective; anxiety; cognitive style
8\ Prior Experience of - familiarity; ethnicity
9\ Background of - memory-schema; cultural;.pragmatics
10\ Physicality of - Blind; Deaf; Gender
11\ Engagement of - interest; Purpose; Beliefs;
\

Attitude; Initiation/Termination

FIGURE 1. A General Presentation of Reading Factors as a
Continuum.

Context, if taken as I propose, is ultimately defined

1(X)
and can only be defined in terms of the reader him or
herself.

It can only be researched through a focus upon the

reader's experience and life engagement.

It therefore is the

most consequentially influential on the reader's relationship
to whatever particulars exist.

In this view the reader

exists at one end of a series of factors, increasing in
contextual scope, as the complete contextualization for any
perception and reflection upon the reading event.
Along this continuum fall the various factors as they
point to and relate to the reader, which in the final
analysis, must be taken as the reader relates to them, the
right side of the continuum, "Q

0".

At the opposite or

left end of the continuum is the most analytically
distinguished elemental aspects of reading, the print itself.
Each factor serves as a context for other factors, as
mentioned above, but as this is not explicitly represented in
the studies reviewed.

Again, the continuum is not

necessarily a direct, abstract, delineation of all possible
factors.

It is sufficiently so however for the purposes of

discussion here.
In short form the progression appears as letters, words,
sentences, stories, knowledge, reader.

In terms of miscue

analysis itself, they appear as the grapho-phonic systems,
syntax, semantics, and reader.In long form virtually all
Reading miscue inventory manual; Procedure for diagnosis
and evaluation (Y. Goodman & Burke, 1972) and The Reading
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the possible elements or factors influencing reading may be
included, all which can be conceptualized as influences upon
a reader's experience, any that are in essence various foci a
reader him or herself may or may not utilize in reading.
This is to recognize research as a continuing enterprise, and
that the above (see Figure 1) may be infinitely expanded.

A Note on the Placement of Physical Limitation
It may be argued that physical characteristics limit
engagement and therefore is a more primary or greater
contextual level to engagement.

This limitation however is

superfluous as it cannot be theoretically distinguished from
any physical constraint, the physical lack of reading
material for example is no different from not recognizing it.
Physical lack and disengagement are not separable in terms of
cognitive acknowledgment, however obviously different to an
outside view.

Hence engagement is the most salient

characteristic which the reader possesses, one that scopes
all lesser contextual levels, including experience, personal,
social, or physical. Second is physical character which also

Miscue Inventory: Alternative Procedures (Goodman et al.,
1987) are most cited in research relating to miscue analysis
and are hence the center of discussion here. For discussions
and the extended taxonomy from which the RMI is drawn see:
Allen, 1976; Burke, 1976; Gollasch, 1982a (taxonomy is
reprinted in Gollasch 1982b); K. Goodman (1965, 1967, 1976a,
1976b,1969a), K. Goodman & Burke (1968), K. Goodman & Y.
Goodman (1965, May, 1978).
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scopes or provides constraints for the order in all lesser
levels.
While physical constraints are externally definable in
terms of how well a blind person may read inked text, this is
judging reading at the level of the visual print and from an
observer's criteria of 'print', not at the level of the
influence physical characteristics have upon reading.

That a

reader can taste an orange without seeing "orange" removes
seeing orange as a criteria for knowing what an orange is.
Conversely, from a reader's point of view physicality is more
experiential or sensate than schema, regardless of the ease
of definition by an observer or third party's perception of
physical limitations.

It is simply that an observer's

definitions lack recognition of the experiential dimensions
known by the

reader.12

The observing party is supplanting

the reader's view with his or her own.

From a reader's point

of view, not being able to see inked text does not
automatically exclude an interest in or ability to read.

It

means only that the nature of the text must be varied for
reading to occur which but underscores the significance of
the design of an educational environment.

That the character

of text may vary respective to greater contexting will be
discussed under language potentials below.

12 This will be discussed in Chapter 10, 12 & 13.
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Engagement as the Basic Act of Contexting
Analytically, all factors on the continuum are
contextualized by the reader's engagement at the point "0".
This is the critical point of the reader's "presence" in a
reading event.

Each 'factor' represents not just a lens, but

a lens respective to a path of lenses through which
engagement may be defined for a research observer.

A

logistical problem becomes clear here in recognizing the
number of the factors which have been shown by research to
influence a reading event.

If all researched factors are

truly influential, then all must be said to be utilized by
the reader.

All must be addressed by the reader who provides

the integrity for the event.

To suggest however that a

reader consciously and/or always uses all factors, much less
in a prescribed manner, is clearly problematic.

It is here

where factorial research fractures the whole of the event.
The value of a considerable amount of reading research may
hence be questioned not in terms of findings for its
particular and narrowly defined foci but questioned because
of the logistical impracticality of implementing them
instructionally.

As it is logistically impractical to

include all possible factors in reading instruction, so it is
likewise impractical to self-consciously transverse these
lenses in actual reading.

Reading has historically often

been consumed with such burdening, albeit very 'official',
instructional practices.

All of these have later become

1()4
known 'fads', as for example, transformational grammar
(Thomas, 1965), or the Initial Teaching Alphabet (Downing,
1964).13
It may appear inappropriately hierarchical for the
moment, but the general recognition here is that all lesser
context definitions are organizationally dependent in some
fashion upon broader ones.

It may also be noted that

narrowly defined contexts necessarily constrain larger ones.
While such can be justified on logistical grounds, rarely,
are those grounds explicitly focused upon or treated as
consequential.

The result is simply that the goal of reading

becomes reduced to narrowly defined conceptions.

This

indicates a serious need for re-evaluation of research
rationales.

That a reader can dis-engage however secures the

reader in the broadest most critical position.
The hierarchy of increasing context is not of a
'building block' kind.

It in essence indicates that each

subsequent level requires the pre-existence not of lower
context particulars, at the left of the continuum, but of the
more encompassing reader-centered ones.

For example, while

there may be some letter/sound correspondences, these are
more completely determined at a word level (e.g., going,
A contradiction may be noted here regarding traditional
factor based research. When factors are suggested to occur
simultaneously (e.g.. Gray, 1960), this is a disingenuous
reflection of a view of reading that focuses on facors.
Simultaneity implies a unity that undermines the
characterization of factors as independent elements.
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garage).

Likewise, pronunciation is more constrained at a

phrase or sentence level (e.g., lead pipe, lead character).!^
The extended notion, reiterated here, is drawn from Goodman &
Goodman (1977) reported earlier and which is reaffirmed in
1981:
Early in our miscue research, we concluded that a story
is easier to read than a page, a page easier than a
paragraph, a paragraph easier than a sentence, a
sentence easier than a word, and a word easier than a
letter (Y. Goodman & K. Goodman, 1981, p. 438).
The suggestion is to lay all the factors developed by
research out and to see what influences and
interrelationships they have for a reader in the act of
reading.
A continuum view at a glance appears to produce a
cumbersome jumble of unrelated factors.

If the grounding of

any factor however is to be found in the event of reading, if
an influence is indeed legitimate, then a description of an
event of reading should include each of them.

Clearly,

again, in the form research has taken in general, such is,
for all practical instructional purposes, a logistical
impossibility, not only for research development but clearly
for classroom implementation of results.

No research effort

has, nor could elucidate all possible contextual factors.
The list of potential factors is, in truth, limited only by
An example of semantic influence may be found in the
difference between having something to do, and the urgency of
doing it in saying: "It's something I have to do" versus
"It's something I [haf] to do".

1(X)
the imagination of researchers' creativity, both past,
present and future.

Nor is it possible for any instructor to

implement them all in classroom practice.

It follows that if

instruction and description can not handle implementation of
all the conceptual aspects it is questionable that any single
reader could be expected to address them as instructional
directives.

Observations via the Continuum
Creating such a continuum is consequential for research
in general.

It brings into the picture deeper influences in

terms of psychological and other assessments, as in what part
background experience plays in a reader's relationship to
text.

It draws attention to the multiplicity of perspectives

possible in reading events and how the events themselves may
consequently vary in characterization.

In this, it draws

attention to the logistical impracticality in implementing
any of a multitude of research concepts.

It underscores the

critical issue that it is not what, but who, is important
respective to the ultimate integrity in an event which may be
factored in any number of ways (Hanson & Brown, 1993).

An Example of Logistical Influences at Narrow Context Levels
The logistical relationship is clearly shown in (rather
All possible defined factors it may be noted are
potentially "metacognitive" instructional prescriptions.
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than by) statistical analyses.

Where a word level is a

focus, it is interesting that reading 'errors' in traditional
I.R.I.s have never been recorded as letter or sound-letter
correspondence errors.

They are recorded at a word level and

treated at a letter level.

While this unspoken contradiction

between 'sound-letter' instruction and 'word' reading
evaluation is an interesting inconsistency, it can
nevertheless be understood as based on logistical decisions.
It should also be noted these levels are close in terms of
the continuum and are also relatively highly differentiated
context levels.
My suggestion is that an instructional focus on the
alphabetic system occurs because the alphabet appears as a
phenomena logistically accessible.

The conditions for

general analysis become much more palatable when language is
broken down further, into letters, with only twenty-seven
symbols (ignoring punctuation).

The reason word level is

chosen for evaluation however is also because it appears
statistically or logistically accessible.

The number of

words in a story is more manageable than the number of
letters, letters which become problematic in that they recur
so frequently and because even then in use they begin to
break rules of direct associationism.

To my knowledge there

is no theoretical reasoning provided for this shift in
emphasis between instruction and assessment.

Conversely, it

may be noted that while probabilities of a certain number of
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miscues can be predicted and correlated with other measures,
specific miscues cannot be predicted.

Unfortunately, in

terms of an accuracy view of reading, this fuels an emphasis
on phonics instruction, even while it is disingenuous to its
own evaluation protocol.
The sleight of hand, instruction in letters on the one
hand, and evaluation in words on the other, is no doubt
maintained due t o practical aspects o f

a s s e s s m e n t

. w e r e

sound-letter correspondences the focus of both evaluation and
instruction, the data would show virtually any reader would
and at the same time would not use the instructed soundletter relationships within any given reading event.

In

fact, the findings of an evaluation by sound-letter criteria
would demonstrate that the strategy of 'sounding out* words
would necessarily have to be severely distrusted for many
words (e.g., gone versus done, home versus some, look versus
boot, etc.).
ambiguous.

Read, for example, even in sentence form may be

"This is the book I read!" - whether it is an

The origin of the perception of a need for phonics I will
later argue is a result of interpreting children's own
analytic behaviors as indicators of a weakness. The impetus
arises from adults' believed interest in making reading
easier for the child as the child focuses in more narrowly on
text when semantic level problems arise. In only 'seeing'
the child's experimentation with print, some researchers
interpret this as problems at a phonetic level. They
attempt, then, to do the analyses 'for' the child. In
practice, this increases rather than decreases difficulty
(see Estes & Johnstone, 1977; K. Goodman, 1969b, 1973c;
Harnage, 1978; Smith, 1973); it does not cultivate
independence nor success, but rather a dependence on others
(Board, 1982).
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incipent or past event changes the pronunciation).

Depending

upon the contexting of words, or due to influence of greater
levels of context, the reader would be assessed to use and
not use a direct relation for any given letter sound
correspondence in actual reading, as when pronouncing
'great', 'bait' and 'tape'.
This shift in emphasis between instruction (lettersounds) and evaluation (words) suggests decisions based upon
logistics and a concern for manageable statistics rather than
legitimate theoretical concerns.

Curiously, the ignoring of

the inconsistencies in sound-letter correspondences which
this a sound-letter instructional practice evades facing,
results in, and means there is an increased burden on readers
as they must circumvent the instructional deception on their
own .

Readers are forced to use greater contexting

information to adequately reach passable pronunciations,
utilizing levels that are ignored in sound-letter
instruction.

In this case instructional convenience

supersedes instructional integrity, indeed, undermines
institutional credibility.
It appears that logistical foci is an underlying reason
for the persistence of the historical debate (see Gray, 1948)
between what is interpreted as 'phonics' versus 'sight-word'
instruction rather than an appreciation of actual contextual
influences.

As Smith (1943) remarks after a review of then

current research;
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[All but one investigation] revealed that the informal,
incidental, functional method of teaching phonics
produced results superior either to the "look-and-say"
method, or the method in which phonics was taught by
isolated drill procedures during a half-hour daily
period set aside for that purpose (p. 47).

Confusion in Visual Representations of Context
The description of greater context surrounding lesser
context would appear to lend itself to visual representation.
Indeed, a simple comparison of illustrations that have been
designed to represent relationships between various factors
involved in reading demonstrate this.

The significance for

this discussion of diagrams is that the significance of
contextual levels are reversed in the first two of the
diagrams, are expressed inconsistently in the third, and
forgone in the fourth.
First, Gray (1960) illustrated his view of reading as:
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FIGURE 2. Gray's Representation of Reading Contexts.

Gray's (1960) diagram of reading serves to illustrate an

Ill
inherent attitude toward how contextual levels would, from a
conunon sense point of view, appear.

In terms of the

continuum it is noted that the "word" is at the center or
core of the representation.
greater contexts.

The word is surrounded by

This is representative of how most

research previous to miscue analysis and much current
research is oriented.

Around the data, greater and greater

qualifications revolve, albeit only those introspectively
determinable by the researcher.
On the other hand, miscue analysis has found at minimum
the use of three levels of linguistic information, the
graphophonic, syntactic, and semantic, are critical to the
explanation of readers' errors.

Setting aside for the moment

the more recent semantic-pragmatic system that is a part of
the sociocultural background of the reader, the three systems
were arrived at as distinctions since the earliest miscue
studies (K. Goodman, 1967, K. Goodman & Burke, 1968).
Significantly, it should be noted the three cuing systems are
consistent denotations which explain distinctions implicitly
made by readers themselves (K. Goodman, 1968; Y. Goodman &
Marek, 1996).
Goodman, Watson, & Burke (1987) present the basic cueing
systems in the following manner, stating:
At the heart of the sphere is the semantic system.
Surrounding and supporting the semantic system is the
syntactic system of language, and on the surface is the
graphophonic system of language. All the systems are
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used simultaneously within a sociocultural context
(Goodman, et al. 1987, p. 134).

FIGURE 3. Goodman, Watson & Burke's Representation of Reading
Contexts.

While this also seems an appropriate presentation, it is
interesting that it tacitly represents a reversal of Gray's
depiction.

A paradox arises in that each could be taken as a

representation of a reader's confrontation with print.
An interpretation of each is as follows;

Gray's (1960)

depiction, in short form, centers upon the word.

As a reader

reads, a word is visually seen by the reader which must be
reacted to and interpreted in terms of the greater context
surrounding the word, the reader's knowledge base and thought
processes.

For the Goodman et al. (1987), as a reader reads,

text is visually seen by a reader which must be sampled and
interpreted through the more unique personal background
knowledge and experience of the reader.

The later depiction

An earlier version of this diagram appears in Harste &
Burke (1977).
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centers upon the reader whose understanding is the point of a
theoretical beginning for a reader's involvement with print
and meaning, not words, is the focus. The reader works the
word rather than being matched to it.

In this view the focus

is on the active involvement of the reader as central to the
act of reading rather than on the reader's reaction to
particular pieces of print on a page which may or may not
have connections to greater contexting.
These depictions may be taken to represent a textcentered and meaning-centered emphasis, which in fact is
consistent with the intentions of the authors.

It may appear

at first trite to speculate upon these representations in
terms of physical analogs, and yet it is revealing to do so.
From a continuum view these are two diametrically opposed
representations of context in reading.

If the central or

core aspect of reading is that cdDout which all other aspects
revolve, then on the one hand. Gray (1960) sets the core most
central aspect of reading as the word; Goodman et al. (1987)
sets the most significant aspect as the reader.
In the case of Gray, it may be noted that without print
there could be no reader.

Indeed, as it appears to common

sense, reader activity is set to the periphery, in effect
marginalized, and unaddressed except in a vague unfocused
manner.

Gray's intuitions may or may not be actuality.

Ostensibly this appears to make sense because the reader is
presumed to be a learner.

The presumption is, in the case of
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a word focus, that the reader does not have a facile
understanding of particular words which are being learned.
The question arises however: If a reader does not know a
word, how does sying it make it significant?
It is my observation that this is not a passive
representation, but a view that in effect is suggestive that
readers, to be given instruction, are not allowed to have
natural understanding of particular words.
diagram itself is an instructional motif.

That is, the
Again, the reader

becomes that aspect of reading that is not a 'given', in a
classroom of readers, their differences homogenized into
irrelevance to instruction.
While children may not know a word, and such is common
sensical. Gray's depiction further entails an institutionally
driven view that children do not know.

They cannot know

unless the core, most central, feature of reading is
addressed.

In Gray's case this is the word.

Children are

expected to supply any greater influencing context, or
circumvent the instructional focus, on their own.
Unfortunately this sidetracks the goal of reading research
creating a blindness to reader activity and understandings
which the reader may indeed have.

Gray's diagram leaves the

reader per se to be the least accommodated aspect of the
event.

The reader is addressed only in the broadest terms,

as found in the 'broad' concerns for reading.
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In the Goodman et al. (1987) diagram, the reverse may be
suggested.

The reader may exist irrespective of the

existence of print.

In this sense. Gray's depiction appears

to be the most appropriate representation for reading
research.

The use of text is, after all, an obvious goal of

reading instruction.

The latter, it may be argued but

acknowledges the uncomfortable potential of a reader not
engaging print, mmore significantly, that all words aren't
equally important (e.g. ruefully as earlier discussed in
Chapter 3).
So far as the discipline of reading goes per se, the
implications of the obvious are not so acceptable.

Gray's

depiction assumes a presence which is neither assumable in
real life nor representative of any fora of the historical
evolution or origin of print in human experience.
view, the word controls the thinking.

In Gray's

Not having the core,

or word, renders the extending layers entirely superfluous.
For Gray, the printed word precedes any potential of
comprehension.

This suggests that a reader can only know

through reading particular pre-scribed text which of course
raises the uncomfortably haunting problem of the origin of
script per se.

Beyond the reproduction of text, what is

'known' is left to question.

Given a Gray view, if a reader

can only know what is read, how can anyone know what to
write?

Conversely, as Goodman, Smith, Meredith, & Goodman

(1987) observe, "we only see what we know" (p. 100), in which

116
case a reinvention of print is tacitly recognized as an
underlying necessity.
As model representations of reading therefore, each has
the potential for symbolically representing, to considerable
depth, research positions which are, in fact, current in the
literature.
Indeed, what is immediately curious about this
comparison is that it appears to be Gray's view that is from
the perspective of the competent reader, the researcher.

If

greater contexting is ignored in the reader, it is the
presumption of the researcher. The obviousness of what print
represents is clear to the competent reader.

It is easy to

assigne rules and meaning to a word which is already known.
If greater contextualization of print is assumed to exist for
the reader, then the question of reading is simply to
directly connect print with that information.

Clearly, a

direction connect of letters to sounds appears to efficiently
bridge that gap.

Print thus becomes an a priori 'given',

only in need of association with what is already known.
Unfortunately, what is known are often something of which
only the adult is self-assured.
This is significant in that there is criticism of miscue
analysis that suggests it is based solely upon the use of
competent readers and leaves unexplained those who are just
beginning (e.g., Samuels & Schachter, 1978).

Gray's view

suggests a situation wherein reading cannot occur, knowledge
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cannot be attained, without some form of direct injection of
direct representations at a word or graphophonic level.
Without the word, nothing can happen.

With this assumption

reading research tacitly nullifies any influence of context,
in the least, any activity other than explicit pronunciation
as important or relevant.

This is ironic when authors who

utilize this view to analyze reading suggest that reading is
'thinking process' (see Chapter 1).
This 'particular first' attitude toward information
however I find reflective of a general view of knowledge per
se.

As will be discussed, Gray's view represents an

epistemological position which suggests that becoming
knowledgeable entails a one-to-one direct relationship not
simply at a graphophonic level but that this survives only on
the basis of presuming a direct relationship between text and
reader at any and all other levels as well.
The Gray view is consistent with placing the reader in
singular relationship to print on a word by word basis.

If

the 'word' is the central focus then each word becomes
equally significant.

Gray's depiction not only makes each

word of core significance but is hence suggestive of a word
for word definition of reading.

As a result, Gray's view

supports an assessment of reading by word count, which in
turn suggests improvement in reading is achievable by formal
explicit vocabulary instruction.
The Goodman, et al. (1987) diagram by placing semantics,
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or meaning at the center not only implicitly recognizes the
significance of the reader, of what is meaningful to the
reader, but also recognizes the potential viability and
consequent variability of the graphophonic system respective
to meaning.

Words may be used, and different words used to

say the same thing.

But more importantly, therefore, it

allows for over time qualitative development in the
sophistication of a reader's relationship to a graphophonic
system.

Inconsistencies of Later Representations
Reflecting the growing understanding of the greater
contextualization of linguistic phenomenon, Shuy (1975)
suggested that pragmatics should be an added concern in the
study of reading:
Not in disagreement with the excellent notions of
Goodman ... my contention [is] that many aspects of
linguistics could be brought to bear on the act of
reading besides those of phonology and grammar.
Sociolinguistics, for example, is one such area.
Another is a rapidly developing field of study shared by
anthropologists and linguists generally referred to as
the ethnography of communication. ... Recently the
term pragmatics has come to be used by linguists to
refer to the task of recording and explaining a portion
of linguistic reality (p. 37).
Shuy suggests pragmatics in response to linguists' attempts
to study grammar in isolation and notes that even traditional
grammarians must work with meaning preserving hypotheses.

In

terms of the continuum, he perceives pragmatics as a
significant intermediary contribution to linguistic analysis.
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an analytical system between meaning and grammatical
analyses.

To the above Shuy adds:

It is obvious that some differences in meaning are
smaller than others and some are more inconsistent and
are considered to be pragmatic. Meaning differences
which are large and consistent are considered semantic.
Therefore, linguists interested in semantics should
include references to pragmatics (p. 38).
This was added to the Goodman et al. (1987) illustration
by Crafton (1991) in the following manner:

looming

Sepf^th

^n,c ^
FIGURE 4. Grafton's Representation of Reading Contexts.

while pragmatics is contextually broader and more
closely related to reader experience (e.g., background
experience) it is placed outside the graphophonic system, a
system represented by physically obvious or tangible
representations of letters.

This

breaks the consistency of

the diagram.
Finally, Connie Weaver (1994) abandoned the concentric
circle diagram in favor of a less intuitive illustration of
various contextual factors (see Figure 5).
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FIGURE 5. Weaver's Representation of Reading Contexts.

Due to weaver's (1994) inclusion of multiple factors in
her representation, abandoning the concentric circle design
is a practical move.

This however, taken with the other

diagrams, suggests exactly the problems involved in
understanding how miscue research has evolved and suggests a
representation is needed to not only accommodate additional
factors, but to maintain the theoretical integrity of the
original diagram.

To this end I believe a contextual

continuum resolves the problem.
To be sure, however much Gray's (1960) depiction may
have been intuitively sensical, literal to a positivist
researcher, it must be reaffirmed that Goodman et al. (1987)
is derived from the research data on readers' use of print in
an actual and therefore arguably a most complete
representation of reading (Murphy, in press).

Miscue

analysis is not based on a relationship between a single

contextual level and reader but rather telescopes the event
through multiple levels to reveal processes involved in a
reader's relationship to each level, each level as related to
or tempered by the reader's relationship to other levels as
well.

In effect, miscue analysis better represents Gray's

own 'broad' conception of reading.

On Weighting The Factors Involved
Respective to the Gray (1960) and Goodman et al. (1987)
depictions, the question may be further explored.

While it

is self-evident that reading does not occur without a reader,
it appears equally self-evident that a reader does not read
without a text.

The issue becomes one of significance or a

question of which is the more salient in the process of
reading.

The problem hence pertains to how research views

the elements involved; Which elements are the most salient or
productive for research to address.

It is on this point that

serious conflict arises as the above diagrams illustrate.
Text, due to its physicality is commonly viewed as the
most stable respective to an actively changing, growing and
learning, individual.

Clearly text is the most accessible

for the operationalization and analyses required by most
research efforts.
to be illusory.

Miscue analysis however has revealed this

In a summary of the first funded miscue

research study K. Goodman writes, "We have confirmed the
interplay of syntactic, semantic, and graphophonic
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information in the reading process" (1968, p. 1).
A continuum relationship among factors may hence be seen
as directly derived from miscue research not only in its
concern for the function of increased context, but in its
suggestion of an implicit relationship among all potential
factors.

That there is a potential weighted significance to

factors is likewise so derived.

While it is from the

integration of the cueing systems that a conception of 'whole
language' results, there is an implicit directionality
indicated to the importance of various factors suggested.

As

K. Goodman writes, "Skills should be taught in direct
relation to the reading of whole language rather than in
skill drills" (1968, p. 2). This is said in affirmation of
the importance of context, and context that a continuum
analysis reveals to be ultimately grounded in reader him or
herself.
Obviously a word 'block' cannot be read legitimately as
'car', suggesting that the constraint is from text to
reader.Clearly the denotations chosen, 'block' or 'car'
however are dependent upon greater contextualization and to a
large degree the particular form the language takes is
considerably variable.

For example, a child pushing a block

of wood along a sidewalk and making 'rrrr' sounds mitigates

IS Such constraints are clearly permeable as a primitive
relationship to automobiles or a poetic inclination may well
justify such a substitution.
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the variation.

The question of text variation is likewise

clear in the experience of losing a letter to a friend and
having to rewrite it.

Meaning may take a multitude of forms.

For an early reader indeed, any "text" must first and
foremost be whatever the reader in their experience thinks it
is.

In later discussion, this weighting toward the semantic

levels of context will be taken to indicate a progression,
one concommitant to miscue theory, indicating that these
levels are pre-immanent to narrower levels.
To explicate the significance of this I will now use
miscue data to present a view of language use by examining
the potentials for change within a linguistic context.

This

exemplifies what I consider to be a continuum relationship.
Following this T will examine the implications of this
relationship across all levels of the continuum, the dynamics
of the continuum.

A direct static relationship between

context levels, rather than a living one, appears to spread
across the continuum to include greater contexts.

This

indicates the problem in research is not a question of good
and better contexting of research, but one of an
epistemological nature.

The epistemological problem is made

clear through a subsequent examination of a capability of any
given reader which provides an explanation for how the
problem may be handled.
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CHAPTER 5
MISCUE DATA AND THE CONTINUUM

We have been reminded recently of Von Humboldt's
statement that we cannot really teach language, we can
only create conditions in which it will develop
spontaneously in the mind in its own way. We shall
never improve our ability to create such favorable
conditions until we learn more about the way a learner
learns and what his built-in syllabus is. When we do
know this (and the learner's errors will, if
systematically studied, tell us something about this) we
may begin to be more critical of our cherished notions.
We may be cible to allow the learner's innate strategies
to dictate our practice and determine our syllabus; we
may learn to adapt ourselves to his needs rather than
impose upon him our preconceptions of how he ought to
learn, what he ought to learn and when he ought to
learn it (Corder, 1974, p. 27).
Reflecting on context I now present an analysis of
language and discuss the pertinent issues involved.

I

present and argue the three cueing systems used in most of
the research based in miscue analysis from the point of view
of a contextual continuum.

In the interest of assessing the

significance of varying degrees of context, the questions I
pose are slightly different from those used to assess the
strengths and weaknesses of readers.

For those who are

familiar with miscue analysis, it may at first appear that I
have taken some license with how miscues are treated in
Goodman & Burke (1972) and Goodman et al. (1987), The Reading
Miscue Inventory (RMI).

Miscue Analysis and the Continuum
In the RMI, semantic acceptability is judged within the

context of the sentence in which the miscue occurs. That is
it is judged in a syntactical context.

As a result the RMI

does not allow semantic acceptability if a miscue is
syntactically unacceptable.

I will discuss but not use the

RMI definition of semantic acceptability but the more
theoretical one referring to the process given by K. Goodman
As the continuum would indicate and taking my cue from K.
Goodman, the semantic system is defined as: "the set of
meanings as organized in concepts and conceptual structures"
(1978, section 2, p. 4).
This is an appropriate research orientation and as I
mentioned earlier, entails other elements (e.g., pragmatics)
which have and may yet arrive given further research
contributions.

To help distinguish this difference I will

use the term semantic viability or the variance potentials
rather than consider the 'acceptability of any of the
elements respective to other elements. Acceptability
presumes a judgment which I am attempting to avoid.

The

question I am asking is one of difference; Can elements
differ and what relationship does their variation have on
other elements.
It should also be emphasized that, my criteria for
analysis is simply a question of relationship.

As a

corollary to the above I am asking; Are the three cueing
systems directly linked or can they be broken?

The answer

should hence constitute an analysis of 'wholeness' in
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reading.

My question is not how does a reader read a text,

but given the data, how much significance can be given to or
weight placed upon, any particular conceptualization of the
contexting a reader uses to read a text?

As earlier

discussed, I am limiting discussion for the moment to the
three cueing systems which are most commonly discussed in the
literature on reading.
The procedure here is equivalent to miscue analyses of
differences between expected responses (ER) and observed
responses (OR) (Goodman, 1968, March, p. 3).

As my criteria

and purpose differ, however much I draw from miscue data, the
interpretation cannot be viewed as an overlay to miscue
theory.

For example, miscue analysis recognizes that the

graphophonic may vary while the syntactic and semantic
systems remain in tact but the syntactic cannot vary without
infringing upon semantic acceptability.

I am speaking only

of the correspondence between levels and not acceptability,
it may be noted that both the graphophonic and syntactic
levels may differ from an exact representation as indicated
by the text with the semantic level maintained.
is one of variation, not accepteibility.
acceptability, but variations.

The question

I am not speaking of

A syntactic structure used by

a reader may be different from a text and yet be acceptable.
As Gray's (1960) diagram placed the word at the center
of context, Goodman et al. (1987) placed the reader at the
center of contextual issues.

The overall concern is at which
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level actually lies the most significant contextualization.
The apparent discrepancy between the two views (Gray, 1960 &
Goodman et al. 1987) will be discussed later to suggest why
miscue research findings may be misinterpreted.

For the

moment, discussion is given to the facility of readers in
light of all possible research factors related to reading but
using the three basic cueing categories.

If reading is not

factored but remains inclusive of the reader per se, there
are capabilities of the reader him or herself which bear
profoundly on the problem of reading and give reason to
"revalue" not only the reader, to borrow a concept from K.
Goodman (1982, January), but the research enterprise itself.

The Continuum and the Cueing Systems
Miscue analysis is considered to suggest a "meaningcentered" approach to reading.

Though it has undergone some

transformation (K. Goodman, 1968, 1978, 1984, 1994), most of
the research related to miscue analysis has been based upon
the original three cueing systems: the graphophonic, the
syntactic, and the semantic. The semantic cueing system, in
its implications for necessary background experience, may be
taken to implicitly encompass many considered factors, from
the extension of the theory to include a pragmatic cueing
system, to theoretical concern in sociolinguistics (Goodman,
1988, July).

Each bring added recognition of greater

contextualization for a reader.
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Using the notion that there is increased significance to
increased context, I am suggesting that there is not only an
implicit order but an unequal degree of saliency assignable
to the cueing systems.

It is the order which I use to create

the continuum presented above.

While increased saliency may

be inferred from the increased influence of greater
contexting, the question is not completely resolved.

While

the comparison of the Gray (1960) versus Goodman et al.
(1987) diagrams sketched theoretical differences, which is
the more sensical view is not clear on a practical level.
The question related to contextualization is: Given
their order, at what point should weight be given to any of
the various factors involved, or possibly involved?

It

should be noted that this discussion is for theoretical
purposes only, and is not meant to indicate any equation to
frequency or types of miscues discussed.
occur marks their potential to occur.

That variations do

This potential clearly

reveals that semantics provides the most significant
organizational value to reading from a reader's point of
view.

Unfortunately epistemological problems create

difficulties for addressing this concern.
What miscue analysis has precipitated is the realization
that there are indeed different systems of knowledge of which
readers are aware.

While general thinking has placed the

activity of a reader into a singular, direct, and unbroken
relationship to print, miscue demonstrates that readers can.
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and do as a matter of course, separate the event into at
least three levels, the three cueing systems. Indeed, much
of the research practice today considers a direct
graphophonic connection to more contextualized areas of
comprehension.

The assumption is that exact reproduction of

printed text indicates understanding of the material
involved.

As miscue analysis demonstrates, this is

questionable.

Examples of miscues show a theoretically

different picture.

From the view of a continuum of

contextual levels, the graphophonic to syntactic to semantic,
relationships reveal less than rigid connections.

A Theoretical Presentation of Language Potentials
A direct text reproduction-to-comprehension model of
reading has been the historical one.

As in Gray's diagram,

all contexting is subordinate to the graphophonic level.
Factors specifically involved with the graphophonic level
have been studied (e.g., visual discrimination, eye
movements, etc.) and have led to various techniques for
improving reading behavior, tachistoscopic reading machines,
for example, or kinesthetic learning of the alphabet and the
notion of direct systematic phonics instruction.

Indeed, for

many present day advocates of phonics instruction, the
meaning in reading has been shunted aside in favor of getting
readers to translate print into sound.
Once print is translated into oral sounds, it is assumed
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that a readers' comprehension becomes engaged.

Ideally, that

is beyond the complexities of actual letter-sound
relationships, it is believed that with but the reproduction
of sounds, print would, as oral language, then automatically
become meaningful.

Many reading experts who attack whole

language advocates remain frozen in this focus on the
graphophonic level.

This has been made viable in that

questions of syntax and semantics are transferred to
questions of oral language use.

The naturalness of learning

is often connected to oral language learning while written
language learning is believed a secondary problem (e.g..
Gray, 1955, 1960; Samuels, 1976).

Where this is a

possibility of contextual influences (noting that not all
written words are previously known orally, especially for
older readers), the assumed, and therefore homogeneous
characteristic related to the participants involved, is
speech.

In focusing only on letter-sound correspondences,

the development of oral language is ignored.
Given the singular weighting of the graphophonic system,
the relationship between that system and meaning (or the
semantic system) is considered singular and direct.

Break

down occurs not because the reader has different background,
purposes, or application of intention as these are assumed to
be homogeneous, but because the reader is not reacting
directly to the presented stimuli of the print. Placing
print as the central focus, as in the Gray depiction,
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relegates any other contexting to secondary relevance.
Technically, an instructional focus on print therein leaves
further contexting instructionally unaddressed.

Whether in

physical perception or as neurological dysfunction, the
singular problematic path explored is the turning of print
into sound.

When greater contexting is addressed, it is

through 'enrichment' activities, directed not toward a goal
of enhanced cognitive activity on the part of students, but
to fill in a perceived void respective to a significantly
constrained instructional focus on accurate text
reproduction.
The notion of text reproduction, which I term an
'accuracy thesis,' assumes a direct linkage between all
levels of context.

Whether such reproduction occurs is

clearly called to question by miscue analysis data. The
following explores this.

A text reproduction view of reading

assumes that if the graphophonic level is reproduced then so
must be the syntactic, and furthermore, the semantic.

How

text is treated under the accuracy thesis may be represented
as follows:
Direct
Reproduction

Graphophonic

Direct
Reproduction

—>

Syntactic

Direct
Reproduction

—>

Semantic

FIGURE 6. Direct Relationship of Context Levels

Miscue analysis however has shown the picture to be more
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complex than a simple translation of print to sound and
consequently to meaning.

Indeed, in an analysis of a

reader's "errors," the three cueing systems are revealed in
the reader's performance.

They are separated through an

examination of the reader's activity by asking what
influences may be involved in the variations readers make of
print.

It is incidental at this point, but notable that a

fourth level of activity, self-correction, further challenges
the print-level-only model of reading in clearly
demonstrating that the reader actively works at predicting
and assessing the information that is being formulated.
That text variation is not an issue of deficits is
demonstrated in the quality of the variant responses to text
which are neither random nor unconstrained.

Any knowledge

about print, about the context of print, constrains activity
respective of text.

If a reader understands a book to be

about colors or quarks, expectations will so follow.

As

miscue analysis has shown consideration of greater
contextualization reveals the constrained non-randomness of
these "errors".

If the activity were an issue of a deficit,

both randomness and lack of any constraint would be clearly
revealed.
Actual relationships between contextual levels is not so
direct as an accuracy thesis would suggest.

I will use the

terms SAME and DIFFERENT to compare the use of language
elements at various levels of context.

Drawing from miscue
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analysis data I compare presumably actual context-level
representations (e.g., representations at the graphophonic,
syntactic, and semantic levels) to potential representations
at the same levels.

This includes levels other than simply

the level of print, and, as greater levels become less
extrinsically identifiable, "actual" contextual
representations are hence, as likewise with 'accuracy',
technically a presumption.

I use this construction because

it represents how both classroom and research evaluation
instruments have traditionally been designed.

Though

questionable on epistemological grounds because direct (or
"actual") relationships become less identifiable at greater
contextual levels, what the term SAME entails is necessarily
more ambiguous, hence any actual identity is a presumption.
Again, it may be noted that miscue data reveals
variations of text entirely unexplained by a relationship to
immediate narrowly interpreted text or by a hypothesis that
the productions of readers are othei^ise 'random.'

From an

examination of simply three levels of contexting as
represented by the graphophonic, syntactic and semantic
cueing systems an entirely different "common-sensical"
conclusion about what is of central importance to reading is
made clear: that the semantic level of context takes
precedence over the graphophonic. Consequently, instruction
which relegates meaning to a secondary position is misguided.
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Examples of Language Potentials
On the one hand an examination of reading miscues per se
reveals that word or word and syntactic representations can
vary without undermining semantic interpretation (see 7.1 and
7.2 of Figure 7).

On the other hand an examination of the

miscues that readers make reveal instances when the text is
faithfully reproduced without semantic understanding or
without either syntactic or semantic understanding (see 7.3
and 7.4 of Figure 7).
1: DIFFERENT

SAME

SAME

Father read as Dad

2: DIFFERENT

DIFFERENT

SAME

Dialect; complex miscues; L2 transformations
ER; give it to her.
OR; give HER THE BOX.

3;

SAME

DIFFERENT

DIFFERENT

Circus as noun and as adjective

4:

SAME

SAME

DIFFERENT

Cardinal as bird and as clergy

Graphophonic

-

Syntactic

-

Semantic

FIGURE 7. Examples of Language Potentials.

Graphophonic Potentials
7.1: DIFFERENT

SAME

SAME

Syntactic

Semantic

Father read as Dad

Graphophonic

The transcripts of any reader reading text which is
difficult enough to produce miscues will invariably contain
substitutions, e.g., a reader may say Dad for Father.

Only a
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rigid text reproduction model of reading would find this
unacceptable and an example of something which interferes
with the comprehension.

If there is a criticism that the

Father might be of the Catholic order, that reveals an
inconsistency between the cue systems the critic has focused
upon and the model of a direct relationship between print and
meaning.
required.

More context than simply the word would be
The critic would be forced to explain Father at a

semantic level, especially if that were the only word given.
Clearly semantic information may reside in the criticas-a-reader, as an involved parallel reader, as Page reported
(1973, 1976).

It would be unwarranted however to assume such

knowledge in any other individual reader.

Given the

arbitrariness of word to meaning relationship, a clerical
could appear to the child as a mystical interpretation in any
event, if the reader chose to focus only on letters, was not
aware of the Catholic register and held to mastery rather
than tentative processing in his or her thinking.

In

actuality, the meaning of the word would be broadly crossreferenced to other semantic indicators in the text that
prompt a reader who is constructing meaning to self-correct.
Again, this is given that the reader had any knowledge of
Catholicism as an optional interpretation, but furthermore
that the word is significant to the meaning of the text. If
it is not significant to the understanding of the text, left
ambiguous, or unrelated to anything else in the text the
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critic's complaint is nefarious.

It would be simply a word

of cadence, (see critique of "ruefully" in discussion of
Schatz & Baldwin, 1984 in Chapter 3).
7.3:

SAME

DIFFERENT

DIFFERENT

Circus as noun and as adjective

Graphophonic

Syntactic

Semantic

However, it is also possible to render appropriate
sounds for symbols and have little or no understanding of
what is written.

Having taught Navajo children myself, a

clear example of the latter resulted from my study of the
Navajo language while there.

The Navajo orthography used

today is a relatively recently transcription of the language.
It has not had a long history of borrowing terms and hence
other languages' and dialect rules for pronunciation as are
included in "English" words like knife, garage, or
tortilla.When using Navajo language materials in my
In fact, there are no 'exceptions' to rules, but rather
alternative sets of rules. It would appear that were lettersound correspondences truly a legitimate path to reading,
then a multilingual approach would be required, that is, a
phonetic concern for all the languages from which English has
traditionally borrowed would be required. In this light, the
notion of 'exception to the rule' is epistemologically
concomitant to stating that there is an 'error' in the
language itself, that other languages are erroneous, and thus
imply the arrest of scientific inquiry just as it may be
considered to do in children who experience this form of
instruction. This forces sense from the path to knowledge to
be replaced by rote memorization. As it is and in line with
this dissertation's observations, exceptions arrive from
research which assumes that only English rules are under
study which renders other forms of pronunciation as
essentially random events. It should also not go unnoticed
that the pattern here is similar to the disparaging
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classroom, such a regular corresponding letter-sound
orthography allowed me to answer students' questions when
they pointed to a written word and asked what it was.

I

could say it, and listen to the "Ahhh" as they knowingly
returned to their reading.

I, of course, was not reading

along, and most often had little if any understanding of what
I was saying.

I did, however, have a reasonable idea about a

couple of things.

They were words, and they were Navajo

words.

Syntactic Potentials
The central fact to which any significant linguistic
theory must address itself is this: a mature speaker can
produce a new sentence of his language on the
appropriate occasion, and other speakers can understand
it immediately, though it is equally new to them. Most
of our linguistic experience, both as speakers and
hearers, is with new sentences; ... the class of
sentences with which we can operate fluently and without
difficulty or hesitation is so vast that for all
practical purposes (and, obviously, for all theoretical
purposes), we may regard it as infinite (Chomsky, 1964,
p. 7).20
Here I must again point out a difference in criteria to

descriptions of non-European languages in the, albeit
presently embarrassing, early days of anthropology.
20 It should be noted that Chomsky suggests invariance at a
syntactic level, as represented by his conception of a
language acquisition device. He is not entirely inflexible
on this point however, as for example, he later remarks
however much as a hypothetical, "different systems of
knowledge and belief could arise on the basis of exactly the
same experience if the mind were simply organized in terms of
different principles" (Chomsky, 1984, p. 21). See White
(1978) for discussion of the problem of the language
acquisition device as an invariant.
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7.2: DIFFERENT

DIFFERENT

SAME

Dialect; complex miscues; L2 t reinsformations
ER: give it to her.
OR; give HER THE BOX.

Graphophonic
the RMI.

Syntactic

Semantic

The question is: Can syntax be varied from how it

appears in the text with semantic understanding remaining
intact?

The RMI asks rather: Is the language of the reader

is syntactically acceptable and hence supportive of the
reader's comprehending.
One reason for the RMI criteria is found in an early
theoretical association with transformational grsunmar, and
more importantly its valuing of a reader's active
participation.

Under my criteria of looking at direct

relationships to text I am not making such a valuation,
though I am showing that the weighted significance in cueing
systems demands such to be the case.

Complex miscues (miscue

involving more than one word, e.g., ER (text): ...handing her
the box. OR (reader); ...handing it to her), reversals, and
some dialect or ESL miscues may change the syntactic
structure from that of the text yet allow semantic
understanding to remain intact.

Using a criteria of direct

correspondence through all the cue systems, any
transformation should nullify the comprehension of a reader.
Examples from miscue research demonstrate this is not the
case.
The notion of a continuum is significant because the
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graphophonic as well as the syntactic systems may be changed
without meaning disruption, the parameters of a greater
context, of the particular language of the text itself, may
be recognized.

The existence of complex miscues and

transformations in grammar represent changes in the
characteristics of syntax which are syntactically viable to
the reader's meaning, but not so in terms of exact
reproduction of the text.

I equate this to the same notion

that graphophonic changes may be viable in terms of meaning,
while not a reproduction of the text.

The same inter-level

relationship exists though at different levels of context.
Along the same lines, dialect miscues also provide for
similar interpretation.

Furthermore, however, it may be

noted that the discussion here is of language use.

Semantic

understanding in language indicates understanding of a
reader, but understanding may be argued to exist beyond
language, by virtue of imagery for example.

Similarly an

assessor may consider a non-word substitution as a
mispronunciation, or evaluate a non-word as a place holder
which may be syntactically acceptable. For example, I
encountered a reader who used a non-word with an -ed ending.
When I asked what the reader could say about the word the
reader answered that is was "past tense."
In addition, considerable work has been done
demonstrating readers' cibility to retell in their native
language far exceeds that indicated by data from reading in
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their second language (Benitez, 1984; Bianchi, 1980; Garcia,
1983; Rigg, 1977, April; Shannon, 1983, Fall; Silva, 1979;
Stone & Kinzer, 1985, December).

Ewoldt (1977) in an

adaptation of the RMI for deaf readers found occasion to code
syntactically unaccepteible miscues as semantically
acceptable.

By my criteria, the treatment of dialect and

complex miscues may ameliorate the condition that semantic
understanding is dependent upon direct replication of the
syntactic structure.

ESL readers provide little doubt about

the relationship between these three increments of context.
7.4:

SAME

SAME

DIFFERENT

Cardinal as bird and as clergy

Graphophonic

Syntactic

Semantic

Conversely, miscue data shows that not only may
graphophonic text be accurately reproduced, but a reader may
possess syntactic knowledge, and yet not the semantic
understanding.

The most clear example is a piece created by

K. Goodman (1969) to demonstrate just this point.

The piece

uses nonsense words which retain their syntactic structure in
word endings and function words.

The paragraphs are followed

by answerable "comprehension questions." The ability to
answer the questions demonstrates the information carrying
potential of the syntactic system.

Syntactic independence is

also found in miscue data in non-word substitutions which
maintain grammaticality, if not through morphemic
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attachments, then as recognizable in intonations, or as
clearly identified in retrospective miscue questioning of
readers.
All the above may be influences which undermine the
reliability of tests as well.

Questions arise in the

findings of Tuinman & Farr, (1972), Prentice & Peterson
(1977, December), Keetz, (1975) or Tuinman, (1973-1974) all
of whom found unreasonably high performance on test
questions.

The former two teams found the questions did not

adequately relate to the texts.

And the latter two found

significantly better than chance answers with readers reading
the questions alone.

Such non-random answers under this

extension of what is essentially a cloze procedure confirms
the clear presence of other than text based responses.

What

do tests refer to: Words? Syntax? Or context?
It would appear obvious that a desired direction for a
reader to weigh in on is in preference for the semantic side
of the continuum (see 7.1 or 7.2 rather than 7.3 or 7.4 of
Figure 7).

Exact text reproduction without syntactic or

simply semantic understanding reminds one of the classic
Turing problem (Crockett, 1994).

Can a computer be

programmed so that a human can interact with it and not tell
it is a computer?

The computer model reflects the

essentially flat cause-to-effect, linear automaticity,
however complex or illusion producing it may be, it is, in
the last analysis, a computer (Searle, 1984).

Computers are
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simply the most pure reflection of the disembodiment of
constructed knowledge per se. Meaning becomes a mystery
under such circumstances, without relationship.

It is

meaning however which defines the humanity of the event and
makes any given act significant.
In either the case of 7.3 or 7.4 in Figure 7, miscue
analysis, has demonstrated that to interpret a reader's exact
text reproduction as indicative of understanding is not
objectively reliable.

Whether it is Mosenthal's (1976-1977)

critique based upon problems with Chomsky's theory of syntax,
or Singer, Samuels, & Spiroff's (1973-1974) examination of
context which they limit to three word sentences.
Limitations are placed and defined at a point well below the
placement of the capabilities of the reader which is
necessarily involved in semantic understanding.

Again, in

one publication, Leslie & Caldwell (1994), for example,
include "miscue worksheets" for teachers and have adopted the
appearance of other miscue related research.

The authors

however recognize the qualitative assessment of miscues only
up to a point.

When low quality miscues appear the

philosophy reverts to treating those miscues as "errors" in
the traditional sense of the word at which point they
resurrect the text-reproduction model.

In Context Or Random
Ironically the leveling of higher or greater contextual
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variance exposes the narrowly based research to a view of the
reader's activity as virtual random capriciousness.

This is

of course the beginning assumption of positivist research,
and this for the intention of finding an impersonal law or
principle that rules such behavior.

Unfortunately this

vision of randomness is also no doubt why the treatment of
reading as a "guessing game" appears threatening to narrowly
focused research.

Without a focus at a word level, as in the

depiction of reading by Gray (1960) there is no justification
for the reader's presence.

The inclusion of an entire

continuum of a reader indicates, however, a guess to hardly
be a random one, and provides fertile ground for
understanding a reader's activity. To the print-level-only
advocate, the guess would have no theoretical base, but
rather be a random act requiring a similarly direct
remediation.

This, at the expense of recognition of the

experiential context and even the presence of the reader in
the reading situation.

The Weight On Meaning
When the relationships between these three cueing
systems are expressed as argued, a clear direction is
indicated for judgments regarding their qualitative weight.
Increased contextualization indicates a greater recognition
of the reader's presence and moves in the direction of the
reader's meaningful engagement.

Clearly, the more latitude
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allowed for deviation from a direct reproduction of text, the
greater the understanding needed of a given reader's
involvement, the more knowledgeable about the reader an
investigator must become.

Research on teachers' treatment of

dialect illustrates the relationship between understanding
and variation (Geissal & Knafle, 1978, November; Knafle &
Geissal, 1979, November; Long, 1986; Pollock, 1988; Taylor,
1983, October).

As mentioned earlier, comprehension in a

second language respective to actual miscues also illustrates
this (Benitez, 1984; Bianchi, 1980; Coll & Osuna, 1989, May;
Fuller, 1989; Hodes, 1981; Rigg, 1977, April; Whitmore &
Crowell, 1994).
In this interpretation, miscue analysis demonstrates
information used by readers which is not only not available
to direct correspondences, but which exists irrespective of
such correspondences and acts to change direct
correspondences.

While reasons for reader variations may be

conceptualized or inferred into any number of factors,
control of the information clearly cannot be divorced from
the reader.

It is only in that variance is centered in the

reader's discretion and as representative of the resources of
the reader that any saliency exists.

It is not found in any

self-evident reality of narrowly defined particulars.
Any information which is relevant therefore must be
information which is in essence, shared through agreements at
greater contextual levels, rather than externally manipulated
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or externally controlled. While the appearance of external
control may be created, such breaks down, if only as
decisively shown through the small percentage of miscues a
reader typically does make. The consideration that lower
level context activity controls greater contexting obscures
rather than illuminates the natural social activity of
children by depersonalizing their participation, something
that at older ages becomes a significant problem.

These

limitations may be interpreted in light of a continuum in
that studies which apparently produce negative findings about
the influence of context do so respective to their lack of
accommodation of context for, and ultimately, presence of,
the reader.

Oral Parameters to Accuracy
Earlier I mentioned that phonics advocates shunted aside
their interests in greater contextual influences.

Their

assumption is that if letters are simply translated into
sound, then the 'natural' facility of oral language will fill
in the reader's understanding of the 'code.'

Curiously

however, miscue findings appear to be reconfirmed in the
individual's relationship to oral language and sound.
In narrowly parametered demonstrations the saliency of
specific existent elements of language has been shown of
questionable consequence.

The challenge to the theory of

accuracy that cloze procedure presents is not limited to
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reading.

In examination of responses to spoken language it

appears listeners fill in gaps in sentences, a phenomenon
Kolers (1972, July, 1968, 1968, January, 1969) found in
reading.

Warren & Warren (1970) report on listeners hearing

a tape recorded sentence that has a phoneme removed.

The

researchers remove transitional information that might
suggest the phoneme and even replace it with an extraneous
sound, such as a cough.
One might expect that the missing phoneme could be
identified by locating the position of the cough, but
this strategy was of no help. The cough had no clear
location in the sentence; it seemed to coexist with
other speech sounds without interfering with their
intelligibility (Warren & Warren, 1970, pp. 30).
This is pertinent to the suggestion that reading accuracy
advocates shunt the cognitive activity to oral language. The
same phenomenon revealed by miscue analysis in reading is
also found in oral language development.
In another example. Warren & warren (1970) sought to
establish an order to the perception of three sounds.
[W]e noted to our surprise that listeners could not tell
the order of three successive sounds repeated over and
over without pauses. ... The duration of each sound was
quite long compared with the 70- to 80-millisecond
average for a phoneme in speech and was well within the
temporal range used in music for the successive notes of
melodies; the hiss, tone and buzz could each be heard
clearly. Yet it was impossible to tell the order of the
sounds (emphasis added. Warren & Warren, 1970, pp. 34).
This suggests that where phonemes are recognized, there is
more involved than sound.
In what translates to evidence of an active mental
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relationship to language and in stark contrast to any theory
of automaticity which arrives through repetition, they also
note;
If one listens to a clear recording of a word or phrase
repeated over and over, having only itself as context,
... changes occur in what the voice seems to be saying.
... [W]ords are heard quite clearly, and listeners find
it difficult to believe they are hearing a single
auditory pattern repeated on a loop of tape. As an
example of the kind of changes heard, a subject
listening to "tress" repeated without pause heard
distinctly, within the course of a few minutes, such
illusory forms as "dress," "stress," "Joyce," "floris,"
"florist" and "Purse" (Warren & Warren, 1970, pp. 35).
In pattern, this problem regarding an accuracy thesis is also
reflected in the decreasing effectiveness of repeated
readings.

From an accuracy point of view, though a second

reading of a text may show slight improvement additional
readings reverse this improvement (Amlund, Kardash, &
Kulhavy, 1986; Mackie, 1968^1).

This is reminiscent of the

early psychological recognition of the 'blind spot' in
v i s i o n . T h e brain actively fills in gaps.

21 The active mind does not engage easily in repetition. As
Mackie, 1968 writes, "The practice of drilling material into
pupils by frequent repetition makes the drilled material not
only ineducative but anti-educative. Mechanical repetition
of words is a barrier to thinking about their meaning. The
"drill" lesson may make the subject more difficult rather
than progress in it" (pp. 189).
22 The notion that the brain fills in information has been
known for some time, from a person's not seeing the reticular
'blind spot' in the visual field (Pierce, 1931-1958) to
readers' recognition of distorted or incomplete printed text
(Delzell, 1992; Kohlers, 1972, July, 1968, 1968, January,
1969; Woodley, 1983, 1984; Gollasch, 1980). That what one
brain fills in is not what another brain sees however is less
acknowledged.
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Error and the Reader
To be sure, miscue research efforts that have been
theoretically consistent have suggested and appreciated an
increased contextualization of readers as support for and
building on a reader's strengths.

What is not known about a

reader may be approached in one of two ways.

Accommodation

through an extension of a researcher's understanding, or
exploration in an attempt to meet, or ostensibly create, some
shared feature of context.

It appears that should

knowledgeableness about the subjects be arrested at any
point, it is at that point - the limitations of information
about the reader - that repeatedly there re-appears the
conception of "error" substituted for "miscue." This
continues from instructional repetition strategies to
teachers assessing dialect as "incorrect" speech, as several
studies of teachers' responses to miscues show (Granger &
Ramig, 1978, March; Knafle & Geissal, 1979, November;
McCullough, 1981; Ramig & Granger, 1978; Rosenberg, 1986;
Taylor, 1983, October; Tovey, 1979, June).

Where teachers

had knowledge of the dialect and were more knowledge about
students,

such judgments tended not to be made (Esselman,

1978; Geissal & Knafle, 1978, November; Pollock, 1988;
Washington, 1984; Washington & Miller-Jones, 1989, July).

Conclusion
The discussion in this chapter is taken to demonstrate
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the weighted importance of increased contextual relationships
to readers.

As mentioned earlier however, the multiplicity

of potentially relevant factors from a researcher's point of
view makes this increasingly con^)licated. Likewise the
research notion of a linear relationship between various
levels of context becomes problematic.

Words, it seems do

not directly and singularly determine what meaning is, nor
does a given syntax cause a meaning to exist.
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CHAPTER 6
THE PROBLEM OF INVARIANTS

From a research point of view, as much as readers
appear to break apparent ties between contextual levels an
internal relationship between levels is discernible.

A focus

on any level acts to obscure rather than reveal greater
contextual influences.

As this is not limited to the more

narrow levels however indicates the problem is
epistemological in nature.

I am suggesting that factor-

centered research, regardless of the level of context that
reflects the factor, is problematic to the dynamic activity
of the reader.

The Narrow-to-Greater Inter-Level Relationship
The continuum (see Figure 1) reveals a relationship of a
practical nature across levels.

Indeed, as a spectrum of

factors ordered according to contextual saliency to the
reader, as demonstrated in the discussion of language
potentials, the continuum makes clear the problem that the
more accessible and manageeUDle the data is for the
researcher, the more ignored is the presence of any
particular reader.

Likewise, the more specific to a reader

an issue becomes, the more complex and demanding the issue
becomes for the researcher.

It is for this reason that I
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have labeled the continuum "text to presence" with presence
denoting the presence of any very specific

reader.24

The interplay of contextual levels is not a new problem.
It is one which echoes the large group versus case study
arguments of the experimental versus ethnographic, the
quantitative versus qualitative, debate in general.

It is of

significance to note that miscue analysis has underpinned an
overall shift in the methodology of educational research over
recent years, as Adams (1991, 1994b) has commended whole
language philosophy and research for just this contribution.

The Inter-Level Relationship And Research
The continuum as a whole provides insight into
quantitative-qualitative research design.

It models the

sliding scale aspect of the field observation that with
increasing context the factors become more complex respective
to a traditional one-to-one factor-based analyses.

Again, as

each more inclusive context (moving toward the reader) is
considered, the immediate or direct, objective correlation of
24 A correlated relationship to be discussed later, is that,
conversely, any and all lower levels may be treated as
determined or caused by higher levels, a Greater-to-Narrow
Inter-level relationship. Because a greater context renders
any lesser context variant is relative to the greater level
of context (e.g., social context on to the experiential
context of the individual), that a greater context controls
lesser one is valid only at the point of individual
involvement and must be discussed with the contribution of
the individual reader in mind. A discussion of this
relationship will hence necessarily come after a
clarification of the significance of the individual.

a factor with reading becomes more and more complex (e.g.,
schema or background experience). It likewise becomes more
labor intensive in defining and assessing exactly what the
data is for study.

As data become increasingly difficult to

differentiate it becomes difficult to make generalizations.
Interestingly, from the point of view of the continuum, the
problem in the quantitative-qualitative debate of
accessibility of information may be interpreted as a
logistical one.
The recording of the use of a letter by a reader is a
matter of simplicity when compared to the recording of the
presence or lack of presence of a particular schema.

To

record a schema in all but the most vague and general manner
would entail the use of extensive information about the life
of the individual and calculations of debilitating
proportions, not only regarding the individual under study,
but equally in terms of an actual definition created by a
researcher.25

Though the analogy is appropriate the

quantitative-qualitative debate is incomplete with regards to
the argument of this dissertation.

Even were the technical

feat of external recording acumen for a schema achieved, it
would remain moot (see Chapter 8).

25 Miscue analysis however makes this possible because it
includes the individual reader as an active participant and
hence provides theoretical grounds for the dynamic nature of
the individual, what a reader 'brings to print'.
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Greater Contextual Nullification
The problem of greater contexting produces a tension
that can be seen through a comparison of the following two
quotes:
[0]ur general tendency as reading researchers is to keep
our theories as simple as possible; for each and every
research problem, we fill in the pieces of our research
puzzle with just the pieces of our problem. The one-toone correspondence ensures simplicity (Mosenthal, 1988b,
p. 820).
Meaning is not cut and dried; it is a matter of
imagination and a matter of constructing coherence. The
objectivist emphasis on achieving a universally valid
point of view misses what is important, insightful, and
coherent for the individual (Lakoff & Johnson, 1980, p.
227).
Most often the result in research efforts has been
either an emphasis placed upon one factor or a few (the
factor being whatever is defined in a researcher's project).
This results in a hierarchical presentation with emphasis on
one or a selected set of factors at the expense of any
greater contextual influence.

For research purposes, that

is, in consequence of the research design, greater contexts
are assumed to be equivalent*

Ultimately the factors most

difficult to assess, those most efficacious and
contextualizing to reading according to a full spectrum
concern, become assumed to be, effectively homogeneous, if
they are not entirely ignored as influences or appear simply
as logistical limitations to the study.

Unless the focus of

a study is reader engagement per se, the assumption of reader
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engagement is but one example of this rendering of greater
contexting homogeneity.

Few studies don't assume 100 per

cent effort, unless 'effort' is the object of study.
Indeed, it may be argued that when greater contextual
aspects, up to and including a reader's engagement, are
'assumed' there "appears" special abilities or talents
respective to a researcher's conceptualization.

More

clearly, consider an example in which the background
experience of a reader is ignored in a word recognition task.
It is because the greater contextual influences are ignored
that they are treated as equitable, stable, homogeneous,
across all participants.

What would be a factor of

background experience is rendered empty of information, made
essentially vacuous.
The homogenization of greater contextual levels gives
rise to differentials in scoring being attributed to the
concept under study.

Broader reasons for variation in data

involving fuller contextualization are simply supplanted by
variance within a particular research conceptualization.

The

research conceptualization is thereby inflated in value,
using, without recognition, greater contextual influences to
validate it.
In a worst case scenario, the case of word recognition,
ethnic diversity becomes translated into race based
intelligence and reading scores. The best case scenario
would be inclusive of all contextualization issues, up to and

including issues regarding the reader's presence in the
event.

That is, it would be reflective of what the reader

finds relevant in his or her own use of print.

Relevance can

here be defined on a utilitarian basis, specific to the given
individual at a given time.

I deliberately avoid saying 'in

given circumstances' as 'circumstances' suggest potential
'factors'.
It is a question of what practical value the
conceptualization has for the reader, not as a matter of
instruction, prescriptive practice, or for research to
discover an immutable law, but as having practical value to
the reader reading.
participant.

The reader would be treated as a

Any research not addressing reading at this

level is less than a best case scenario.
A best case scenario would in effect be asking the
question; What effect do readers have upon text rather than
the reverse.

This is something which can be seen in the

original miscue analysis research studies of K. Goodman and
colleagues (e.g., K. Goodman, 1968; K. Goodman & Burke, 1973;
K. Goodman & Y. Goodman, 1978).

The question addressed is,

in form: How do readers change text as they transact with it
in constructing meaning.
As discussed in Chapter 2, traditionally the reader has
continually been implicit in the various work of researchers
and never far from at least rhetorical concern.

Such is

reflected in researchers' awareness of the "broad" view of
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reading.

But a less than a broad view however has also most

often been taken in the design and implementation of the
research itself.

Factors are defined, studied, and given a

factor's influence is found, this is used to justify the
significance of a study.

It is only through the advent of

miscue analysis that a perspective is possible to fully
explicate this problem, a result of taking an integrated view
of "real kids reading real books" (K. Goodman, 1973a, p. 3).

The Inter-Level Relationship and Fads
What can be gained through the text-to-presence
continuum is also an understanding of the history of fads in
education.

Each has been achieved through a selective

appreciation for a particular and exclusive contextual factor
and at the price of a consequent diminished appreciation of a
full contextualization for the reader. Potential fads, like
the various elements or factors possible for study, can be
found through a simple word search of journal titles which
include the phrase: "The effects of ..."

Whatever X may be

is the potential research generated fad.
It should be noted however that it is ultimately how
engaging (of interest, of use, or of value) to readers that a
conceptualization is which will determine any such fad's
survival, and this, in an incorporated rather than stand
alone manner.

It is from a finding regarding an isolated

factor of reading that any fad is originally conceived in
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study and executed as a solution.

Unfortunately because

factor-based research must operationalize its conceptions,
only the researcher's concepts are, in actuality, studied.
Rarely are the conceptions of students explored.

Only the

narrower aspect of the continuum as interpreted by the
research concept can truly be regarded as the meeting ground
between the researcher and research subject.

Because of

operationalization, the validity of a concept can only be
evaluated, statistically or otherwise, through the least
common denominator.
Curiously this pattern is also found when comparing the
reading of quantitative (reader distant) and qualitative
(reader involved) research.

As is the case of quantitative

research, the less specified to the individual that research
is, it is not only more troublesome for individual
application, but more distant and decontextualizing of the
reader.

On the other hand, the more specified in time and

space (contexted) the subject matter is, the more specific
(contexted) the information known to the reader must be
employed, in the case of qualitative research (e.g.,
anecdotal records). This is discussed further in Chapter 8.
The point is that research factors characterized as invariant
are more amiable to becoming fads under the banner of a
research concept.

Whatever the overall researcher's general

conceptualization, their formulation (operationalization)
lends them well to programmatic dissemination.
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Epistemological Involvement
Less obvious, and yet more clarifying of the importance
of the inclusion of the reader is when analyses turns to the
more encompassing levels of contextualization of the reader.
There appears to be an epistemological interest in direct
invariant correspondences in the form of an interpretive
perspective which is deterministic, linear, and causal.

In

effect, this indicates an epistemological encroachment on the
inherent capabilities of the reader with increased
sophistication of analytic concepts, concepts which are taken
as "invariant" and necessarily so to fulfill a linear,
deterministic and causal view of events.

It is tautological

in character. Two "things" can not be related unless they
are two "things" which only then may be "related".
From psychoanalytic concepts to schema research, to more
general conceptualizations, one need not look far to find the
presence of the reader assumed into irrelevance, homogenized
or disallowed from active involvement in contextual levels
much more encompassing than narrow letter, word, or syntactic
levels of research but which are dismissed in practice.

This

is done with a view towards uncovering determinant, linear,
casual effects of external phenomenon rather than
participatory saliency.

And it results in an object-

transference or "accuracy" model of learning.
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Invariants and Research Concepts
The epistemological issue is one of assuming static
states, invariance of presumably self-standing frozen
conceptions or factors which research seeks to make selfevident.

While the invariance of conceptions itself suggests

an idealism, this is not acknowledged in a practical way
(i.e., in terms of logistics) by researchers.

Concepts enter

a manner of reification.
If a behaviorist, for example, wished a student to know
"racecar', the behaviorist would create a conceptual
definition of a "racecar" and "teach" this interpretation.
The standard criteria set would be a matter of the
researcher's operationalized conceptualization of the event.
The student is then "taught" to act knowingly, reflecting the
researcher's definition.

For exeunple, the student responds

with noting the car's activity, its place in social events,
even that it is a machine utilizing various amounts of gas
and oil or a source of gainful employment for some members of
society.

Any 'number' of 'facts' may be involved.

All is

done as a matter of how extensive the behaviorist's
definition or explicit conceptualization of the 'racecar' is.
Information once set down is of course treated as invariant.
Information behaviorally reproduced by a student is then
interpreted as achievement.

This follows a philosophy of

'object transference' as information appears to move from

16()
behaviorist to student.
appears.

It seems to make sense because it so

The student acts as desired.

Given a state of

defined knowledge, the only other way to recognize the
learning of information would be for it to be innately
derived, pre-existent in the student.

Clearly a 'racecar',

especially the letters or letter series "r-a-c-e-c-a-r", from
a cross linguistic point if view, is not.

Knowledge,

according to invariance, must be acquired like property, or
intrinsically possessed prior to demonstration.
critical problem in learning.

It is a

As Akural (1979) notes

In a dialogue called the "Meno," Plato portrayed
Socrates as claiming that we cannot acquire knowledge
through "learning." He argued that in order to learn
something we must discover a truth that we did not
previously know. But if we did, in that case we could
not recognize it. In brief, the Platonic thesis is that
learning, in the strict sense, is impossible, and that
we merely remember, through different ways, what we
already know (p. 235-236).
Invariance is how I identify just such a reification of
concepts.
Though functionalists and cognitive psychologists (See
Chapter 10, e.g., Dewey & Bentley, 1949; Piaget, 1971;
Vygotsky, 1978b; Sperry, 1993; Gallagher, 1996) have a
different take on this matter, the mixing of metaphors is so
pervasive that a clarification on these grounds is warranted.
Even Piagetian psychology crosses metaphors in utilizing a
form of invariant conceptions to discuss 'assimilation' and
'accommodation'.
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The Problem with Invariants
Because of miscue analysis, what is notable from a
continuum point of view is that invariants become an issue of
contention.

Readers may vary lower levels of contexts (e.g.,

words, syntax) and hence through their efforts place
themselves continually in a position of gaining new
knowledge.

It is a similar phenomenon I find in traditional

research activity.

Just as readers, if given a participatory

role, may criticize a researcher's insistence on rigid
adherence to what is in fact a malleable text, researchers
may criticize the research of others on the basis of the
other's work being too rigid, too inflexible, to meet the
conditions of context at hand.

This is a general strategy of

research criticism made on the grounds of facing an
increasingly dynamic reality or expanding knowledge.

It is

also the strategy of criticism I am taking to its logical
fruition in this dissertation, one which returns the issue to
be based upon the significance of the active participation of
the individual in

reading.26

26 The other form of research criticism takes the tack of
criticizing the undifferentiated quality of the more general
research, for exeunple, the complaint that whole language
teaching does not meet the criteria by which the critics
evaluate their own work (e.g., skills testing). In
consideration of the manner in which a narrow contextual
focus homogenizes greater contextual influences. It is
ironic that that which is unknown, undifferentiated, is
rendered homogeneous by the research design, and this is
precisely what factorial researchers seek to differentiate.
This pattern will be touched upon again in later discussion
(e.g., the metaphor of the window (Goodman, 1973a) versus the
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The focus on invariant conceptualizations is in contrast
to an intrinsic concern of miscue analysis.

The concern of

miscue analysis is represented through its study of reader's
use of the graphophonic, syntactic and implicitly inclusive
semantic cueing systems and its description of the reading
event as a transactional process.
recognized in its theory.

Variation by readers is

Indeed, an excimination of miscue

data employs all three cueing systems to reach a productive
explanation of what readers do, and this as anchored from the
reader's point of view.

As reflected in the original

research of K. Goodman and colleagues that in early form
found three cueing systems were necessary to explain reader
behavior.

He did not "test" each system against the readers'

use of them but rather examined how the reader read, and drew
conclusions from this record (Murphy, in press).

Invariants at Narrow Levels of Context
The problem for research then becomes one of
conceptualizations relative to an active learner.

While

invariance appears to be self-evident at lower contextual
levels, in talking about the letters of the English alphabet
for example, it is less obvious at greater contextual levels.
The same expectations however come to be placed upon any and
all levels of context, the exception being only if reader
mirror, or reflexivity of research in general (see Dewey &
Bentley, 1949, Heisenberg, 1958; Eddington, cited in Thayer,
1983).
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presence is accommodated.

It should be again noted that in

research, with increased contextualization there is
simultaneously an encroachment of indefiniteness to the
generalizability of concepts, and more localized specificity
to particular circumstances.
While this has served as reason for a debate about the
relative significance of either a quantitative or qualitative
methodology, it suggests the more productive approach the
problem is from an epistemological point of view.

Most of

the criticisms generated by researchers about research argue
on the basis of contextual saliency.

One view argues

practicality or logistics and the other individual
significance.

Yet, with reference to classical assumptions

(linearity, determinism, causality, conceptual invariance)
there is technically no difference between a presented focus
on any two levels of context and this is clear in terms of
their epistemological characteristics.
The selection of a context level for analysis results
in it being solidified as a particular research
conceptualization.

Whatever the effect for factors under

study is, if the allusion be allowed, a packaged idea, and
explicitly is expected to impact greater levels of context,
or in a phrase, 'cause learning'.

The failure of direct

relationship across the cueing systems however indicates that
this is a problem.
While arguments appear elsewhere concerning narrow
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contextual levels and the 'depersonalization' of the readers,
the following presentation reflects instances where research
concepts have acted to exclude the presence of reader
characteristics even at significantly greater levels of
contexting.

Epistemologically research conceptualizations

are created to establish causal relationships regarding
factors involved in reading.

As causal structures they

undermine the recognition of the participatory basis of
literacy development.
presented.

Others' criticisms of this problem are

And this will serve to clarify the epistemology

of direct correspondence theory, what I term "the accuracy
thesis", through a look at the research conceptions at
greater levels of context.

Examples of Greater Contextual Invariants
In what are the greatest available contextualized
arenas, rigid predetermination may be found.

For example, in

Smith's (1988) conception of "reduction of uncertainty" (p.
13), or Bettelheim & Zelan's (1982) more psychoanalytic
approach, past experience takes on a tone not of material for
the reader to use, but of influences which are controllers.
In the case of Smith, an a priori knowledge is implied which
is suggestive of an innate view of knowledge, and in the case
of Bettelheim & Zelan, influences are purportedly
"unconscious."

As control factors, the conceptual interest

is not only in researching how much control they embody (so
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that they may be 'proven' to be a universal law or
principle), but more consequentially the interest is in
maintaining their determining characteristics (and in
retrospect, why a concept does not work, which gives rise to
a deficit view of students).

This serves to legitimize,

purportedly to some extent 'objectify', the very research
perspective.

Conceptions of meaning come to be, in these

research efforts, something beyond the reading event, whether
it be an implied stable hypothesis or frozen in the reader's
past or placed into the hands of professionals as
interpreters of authors' meanings.

For discussion of this

problem see Y. Goodman, 1992a).
In the following I will discuss the problem of
invariance as it appears from a psychoanalytic view, as it
has evolved in views toward schema, and how it is implicit in
some views of the concept of redundancy in text.

What these

reflect is a pattern in the greater-to-narrower inter-level
continuum relationship. Theoretical conceptualizations are
found restrictive when applied across individuals.

Interpretations of psychotherapy
Bettelheim & Zelan (1982) often direct their analytical
attention to embedded preemptive 'problems' in their
subjects.

For example, one explanation for reversals is

suggested to rest in "traumatic events" (p. 186) from a
child's earlier life or result from some persisting attitude
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a child has regarding personal experience.

A related example

is more clearly reflective of the authors' view of miscues.
One third-grade girl was deeply preoccupied by her
recent adoption, and by an important event in her new
existence, having been taken for the first time in her
life on a big family trip, which happened to be to
Washington, D. C. ... The girl was reading a book about
the Revolutionary War ..., which tells of the children
... who meet up with Red Coats along the way. The girl
read "red coach" for "Red Coats" every time these words
appeared. The teacher at first thought this was a
comprehension error - that the girl didn't understand
who the Red Coats were. So she explained that "Red
Coat" was a name given to the British soldiers, pointing
to a picture that showed them in their red coats. When,
nonetheless, the girl still continued to make the same
error, the teacher concluded that there must be some
other reason for it.
The substitution of "red coach" took on meaning when
the teacher remembered the recent trip the girl had
taken. The teacher ... asked if the child had eaten at
a Red Coach restaurant (a well-known chain on the East
Coast). The girl said she had, and began to talk
excitedly about eating there, describing in particular
detail the salad bar where one could help oneself to
whatever and however much one wanted - a marked contrast
to the deprived conditions of her life before her
adoption. The child, as revealed by her misreading,
wanted to read (talk) about her positive experiences at
the Red Coach Inn, not about the threat the Red Coats
posed for the children in the story (178-179).
Understandable in itself, Bettelheim & Zelan (1982) continue
into psychoanalytical interpretation.
Moreover, she wished to change thoughts about domination
by strangers, such as by the English Red Coats, into
those about the deep satisfaction of being part of a
real family of her own, which she had experienced so
pleasantly in the Red Coach Inn (p. 179).
The latter issue is significant in that it is an
investigative construct and would be restricted to the
interpretative use of that professional perspective.

On the

one hand it is hence not available to classroom use, and on
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the other entails particular implications that the resolution
of this example renders dubious.

Bettelheim & Zelan

continue:
The teacher noticed that this ordinarily quiet and
reserved child came to life while discussing what to her
was a very pleasurable and significant event.
Thereafter, when "Red Coats" appeared in the text which happened four more times - the girl read the words
correctly (p. 179).
If the psychoanalytic interpretation were a factor the
reading difficulty of this reader would not have been
resolved so easily.

However concrete the psychoanalytically

organizing conception may be to the psychoanalyst, it appears
at some distance to the reader.

Indeed while the notion of

power and subjugation may serve the analysts to organize a
view across several subjects, and while it may be
logistically expedient for the analysts to do so in terms of
their time and conceptualization abilities, it appears
insignificant to the reader who continues appropriately after
simply discussing her experience.

Allowing the reader to

involve herself personally resolved the problem.

Schema As Invariant
When originally exploring the notion of schema, Bartlett
(1932) remarked:
[M]emory is personal, not because of some intangible and
hypothetical persisting 'self', which receives and
maintains innumerable traces, re-stimulating them
whenever it needs; but because the mechanism of adult
human memory demands an organization of 'schemata'
depending upon an interplay of appetites, instincts.
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interests and ideals peculiar to any given subject
(1932, p. 213).
Over time schema has taken on less a notion of an
individual construction and more a representation of
expectant knowledge base with which researchers experiment
(see review by Tuinman, 1980).

In one study which serves to

undermine the characterization of such expectations, Anderson
& Pichert (1977), reported that when a reader was asked to
recall information from a particular reading, certain
information was remembered.

Following a shift in the

reader's perspective, however, different information was
remembered from the same reading of the

story.27

The challenge which the authors do not raise is what
implication does this have for the notion of a reader having
'a' schema.

What information may be implied to exist in a

reader that is present, yet not revealed at a given place, at
a given time, as for example, in the perspective taken by a
reader in a testing situation?
If schema may be different depending on a shift in
perspective can any investigation reveal what one is?

What

27 Interestingly, and regarding the significance of
participant purposes, Huberman (1987) reports that the most
promising research based on the principles of "mastery
learning" were soundly thwarted when the attempt was made to
apply those principles to students in France. The students'
motivation was different than the researchers and they acted
accordingly regardless of the instructional effort. Once a
demonstration was made and students could average their
grades for the year hence knowing they would achieve their
purposes by passing, they disengaged from the "mastery
learning" instruction.
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plays the significant role in the discernment of schema, its
abstract and presumed conceptual existence or the situational
context which is designed to reflect it?

This is akin to

asking: How may words does an individual 'know' versus how
many words can the individual write down at any given point
in time.
The reality of an individual knowledge base extends well
beyond the immediate productive facility as is noted in work
which reports the ability to comprehend precedes performance,
runs ahead of productive facility.28

The Anderson & Pichert

(1977) study however suggests that known information goes
well beyond the competence-performance issue, into simply
assuming a perspective, having an interest, that is, some
form of engagement.

Yet, while schema is explicitly more

context oriented, research questions often refer to schema as
something "acquired".

This allows a characterization which

maintains a transmission model for information even as schema
theorists define themselves as constructivists (Tuinman,
1980).

The contradiction between theory and practice is

28 Sometimes this has been theoretically translated into a
competence versus performance incongruity (Hymes, 1971,
1972). To avoid the linear or evolutionary issue of time
involved in these studies, it must be pointed out that the
mind is faster than the hand that writes. That is, the
conception of schema falls short of the individual integrity
of experience. Where it is the reverse, where the hand
appears to be faster (not that it can move at all without
mental activity), the issue is not one of lacking in
facility, but of decision making. This is in line with
Anderson & Pichert's (1977) findings.
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frequent.
Some are aware of the difficulty (e.g., Neisser, 1976,
see p. 69-72).
when aware.

For others there is still inconsistency even

For example, Bransford, Nitsch, & Franks (1977)

discuss the importance of purpose and the influence of
flexibility in schema development.

They use a quote from

Toulmin (1972) to open the issue:
A man demonstrates his rationality, not by a commitment
to fixed ideas, stereotyped procedures, or immutable
concepts, but by the manner in which, and the occasions
on which, he changes those ideas, procedures, and
concepts (cited in Bransford et al. 1977, p. 41-42).
Yet the authors only provide examples of the movement of
defined structures from external to internal venues, albeit
in some distilled form.

It is a procedure which simply, as

the authors suggest, emphasizes practice, and results in what
the authors call "a process of decontextualization" (p. 49).
Schema is interpreted however from a researcher contexted
view, that is, from the point of view of a Toulmin's (1972)
fixed idea or immutable concept.
This is in contrast to a dynamic view of schema
formation that is suggested by Y. Goodman & K. Goodman
(1994).

In utilizing Piagetian theory they suggest certain

miscues reveal schema formative activity.
Piaget's (1977) concepts of assimilation and
accommodation are pertinent here. A schema-forming
miscue may be seen as a struggle toward accommodation,
while a schema-driven miscue shows assimilation at work.
Further, the effect on the miscue on subsequent language
processing or intent may result in a disequalibrium,
which may lead to reprocessing - that is, self-
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correction. Schemata may need to be abandoned^
modifiedf or reformed as miscues are corrected (p. 117,
emphasis added).
From this point of view, schema are not simply a reduction or
reflection of external reality by a reader, but are created
or made into new forms or means to relate to that reality.
Schema does not represent a decontextualized external
reality, but are used, in Hall's (1976) terms, to
contextualize reality.

In this a schema is a created

interpretation of reality by the reader.

Schema development

utilizes reality in a transformational rather than
representational fashion.
Bransford et al. (1977) end their chapter with a
description of how a reader's schema of the world is
internalized to control the individual's activity.

While for

various reasons schema may differ from individual to
individual, it remains, like an old theory of memory engrams
(see Pribram, 1977; Bursen, 1978).

It is a representation

not of individual growth, but of how some aspect of the
external world is reflected in internal structures.

From

this point of view it is compatible with a model of the
transmission of external information to being internally
reflected.

Bransford et al. (1977) discuss an example of

schema 'growth' in terms entirely consistent with an accuracy
view of reading;
[Regarding] explicit pronunciation ... during initial
stages of reading acquisition. The necessity for this
explicit "mediating" step seems to eventually drop out
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later. Of course, it can return under conditions where
one confronts especially difficult material and has to
resort to explicit pronunciation in order to understand
(p. 49-50).
Text-reproduction models for reading are not contrary to most
schema research.

Yet, automatic activity does not equate

with understanding information.

For Bransford et al. (1977)

"understanding" comes from practice (p. 50).

In fact, the

understanding they infer schema entails, is but further
removed from their actual discussion.
The automatization that accompanies increasing expertise
is therefore not assumed to simply involve a process of
performing the same activities faster and faster. What
one must do to understand will change as well (p. 50).
In fairness to Bransford et al. (1977), their emphasis on the
value of schema is that it requires more than an input-output
model of learning.

Their position is based simply on the

fact that they are less rigid than those they criticize.

It

is the strategy of criticism I use through out this
discussion.

The problem is that clearly these authors mix

metaphors which Y. Goodman & K. Goodman (1994) distinguish.
The 'growth' of schema described by Bransford et al.
(1977) is hardly respective of what growth is tacitly
understood to mean: change, differentiation, not purely
accommodation of external reality.

Because of the disparity

in these two attitudes toward growth, it may be said that
though they use the right words and it sounds appropriate,
their examples betray the fact that their discussion but
maintains the mystification of what understanding and
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learning is.

The greater contexting focus on schema is

unfortunate because it is used to validate and is seen as
validated only by how well an external situation is reflected
by the individual.
Accuracy appears as a covert goal.

If that were that

the character of schema, however, Bartlett would not have
been able to investigate it.

Directly representing reality

would render the event invisible as a construct, and as a
concept, superfluous. Schema is not a path to accuracy, but
a construction of the individual which separates,
individualizes it may be said, the individual from direct
reflection of external representations.
Returning to Bartlett (1932), there is reason to insist
upon a more personal characterization.

His words foreshadow

the present discussion:
The active settings, which are involved in the way of
looking at the matter developed ...., are living and
developing, are a complex expression of the life of the
moment, and help to determine our daily modes of
conduct. The theory brings remembering into line with
imagining, an expression of the same activities; it has
very different implications in regard to forgetting from
those of the ordinary trace view; it gives to
consciousness a definite function other than the mere
fact of being aware. This last point is not entirely
unimportant. There is an active school in current
psychological controversy which would banish all
reference to consciousness. It is common to try to
refute this school by asserting vigorously that of
course we know that we are conscious. But this is
futile, for what they are really saying is that
consciousness cannot effect anything that could not
equally well be done without it. That is a position
less easy to demolish. If I am right, however, they are
wrong (p. 214).
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Bartlett found schemas to be living representations of the
manner in which individuals are personally involved in the
world.

The implementation of schema as a sophisticated form

of representing information is less than his original
characterization.

Repetition as an Example of Invariance
Also related to the issue of assumed invariance is
Smith's (1988) concern for redundancy.

In Smith's words:

Redundancy is one of the most important aspects of
information, although it is discussed relatively
infrequently in the literature ... An obvious type of
redundancy is repetition, when for example the
alternative sources of information are two identical
successive sentences (p. 17).
Hall (1976), however, who focuses on the transactional nature
of learning refers to the work of Condon (1974, 1979; Condon
& Sanders, 1974) which examined the synchrony between
neonatal activity and speech.

Through several studies Condon

discovered a "synchronous" relationship between the physical
movement of neonates and consonantal segmentation. To the
point of this dissertation such is indicative though little
explored of the experiential grounds of language
perception. 29

Hall (1976) comments:

[S]tudies of synchrony would seem to disprove the
29 others have suggested experiential characterizations of
language which preempt external imposition of concepts in
relating biological experience to metaphors and metaphors to
cognitive development (e.g., Johnson, 1987; Lakoff & Johnson,
1980).

redundancy principle in human information processing.
It v/ould appear that the concept of redundancy is an
artifact that has been used to take the place of
contexting in natural systems; i.e., without context,
something like redundancy is needed. With it, the whole
system works together to maintain a synchronous balance
between the many different communication levels (p.
221).
In fairness to Smith, he does discuss a form of redundancy
which is found in a Goodman definition.

K. Goodman's (1982a)

definition is as follows:
Redundancy means, here, that each bit of information may
be conveyed by several cues in the language. For
example, notice in this sentence how many cues indicate
the plural nature of the subject; 'Two boys are eating
their sandwiches.' (p. 123).
Redundancy, however, in this view is arguably a misnomer as
it is dissimilar to actual repetition (or a postulation of
several things being the same, or as a mathematical
identity).

I would suggest it may be more appropriately

regarded as 'triangulation' or in terms of Birdwhistell's
(1962/1970) "cross-referencing" activity.

Reflecting

understandings similar to miscue analysis, Birdwhistell
(1962/1970) writes:
It has been our experience that even preliminary
research, using structural linguistic and kinesic
methods, lends confidence to a description of
communication as being a continuous process made up of
isolable discontinuous units. These units are always
multifunctional; they have distinguishcible contrast
meaning on one level and a cross-referencing function on
others. Under inspection, each level of behavioral
activity is discontinuous - that is, [each level] is
made up of a series of discrete, arbitrary elements and none of these elements has explicit or implicit
social meaning in and of itself. However, when,
following analysis, our levels are reassembled in
observational time, the whole becomes a continuous
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process. The exciting thing eibout such an assembled,
multilevel description of the communicational process is
that it becomes immediately clear that it is just as
easy to describe the lexical material as modifiers of
the remainder of the behavior as it is to define the
remainder of the communicational behavior as modifying
the lexical (p. 88).
The problem of redundancy may appear to be an overly fine
distinction to make, but when the issue at hand is how
children learn, to preemptively categorize any activity of
the learner is not a problem which can be overlooked.

To be

clear, redundancy as repetition is a problem as it allows the
dismissal of the importance of individual involvement.

As

triangulation or cross-referencing, the active participation
of the individual must be taken into consideration.

For the

purposes of discussion, I will henceforth refer to the former
example of redundancy simply as repetition.

Other Examples of Invariants
It may be also noted, in light of this discussion, that
a misleading use of the phrase "non-visual information"
(Smith, 1988) contributes to the problem.

Encapsulation of

reader knowledge as "non-visual" is but a conceptualization
biased from the point of view of the researcher.

In this

instance it means non-visual to the researcher, not the
reader.

Sadoski (1983) for example, in studying the use of

imagery related to comprehension not only found visual
information employed, but representing the overall issue of a
greater-to-narrower contextual relationship, found the
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constructed images were unique to the reading event.

They

reflected not direct employment of previous known and defined
'images', but ad hoc constructions related to the material at
hand.
For Smith (1988) the conceptual invariant also appears
as a matter of having ideas rather than constructing them.
For example. Smith uses an optical illusion of a picture of a
vase and/or two faces (p. 11) suggesting that there are
limitations to conceptual processing because only one or the
other may be recognized.

This however is not so, these two

images may be simultaneously recognized, with a little
effort, though an unquestioning and short viewing supports
Smith's interpretation.

Other Critiques of Conceptual Invariants
This invariant or frozen character of conceptions in
research is recognized by others.

Rommetveit (1978) extends

the concern;
Searle's 'principle of expressibility', Labov's notion
of production rules as the inverse of rules of
interpretation, and Habermas' formulation of
prerequisites for 'pure intersubjectivity', ..., are ...
manifestations of a 'negative rationalism'. They are
not axiomatic assumptions capturing basic prerequisites
for human intersubjectivity, but normative conditions
imposed upon human discourse which are at variance with
the actual conditions under which such discourse takes
place (p. 17, emphasis in the original).
Norris & Phillips, (1994), argue that background knowledge is
often treated as if:
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[It is] derived from a god's eye point of view that
fails to acknowledge that relevance can be determined
only by readers with respect to and in the course of
making their own interpretations (abstract).
Pope Gi Singer (1978) critique the historical presence of
invariant conceptions in research and direct attention to
their philosophical grounding in the physicists' concept of
"ether" (see p. 12-14).

It may likewise be recognized in

Whitehead's (1929) discussion of "inert ideas", Chomsky's
(1984) notion of a "modular" approach, Dewey & Bentley's
(1946a, 1946b) concern over "elements" versus "aspects" of an
event, or in Piaget's treatment of Skinner's association
psychology (see Piaget, 1976, p. 7).

In effect it is a

strategy of criticism for research in general.

It may be

noted, for example, that Piaget criticized L6vi-Strauss on
these very grounds.

As best stated by Turner (1973):

L6vi-Strauss' concept of structure, as Piaget notes, is
static, atemporal, anti-functionalist, and leaves no
place for "the activity of the subject" (p. 371).
At the same time, Piaget has also been criticized along with
L6vi-Strauss as a structuralist per se (Gardner, 1972).
Leontiev (1975) uses a similar strategy to critique Miller,
Galanter & Pribram (1960) in suggesting multiple orientations
are better representative of reality than the latter authors'
singular 'plan*.
Difficulties may also be noted in Kozulin's (1986)
critique of American researchers' treatment of Vygotsky's
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'zone of proximal development.'Kozulin found researchers
taking a view from the top of the zone, that the focus of
researchers' has been from the point of view of scientific
concepts they define and desire children to learn (Kozulin,
1986; Y. Goodman & K. Goodman, 1992).
also point out the same issue.

Griffin & Cole (1984)

Rather than evoking interest

in the subject's construction and 'new' abilities (Duckworth,
1987; Vygotsky, 1987), attention is directed to little more
than the 'scaffolding' used to get a child to a predetermined
researcher's goal.
The scaffold metaphor leaves open questions of the
child's creativity. If the adult support bears an
inverse relation to the child's competence, then there
is a strong sense of teleology - children's development
is circumscribed by the adults' achieved wisdom. Any
next-step version of the Zo-ped can be of similar
concern, including work that we have done (Griffin &
Cole, 1984, p. 47).
Whether the use by Bransford et al. (1977) of defined
schema, direct letter-sound correspondence memorization, or
the Chinese communists' use of the "little red book" in the
cultural revolution (Barlow, 1981), particulars, or narrow
contexts take precedence over the general, and control of
greater context by narrower context is presumed, if not
30 Vygotsky may not be entirely blameless in this problem, as
for example when he writes; "In the new doctrine, the
revolutionary future-oriented perspective allows us to
understand the development and life of a personality as an
integral process which struggles forward with objective
necessity toward an ultimate goal, toward a finale, projected
by the demands of social existence" (Vygotsky, 1993, p. 160,
emphasis added). Later discussion will however ameliorate
this problem (see Chapter 12 and 13).
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coerced, as in the latter case.

In practice, aspects of

greater contexting are translated into narrower invariant
indicators that are then presumed to force invariance at the
greater levels.

Whatever the level of conceptualization,

there is no fundamental recognition of the creative,
learning, character of the individual.
Clearly, if treated as invariant, even general research
conceptualizations are not the complete story.

For example,

in a series of experiments on themselves, Solomons & Stein
(1896) found, after considerable practice, that they could
read aloud while at the same time listening intently to a
story being read to them, or take dictation while reading.
The question may be raised, not so much that transformations
and activity is parametered, as in so many cases they appear
to be, but whether any parameters actually entail the
permanency, necessity, or absoluteness an invariant
characterization implies.
Considerable activity may be possible which is socially
limited, or, on the other hand, developed as is socially
demanded.

For an example of a learning phenomenon, consider

the first 'reading' by Parisians of a film showing an
oncoming locomotive.

In the late 1800s the audience treated

windows as doors in their fright.

That readers do not follow

Solomons & Stein's example may be a result of how presently
functional it is to do, not a consequence of an invariant,
frozen, event of the present, past, or speculative future.

I
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would contend it is for this reason Thomas (1978) concluded
that Goodman's view of the mediating nature of the cueing
systems for the individual's construction of meaning were
better suited to teaching practices than Smith's view which
entails invariant conceptualizations.
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CHAPTER 7
A GENERAL CRITIQUE OF INVARIANTS

I have described the problem research has in terms of
the researcher's factoring of readers' activity per se.

In

simple form it appears to be a question of definitions which
are invariant and a resulting inappropriate attribution of
data variance to a particular given conceptualization.
Reiterating the epistemological problem, whatever contextual
level is focused upon as an object of research interest,
whatever conceptual lens for viewing is used, the
representative description is assumed to be invariant.
The characterization of invariance is seemingly obvious
at narrow context levels as those of letters, syntax, or
even, relatively speaking, of the effects of subheadings, but
less obvious in terms of psychoanalytic or conceptualizations
of schema.

These, rather, meet considerable interpretative

argument and factionalization that results in various
'schools of thought'.

Any factor being studied for its

effect, however, is conceptualized as invariant.

To this it

must be recognized however that at the same time, each
described level itself may be rendered variant with respect
to any level of greater contextualization.

Again, it is a

greater-to-narrower inter-level relationship demonstrated in
miscue analysis and illustrated via the continuum, text-topresence.
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From a research perspective, direct attribution of
control from a narrower level is inappropriate because
greater contexts invalidate the presumed invariance of
narrower ones.

In a phrase and noting the strategy of

research criticism followed in the previous chapter, this
provides the impetus for the progress of science itself, a
trend to be discussed later.

The perceived relationship of

control by the narrow over the greater level of context is a
problem of the inter-level relationships that the continuum
reveals.
The most pertinent difficulty with research which
explores the profitability of invariant conceptualizations is
one of logistical impracticality, but logistics does not rule
out the essential epistemological problem.

Classical

assumptions grounded in invariance appear to continue to be
an issue across the continuum (discussed in Chapter 6, see
Chapter 11).

The problem of the invariant is avoided by

extending the assumptions.

If it is presumed that

potentially all contexts across the continuum were completely
accounted for then a linear causal deterministic epistemology
could remain viable.

This is a theoretical, if not

practical, possibility given the epistemology of the accuracy
thesis, if only on a moment to moment basis, and if the
rejection of the active participation of the reader is

accepted.Indeed it has pushed theory to the point of very
specific analyses centered on the individual.

Research Responses to Invariants
Recognition of these complexities may be said to have
given rise to notions of situated contexts.
current theoretical concerns.

Such is found in

Consider for example, when

Piaget proactively addresses the dynamics of individual
growth by speaking of "an endless construction of new
schemes" (Piaget, 1969, p. 364) or Vygotsky's systemic view
of the individual.

As Vygotsky (1978a) writes;

Just as the first use of tools refutes the notion that
development represents the mere unfolding of the child's
organically predetermined system of activity, so the
first use of signs demonstrates that there cannot be a
single organically predetermined internal system of
activity that exists for each psychological function.
The use of artificial means, the transition to mediated
activity, fundamentally changes all psychological
operations just as the use of tools limitlessly broadens
the range of activities within which the new
psychological functions may operate (p. 55, emphasis
added).
Vygotsky's position

has been further emphasized by Wertsch

(1985);
[Vygotsky] argued that a fundamental weakness of
previous psychological accounts was that they were based
on "the false postulate ... of unchanging permanent
interfunctional connections in consciousness". In
opposition to this, he argued that interfunctional

In fact, extending invariance reduces the activity (as
represented in its homogenization from narrower level foci)
of greater contexting. This acts against the dynamics which
actually represent learning.
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relationships are characterized by constant
transformation and mutual influence (p. 190).
While this reflects an increased sophistication in research
accommodation of the reader it is yet susceptible to a
continuation of classical epistemology.

This not only brings

into focus the problem of logistical overload (all factors
cannot be researched, all findings cannot be implemented),
but simultaneously forces the issue on the importance of
reader presence.

If all levels of context are invariant,

without reader discretion, the phenomenon of learning in
education would be at best, as in Akural's (1979) discussion
of Plato's portrayal of learning, a mystery.

At worst, it

would be irrelevant, and always so at any contextual level
short of reader participation.

Relations among invariants

run counter to the dynamic actuality of the changes implicit
in any activity, of learning, of growth, or of transformation
of knowledge.

All of these representing, in a word,

education.
Taken to its logical conclusion, classical epistemology
fails because its assumptions do not lend insight into
learning as growth. That classical epistemology survives, it
will be later shown, is a result of the individual's
relationship to the nature of undifferentiated experiential
context upon which the assumptions rest.

To foreshadow later

discussion, learning is a matter of categorization and
categories tend to subjectively assume the character of
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invariance.

This relationship to undifferentiated experience

remains even as the epistemology seeks to render greater and
greater contexts inactive, or, invariant. This however, is
purely a subjective, not an objective reality.

For the

moment I will proceed with following the problem of the
invariant to its logical end.

An Epistemological Critique: Accuracy as Covert Holism
Curiously, the invariant assumptions which give rise to
a focus on accuracy entail a view of knowledge, which in the
view of the continuum as it is applied across the spectrum of
contexts, is a covert or hidden form of holism.

As Vygotsky

(1993) writes;
[A] viewpoint, which is satisfied with the form of the
"appearance of things" - that is, with bare empirical
data, without an analysis of their "essence" - is an
unscientific point of view. Such a theory starts in a
fatal manner from the conclusion (p. 154).
I will assume for a moment the view of text reproduction
advocates and digress to explain some of the implications of
this advocacy.

I suggest that the invariance of research

conceptualizations underlies an epistemology with multiple
consequences, effecting not only the principles adopted for
educational effort, but the displacement of reader and
researcher alike from active participation.

In fact, in

terms of education, it suggests a categorical denial of
learning.
It may be noted that if all of the possible factors
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across the entire continuum, all of which can be shown to be
influences involved in a reading event, were accounted for
then accuracy would be a maintainable perspective.

Though

such a position logistically can not be achieved nor
implemented, it is theoretically conceivable.

Given the

assumed existence of any given knowledge base, a linear
causal deterministic view may be maintained and taken as
logical.

Invariants and Mathematical Identity
The most basic problem for the accuracy thesis is the
implication that there is a potential identity between an
author and reader.

This would be implied by a researcher-

defined 'success' in comprehension.

If all levels were

connected, then successful reading would imply not only that
the reader reflect accurately an author's language, but that
by doing so, the author's meaning as well.

In most

classrooms, getting an author's meaning, regardless of who
assumes the authorial role for such a judgment, is a general
criteria of assessment.

This occurs from teacher judgments

of student discussions (versus negotiated appraisals) to the
matching of answers to those of a preformed answer sheet.
Regarding the latter, the requirement is accurate text
reproduction.

However, if the presumption of learning is to

be valid, it would require, respectively, a theory of matched
levels of context across increasing levels of
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contextualization, or, because of the complexity introduced
by including greater contextual levels, it would require
essentially matched histories up to and included a personal
level.
Were such a match possible it would go beyond logistical
problems to undermine the rationale for reading in the first
place.

In the same manner schema would be superfluous

because it would not be different than what is observable, if
direct external-internal relations existed, a direct
correlation between external print and internal
representation undermines the potential for variation at an
interpretive level.

As a result, if such identity exists and

there is a direct correspondence across levels on the
continuum, then any level may be used to educate, not
necessarily the level of print.

Indeed, if personal

histories were matched, there would in effect be nothing to
communicate, shared knowledge could be assumed with a
connection at any level; the reader's world would be the
author's

^2

world.

jf

meaning were directly transferred

through print and all contextual levels were directly linked,
reflexively, not only would individual involvement be

^2 Hall (1976) points out that less explicit information is
required in highly homogeneous cultures, and conversely more
detail is required in low-context cultures. The same
pertains to subcultural groups as for example in comparing
family communication (high-context) with communication in the
legal profession (low-context and hence requiring extensive
technical explication).
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rendered irrelevant but the particular use of print itself.
All of existence would be a singular identity, identity in
the mathematical sense.

It is of course not the case that an

infant is born all-knowing.

Even Condon's (1974, 1979)

neonates who move in synchrony with the consonantal
segmentation of the adult voice are not, themselves,
'consonantalers'.
More specifically, an accuracy thesis suggests that the
use of print on paper entails an assumption of causing
immediate maturity in a reader's knowledge.

Being able to

'read' or 'say' anything means understanding anything.
Indeed, the existence of knowledge, so obvious to adults and
respective to the child, for all practical purposes, a
priori, may likewise be assumed to simply be attained through
reproducing its written representation aloud.
It is hence contrary to its own epistemological
implications that in practice classically styled research
treats thought and language as independent systems (e.g., a
classically based phonics viewpoint that shunts language
complexities to the domain of oracy).

Such a contradiction

is the grounds for the critique of mathematical identities in
that if the relationship were direct there would be no
significance to the existence of two.

Accuracy, Competency and the Researcher's "Reflection"
Like the train in the Paris film, the adult or
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researcher would be hard pressed not to see such reproduction
as "real" however.

While the notion that a film of a train

is a train or the saying of a word is inherently meaningful
appears counterintuitive, the presumed presence of any
established knowledge base that is expected to be transferred
to students by their accurate reading betrays the assumption
that there is a direct linkage of all continuum levels and
that greater contexts can be so matched via narrower ones.
The perception of competency however may occur whether
present or not.

For example, there is evidence that young

readers say they "sound out" words to cover teachers'
expectations rather than explain what they actually do.

What

some readers call "sound-it-out" is hardly a linear, letterby-letter or diphthong-by-diphthong letter-sound
correspondence strategy.

It appears to be, rather, a

scanning of all possible variations of the sounds they know
as they search for something which makes sense even as they
insist they are "sounding-it-out" (Brown, 1996).
It is significant that this points out that the
perception of the successful use of research concepts is in
the eye of the one who believes they already understand,
again, a view from the perspective of the 'competent reader.'
This is apparent in Gray's (1960) representation of reading
discussed earlier (see Figure 2, Chapter 4).

It is the

observer's perception of competency (not the reader's) which
is seen when behaviors defined as 'accurate' by the observer
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are reflected back to the observer. It is how standardized
tests are scored.

Accuracy is assumed to reflect competency,

even if it is only in observers who already have that
'knowledge.'
exists.

It is a subjective presumption that competency

AS will be expanded upon later, it is only from the

observer's or researcher's perspective that all levels are
'directly linked'.

Text Levels as Ideal
If language were directly linked, it would also
immediately break down in practice because in fact there is
no direct identity between any two individuals, even at the
genetic level of identical twins this does not bear out.
Personal histories do not match; individuals vary, over time
and space.

And print connects individuals over not only

space but time.

Personal identities vary and if treated as

mathematical ones that variance is ignored in the consequent
research-effected 'depersonalization' entailed in the latter.
Under the expectation of accuracy, however, mathematical
identity remains nonetheless, an ideal.

Again, standardized

tests look purely at the reflection of data as assessed in
terms of a student's achievement of mathematical or students'
ability 'mirror' research defined identities.
Freezing text in this way removes any dynamic
characterization of comprehension.

If comprehension changed,

then text would change or both would be in violation of a
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direct connection between print and meaning. Text would
hence be as pointless and unexplained in the theory as is
thought.

Clearly the variance of meaning that the accuracy

advocates shunt into the domain of oracy, where such a
dynamic is allowable by default, reflects an inconsistent and
therefore non-integrative epistemology.

If the epistemology

is maintained for such reflective absolutism, the mirror can
only be broken.

Text as Pre-Existent
Accuracy implies a characteristic of knowledge as preexistent, a priori, and timeless, if only in that it is in
any book a reader picks up.

This phrase however is

essentially an oxymoron because in not being able to be
changed, its origin would necessarily be at once idealized
and mystified.
An accuracy thesis necessitates the assumption that all
text is written perfectly and could not be written any
differently (e.g., translations, second editions, abridged or
altered versions, or font variations and text designs, etc.).
This goes beyond the question of reader comprehension as a
result of a direct reflection of text, to mystify the origin
of text.

It removes not only consideration for a reader's

involvement with text but that of an author.

Each are

reduced to no value, and are replaced, if not simply by a
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self-standing, then a necessarily self-originating, "text."^^
Text could not only not be translated, or revised, but
lacking a means to be brought into existence in the first
place it could also not be created.

The implication of this

invariance is that the form exists across all time and all
space and could not take any other form.

Taken on its own

grounds, an accuracy thesis is not only disingenuous to
individual reality, but renders 'learning', 'growth', or
'education' for that matter, irrelevant.

A goal of exact

reproduction of external states suggests that there is, and
can be, no new text.
Again, the view is inconsistent and ripe for
fragmentation.

The assumption of direct connections across

levels of the continuum, of an a priori status for knowledge,
with the consequence that it removes any potential activity
of a reader from consideration, is relevant.

This is seen in

two contradictory propositions drawn from the accuracy
perspective; 1) that any deviation is a random event, and
hence must be substantially irrelevant to the goal of
reading, an 'error'.

This presumes that there is no

connection between reading and other contextual levels.

And,

33 In fact, classical researchers are working to get
reflections of their own abstracted expertise, what they
assume to be knowledge. Unfortunately, due to the
obviousness of their own relation to that knowledge it
becomes invisible. As McLuhan (1970) speaks of 'clich6',
thought of personalized involvement does seem irrelevant.
use an anthropological metaphor for culture, it is as
inaccessible as the discovery of water by fish.

To

194
conversely, there is the presumption that 2 ) , any deviation
effectively undermines the entire connected spectrum.

An

accuracy thesis across the continuum would clearly have
difficulty with reader's inventions in reading or in
spelling.

In the former case, divergence has no source or

meaning and should be inconsequential,

in the latter case,

divergence is harmful to the assumed meaning via its implied
invariant relationship to it.

From an accuracy point of

view, deviation is taken to be both meaningless in that it is
unrelated to the text and meaningful in that it is negatively
related to text.

The notion of 'error' at once denies there

is any involvement with a text and is critical of reading
involvement in attaching an interpretation of failure to the
reader's activity.

The Accuracy Thesis in Education
The failure of an invariant direct correspondence across
the continuum reveals the nature of accuracy to be
essentially idealistic, unproductive, and inconsistent.

In

thinking of the entire context as unified, the accuracy
thesis cannot be substantiated, and is revealed to be a
covert form of unrecognized holism.

This is an interesting

implication of the epistemological analysis in that accuracy
is often set as opposed to holistic education.

Accuracy

however assumes a holism in the sense that it assumes events
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to be complete within themselves.

As Koestler (1970)

observed:
[T]here is a tendency ... to use the word "whole" or
"Gestalt" as something complete in itself which needs no
further explanation (p. 197).
It is ironic to find this better describes the critics of
holistic practitioners than the advocates. Given such the
unfeasible character of the goal of accurate text
reproduction however, and a student population 'instructed'
to achieve it, it but insures that achievement will be a
perpetual problem.
Insistence on direct correspondences also may be argued
to be counterproductive.

Reflecting on the issue of

invariance, it is curious that not only are stable and
defined invariants inappropriate but the direct connection of
invariants has been found to be inhibitory to gaining meaning
from reading.

Should greater contexts be directly tied to

print, then as Luria (1976) found, the complexity of reading
is increased rather than decreased.

In discussing a subject

who actually did tie images directly to words, Luria reports
that this undermines his subject's ability to read.
When S. read a passage from a text, each word produced
an image. As he put it: "Other people think as they
read, but I see it all." As soon as he began a phrase,
images would appear; as he read further, still more
images were evoked, and so on. ... [I]f a passage were
read to him quickly, one image would collide with
another in his mind; images would begin to crowd in upon
one another and would become contorted. How then was he
to understand anything in this chaos of images? if a
text were read slowly, this, too, presented problems for
him (p. 112).

1%
In order to read, Luria's subject had to be taught to forget
these associations.

Idealism and Education
Philosophical examples of this idealization of knowledge
are found in theories of imitation, as well as in
instructional notions of the transmission of knowledge that
presume direct movement of information from one place to
another (a one mind to another, a goal of a singular matched
reader-author relationship).

Automaticity in behavior,

training versus learning, direct instruction, and one-to-one
correspondence in language learning, each are representative
of the philosophical notion of mathematical identities, which
arise from the epistemology of invariance.
In the manner of suggesting the matching of personal
histories, the notion of accuracy assumes not only a
mathematical identity as achievable, but achievable as an
ideal, unexplained, even unexplainable, state.

Furthermore,

because of the lack of an explanation for the origin of text,
of language per se for that matter, there is at the same
time, no reason for its existence.

This is a curious

symmetry considering critics complain of the decontextualized
nature of traditional research.

Because of the considered

'independence' of factors, any relationship between author
and reader based on communication or interest is rejected and
replaced by a relationship based purely on individual or
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social power which can idealize the importance of such
'reflected' states.
Classical researchers may expect accuracy at any level
of context based upon their epistemic assumptions but they
are not practitioners.

I would suggest that tacit rejection

of this epistemology by practitioners (Durkin, 1984;
Russavage, Lorton, & Millham, 1985) has resulted in the
research-practice gap over the large portion of this century.
Previous to the influence of miscue analysis and process
learning which has underpinned whole language, the researchpractice gap may even be coupled with the noted lack of
research progress (Kolers, 1968a; Mischler, 1979).
situation in which everyone loses.

It is a

That the accuracy thesis

remains, idealistic via invariance, is consequential.

Idealism and the Reader
As Dewey (1956) once wrote: "There is a world of
difference between having something to say and having to say
something" (p. 56).

It is significant to this

characterization that historically, finding 'laws' or
'principles' beyond individual volition is the argument in
the behavioral sciences for the classical stress on the
subjects not being aware of the intentions of the researcher.
This is something quite ironic regarding "educational"
research, the results of which are then 'applied' to adults
and/or children.

If recognition of the individual is
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categorically eliminated, what remains?

There are certainly

no grounds or motivation for learning other than for the
purpose of replicating research findings.34

Through the

implementation of classical research, this dismissive
attitude toward personal integrity is exported
instructionally as the core of the view of and for students
to adopt; this attitude is what they are taught.
factual and without mystery.

Life is

A personally involved model of

education is diminished in favor of a sterile factory one
(Schwartz, 1972).
This substitutes mystery with mystification; life with a
failure to understand its presence (in the case of research,
failure to accommodate); function with form; experience with
fact, an individual's conceptualizing with a priori concepts.
As discussed in Chapter 6 for example, schema was originally
considered a representation exceptionally individual. To
define it in any manner across populations ultimately faces
the problem of becoming dismissive of influences specific to
any individual person, and dismisses the potential relevance
of the concept to the individual in favor of the concept's
relevance to evaluative measures.

At this point schema loses

its power of being a way to describe personal organizational
constructs and becomes a problem of acquisition, of one's
Unfortunately, this is a recognized problem for classical
research, students' interest in pleasing the researcher (Puro
& Bloome, 1987), a deeper interpretation of the Hawthorne
effect which itself heralds the problems of invariance.
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having or not having a given specific schema, and from this
comes a birth of deficit analysis.

However much it is

generalized, and idealized, it is yet an unrealistic
depiction of experiential reality.

It does however become

clear why experimentalists have classically sought to
eliminate, ignore or otherwise explicitly deny significance
to an individual's variation in their work.
The denial of an active participant also entails a
belief in a "Received View" of science (Suppe, 1977) which
itself is a mechanistic ideology through its belief in a
causal epistemology in social affairs.

All research

conceptualizations, by way of a causal epistemology between
invariants, run the risk of becoming statements of power
relationships rather than contributions to knowledge which
are meaningfully shared with students.

It may be said that

invariant or programmed instructional materials, systematic,
direct and intensive teaching, all act to precipitate this
hidden curriculum of authority.

In view of Durkin's (1984),

findings that show teachers change program dictates, it
appears that only aware and facile teachers, or informed
practitioners, are in a position to ameliorate and make
accessible the intrinsic value knowledge has for students and
their learning.

Consequences on Students and Community
It may be asked what the results would be if research
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that had the goal of accuracy were successful.

What if a

school existed where classical epistemology was an exact
science?

What if treating kids in a delineated and

prescribed fashion elicited perfectly predictable pre-formed
and exact responses?

And what if these prescriptive input-

output designs were actually identified through research.

If

children's behaviors were directly caused by external stimuli
and so manipulatable this would indicate a reduction of
meaning to an existential amoral nihilism or sterile
utopianism, depending on one's point of view.

Reminiscent of

the difficulties Luria's "S" described above, Singer (1976)
through work on the imagination and cognitive processes found
children who acted as if they did directly and specifically
react to specific particular elements in their environment.
He found such children were less capable, not more capable in
dealing realistically with the world around them.
Recent experiments on addictive behaviors such as
overeating and drug abuse reveal that there are people
who act as if they really did respond only to external
stimulation. For them, the social and physical
environment seems to say, "Eat mel Drink mel Touch mel"
- and they simply can't resist these appeals. Such an
excessive sensitivity to external stimulation can lead
to serious troubles (Singer, 1976, p. 32).
The issues I've raised are of critical import concerning an
accuracy thesis. Others have found significant improvement
in the quality of thinking when students are given time
(Dillon, 1982a, 1983, 1988; Gambrell, 1980, 1983).

In miscue

analysis "wait time" (Goodman, et al. 1987) is a strong
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procedural requirement in the collection of data.

I have

waited as long as 38 seconds as a reader silently
contemplated text.

Yet, some research studies critical of

miscue analysis do not.

Biemiller (1970), for example,

responding to K. Goodman's 1965 study, adds a category "no
response" which is defined as waiting five seconds.

After

five seconds, the researcher deems the reader to be nonresponsive and supplies the reader the word.

This, in

effect, acts to eliminate reader participation.

Biemiller's

very classification scheme short-circuits the thinking
processes of readers.

Curiously correspondent to the

implications of invariant I am discussing, Biemiller
interprets readers' use of context is an "attempt by the
child to avoid using graphic information as much as possible"
(Biemiller, 1970, abstract).
Duckworth(1987) extends the criticism to evaluation,
[T]he more time the child spends on figuring things out
on the test, the less time there is for filling in the
right answers; that is, the more you actually think to
get the right answers on an intelligence test, the less
intelligent the results will look (p. 64).
This raises serious questions regarding the social
consequences of the classical tradition as it is presently
employed.
Again it appears that the accuracy thesis is not only
unable to accommodate the full spectrum of continuum levels
for logistical reasons but is revealed as representing an
unviable idealistic view of knowledge itself.

To maintain
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this view is not only an act of futility, but through
exporting its assumptions, is instituted irrelevance
detrimental to the growth and development of readers.

Atwell

(1987) suggests the seriousness of the consequences of such
idealism, the belief in a conjecture which no one can
satisfactorily emulate, teacher, students, or parent,

it

dooms children and adults alike to the following quandary.
Contrary to the portrait of the accomplished adult
reader we paint for our kids, we accomplished adult
readers don't read this way. I think at heart we're
embarrassed about how we do read, and believe if only we
can train them properly our students won't inherit our
sloppy habits - skipping over or guessing at words we're
not sure of, skimming passages when we get bored,
abandoning books that don't interest us or are simply
too hard (Atwell, 1987, p. 154, emphasis added).
In the face of their own failure to achieve the ideal, adults
may be motivated to perpetuate that ideal, all in the desire
for their children to do 'better' than themselves.
If parents have acquired this sense of failure in
achieving accurate reading which Atwell (1987) depicts,
innumerable generations of readers will be burdened not only
with misguided and ultimately fallacious learning goals, but
the guilt of not achieving the unachievable, the essentially
irrational ideal of accuracy in reading.

The very inability

to achieve will but motivate the passing of the guilt along
to children who then expect to 'get it right', and don't.

In
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effect the revered status of positivist

research^^

the

social sciences appears secured by the continuing failure of
its subjects.

The idealism makes the problem perpetual.

Social Consequences of Classical Research
In terms of multi-leveled, contexted identities, it can
be said that so much as classical research is comparative, an
accuracy thesis results in institutionalizing competition in
the classroom.

The implication is that two individuals can

occupy the same space, the same cognitive reality, at the
same time.

Stratification becomes explicitly necessary

drawing 'factors' other than student learning into assessment
criteria (e.g., social, economic, race, age, etc.).
Unfortunately if all students read the same books, get the
same comprehension from them, and score perfectly on
standardized tests as a result, there would result such a
highly contextualized (in Hall's, 1976, terms) culture that
there would be nothing to communicate.

There would be

nothing to talk about because all knowledge would be known
and the same. Severe competition results from such
conformity.

While considered a logistical practicality for

jobs and business world to get 'highly trained individuals',
losing sight of the individuals involved forces

35 As will be shown, ameliorating circumstances regarding the
consumption of qualitative research does not allow the
broader term "classical" to be used here.
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stratification on other than truly educational bases and
serves to support other forms of social discrimination.

As

Maruyama (1982) remarks,
A prevalent notion has been that differences generate
conflicts while sameness fosters peace. ... [I]t is
often the opposite: homogeneity generates competition
and conflict, while many of the combinations of
heterogeneous elements allow for symbiosis and
mutualism. There is a great need for social research in
this direction (p. 359)
Birdwhistell (1970) furthers the critique:
[A]s long as the communicational universe is divided [or
stratified] into 'good' speakers or listeners and 'bad'
speakers or listeners or, by extension, into 'good' or
'bad' writers or readers, the nature of conmiunication
can be neither conceptualized nor investigated.
Further, if communication is seen as only the expression
of the abilities or the personalities of individual men,
its nature will remain hidden behind more primary
misconceptions about the nature of man (p. 65).
In terms of the continuum, the consequences of language
variation as shown by miscue analysis and discussed under
language potentials would affirm:
[R]eading is relative to one's background of experience
for the material, the master reader is he who knows
there is no such thing [as a master reader]. Since no
one can experience everything, it is impossible that
anyone could attain a mastery state in which they could
comprehend everything. By giving very good readers
material for which they have little background (in terms
of either ideas or style) they become problem readers.
Therefore, reading must be considered a relative
process: one's ability or lack of it is relative to the
situation rather than being an absolute state (Garcia,
1986, p. 191-192).

Consequences Regarding Research
Of course logistical problems return to haunt the
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accuracy thesis. In confrontation with reality, the accuracy
position is clearly idealistic.

Even if taken at face value,

the lack of a complete description of the contexts involved
forces advocates to admit that this science is incomplete.
This leaves classical science in a predicament when it comes
to application.

While clearly beyond the logistical

possibility of accomplishment or accommodation of
information, the classical researcher may still advocate a
factored approach to reading, if only as a matter of faith.
The belief is that even though a conceptualization considered
appropriate may not be presently clear, eventually, through
gradual development of methodologies answers may be achieved,
or as Stanovich puts it, when "a critical mass of studies ...
point toward a particular conclusion" (1993-1994, p. 288).
The belief is that eventually, science will find an

answer. 36

Unfortunately, as Mischler (1979) observes;
Confronting the problem of context is like opening up
Pandora's box. Questions that had been settled once and
for all by the scientific revolution reappear to haunt
and bedevil us. The scientific method was to be our
guarantor of objectivity and neutrality; diligent
application of its rigorous procedures was, in turn, to
produce a body of cumulative knowledge that was
systematic and general. It has not worked out that way
(p. 17).
The predicament is not superficial.

As Wolf & Tymitz (1976-

36 Stanovich (1993-1994) after criticizing Kuhn curiously
returns to just such an "old-fashioned view" of research.
Stanovich's recommended view predates and is considered more
problematic than Kuhn's (see Suppe, 1977, on the "Revealed
view" of truth).
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1977) observe:
the methodological incarceration that besieges the field
of reading research.
... [A]lthough studies were
becoming increasingly sophisticated in both design and
analysis, research in reading generally failed to
address some of the more important questions in the
reading arena (p. 5).
They continue, citing Farr & Weintraub (1974-1975),
remarking:
More disconcerting is that many of the studies published
each year are both myopic and narrow in scope. ... At
times it almost appears as if the researchers are saying
that they know what the issues and problems are and that
the answer is to develop more elaborate research designs
and statistical treatment of their data. ... However, in
our contacts with reading researchers, they often lament
the fact that their research designs and statistical
treatments fail to help them uncover new relationships,
or to study the more profound questions and crucial
issues related to reading" (Farr and Weintraub, 19741975, as cited in Wolf & Tymitz, p. 5).
The contradiction of classical research as applied in
the social realm is that it is always growing and hence by
definition it must be tacitly admitted to be less than
complete in the present and hence problematic to application.
Proofs and 'correct' views however suggest not only idealism.
They suggest that instructional practices based upon this
research, tacitly condemn students to not only unrealistic
but inappropriate instruction.
Atwell (1987), a middle school teacher, illustrated the
problem when she decided to examine the assignments she gave
to her students by assigning them to herself.

She eventually

found herself putting them off until she would finally dash
off her 'homework' at the last moment at breakfast just
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before she left for school.

She was forced into an entirely

different view of education due to the inclusion of herself
as a participant.

Page (1973, 1976) outlines the observer as

an active processor of information along lines parallel to
the reader.

Atwell, as does Page, moves from the role of an

officiator of knowledge to re-experience the active
construction of that knowledge.
Any conception of knowledge as a priori commandeers the
future in suggesting there is none because nothing is
different from what is in the present.

Where it is a goal of

science to establish transcendental laws or principles by
their objectification in practical reality, that this is
attempted in an active an dynamic universe of others'
experience serious difficulties arise.
From a classical view the implication of accuracy is
that all must implicitly exist, as previous, a priori, to
exist in the present.

It is the character of the invariant.

Logistically, however, research is IdLmited.

It is limited in

how it can address any particular student's concerns.

It is

limited in its own prediction of future saliency.
Unfortunately for invariant conceptions, while researchers
themselves may admit that their knowledge is in transition,
that it is only what is presently conceived given
researcher's own circumstances and resources, this is not
shared nor incorporated into the representation of that
knowledge.

This fact, the inherent indefiniteness of the
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concepts and very grounds for potential growth, does not
appear in textbooks or on tests and constitutes the "antieducative" (Mackie, 1968, p. 189) nature of classical
efforts.

Material which should be a resource for students

own thinking about their lives and futures is turned into an
idealistic imposition, a correct answer, or asocial
competitive achievement.

How many students have experienced

the mixed emotions of seeing their neime at the top of a list
of test scores and their friends' seriously lower?

On Research Ignoring the Reader
The relationship of context levels reveals that given
any focal level representation short of a consideration of
the implications of a reader's presence, the result is that
that level is emptied of acknowledged content.

It becomes

metaphorical to the stable, unchanging 'ether' of classical
physics (see , Michelson, 1881; Jaffe, 1960) within which the
research activity occurs. It concurrently results in the
assumption of greater contextual information to be
homogenous.

Activity that is more closely tied to the

reader's discretion is voided from any identity other than
that of the particular conceptualization(s) of the
researcher.

This is clear in the case of studies which

narrowly define 'context' and which thus minimize, if not
entirely void by avoiding, any recognition of the influence
of greater context.
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I have taken these dynamics to represent a
characterization of relationships between any two accessible
contexts.

And yet one aspect remains insufficiently

addressed.

This is the presence of the reader.

Even moment-

by-moment contextual assessments are rendered variant with
the passage of time.

Ultimately only a reader can provide a

connection.
Virtually all research across all levels of the
continuum face this dilemma, progressing to what these
studies must assume, consistency and homogeneity of readers'
engagement or participation in a researcher's
conceptualization of activity.

A reader's attention is

treated as invariant and constant in relation to the
investigator's measurements, and, across readers, attention
is treated as homogeneously consistent, without input or
effect.

This is but the backdrop of the 'invariant'.

And

this assumption is made whether the characterization is of a
traumatic event in a past time (Bettelheim & Zelan, 1982), a
matter of prior experience (Nicholson, Pearson, & Dykstra,
1979), in terms of a given schema (Tuinman, 1980) or the
apparently repetitious (Smith, 1988) aspects of text
discussed earlier.

It appears at levels of syntax (Chomsky,

1984) and as many tacitly believe, orthography (K. Goodman,
1993).

Ironically the obviousness at a social level makes

these narrower levels less obvious in terms of their
relationship to greater contexting and hence variation.

They
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appear, rather, in the character of the invariant as all the
above discussion explicates..

On Ignoring of the Researcher
Decisions of what is important, what to and what not to
focus upon, is an unavoidable problem which originates with
any researcher.

Due to logistical considerations context

levels are unavoidably narrowed. This entails its own
consequences, again in that the research design exports its
character to the reader of the research (see Chapter 8).
All constructions are parametered by

logistics.

These

issues arise from limitations on the resources or experience
of the researcher (or as will be seen, of the reader).

This

is again to recognize many apparent differences in research
are not based on epistemology but rather upon decisions of
researchers.

As noted in Chapter 6, whether classical

research studies letters or schemas, the epistemology is the
same.

Even if positivist assumptions were true, as

qualitative research seeks to emulate, when these are applied
across the board to all levels of context, the suggestion
that the lowest levels of context have some preeminence is
unjustified.

In terms of significance, as the above

discussion on language potentials demonstrate (see Chapter

As will be discussed, if concepts or factors are
categories, they are limitations of or limitations placed
upon an actual ongoing reality (see Chapters 10, 12 and 13).
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5), the converse appears to be true.

The only potential

reasons for such a focus are entirely unscientific ones, ones
dealing with, as stated in this dissertation, logistics.
It is important to keep in mind that the decision not to
gather material ... is not, nor do I see how it could
be, based in any scientific principle, but is rather
founded on the impracticality of such an endeavor.
Impracticality can be usefully conceptualized as a
budgetary matter, a judgment that it is not worth
investing the time, effort, and money required to gather
the material in question (Becker, 1994, p. 193).
Indeed, as suggested in following discussion of
qualitative and quantitative research, it is here the
personal engagement of the subject comes to be ignored.
logistical considerations are too great.

The

Thus, the more to

the left of the continuum research foci move, the more narrow
the levels of contexting focused upon, and the more
susceptible research is to this conflict.

As Kelly (1963)

notes:
One of the hazards of operationalism is its tendency to
make researchers think concretistically. It encourages
experimenters to see things rather than principles. ...
For example, in designing an experiment having to
do with intelligence, a psychologist may have to give
intelligence an operational definition in terms of
specific scores obtained by his subjects on a certain
test. This is a practical expedient, yet, if he gets
his nose too close to his data sheets, he may forget the
abstractive nature of the concept and think that
intelligence is just another name for the scores he has
written down. Originally intelligence was abstracted as
a property of many different behavior situations and it
owes no special allegiance to a test. It was the
headlong urgency of writing an operational definition
that distracted the psychologist into thinking so ...
concretely about intelligence (p. 30).
I have noted that the effects of greater context
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relative to narrower (e.g., age, language spoken or
ethnicity's relation to word knowledge) are deliberately
obscured through general principles of research design.
While such may be interesting, it is contraindicated by a
real world population's more personal characteristics and
hence raises some question on practical grounds as to whether
the research isolates some immutable truth or rather selects
a world to reflect its conceptualization.

As Olsen (1986)

observed, IQ tests measure the experience of individuals
rather than any variation of an abstracted invariant concept
of 'ability'. The significant variation in scores is not due
to a variation in an ability to answer the questions, but due
to the variation in the lives and experiences of the
individuals answering them.
Similarly, the deference to the invariant research
concept noted by Kelly above, is a bias that occurs over
time, as Angelotti (1977) notes:
It is curious that in the arguments between
psycholinguistics and skills adherents, we sometimes
forget that skills, like psycholinguistic models, are
nonfacts, that is they are intuitionally derived and
nourished. Skills, by the longstanding existence in
professional literature, however, often take on the
nature of fact in the minds of educators (p. 32).
Downing (1982) furthers the discussion focusing on "skills".
The recognition is clear in his citation of Samuel (1976).
Despite the fact that ... commercial reading series,
with their scope and sequence charts, order the reading
tasks as if we did know the nature of the learning
hierarchy in reading, the sad truth is that the task is
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so complex that a validated reading hierarchy does not
exist (Samuels, as cited in Downing, 1982, p. 535).
The recognition here is that epistemological assumptions
create the scime problem for researchers they do others.

In

the end, classical research evolves not as progress toward
revealed truth or proofs, but as a matter of convenience and
self-perpetuation.

This problem is at the heart of Smith &

Goodman's (1971) concern about the creation of
"psycholinguistic reading materials". There they warn
against the turning of psycholinguistic concepts into
prescriptive instructional practices.
Research Concepts as Researcher "Reflections"
In discussing the study of children, Rogers & Rogers
(1992) comment:
To observe is to imply that which is observed is engaged
in some meaningful 'action* or inaction. More
specifically, it implies that the observer is making the
claim that they are an instrument for detecting and
indexing that doing.
This is only to find out what
children are doing in a very limited and restricted
sense - that which the observer, using a given
understanding of children, says they are doing. What is
revealed are not what children are doing, but the
observer's accounting vocabularies and working
hypotheses. These may well agree from one observer to
another because they are common cultural property, but
that does not make them real. Precisely the same
understandings can be obtained without any actual
children being there at allI It would work just as well
if the dialogue we just looked at was from an animated
cartoon or from a book or a radio play, where there
would quite patently have been no flesh and blood
children, but only the observer's understandings (and
the creator's ability to signify them) (emphasis in the
original, p. 18).
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I have mentioned that from the point of view of an
accuracy thesis, if print were read accurately or accurately
said aloud there would automatically be meaning.

This would

reflect the direct connection of all levels of the continuum
as implied by that thesis.

While such is obviously not the

case, it is yet often invisible to a researcher or adult.
This is because the "saying" of a word may be meaningfully
understood by the adult observer.

In the reader's reflection

of the researcher's lexical conceptualizations, the
researcher understands and presumes meaning.
To compare a metaphor to a metaphor used by Goodman
(1973a) the invariant characteristic disposes research
concepts to act as mirrors rather than windows.

As a mirror,

these studies describe how well a researcher's conception is
reflected back to the researcher.

A reader who utilizes

subheadings in a study of subheadings for example, is
reflecting that concept under study to the researcher who is
studying the effects of subheadings.

If such reflection is

found, then the use of subheadings is found to be 'real' and
joins the list of factors involved in reading.

Or if

children are thought to "not" measure up to an expectation
then any of an infinite number of reasons may be found to
"cause" that problem.

Implicit is a deficit view and

consequent to researching a deficit arrives the
justification.
As any research which uses "effects of" in its title may

be so described, it is likewise with any form of aggregate
views in terms of the definition of any group.

How well a

member reflects an assigned categorization acts to justify or
nullify that categories' "empirical" significance.

It may

even be said that the perception itself, in this case of the
research concept, is grown out of the researcher's own
experience.38
What is conjectured in factorial research
conceptualizations is itself the essential focus,
irrespective of more involved or complex issues.

In this way

it appears that a considerable amount of conceptualization
has passed

into history as natural and common place, a

"common sense" view of how things are.

Often labeled

scientific, to a large extent these conceptions are better
considered as folk psychology.
been done with such a view.

Much educational research has

McLuhan put it aptly when he

talked about how humans viewed the future through a rear-view
mirror.

As Eddington observes;

We have found that where science has progressed the
farthest, the mind has but regained from nature that
which mind has put into nature. We have found a strange
foot print on the shores of the unknown. We have
devised profound theories, one after another, to account
for its origin. At last, we have succeeded in
reconstructing the creature that made the foot print.
And lol It is our own (Eddington, cited in Thayer,
1983, p. 90).
38 A concept's statistical significance is then a measure not
of its validity, but of the invisibility of the researcher's
role in a concepts construction. The greatest success yields
the greatest invisibility; the issues are not separable.
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Idealization of Research
Conceptual invariance which exorcises participation
through its ignoring of individual involvement, and which is
most clear in positivist research, acts to arrest the search
for more complex understanding of phenomena by design.

The

design effectively renders outstanding influences, or change
(e.g. variation or the significance of any miscue),
irrelevant.

While most educational research may be so

characterized it bears little on providing meaning to the
term "education" beyond a view that is essentially
represented in a transmission notion of learning.

That is,

it recognized only how well students can mirror what is
defined and student's activity is measured as so mirrored.
Again, this critique of invariance suggests researchers
ignore the 'tentativeness' aspect of scientific theory, that
scientific theory itself is in a state of flux.

This is seen

in that tentativeness of theory has been replaced for many
researchers by a practiced attitude of their having 'proven'
the 'reality of particular conceptualizations.

In an

unfortunately misleading review of models, misleading in that
it fails to identify significant differences between models,
Tierney (1994) does note;
Too often, models by their very nature seem to assume
the mantle of universals or absolute truths, less tied
to their ways of seeing and to the observations they
have made than one might expect (p. 1168).
Unfortunately, this limitation on the researcher's
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conceptions, in practice, serves to fragment the research
agendas just as the epistemology, through conceptions of
invariant factors, fragment the actual event of reading.
curious symmetry is here for critics of whole language.

A
Not

only is a singular focus on phonics problematic in reading
because instruction characterizes it without concern for
greater contexts.

Classical research agendas themselves

reflect similar conceptual fragmentation and may be
criticized as focusing on one 'factor' at the expense of
others.
Fragmentary research designs have kept researchers
themselves from making connections within the context of
their own work.

If the critics themselves possessed an

integrated understanding of language, or viewed the entirety
of their own agendas holistically (instead of each aspect as
a whole), their criticisms would necessarily dissipate and
their direction would necessarily move toward the goal of a
more tacit organic understanding of cognitive development and
the significance of whole language practice.

It is an

observation discussed further in Chapter 14..
Under the terms of this discussion it is interesting
that Mosenthal (1989c, April) should characterize whole
language as a 'romantic' (p. 629) movement.

And it is

significant to note that Stanovich (1993-1994) admitted his
own "romance with whole language" (p. 287), albeit not
without "appropriately chosen direct instruction in the
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spelling-sound code" (p. 287).

Any discussion of the

idealism in the accuracy thesis raises questions as to who is
actually romantic.

This is especially obvious when the focus

is in the direction of the text end of the continuum and
critically so, if invariant assumptions are placed across all
levels.
On a lighter note however, if Whitehead's (1929)
conception of 'romance' as the first stage of education is
correct, for Mosenthal and Stanovich, their 'romantic' view
may foreshadow their eventual understanding.

To be sure,

though Mosenthal may not have interrelated various
conceptions in a continuum manner to reveal the relationships
involved, yet he is nonetheless aware of this inter-level
relationship the continuum reveals when he writes:
"Conceptions often act as barriers to understandings; they
may stand in the way of higher possibilities" (Mosenthal,
1988a, February, p. 582).

Idealization of the Researcher
It is at first ironic that such inclusion is lacking
throughout much of the history of educational research, but
also noted as an occupational hazard of scientists per se.
This has been criticized:
It is customary to say that the scientist's ultimate aim
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is to predict and control.This is a summary
statement that psychologists frequently like to quote in
characterizing their own aspirations. Yet, curiously
enough, psychologists rarely credit the human subjects
in their experiments with having similar aspirations.
It is as though the psychologist were saying to himself,
"I, being a psychologist , and therefore a scientist ,
am performing this experiment in order to improve the
prediction and control of certain human phenomena; but
my subject, being merely a human organism, is obviously
propelled by inexorable drives welling up within him, or
else he is in gluttonous pursuit of sustenance and
shelter (Kelly, 1963, p. 5; emphasis in original).
As reported by Becker (1994):
Peirano was surprised because, she says, the work of all
of these authors [in the social sciences] was utterly
committed to highly deterministic models of social
causation. It was only in discussing their own lives
that the deterministic theories were not adequate
explanations; when they talked about other people, more
conventional social science talk worked just fine
(Becker, 1994, p. 184, emphasis added).
This is exceedingly unfortunate and I would suggest is
responsible for the failure of so much research to advance
the cause of knowledge in this century.
Mischler (1979) comments on the consequences of
researchers who remove the sense of their tacit involvement
in their conceptual work.
It is well known that the subjects of research usually
cannot recognize themselves in our research reports. We
justify this discrepancy between our understanding and
theirs in well-known ways by using esoteric methods and
39 As notable in Mosenthal's (1989a) presentation of
Rosenberg's (1988) views: "[T]he most important reason for
engaging in research is that it enables us to predict
outcomes relative to a set of fixed observational and causal
conditions. With knowledge of these outcomes, we can adopt
strategies that enable us to more effectively deal with these
outcomes and alter the likelihood that these outcomes will be
produced" (p. 524).
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concepts. On the other hand, these might be viewed as
modes of mystification through which scientists obscure
the meaning of their work. These methods also mystify
young investigators and often alienate them from their
own work. As teachers, we have all had students and
younger colleagues complain that they cannot find the
right methods (p. 17).
As well as with researchers, it is also a pattern found
in teachers views of others'.

For example, a similar lack of

self-conscious self-inclusion is notable in teachers' views
of imagination (Hanson, 1992).

When their own imaginations

are involved teachers view imaginative activity positively.
On the other hand, daydreaming children are considered a
problem.

Indeed the pattern is in fact a broad

representation of teachers' views of dialect as already
discussed.

As students speaking the dialect of a teacher

would go unnoticed, the teacher is similarly limited by his
or her own participatory strengths in the use of a dialect in
the judgment of students who do not speak the teacher's own.
Those who diverge and are yet understood or who diverge in a
manner with which the teacher is familiar, are treated more
equitably.
To foreshadow coming discussion, it should be noted that
this chapter's critiques of the problem of invariants on a
social level is not reflected when seen from the point of
view of the individual cognitive development.

It however

does inform the concerns regarding the individual's cognitive
position respective to others.
It may also be noted that the aim of scientists is
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shared by any reader as interpreted in the Goodman Model of
Reading.

And that the reification of research concepts as

has been discussed may be taken as simply a matter of
psychological regress.

Whether made clearly on the

discriminatory basis of logistical decisions or on the basis
of achieving a transcendental demonstration of a law or
principle, in practice it is as a matter of subjective
categorization and differentiation.

CHAPTER 8
A CONTINUUM VIEW
OF QUANTITATIVE AND QUALITATIVE RESEARCH

[M]eaning cannot be anticipated in a contextual void.
Print cannot communicate meaning if reader and writer
have no concepts in common. This point is transparently
obvious and yet it is often the first to be forgotten by
reading theorists who seek to develop sophisticated
descriptive models of the reading process. (Frank, 1980,
p. 14-15).
It appears that classical assumptions about the nature
of knowledge give rise to difficulties both in the meaning of
that knowledge because of its invariant characterization and
in the consequent lack of credibility in advocates who so
characterize it. The viability of individual influences has
been rejected from consideration, and this has evolved a
position not simply antithetical to reader involvement but
researcher involvement as well.

This problem appears across

the continuum up to the inclusion of the reader. The
situation is similar regarding research in general.

At this

point I present the implications of previous discussion in
terms of an overall view of the current status of research.
The following is an interpretation of the quantitative versus
qualitative debate as seen from a continuum point of view.
Following this, context factors vis-^-vis the individual
is addressed (Chapter 9).

The inclusion of the reader at a

psychological level first, ends the argument that classical
assumptions are literally unviable in social research, and.
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second, provides an understanding of their origin (Chapter
10) which lays the grounds for reinterpretation of knowledge
and knowledgeableness (Chapter 10 and 12).

This is done

through an analysis of the notion of experience and its
meaning to individual development (Chapter 12 and 13).

I

conclude the theoretical discussion with several historical
observations which reflect the insights revealed in this
dissertation (Chapter 14).
My reason for discussing the qualitative/quantitative
debate is not only to present implications the continuum view
has for research per se, but to point out how each research
perspective's use of classical assumptions maybe overlooked.
This occurs even while they do share those assumptions.

As

in previous discussion, differences are seen at once as
relative foci and as a matter of degree of contextualization.
The recognition focused upon here is that each research
perspective employs the same epistemological assumptions,
those of a classical epistemology.
These assumptions however may be viewed differently and
consequent to the degree of participation by the researcher
or reader of
included.

the research (the consumer) is or is not

What portion of the continuum is considered to be

"research" is hence significant in terms of the "exportation"
of the design.

The exportation of design is seen to effect

the degree the consumer is actively involved in interpreting
research into practice.

Differences in researcher's self-
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definition and in consumer utilization give rise to a
perception of differences in the perspectives.

Insight into Research
As mentioned earlier the interplay of contextual levels
the continuum shows is familiar to the

methodological

debates between quantitative and qualitative research.
Criticism of greater contexting, for example, case study
research as it presents problems for statistical analyses and
criticism of the decontextualized nature of numbers is well
known.

The suggestion here is that there is no

epistemological difference between quantitative and
qualitative research.

While logistical aspects of an

investigation produce the design, formulation of analyses
remain the same.
Though most associated with positivism, the exclusion of
the significance of the individual is a problem not limited
to a quantitative perspective.
more qualitative level as well.

Invariance is a problem at a
Whether historical

determinism (social Darwinism) social causation (impact
studies) or cultural reification (national character studies
in anthropology), these studies escape discussion of what
they point to: their educational saliency for those involved
(Lincoln & Cuba, 1989).

In clear contrast to such research

efforts, in programs that seek change in a population, to
'raise conscioiusness', both statistical and anecdotal
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research is used to deliberately and explicitly engage the
targeted population in the issue.

For example, this approach

is found in programs that are directed toward the consumers
of alcohol who drive.
In a contradictory manner, Stanovich (1993-1994) appeals
to researchers, administrators, parents and teachers in an
effort to voice how 'democratic' the research process is, but
does so with no mention of those the research most effects;
the students.

Students remain passive receivers of knowledge

as Stanovich (1993-1994) clearly excludes them from any
active participatory role, democratic or otherwise,

in this,

the denial of equal participation by subjects in research
studies (see Kelly, 1963; Becker, 1994; Lincoln & Guba, 1989)
in effect usurps the efficacy of classical assumptions.
While researchers apply classical assumptions to others, and
creatively so, that level of involvement is denied the
subjects.

Answers become reified to an elite set who assess

it within a 'democratic' community, albeit, in practice, the
term being self-assigned, the conception of democracy is
quite reserved to themselves.
Given present discussion of the depths to which the
significance of conceptualizations are subjective, even in
terms of an in-group, it appears uncannily naive that
Stanovich (1993-994) could write:
What science actually accomplishes with its conception
of publicly verifiable knowledge is the democratization
of knowledge, an outcome that frees practitioners and
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researchers from slavish dependence on authority; and it
is subjective, personalized views of knowledge that
degrade the human intellect by creating conditions in
which it is inevitably subjugated to an elite whose
"personal" knowledge is not accessible to all (p. 287).
Unfortunately, what he criticizes is more a description of
his own efforts than those he claims to criticize.

The Continuum and Progression in the Invention of Research
The continuum view of context affords two basic insights
into research in general.

First in terms of its construction

by the researcher and second in terms of the consumer.

As

the discussion of the consequences of the continuum reflects
the qualitative/quantitative debate, the continuum may be
seen as

manner of interpreting research activity,

interpreting qualitative and quantitative practices, not as
opposing methods of investigation but as themselves focused
upon various levels of the continuum.
In short form the primary distinction is simply one made
by a researcher him or herself.

Tellingly, I failed to find

a phenomenological account of an experimentalist effort, yet
several assumptions are reasonable.

If only as gleaned from

research texts (Borg & Gall, 1979; Bogdan & Taylor, 1975;
Spradley, 1980), all research begins with the experience of
the researcher.

This is the grounds of the contradiction in

purportedly objective, value-free, social research.

Whether

actual or vicarious, no one researches what s/he knows
nothing about.

Individuals research rather, what they know
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to find out more.

For any research, the progression begins

with the researcher's own experience about which
introspection occurs and questions rise.
From these questions hypotheses are generated,
categories defined, relationships postulated and comparisons
made.

Comparisons may be implicit, as in qualitative

research, or explicit, as an 'experiment' in quantitative
research.

Both yet entail the same epistemological interest.

For the positivist however only the last of this progression
is formally recognized as "research," from the 'hypothesis'
on.

The positivist's phenomenological experiential grounding

is ignored.

I am suggesting that the designation

'quantitative' and 'qualitative' research is a result of a
researcher's assessment of what in fact is the same
progression in the evolution of a research study for either
denotations.

The continuum indicates both researchers travel

the same ground.
Not surprisingly, it is with the rejection of the most
fundamental level of individual participation that classical
assumptions become tied to a positivist 'objective' view.

It

is with the official bowing out of the researcher that
invariants become reified in intent, though not in fact,

it

also may be noted here, that the positivist design, through
its obscuring of the significance of the reader's discretion,
allows for a 'causal' epistemology to be assumed.

Beyond the

implicit individual variation readers represent, positivism
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describes a situation where a reticent, distracted or
disinterested participant is assessed as lacking of ability.
It is, however, circular that this denotation of objectivity
is considered reasonable through the very denial or dismissal
of the underlying contexting of the researcher's own thinking
and experience.
From a qualitative point of view earlier steps of the
progression of contexting are included in what is recognized
as "research".

The later step of detailed numeric comparison

however may not be reached.

This limitation only appears

because of how participatory inclusion so complicates the
definition of the details of a study.

Using the continuum to

focus on greater contextual levels reveals these
complications as logical and a result of logistical
constraints, not epistemological ones.
The "researcher" here replaces the "reader" as
represented in the continuum, and research activity proceeds
toward more defined levels, from 'experience' to the detailed
aspects of a study.

On the continuum, the progression is

from the right (greater contexts) toward the left (finer and
finer discriminations).

From individual experience to items

focused upon, "how much" contexting is involved, that is,
what level of the continuum is the focus, appears to be all
that divides the consideredly 'divergent' perspectives.
Again, from a researcher's point of view, the division
between the two views of research is simply a question of
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what part of the process is recognized as "research".

The

positivist ignores the personal and generative aspect which
the ethnographer includes.

It is simply the inclusion of the

participant as a participant which forces the recognition
that the fine discriminations made by positivists are
extremely complicated realities rather than passive invariant
truths.

Because of the complication inherent in a highly

defining a greater contextual level, the contextual
explication of positivist data becomes impractical in terms
of a researcher's efforts.

'Two inherently different readers

reading a single word' becomes 'two equal readers reading the
same word.'

As mentioned in earlier discussion, Hall (1976)

points out, without contexting, the notion of repetition
becomes necessary in the theoretical position.
It may be generally recognized at this point that the
defining contribution to what perspective is taken is one of
logistics.

Narrow, well-defined, categories appear

manageable at a mathematical level while socio-cultural
comparisons of societies are not.

Whether as in an in depth

case study of an individual or the broad representation of a
social milieu, replication becomes unfeasible.

Yet,

comparisons, even in the case of the historian, is the
justifying intent.
The essential difference between quantitative and
qualitative research is hence a matter of self-description,
of how much the researcher includes him or herself as a
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participant in the conceptualization under study (see
Feleppa, 1986).

Again, phenoinenologically, a quantitative

researcher defines research as work beginning after the
conceptualizations have been experientially derived from
personal interest and reflection.

The qualitative researcher

defines research as work recognized to begin before these
decisions have been made.

Both in fact do the same thing.

The result is that one view is considered an "outside" or
objective view and the other an "inside" view.
An inside or outside view however is clearly nondistinctive in any absolute sense.
'experiment' with a concept.

A psychoanalyst may

Likewise a chosen

specialization in a field of interest demonstrates a
qualitative dimension for a positivist, something which is
but more explicitly a self-imposed state than in ethnography.
As well, simply understanding a phenomenon (e.g., a "Eureka"
experience) can put one "inside" as quickly as not
understanding can put one "outside."

While the latter is a

expected stance for a positivist, it is also a deliberate
goal of even the ethnographer (Agar, 1996; Spradley, 1980).

Context Recognition and Relativity; The Inter-Level
Relationship
From a continuum view, a relative relationship may be
seen in terms of contextual levels.

Indeed, the inside and

outside views reflect the continuum as an act of individual
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contexting, but just as a result of the logistical decisions
that require a focus on one or another level.

Context

recognition vis-^-vis a greater or lesser degree appears to
be the only distinction, however relative it is.

Research

that is more singularly in representation of a researcher is
the more qualitative, and vice versa.

This is supported in

that there is relativity between different contextual levels.
This

curious phenomenon of the relativity of views may

be noted in the denotations assigned to particular examples
of research.

Piaget for example is considered to be an

experimentalist by anthropologists and a naturalist by
positivists.

The assessment of how qualitative or

quantitative research is rests essentially on the relative
position on the continuum to the one making the judgment.

To

the right of any position, inclusive of greater contexting
are qualitative concerns and to the left of any focus, toward
more defined particulars, rests the quantitative.

The

quantification of a qualitative concept is limited only by
the degree to which discriminations are logistically viable.
Whether as a matter of external resources, or simply, as
discussed, by the thinking of the researcher, however, the
actual progression is the same for both perspectives.
The distinction of "a" quantitative and "a" qualitative
methodology is hence inadequate, if not misleading.

What is

represented is a distinction based upon the relative position
of any particular research effort, distinguished only by the
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amount of context realized.
distinction.

There is no inherent

There would be little to the "debate" between

these two perspectives of research were their epistemological
character noted and made clear to the consumer, and were the
logistical reasons for the decisions for the research designs
embraced made clear.

Invariance in the Qualitative Perspective'+O
The observation that neither the quantitative nor
qualitative perspective is independently distinct from the
other is supported by noting conceptual invariance in
qualitative research. Such invariance is at a conceptual
level and is in such anthropological staples as the very
conception of 'culture.'41

when it comes to effecting a

definition, research is a matter of anchoring the
researcher's interest in a presumed conceptualization which
entails a presumed quality of sameness, or invariance.

I do not discuss invariance in the quantitative world view
because it is essentially a vernacular understanding.
Likewise I did not discuss earlier the classical assumptions
(specifically invariance) at narrow levels except from a
critical point of view but found it significant to do so at
greater levels, where it is less visible.
One teacher beginning work in Navajo schools asked why
there was not an outline of the culture she was entering.
Over time, she realized, the "Navajo Culture" varied
considerably depending upon who one talked to, and should it
be codified, it would be transformed by the very act. A
record of an instance where such codification occurred and
the consequent transformation of the culture may be found in
a report about the benevolent intentions of the early British
governorship of Figi (France, 1968).
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Whether Mead's (1961) comparison of Samoan and American
cultures or historical analysis (Hodgen, 1974), these are
essentially different group comparisons which are made
accessible through some form of stable conception.

This

comparative view is grounded in a concept of culture or of
temporality per se, respectively.
Indeed, anthropology is not without its advocates for
increased 'scientific' methodology.

In one examination of

the literature Salamone (1979) found "agreement that the
ultimate end of anthropological science was the discovery of
universal laws, derivable via induction from the data
themselves" (p. 49).

That is, the appeal is for conceptions

of the greatest contextual nature that can provide an
unchanging perspective from which variations can be
predicted.

Of course whether positivist or anthropologist,

no conceptions are directly derived from the data.
Conflicting data does not 'cause' insight' except in the
sense of folk psychology.

If data caused insight, the

history of science would be one uninterrupted unwavering
series of incremental achievements determined by the amount
of data collection only.
intelligence.

Such is a mystification of human

Data may demand insight, but that insight is

only as provided by a participant.

The list of names in the

history of even the strictest positivist fields demonstrate
this.

I believe it may safely be said that no advancement of
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human knowledge has had an origin other than through an
individual's thinking it.

Context and Progression in the Research Perspectives
Reflecting the significance of semantic levels of
context over graphophonic levels, which direct attention to
the importance of the reader, an analogous situation is
perceivable within the research enterprise itself. In
movement to the right of the continuum, toward greater
contextualization, the complexity of definitions heightens
for concepts.
ambiguous.

Conceptualizations become more technically

To the left, the validity of quantitative

research necessitates the reader of such research to
reproduce the constraints of the design, and ignore greater
contextual influences.

To the right, by employing greater

context to qualitative reports, the reader of qualitative
research is necessarily involved in utilizing and addressing
greater contextual levels in the evaluation of the research.
It should be noted that in effect the design of the research
construction is implicitly recreated by the reader of any
research.

This exportation of design is notable in classroom

environments as will be discussed below.
Conversely, the continuum also provides a view to how
quantitative work appears to exist within a relatively
abstracted structure.

It disavows depth in the

characterization of its subject, that is, simultaneously both
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the personal grounds of the researcher's relationship and the
subject's relationship to the research concept are dismissed.
Quantitative research eliminates the idiosyncratic nature of
the individual.

Qualitative research explores that

contextual depth.
In self-conscious form, the quantitative/qualitative
methodologies entail, respectively, observation (in rejection
of the originator) and participant-observation.

The

continuum draws attention to this and reinterprets the
characterization by pointing out that the difference is a
matter of the degree of acknowledged to unacknowledged, if
not actively avoided, recognition of the significance of the
originator of the research.

Again, the continuum perspective

would suggest that a distinction between qualitative and
quantitative research is a matter of degree of context
recognition, and that there is no true delineating
distinction between them.

In the field of research, it is

rather, an internal distinction of relative relationships.

Contextinq the Consumer
It is significant however that regardless of their
common ground, each export characteristics of their design.
This brings me to the second observation which is from a
consumer's point of view.

Regardless of research investments

in an invariant quality of conceptualization, the
complexities appear to have an influence.

The appearance of
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characteristics of each in their venue of application further
emphasizes the significance of research design in the social
sciences.

One may see the increased complexity of

qualitative research as simply a more involving and personal
one not only for the researcher, but for the reader of the
research as well.

Increased contextualization of material

entails a much more encompassing effort and evokes more
personal interpretation from a reader.

In this sense,

research utilizing Geertz' concept of "thick description"
(see Scheff, 1986) engages the reader's active participation
much more than research utilizing sets of numerical values.
As Chilcott (1987) observed:
One of the salient features of school ethnography is
that it can raise the consciousness level of
professional educators regarding what is occurring
around them (p. 210).
Or as Duncan (1992) writes:
Why is this important for teachers? I think you know.
Qualitative research empowers you, the teacher, to ask
and answer the important questions in your classroom
("teacher-as-researcher"). It enables you to engage in
discourse with other people doing research - university
professors, government experts, and other teachers. It
enables you to join with colleagues ("collaborative
research") to find answers to questions in your schools
and classrooms. It enables you to come up with answers
to problems that can be implemented in your classroom or
school ("action research"). While research based on
your own classroom ("classroom-based research") may not
have the advantage of a statistically huge sample of a
thousand students, it does have the advantage of your
intimate knowledge of your twenty-five students, over
the period of ten months (p. 94).
The complex nature of qualitative research involves, indeed,
requires, more personal reader interpretation.

Chilcott's
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observation indicates that one consequence of qualitative
research is that it is less self-dismissive and more
educational for the consumer on a personal level.

Of course

qualitative research is not entirely without classical
influence, even if its use is more centered in practical
interpretations made by the reader of the research.

As

movement toward the right, toward increased contextualization
along the continuum, represents a complexification for the
definition of factors, it also represents a greater need for
an experiential understanding by the reader, and this results
in interpretations of qualitative research that are more
individually grounded, personally significant, and hence
contributory to the generation of consciousness.

Reflections of Research Designs
In effect, both quantitative or qualitative research are
explicitly or implicitly, respectively, comparative.

The

latter simply includes the more personal dimensions of the
individual contexting involved.

Experimental designs advance

the comparison of explicitly presented events and descriptive
work advances the implicit comparison between the research
and what the reader of the research him or herself knows or
generates through personal experience.

For qualitative

research, that the nature of presentation utilizes reader
interpretation which involves greater context is simply more
clearly seen as attention moves to the right along the
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continuum,

with an increased focus on the "epistemic

subject" (Gruber, 1985) is an increased tacit selfconsciousness of the epistemic participant, in this case,
the reader of the research.42
That the 'research methodologies' are not without
inherent relationships to consumer environments can be seen
in classroom organizations.

From a quantitative perspective,

the reflection may be noted in classroom organization. The
placement of teachers at the center, effectively a
'treatment', the suppression of student movement and the
discouraging of student interaction to reduce 'confounds' by
formally defining seating arrangements, as well as testing
for the 'effect' of the treatment, are procedurally
positivist in design. Similarly it may be seen that the
growth of qualitative research studies in literacy
development is related to the decentralization of the teacher
as the central authority in the classroom, to increased
emphasis on interaction among students, and increased respect
for students' self-regulatory activity.
In view of the earlier criticism of the invariance in
the accuracy thesis, for example, the often cited observation
that those who do not know history will repeat it, is often
used to invite, even entreat, reader participation rather
Correlated with this may be the recognized politicization
of whole language advocates, this due to their increased
consciousness of the ideological nature of classical
knowledge (Kameenui, & Shannon 1988; Shannon, 1993).
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than discuss fatalistic causative factors.

While some may

counter that positivists raise alarms as well, the positivist
agenda is specific, narrow and self-aggrandizing for specific
levels of contexted, more commonly recognized as
'decontextualized', activity.

Rather than a call to change

(variance), insistence on particular invariant conceptions
undermine the potential.

Individuals are treated less as

generative participants and are simply expected to follow
prescribed directions (e.g., the back to basics movement).
In the vein of Atwell's (1987) observations, or McLuhan's
'rear-view mirror', it may even be said that historical
progress is reversed.
to repeat it.

Those who do know history are destined

Clearly a focus on an unambiguous frozen

conception of a future, however, acts to disengage
individuals' involvement and represents an issue of power
versus empowerment.

The focus is on an egocentrically

generated control of others rather than on their personal
engagement.
Two views of the differences between the qualitative and
quantitative perspectives which reflect this issue may be
found in Harste (1985) and Weaver (1994).

The distinction

between the perspectives by Harste and Weaver may be shown as
simply a matter of how included the researcher or student is
in practice and consequently how much interpretation is
demanded of the consumer of the researcher.

In that the

individual subject or consumer contrarily exerts an ongoing
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pressure toward a qualitative concern, the constant and
continual confound in classical research continues to result
both in its shortcomings and in its progressive change.

The

strategy of research criticism noted in the example of
greater invariants implicitly defines the direction research
takes to be increasingly inclusive of the 'real world',
rather than an invariant conceptual one.
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CHAPTER 9
THE OBJECTIVE INVARIANT AND THE INDIVIDUAL

However much the individual is included it appears the
problem of invariants remains.

Returning to the

epistemological focus in order to address the problem of
invariant conceptualizations, the individual's relationship
to invariants must be clarified.

It is not as objective as

has historically been thought, nor as precise and to the
point as the operationalization of concepts suggests.
Examining the individual's relationship to invariants
will not only make clear that invariants present a problem
for psychological reasons but lay grounds for understanding
the developmental reasons for qualifying the efficacy of
classical assumptions. Classical assumptions are problematic
in research, yet they have not been categorically rejected.
As a continuum relationship between levels of context, that
greater levels do subjectively act as guides for lower levels
suggests a validity, albeit a limited one, for a classical
epistemology.
In the following, the continuum inter-level relationship
is used to at once explain the problem of classical
assumptions in research, and why the inclusion of the reader
is critical.

The assumptions are valid, but only from the

point of view of the greatest contexting level, the position
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of the individual reader.

From the point of view of the

individual, they are functional but at that point they are
subjective.

The continuum thereby also explains why the

application of research which does not center upon the reader
is anti-educational, in that it typically allows only a oneparticipant-view of reality.

In factor based research, only

the researcher's conceptualization is considered.
Finally, to redress and complete the discussion on the
problem of invariants, a focus on the reader's "presence"
will draw attention not to variance but to indefiniteness or
ambiguity as a characteristic of ongoing experience.

The

inclusion of an experiential dimension is demanded and is
argued to be the primary grounds of knowledge.

The Individual versus (Objective) Conceptual Invariants
Repeatedly, in classically based research the engagement
of the reader has been eliminated to justify conceptual
invariants.

Yet it is precisely the question of engagement

of the reader that secures the issue of participation over
causation.

Engagement can only be observationally assessed

after the fact; it can not be causatively determined.
Involvement may only be agreed to.

That research is

incapable of exhaustively treating the factors for the
activity involved in reading can be shown for other than
logistical reasons.

It may be shown on the basis of

psychological ones as well.

At this point I present the
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reader's relationship to invariants.
For the moment it is significant to note that as with
the discussion of researcher conceptions, invariants are
considered to exist whether from an individual's perspective
or as grounded in a researcher's view (e.g., as factors).
Later, this will be challenged from a developmental point of
view.

For the moment, however, the capability of the

individual to simply vary preconceived elements of research
is the issue.

As miscue data, previously discussed under

language potentials in Chapter 5, has demonstrated, variation
of text is a common practice of readers.
From the point of view of the continuum and the
relationship between various levels of contexts short of the
individual reader, I have shown that greater contexts
influence lesser ones.

It is for this reason that classical

research has difficulty when it focuses on narrower levels of
context.

The greater context that the individual experiences

effects, directs, but is not directly tied to or directly
caused by narrower context.

A schema for basketball is not

caused by looking at a basketball; a word is not caused by a
letter.

Text reproduction does not cause comprehension. (See

discussion of mathematical identities and idealism in
classical research in Chapter 7.) This would create a
paradox in that narrower levels of context are left
unexplained were the levels not taken from a continuum view,
a view drawn from miscue analysis.

Because narrower
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contextual levels are not directly explanatory of greater
levels, two conclusions may be drawn that are concurrent with
miscue theory.

One, learning is learner-centered; and. two,

the learner is active.
To look at the focus on the learner, if engagement is
included, then external manipulation or direct external
control via any lower level is technically not possible.

In

this, the appearance of a narrower-to-greater relationship
must be based upon individual agreement or social commitas
rather than an occurrence of an externally delineated
deterministic causative event.

While the logistical problems

of factor-based research are clear at greater levels of
context, the continuum's inter-level relationship which shows
greater contexting confounds the independent reality of lower
levels and shows greater contexting occurring in the
direction of the individual, suggests psychological reasons
for the shortcomings of classical research.
Greater context becomes more complex and illusive to
factorial analyses not only because information becomes more
specific to the personal meaning given it by any reader, but
also because of the reader's personal control, or selfregulatory activity.

To the point, classically based

attempts to address reader behavior are challenged in that a
reader may or may not engage.

James (1890/1950) states the

significance of engagement as follows:
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[T]he moment one thinks of the matter, one sees how
false a notion of experience that is which would make it
tantamount to the mere presence to the senses of an
outward order. Millions of items in the outward order
are present to my senses which never properly enter into
my experience. Why? Because they have no interest for
me. My experience is what I agree to attend to. Only
those items which I notice shape my mind - without
selective interest, experience is utter chaos43 (vol. 1,
p. 402).
Clearly, on the matter of connecting conceptualizations
regarding what reading is and what a reader does is not
something for which direct inter-level correspondences can be
other than incidentally found, and then, I have argued, only
in the researcher who is conceiving them and seeking to
establish it as reflected in others.

From a researcher's

point of view, and that is precisely what is at issue here,
no manner of causal linear determinations can be inferred for
what, as a result, must be personal decisions and investments
of an individual observed reader.

As Sternberg & Cazden

(1979) note:
Knowing when someone else is actually paying attention
is inherently impossible. There is no infallible

43 While James (1890/1950) writes that without categories,
experience would be "utter chaos", clearly he is speaking
metaphorically, because were it so, there truly would be no
nature of reality to speak of, no future in terms of the
possibility of progress, or learning more in the sciences.
His comment is hence from the perspective of a 'competent
reader.' This will be explained in following discussion of
discrimination, categorization, and the individuation of the
reader (see Chapter 10 and 11). Again, for the moment, I am
speaking in theoretical allowance of invariants to exist out
side of the individual, at least socially, however much their
absolutist pre-existent state has been challenged (see
Chapter 6 and 7).
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external indicator of the contents of a person's
consciousness (p. 261).
To seal the issue of the impracticality of factorial
analysis of readers and the limitations of causal
epistemology, MacKay (1966, 1967, 1969) suggests the
following situation which serves to illustrate a potential
capability of the reader.

Reminiscent of the resulting

variation in recalled information that Anderson & Pitchard
(1977) found with shifts in a reader's purpose in reading,
MacKay suggests knowledge of the researcher's purpose
effectively invokes the potential of choice regarding
participation in events which would otherwise be assumed
available to factor-based prediction.
[I]magine that a brain scientist tells me that after a
detailed study of the brain of my wife, he has a
complete understanding of its structure and activity
and can therefore predict that she will consume a bowl
of oatmeal at 7:30 a. m. If we then observe my wife
engaging in the predicted behavior at the predicted
time, the brain scientist may well boast; "There, I have
demonstrated that I can predict your wife's behavior
accurately from my knowledge of her brain's structure
and processes."
The trouble with the brain scientist's prediction,
however, is that it would not necessarily hold true if
my wife were made aware of the prediction since she
could then easily have eggs for breakfast to prove the
prediction wrong. If the brain scientist then tried to
take my wife's knowledge of his prediction into account,
he would only be demonstrating that he could not make a
valid prediction of my wife's behavior that was
independent of my wife's knowledge. ... Since such a
prediction cannot be considered "universally true,"
there is a "logical indeterminacy" about the future
states of people's brains; and it is this fact that
allows for the concept of free will (MacKay, 1967, as
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cited in Cziko, 1989, p. 21).^'^
This may appear overly theoretical for this
dissertation.

When discussing readers, however, any teacher

knowledgeable of culturally diverse students' background has
battled with the question of whether certain materials are
culturally relevant, or stereotypic, or both.

Either view

may be invoked as attitudes assumed by students (or the
teacher) in the classroom.

Whether materials are deemed

relevant or stereotypic are two very different
interpretations of the same material, but they are also
interpretations which can turn by apparent caprice in terms
of any student's immediate concerns.

The interpretation may

change simply as a matter of a psychological regress similar
to that which MacKay describes in interpersonal terms,
whether due to a comment by a peer or to a connection to a
suddenly remembered event in a student's life.

In other

words, and especially with older students, interpretations
may turn from agreement to rejection, purely as a matter of a

44 Later, MacKay (1969), writes more to the point; "In any
other domain we are accustomed to assume the existence in
principle of an exhaustive, external physical-type causal
description, which, given the axioms of physics and so on,
constitutes an explanation. No such explanation can be
given, however, no such explanation exists in full detail,
for us now about us now. This is why, basically, there is an
irreducible mystery about each of us as describable in the
common language. It is not possible, even in principle, to
find an exhaustive explanation of actions that we are now
taking or a prediction of actions that we have not yet chosen
which would be equally binding on us whether we believed it
or not" (emphasis in original, pp. 486-487).
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student's ovm social or maturational self-consciousness.
Material deemed positive engaging, and relevant may at any
point be rejected.

It is an observation which includes even

the researched concern regarding the point at which material
is rejected as 'too frustrating' irrespective of readers'
interest.

Notably this issue is addressed as under the

control of the reader in miscue analysis through recognition
of "termination" as part of the reading process (K. Goodman &
Y. Goodman, 1978, p. 2-6)
Shift in perspective may not only be
intrapsychological as well.

interpersonal, but

Whitin and Whitin (1995) address

this on the intra-personal level.

After discussing the

development of conceptual mathematical thought they raise the
problem of the "if" statement.

Regardless of any

conceptualization created, established, or believed, it is
possible to change the direction of thought in an instant by
asking: "If it were not true, then ..."

As Whitin & Whitin

(1995) paraphrase David Schwartz: "'If allows us to violate
all the assumptions of our universe."

At this point any

assumption made may be violated in thought.

This is also a

characteristic of the psychological regress involved in
MacKay's example.
Wallas (1926) explores this flexibility respective to
invariants further in his notion of "incubation" (see p. 79107; also see special issues of the Journal of Creative
Behavior, 1979, Spring and The Gifted Child Quarterly, 1979,
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Spring).

Wallas found that deliberate off-task behavior, a

rejection of associationism, can be beneficial if not
necessary to understanding a situation or solving a problem
(see also Dyson, 1987).
The psychology of liminal states (Turner, 1969, 1972;
also see Schwartz-Salant & Stein, 1991) suggests a similar
abandonment of particular orientations, schema, or activity,
rather than direct linear additions to presiding schema, as
essential for the transformation of knowledge.

The notion of

liminality arose in anthropology out of a concern for
initiation rituals.

It began as a description of a "between"

state, experienced when an individual left social interaction
to later return as a different (mature, married, etc.)
person.

It has evolved to denote a "threshold to change"

(Hopcke, 1991, p. 118), a psychoanalytically explored version
which I find comparable to Piaget's notion of
'disequalibrium' and reminiscent of Y. Goodman & K. Goodman's
(1994) understanding of schema.
The often noted observation that the brain is 'always
learning' may similarly be seen as a demonstration of the
individual's maturational regress to a more general or
spacious present.

It reflects the individual as present,

constantly and continually, in the currency and immediacy of
experience. A brain which is always active is a reflection of
an individual who is transacting wholly in the continuous
present and quite unable to operate differently.

It is in
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this fashion that a book, even a book which has been read
before, is a new experience.

In earlier discussion of

"ruefully" it was noted that the researchers ignored the
possibility that a single confrontation with "ruefully" could
tacitly contribute to further understanding.

Schatz &

Baldwin (1986) leave the point of view of the overall context
of the reader's life unaddressed.
Such active learning is also reflected in the findings
of Warren & Warren (1970) where mental transformations occur
for repeated words, and is found in the consequent variations
of repeated readings.

If accuracy is the goal, the relevant

question to learning here is not whether learning is or is
not occurring, but: What is being learned?
deviations from text; Where is it going?
mind using?

In the case of
And what is the

What information continually confounds the

externally research expected step-by-step narrowing in on a
particular objective?
It may similarly be noticed that the comparative
strategy of researchers, quantitative or qualitative may be
viewed as a matter of psychological regress.

The previously

discussed 'consequences of reflection' for researchers is a
result of the regress in that over time, concepts come to be
treated as 'real' (as seen in the examples quoted in Chapter
7; e.g., Tierney, 1994; Mischler, 1979; Kelly, 1963; Becker,
1994; Angelotti, 1977; Downing, 1982).
remarks, it is

As Faber (1981)
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Piaget's observation that children 'gradually construct'
the universe' around them and then go on to 'experience'
that universe as 'external to themselves,' as something
that is actually there, thus making it difficult for
themselves as adults to realize their entire
'psychological evolution' was determined by the nature
of this early development, the construction of the world
of space and time, or what Kant called mental
'categories' (p. 30-31).
The psychological regress underpins the very capability of
one to reflect, to observe, to conceptualize.
Curiously, all of the grounds for a psychological
rejection of externally imposed classical epistemology are
also situations most clearly tied to an individual addressing
new knowledge, most clearly indicative of the event of
learning.

Such is rightly, and of preeminent concern to any

field which describes itself as education.

Invariants and Individual Perception
Not only do particular external predictions of behavior
fail, as noted in the example of MacKay's, but with the
inclusion of the reader the independence of the
epistemological assumptions themselves fall suspect (Whitin &
Whitin, 1995).

It is not necessarily due to the entry of new

additional or extraneous factors, but may be argued as a
result of an intrinsic characteristic of the individual at a
perceptual level.

During an oral presentation, for example,

Pribram (1979) observed;
I've been talking to you for two hours, and I didn't
have any of the material we discussed organized in time
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or space. ... I've been reading it out of my brain.
... My memory is organized along dimensions other than
time and space - though space and time tags may be
attached to particular memories (p. 84).
The integrity provided by the presence of the reader can
only be characterized as the capability of the reader to
transgress research constructs reflective of a causal
epistemology, that is, even and especially constructs that
assume the temporal and spatial dimensions upon which
classical research epistemology rests and is so clearly a
grounds in the methodology of positivists.
The potential for the reader to shift his or her
attention may include multiple features; it may be factored
limitlessly.

But beyond the logistical problems involved,

the psychological regress may best be taken to reveal a need
to qualitatively reevaluate the basic significance of
classical research practices.

The reader, rather than

passive recipient of external a priori knowledge must be
characterized as an expression of a local capability to
breech these constraints, something illusive to external
definition.
It is on this point that I move not only from the reader
as epistemic object to epistemic subject, but further along
the continuum, to interpret the reader as epistemic
participant (Gruber, 1985).

Indeed, it may be argued that

the most central characteristic of the reader is his or her
capacity to transgress any delineated, classical definition
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of factors, an act which places the reader in the same
position as the researcher.
been shown.

That it is possible has just

That it is potentially the very nature of the

individual's "presence" may be argued as well.

The Individual and the Perceptual Whole
At this point it may be recognized that some theoretical
'place' or arena for the individual must extend beyond that
directly accessible by research factors, be it a placement of
the individual regress or liminal state or as a position for
alternate choices made.

The above introspective and

naturalistic descriptions of the potential activity of
individuals challenges direct causal linkage of various
existent behaviors.

Given any form of direct linear causal

deterministic view of knowledge acquisition, however
contextualized externally, the question of reader engagement
ends in requiring that such assumptions, if not rejected, be
qualified as volitional ones.

Taking the example of

Pribram's observation, significant questions arise regarding
the basic reality upon which classical assumptions rest.
Whether through something as commonly occurring as
having a memory or, as in Pribram's case, through the use of
imagination, the capability to invoke in one moment and in
one place, relations between two times and/or two spaces, is
itself a capability to transgress temporal and spatial
distinctions.

It is with the recognition that this
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transgression is yet a singular event (e.g., a 'memoiry-inthe-present' is paradoxically two times at one time) that
perception is revealed to be experientially whole.

Because

of this wholeness, the conception of time and space
themselves are shown to be constructs for what is otherwise a
singular unified experiential event.

From the point of view

of any individual, this unity of experience, even as it
penetrates constructions which themselves effect experience,
can only be described as whole.

Temporality and the Perceptual Whole
The situation is that causality is only known to the
extent it is constructed, that any event in the past is known
only as it is posited to exist in a current category that may
be denoted, "in-the-past".

As is most obvious at greater

levels of contextualization, it is simply that causality is
necessarily replaced by agreement.

In other words, though

the subjective experience of one's own reality may lead one
to a presumption of causality, to expect T to effect T' at a
latter time, the expectation requires the conceptual bridging
of that 'difference' in time which makes all aspects of
causality cognitively in the present.

That the perception of

time can only be done in the present suggests it is a
subjective reality.

In that subjective constructs cannot be

identical between individuals, they must be selectively
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abstracted on the basis of a general and technically non
specific agreement.
In fact, the moments in time themselves, as
discriminations, bear the quality of invariants because they
have transgressed literal time to the present and are hence
subjectively perceived to exist across time, as markers of
time.

What I today remember of yesterday, I may remember

tomorrow and treat as the same memory.

What another

remembers will be technically different.

There may be

however a general interpersonal agreement that the "same
thing" is

remembered.45

This reveals a contradiction in a

classical view that assumes the objective reality of
conceptions of time and space. The contradiction in the
classical view is that the individual must transgress the
defined temporal placements of 'causal' elements for them to
be deemed causal, and in doing so invalidate the linear
premise of causality.
This observation of the perceptual whole and time and
space as construct is actually rather straightforward, one
simply of categorizing activity.

Neither is it limited to

the example of a construct of time, at least cognizantly, to

45 The "something" it may be noted is a decontextualized
aspect of the original experience. This is important to note
because it places any individual in the same position of
classical researchers. This will be shown in the activity of
readers wherein they focus in on narrower levels of text when
text becomes difficult to understand. It is an event of
differentiation activity.
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be perceived.

The construct of time is necessary for the

recognition of a relationship between or eunong differentiated
moments.

But the designation of a temporal relationship is

not required for categories.
used.

A spatial designation may be

Classical assumptions are revealed as constructs, and

as a consequence, invariants are revealed as constructs.

In

either case, at least two events, or categories, must be
differentiated.

If perception is whole then all events,

however 'tagged' to use Pribram's word, must exist as
simultaneous discriminations in the perceptual present.

The Differentiated and the Undifferentiated
what is significant is that categorization requires the
categorization (as tautological as this appears) of
something.

If there was nothing for the individual to

categorize, then for categories or concepts to exist, they
would have to be innate or a priori.

Here the problem of the

accuracy thesis or of the fatalism of which Vygotsky spoke,
resurfaces.

As shown in discussing the consequences of the

accuracy thesis, such is idealistic and neither functional
nor productive.

What is required is the recognition of an

underlying or surrounding field of undifferentiated,
uncategorized, reality.
'experience'.

This is what I consider to be

It may be recognized then that reality is not

invariant nor variant, but varies according to the
differences in the categories drawn from or laid upon it.
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In this experiential view, the whole of the individual's
experience underlies or surrounds cognitive activity both of
the individual and research.

This at once allows for an

overview of research and insight into the development of
language facility.

It is a question of how the individual

deals with experience.
the learner.

And this in terms of what concerns

Under the condition that perception is whole,

distinctions made of reality must be based on discriminations
made by the learner.

The experiencing individual is always

present, always whole.

When an experiential ground is

realized, learning is not as a matter of acquisition but of
differentiation.

As Miller (1973) writes:

A child does not begin with sounds or words and learn to
combine them. Rather, he begins by learning which
features are significant, and progressively
differentiates his utterances as he learns (p. 17)
Or as James (1953) describes categorizing activity,
Out of time we cut 'days' and 'nights,' 'summers' and
'winters.' We say what each part of the sensible
continuum is, and all these abstract whats are concepts
(as cited in Langer, 1989, p. 9).
With the recognition of an experiential dimension from which
discriminations are made, it is possible to discuss holism
experientially as an appropriate approach toward cognitive
development.

Experiential holism, is not the covert holism

of an accuracy thesis which clearly rejects, indeed, actively
seeks to reduce, any relationship to undifferentiated
contexting.

Indeed, it is by removing the dynamic influence

of the greater contexting of a reader that classical research
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creates the invariant quality it recognizes as knowledge.
The experiential dimension is why I chose "presence" rather
than simply denote a category of a 'reader'.
I would suggest that if we fail to evoke readers as we
evoke their responses to their reading, we may mis-read
meanings students construct as they interact with a
given text. In order to read our students' readings, we
have to construct and re-construct our understanding of
who is reading and in relation to what contextual
factors. We have to disentangle actual readers from a
construct of "the reader" (Fairbanks, 1995, p. 41).

Individual Capability in Piaqet and Vyqotskv
It is significant that given the presence of the reader,
the capability of the reader to transgress time and space
must be taken into account.

It demands that reader presence

be taken as whole, and may be used to demonstrate how the
individual breaks the epistemological assumptions of direct
linear relationships. Classical assumptions are revealed to
be not so much external realities as constructed
interpretations which may be broken as a matter of thought.
This is not new to the concerns of theorists.
In terms of the individual, both Vygotsky and Piaget
explicitly speak, not infrequently, of this transgression of
temporal spatial

dimensions.46

i treat it as a capability.

46 So as not to misrepresent their views I should add that
they employ conceptual distinctions which are not here used,
distinctions between perception and memory in the case of
Piaget, and between the "visual" and "time" field in the case
of Vygotsky. I would suggest that while the concepts used to
reach the characterization that I present may vary between
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as demonstrated on a practical level in the individual's
characterization of memory.
writes,

Piaget (1969), for example,

"intelligence, ... can relate any elements, whatever

their spatio-temporal separation (p. 285).
as well addresses such a capability.

Vygotsky (1978c)

In what draws attention

to something a classical view would have to consider as the
future causing the present, Vygotsky writes.
In addition to reorganizing the visual-spatial field,
the child, with the help of speech, creates a time field
that is just as perceptible and real to him as the
visual one. The speaking child has the ability to
direct his attention in a dynamic way. He can view
changes in his immediate situation from the point of
view of past activities, and he can act in the present
from the viewpoint of the future (p. 36).
Reflective of the perceptual whole, it is implicit in
the description of cue systems use as "simultaneous" (K.
Goodman, 1966, p. 192, 1967, p. 131; Y. Goodman et al, 1987,
p. 134).

Earlier Gray (1948), discusses "instantaneous

perception" of word form and context clues (Gray, 1948, p.
40).

Emans (1979) adds, "Gray makes it abundantly clear that

... aspects operate simultaneously, and that reading must be
considered a "unitary act" (quoted in Clymer, 1968, p. 23).
In terms of factors this very notion of simultaneous
existence moves the conception of the reader to a central
position.

Whether in cue system use (Pikulski, 1985; Macaul,

1980; Chi, 1986) or in the manner in which children relate to
the world (Caine & Caine, 1990; Heibert, 1981), such simply
them, the result entails the same recognition of the
capability of the individual.
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supports the notion that factors evolve from research
perspectives of what is essentially an experientially
holistic event.

As Carlson (1975) writes:

Reading is simultaneously a sensory process, a
perceptual process, a linguistic process, and a
cognitive process. Thus, the reading process is
psycholinguistic by nature. Further research
investigations must not ignore the simultaneity of these
elements. To investigate only the sensory or perceptual
aspects of the reading process without some concern for
the linguistic and cognitive aspects may only perpetuate
some of the simplistic notions that already permeate the
research literature. ... [0]nly by researching the
entire process will researchers gain valuable insights
(p. 57-58).
In this the transgression of the delineation of factors in
terms of temporal and spatial construct is but another
example of miscue insights.

The Significance of Transgression
Beyond the question of the logistical problems it
presents to classical research and its revealing of those
assumptions as subjective constructs, the capability of the
individual to transgress temporal and spatial dimensions is
significant for two reasons.

One, it establishes a self-

standing theoretical reason for treating the point of a
reader's presence, his or her relationship to experience as
whole, i.e., for treating consciousness as a qualified single
if not singular reality.

The capability of across time and

space perception disables the principle of across time and
space causality by placing all aspects within a singular
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perceptual whole.

Indeed, it provides grounds for speaking

of consciousness as a humanly shared characteristic per se,
beyond any constructs which may be applied to it, however
identified, whether of temperament, age, race or gender.
Two, it simultaneously secures volition rather than
causality as a central feature of activity.

It rejects

causality as a determinant in activity because causality
itself is a temporally linear construct, a matter of
temporal-spatial distinctions that are superseded by the
capability of the reader to transgress them.

In the manner

of Goodman's comment that one can only see what one knows (K.
Goodman, et al. 1987, p. 100), it becomes clear that one can
only cognitively know what one has cognitively constructed.
Cognitive recognition of causality is circularly dependent,
upon precisely this construct.47

if causality cannot be

perceived unless the construct is known by the perceiver
(Piaget, 1971b), then it, or any other conceptualization, as
above discussion demonstrates (Mackay, 1967; Whitin & Whitin,
1995), is an invariant that is purely and subjectively at the
discretion of the perceiver to see it or use it.

Constructs Are Relative, Not Experience
It may appear that I am suggesting that the natural
experience of time arises from a construct of time itself, in
47 Even, 'if-then' deliberations must be based upon implicit
differentiations made regarding experience.
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other words, that the perception of time, the possession of a
temporal construct, creates temporality or change.
the construct there would be no time.
in fact temporality does not exist.

Without

This would mean that

While some so believe

since Einstein the attitude here is one of how humans come to
terms with a dynamic experiential reality, in a fashion, of
how individuals become conscious. The situations is that one
can exist without knowing 'time', but one cannot know time
without existence.

The existence of undifferentiated

experience is here revealed because one can exist with varied
denotations for, or even without, the perception of time.

As

Kelly (1963) states: "We presume that the universe is really
existing and that man is gradually coming to understand it"
(p. 6).

Knowledge and Experience and 'Reality'
If experience serves as the basis for invariant
knowledge, it must serve as a basis for all knowledge.
Knowledge does not appear in a vacuum.

Experience can only

be characterized in opposition to the characterization of
invariants.

However much it appears defined and precise, it

must be grounded in the indefinite, or

ambiguous.^8

From a

48 See, K. Goodman, (1996), "In fact, text is ambiguous
because we are capable of making sense of it." (p. 73), and
"[A]lthough the information we get from the graphophonic
signal is ambiguous, the perceptions we form from it are not"
(p. 74).
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classical point of view, this is due to the incompleteness of
any concept respective to greater contexting with the
ultimate contexting coming to be through the activity of the
individual.

On this point, experience, as immediate, current

and ongoing, comes into play.

In this, any invariant is

surrounded by uncategorized, undifferentiated (if only to be
eventually categorized and differentiated) experience.
Ironically it is through following the accuracy thesis
to its logical end that the view of an ongoing reality is
rejected in favor of pre-existent interpretations, of
invariants.

A dynamic universe does not suggest a relativity

of realities, however, but a relativity to how individuals
interface with reality. The fact that there are differences
in human understanding at once simply suggests that there are
limitations to the present understanding of the universe, as
much as it reflects how little other human beings are
included in the understanding.
Again, this is not to suggest reality is relative as
Heisenberg has often been mistakenly used to suggest
(McKerrow & McKerrow 1991) but that the human interface is
represented by constructions relating to undifferentiated
human experience.

Hence a trend exists even in psychology

toward recognizing the significance of what has previously
been considered the subjective (Mace, 1977; Sperry, 1993; See
Chapter 10).

Albeit, necessarily ambiguous, reality may be

taken as a pervasive and natural source of experience,
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recognized, as inherent in itself, to not in actuality be
invariant, however much the perception of invariance may
exist within it.

Kelly (1963) states.

The universe flows on and on. While one may abstract
certain repetitive features in its course, it never
actually doubles back on itself. ... Since no event
could possibly have happened otherwise and still have
been itself, there is not much point in singling it out
and saying that it was determined. It was consequent but only once (p. 19-21).

Further Implications Regarding the Accuracy Thesis
If temporal and spatial cognition is a construct, then
experiential reality must itself be taken to underlie any
conceptualization,

without a dynamic reality there would be

nothing from which to construct anything.

Nothing would

change, or as Akural (1979) noted, learning would be
impossible.

There would be no before or after.

An

undifferentiated reality must provide the grounds for any
construction of knowledge.

That it is qualitatively

experiential is what is significant.

As Santayana writes:

"Immediate feeling, pure experience, is the only reality, the
only fact" (1926, p. 12).
Were individual constructions not relative, as an
'accuracy thesis' would suggest, there would be nothing to
learn as there would be no perceptual differences between
individuals.

Going any where or doing anything would result

in the same perceptions for anyone so going or doing.

If

there was no surrounding ambiguity to events, there could be
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no interpretation, no variance.

All that is (reality) would

be a singular unchanging perceivable whole.

The problems of

mathematical identities (see Chapter 7) resurfaces and the
singular constructed view would stand against literal chaos,
without alternative, with no grounds for an alternate order
(or future one as earlier noted) to exist.
An accuracy thesis comes to exist in the attempt to fill
what is considered a 'real' perceived 'emptiness', or void,
or 'lack of knowledge.'This void however is created by
the rejection of greater contexting.

The emptiness is the

very non-informing arena of homogeneity created by the
rejection of greater contexting.

To an accuracy advocate,

any variance would be at once unrecognizable to the
researcher, or experienced by him or her as a matter of pure
Jamesian-like chaos.

It represents something not understood

by the researcher and therefore meaningless.

Such once again

shows that the accuracy view is the view of the 'competent
reader', one who already knows or has the (invariant) answer.

This is reflected in the historical conception of tabula
rasa, in the notion of imitation, through to the modern
version of the blank slate, the conception of 'error'. To
consider errors as representing nothing is a contradiction
(and Akural's, 1979, Platonic problem) in that out of an
emptiness (no knowledge) something which effects knowledge
could exist. Such is again in demonstration that classical
research, by ignoring greater contexts, creates the very
environment which "they" can then presuppose to
differentiate. And again, this reveals the focus is not on
learning or categorizing activity, but on whose categories
are used. Hence the classical view becomes one of a power
relationship.
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Of course knowledge advancement would be another matter
altogether should such a Utopian state of affairs exist as
the absoluteness of any information precludes progress in the
venue.50

Accuracy in Science versus Scientific Progress
As I have stated the individual's capability, the
history of science may also be described as an implementation
of this capability.

Any division, any categorization or

comparison, requires the transgression of the temporalspatial perception in the constructs which are used to create
the categories.

Indeed, treating knowledge as invariant is

contraindicated if advancement is a concern.
The natural impetus in science is when a greater
contextual level of understanding is demanded, and success is
when greater contextual understanding is revealed.

The trend

is for a broader unifying perspective to be is constructed
respective to otherwise divisive representations of data.

It

is also notable that the goal seems to be to achieve the most

50 One may think of integers 1, 2, 3, etc., as absolute.
However, if they were they could not be made 'negative', nor
'imaginary', etc. While it may be then thought that negative
and imaginary numbers are different conceptions, they are not
unrelated to the original integers, do not exists without the
original set, hence subsequent interpretations are not
independent of previous ones. They are not 'added on' to
previous conceptions, but differentiated modifications of
understandings. The original is hence not absolute, but
continue in various forms all of which function in mutual
support (e.g., Vygotsky's systemic transformations).
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inclusive, greatest contextual perspective for which all
narrower contexts come into line.

Copernicus, for example,

provided the view that resolved conflicts in data.

The data

are dependent upon greater contexting for their existence.
As Suppe (1977) points out there is serious concern regarding
the "unreasonable" presupposition that theoretical terms
stand on their own.
[M]metrical theoretical concepts such as 'mass',
'mass point', 'rigid body', 'force', 'absolute
temperature', 'pressure', 'volume',, 'Carnot process',
'electron', 'proton', etc., are never introduced by
introductive chains of reduction sentences. Rather, as
Hempel [1952] observes (p, 32),
Terms of this kind are not introduced by definition
or reduction chains based on observables; in fact
they are not introduced by any piecemeal process of
assigning meaning to them individually. Rather,
the constructs used in a theory are introduced
jointly, as it were, by setting up a theoretical
system formulated in terms of them and by giving
this system an experimental interpretation, which
in turn confers empirical meaning on the
theoretical constructs.
... On the basis of such arguments it was concluded that
it is unreasonable to require that theoretical terms be
defined individually by introductive chains of reduction
sentences and also unreasonable to require that being so
introducible should be the criterion for cognitive
significance (p. 23-24).
Facts, as factors, are a result, not a cause of more general
events.

Just as 'automatic' specification does not occur,

data does not 'cause' insight.

Einstein's theory of

relativity could not change science if this were the case.
His contributions would have been simply an incremental
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addition to the history of science.51
As a matter of course, classical research seeks to remedy
its own shortcomings by identifying greater and greater
levels of contexting to purportedly reach, eventually, a
presumed across time, across space, across population, law or
principle, e.g., something that increasingly controls more
and more (greater and greater) contextual levels.
In the view of Eddington, this would be complete with
the eventual recognition of an innate self-standing
transcendental form of 'knowledge' that directly represents
all material life.

At this point it becomes obvious that the

object of study is to invariantly explain what exists.

As

earlier schema and text were so removed from saliency, this
effectively removes 'research' as a concern.

The goal to

find representations which are mathematically identical to
reality simply makes 'study' or research seeking to establish
itself through a broader (greater contexted) description of
all reality

^2

superfluous.

it is unfortunate that

researchers remove themselves as participants because this

I emphasize that I am using the word "addition", as in
sequential development, here applied to the sciences. This
is also in character of the strategy of research criticism,
appealing to greater contexts up to and including present
reality, which may be seen to simulate the research
enterprise. Einstein himself questioned whether his work
built upon or rejected previous work.
52 It does direct attention toward the accuracy view as not a
scientific, but a technological one. On this note it may be
noted that, while intelligence testing has a logistical
history, in practice it has become reified.
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results in the ineffectiveness of the epistemology of their
exported research designs and the reduction of science to
competing views in search of transcendence.

According to

Kuhn (1970), they are left arguing over the legitimacy of a
transcendental expression rather than social (interpersonally
experienced and logistical) legitimacy.

If one only

contemplates the consequences of an accuracy thesis
(respective to scientific development) in a theoretical
sense, and speculates on the fruition of such a view, the
result is an essentially Zen-like description of the world.
Such a perfect Utopia would be mystical, and a form of, if
only covertly so, pure holism.
Again, it is notable that because of an accuracy point
of view, there is good reason classical research has
struggled to deliberately reject individual influences and
attempted to prevent subjects' cognizance of research
concerns.

Trite as it sounds, individual's change things.

It also becomes clear why classical researchers do not
acknowledge holism, either their own covert epistemological
holism I have pointed out or the more accepted interpretation
of holism as child-centered and experientially grounded.
The weaknesses of their own conceptions become too
clearly vulnerable to the loss of a conception's potential
for achieving a simultaneous status of practical
effectiveness and transcendental stability across
populations.

The professed attitude of Mosenthal, Samuels,

27(J

and Stanovich stands in practice as a direction toward the
making of all students as alike and interchangeable.

The

implications of their work returns pedagogy to an ideal view
where every student has the same knowledge, from reading the
same words in the same way, for the same meaning at the same
(theoretical speaking) time.

When expedient

practices53

are

applied as if they were transcendental laws, any difference
or variation becomes simply deviance (Andrade, 1992), or
"wrong."
On the one hand the very history of science (that
science has one) contradicts this and reveals researchers as
practicing pragmatists (which in fact they are).

This is

shown through the over time instability of their conceptions.
Their purportedly invariant conceptions suffer an instability
that is spurned onward by the nagging problem of the
influence of greater and greater contexts, and the
researchers who attempt to define and represent those greater
contexts.

On the other hand, to acknowledge an other-than-

absolute or non-transcendental reality simply subjects the
conceptions to the unpredictable interpretation and the
subjective uses as determined by any user.

This includes the

subjective permutations of the researcher however much s/he
attempts to remove themselves from the conception.

However,

Expedient versus pragmatic, the distinction being the
latter acknowledges and takes into argument the logistical
nature of the situation.
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as Kelly (1963) pointed out, the researcher finds his or her
own control acceptable.

Ironically, it is researchers, or so

it is assumed, who are learning about reality, about what is
unknown, about, indeed, undifferentiated reality.

What an

accuracy view perceives is chaos.
The problem from a classical point of view is the
underlying one of a presumably invariant absolute reality,
rather than a dynamic collective or socially agreed upon one.
The internal conflicts in classical efforts has little to do
with whether 'reality per se exists.

Again, the

disallowance of greater contexting in narrow classical
research is a curious phenomenon given the implicit goal of
education, student learning.

As the goal of science is

researcher learning, the denial of an equitable position for
subjects is puzzling in that this attitude is not shared.

It

is only from the reader's or researcher's own perspective
that any conception is or may become significant.
As miscue data has shown, it is because of variance at
the individual level of contexting that classical research is
confounded in trying to accomplish its explanatory goals and
be faced with a continuing relativity of viewpoints.

This

will continually be so, as long as the methodology fails to
address the individual's discretion in matters of research
and recognize that its efficacy is through participation,
underpinned by tacit agreements, from engagement to word use.
Because the over adherence to the epistemology results in a
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methodological failure to include the individual, classical
research cannot treat its propositions as true, or as
"proofs".

They are violable and potentially irrelevant.

It

can only justify its propositions on logistical grounds as a
matter of the relationship of agreement and investment or
value, to its research subjects' involvement.

The value a

research subject finds in research is, of course, a social
matter, educational, not an issue of implicit self-evident
veracity.

Its usefulness is its sustenance.

Determinism as Self Determination
The individual capability to violate assumptions does
not reject determinism or causality or linearity.

While

classical assumptions are rejectable on interpersonal grounds
they may yet be agreed to as constructs and hence appear as
functional.

Intra-personally, they cannot be rejected if

they are individual constructions. This situation transforms
their meaning in the social sciences. It changes the venue
of their source.

The capability of the individual only means

that the validity of classical assumptions is limited to
their perception and use by the individual.

I have pointed

out that they are inapplicable to another individual.

They

are not objectively true and may be violated as a matter of
course.
false.

But this does not mean that they are subjectively
The problem as I originally noted was with the

failure of classical research to successfully apply its
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description of reality to others, not with the data per se.
And that the apparent justification of findings is a matter
of agreement, not of the truth of the assumption.
While the epistemology does not directly transfer across
populations, this does not mean it has no grounds

What the

psychological regress does is to simply place these
assvimptions irrevocably under the control of the reader
(versus researcher-over-reader).

Recapping much of the

discussion so far, Kelly (1963) addresses the issue
appropriately,
[The individual's theory] must conform to events in
order to predict them. The number of alternative ways
of conforming are, as far as we know, infinite, but
discriminable from the infinite number of ways which do
not conform.
The relation established by a construct or a
construction system over its subordinate elements is
deterministic, in this sense the tendency to
subordinate constitutes determinism. The natural events
themselves do not subordinate our constructions of them;
we can look at them in any way we like. But, of course,
if we wish to predict natural events accurately, we need
to erect some kind of construction which will serve the
purpose. But the events do not come around and tell us
how to do the job - they just go about their business of
being themselves. The structure we erect is what rules
us (p. 19-20).
Kelly recognizes the centrality of the individual, and the
capability of the individual.

He also maintains the

existence of an essential, though dynamic (i.e., nonreplicating, non-redundant), experiential reality.
Problematic for classical research is that it is an issue of
individual engagement that invalidates the classical
expectation, if I may use Kelly's language, that "what rules
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us" must rule others.
As noted in the discussion of language potentials in
terms of the three cueing systems, elements may be taken to
exist, but only under the organizational guidance of higher
levels of contexting.
of view of the reader.

The discussion now reaches the point
As noted in discussing the

individual's capability of temporal and spatial transgression
any level of contexting is ultimately guided. Though
classical assumptions are hence clearly rejectable on an
interpersonal level, intra-personally they remain functional.
The obviousness of their value is: if they were literally
false assumptions, the world would literally be a Jamesianlike chaos to the individual.

Beyond the cognitive lack of

understanding of variations possible for the insistently
'knowledgeable' individual however, experience is hardly
chaotic.

In a dynamic universe it is only when the frame of

reference is absolute that such

appears.54

That any sense of the world can be made attests to the
inherent lack of chaos in the world.

The world can be made

54 At the risk of sounding like I consider an ultimate
singular order to reality to be cognitively viable, chaos is
simply the recognition that human cognitive understanding is
limited. It has been the grounds for the psychoanalyst's
'uncivilized id', the anthropologist's 'savage', and the
biologist's primordial goo. The uncivilized, savage, and
primordial all appear in relation to the level of contexting
given. The contradiction is: If the universe itself were so
inherently disorganized then no organization could, however
limited, exist, nor could consciousness advance in its
understanding of (the organization of) the universe.
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sense of because it is not experienced as chaotic.

It may be

predicted because assumptions are functional for an
individual in his or her relationship to his or her world.
In essence classical epistemology is a subjective, not
objective, one.

It may be seen to work in the physical world

where the individual's control is direct.
world it exists only by agreement.

In the social

The assumptions are only

directly knowable in the individual's experience of his or
her own self-regulatory behavior.

In the social sciences,

classical assumptions are hence not false, but severely
qualified.

Invariants as Individually Generated Agreements
If the above description of the human relationship to
reality sounds like Goodman's description of a reader it is
not incidental.

In the same manner, that miscue analysis

finds any significance to reader's miscues, the application
of the epistemological (in this light philosophical) premises
of accuracy theorists is contraindicated.

Miscue analysis

likewise contradicts the very notion of error.

Miscue

analysis of a reader gives considerations to individual
contexting, and hence appropriately shifts the
epistemological concern from formal causal verification to
social

commitas.55

The use of semantic and syntactic

55 Again, this is not new to even behaviorists. There it is
simply shunted aside into an isolated line of reasoning (see
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acceptability

(Y. Goodman, et al. 1987) criteria implicitly

underscore the social reality of the teachers' and
researchers' participation in the reading event.

Page's

(1973, 1976) description of the "observation process"
reflects the participatory nature of the researcher at a
design level.

Rather than 'mastery' of knowledge (or of

students), its constructive nature is recognized.

It entails

the recognition that.
Objective features are those features of reality that
are recognizable by multiple subjects; they are
established by people in dialogue, a linguistic
intersubjective sharing of perspectives. This is
certainly not to say that reality is created by human
consciousness, but rather that human beings collectively
establish its knowable features (Finlay & Faith, 1987,
p. 74).
Again, this is significant given the inclusion of the
individual reader because it does not demand the categorical
rejection of the findings of classical research.

It does not

dispute that semantics directly influence syntax (or the
appearance of the

reverse^^),

or suggest that letter-sound

Wolf, 1978, for discussion on behaviorism and social
validation).
56 I am maintaining that syntax cannot influence semantics
unless a semantic form already exists which syntax may then
flag from (not cause in) the individual's experiential
repertoire. If experientially "new", and given such is
possible in the anticipatory field of the reader, it may be
said to experientially contribute to the formation of itself
(e.g., the earlier example regarding 'ruefully'). Any lower
level of context, however, persists only in as much as it is
a semantic event. Graphophonics and syntax 'creates' no
experience other than of themselves [the depths of which may
be seen even in neonatal activity]. In either case, such
notably counters the notion of invariant redundancy in text
as readers' self-correction or revision actively demonstrate,
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information is of no use.

It does dispute their categorical

validity at any level other than what the individual reader
provides.
setting.

This is a significant insight for the classroom
As Powers (1983) writes:

The Goodmans demonstrate both the necessity of a system
of rules and forms of which readers are aware and also
the creative ways in which meaning is made by readers,
because, rather than being characterized as ordinary or
self sufficient, the system is dependent upon the
originality of its readers in making meaning (p. 32).

The Struggle for Epistemological Control
The inclusion of the reader recognizes the individual as
the central point of perception, that the individual is
conscious and experiencing reality as whole and necessarily
in a fashion distinctive to him or herself.

The centrality

of the individual is an acceptable conception so long as it
includes the understanding of the capability of the
individual to transgress invariants, as long as it accounts
for the individual's ability to vary the degree of
involvement in and choice of constructs used.

In line with

where greater levels of context (meanings) are shown to be
managed, and hence precedent. Other than a potential
phenomenological newness, there is no newness in relation to
the perception of lower contexts as they would have to
already exist to be perceived ( e.g., skills may correlate
with but do not 'cause' reading, see McNeill, 1974; K.
Goodman, 1974; Kennedy, 1978; Samuels & Pearson, 1980;
Wardhaugh, 1969.) While such is not obvious, and less so to
an accuracy thesis of automatic behavior or to an adherence
to phonetic synthesis behavior, it demonstrates the failure
of the redundancy hypothesis in favor of an ongoing
experiential one.
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MacKay's observations, Dewey (1960a) notes regarding an
individual's interest, or engagement, that.
No regress will eliminate the attitude of interest that
is as much involved in thinking about attitudes as it is
in thinking cibout other things (p. 101-102).
However much classical research deliberately resists this
understanding or prescribes traditional fads of hoops and
whistles education, individual influence is nonetheless
unavoidable.

The tension in research today is not between

fact and non-fact but between the researcher and the
researched.

Differences in data and findings exist primarily

in relation to the struggle for epistemological control,

is

the reader allowed to transgress events or is that activity
reserved for the researcher (or teacher), if only then denied
by virtue of classical assumptions and replaced by an
invocation of higher authority?

Must readers externally

reproduce elaborately sequenced and tediously delineated
program protocols, a result and reflection of years of
analytical discriminations made by researchers' sophisticated
activity, or be supported in being active learners, in being
involved themselves?

It is a question of determinism versus

self-determination.
How this situation evolved is reflected in an
examination of the greater-to-narrow inter-level
relationship.

This was postponed until the individual's role

was adequately understood because this relationship is only
effective from the individual's point of view.

It is true
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that what one does is internally linked directly to what one
thinks and that this may be factorial and analyzed ad
infinitum.

Socially, or interpersonally however, any

interpretation is a matter of agreement and an agreement made
respective to what, not because of what, researchers may
think or conceptualize about an activity,

indeed, from a

research perspective, and to the exclusion of 'other's'
views, classical research assumptions may be seen as 'common
sense', tacitly shared common knowledge.

Of course a schema

controls lower levels, the known words orient letters.

To

focus on any level short of the individual however not only
short-circuits the involvement of the learner and but reduces
education to a question of whose schema and whose words?

In

point of fact, the problem is the power struggle of who is in
control and who participates in that control.

The Greater-to-Narrower Inter-Level Relationship
The greater-to-narrower inter-level relationship is a
corollary to the earlier discussed narrow-to-greater interlevel relationship.

Correlated with the significance of the

individual is the continuum relationship of greater levels of
context influencing lower levels.

Converse to greater

context invoking variance, any and all lower levels may be
treated as determined or caused by higher levels.

While this

simple symmetry may appear contrary to previous discussion it
is not because of the inclusion of the individual.

In as

280

much as the problem of invariants was challenged by the
confounding influences of greater contextualizations, the
problem is relieved from the point of view of the individual.
The individual acts, s/he does not simultaneously miscue and
not miscue when reading a word.

Such distinctions only occur

when there is another set of expectations, two participants
(see Page, 1973, 1976). The comparative situation only
appears through an observer, an other.

Variance of text is

an inter-personal observation, not an intra-personal

one. 57

Because any greater rendering of a lesser level is
relative to the greatest level, the validity of classical
assumptions can legitimately exist, but only at the point of
individual involvement.

Again, as Kelly (1963) remarks,

A theory binds or determines the events which are
subordinated to it. It is not determined by the events
themselves; it is determined by the superordinating

57 Self-consciousness as opposed to consciousness may here be
discriminated on the basis of engagement. Self-consciousness
introduces an interpersonal characterization, at which point
due to regress one has a view of oneself. It is here where
apparently subjective comparisons are made between two
readings and variance may be noted. Self-consciousness is
however a disengaged reflection and places the reader in the
position of the researcher, with but the individual advantage
of personal control and opportunity for integration of
information. Too much self-consciousness, as with the
potential problems arising from the epistemology of an overzealous positivist researcher, not only raises questions
concerning control, but may arrest integration of information
through adoption of a negatively judgmental attitude (this as
metaphorical to a reader's experience of testing). As Dewey
(1956) writes; "There is a world of difference between having
something to say and having to say something" (p. 56).
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point of view of the theorist (emphasis added, p.
The greater over narrow control of course provides the
rationale for the fact that there are reasons for miscues.
For a less than greatest or less than individual point of
view to be taken however introduces the complications
demonstrated in the narrow to greater relationship,
individual variance reappears.

The epistemology is at once

intra-personally valid and interpersonally invalid, not as on
a self-existent basis of the assumptions per se, but as a
matter of the point of view taken.

The difference is

distinguishable only by the level of contexting accommodated
by the research, how included the reader is.
Again, classical assumptions are hence not rejected as
false, but qualified ones in relation to the presence of any
individual.

This is a corollary to the greater context as

producing variance in the continuum and it may be used to

58 with similar insight into the centrality of the
individual, Csikszentmihalyi (1981) expands Kelly's
observation,
[0]ne only gets further and further entrapped in the
relativity bestowed by the accident of the spatio-temporal
coordinates of one's birth. Wisdom does not lie in
becoming mesmerized by that glimpse of reality our culture
proclaims to be ultimate, but in the discovery that we can
create various realities by alternating between different
goal stmctures. Only then can we free ourselves from the
determining forces of any single system of constraints. We
still need to adapt to the rules that govern that
particular reality, but we always know that the rules are
freely chosen. ... This is why, I believe, many a
philosopher has said that only when man plays can he be
free. This is why Plato prescribed that one should live
life as play (pp. 18-19).
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explain how the notion of direct relationships appear in the
social research arena.

Classical assumptions are intra-

personal observations applied to interpersonal interactions.

Control and the Researcher^s "Reflection"
When the greater-to-narrower relationship is taken out
of individual context, the sense of that relationship, which
I have just described as subjective, is, no doubt, the
rationale, for the research I've criticized thus far.

It is

how a researcher's view becomes competitive with and
judgmental toward the research subject's view.

It happens at

once because the perception of the validity of the linkage of
levels of context is subjective and because the epistemology
of the research does not acknowledge that linkage is
subjective.

As Kelly discussed, the psychologist does not

see him or herself as subject to the factors under
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study.

The psychologist is a free agent. Such occurs because
knowledge is subjectively obvious.

From the individual's

point of view it does not matter which levels are focused
upon, the greater ones are implicit and a direct linkage
appears whatever levels are examined.

A single act reflects

59 cited earlier: "I, being a psychologist , and therefore a
scientist , am performing this experiment in order to improve
the prediction and control of certain human phenomena; but my
subject, being merely a human organism, is obviously
propelled by inexorable drives welling up within him ..."
(Kelly, 1963, p. 5, emphasis added).
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the unity across levels, however much it may or may not agree
with an observer's expectations.
Likewise, as raised in the qualitative-quantitative
discussion (See Chapter 8), though the factors are treated as
objects, at one time they would have been experienced.

I

know of no legitimate researcher who does not tacitly believe
in what s/he is doing, that does not derive or justify their
research ideas from tacit personal experience, and such is
suggested as the grounds for all research (Borg & Gall,
1979).
The subjective aspect, however, that is made as explicit
as possible by qualitative researchers, is denied by
quantitative researchers.

It is when researchers take the

characterization of individual significance known tacitly to
themselves as a direct linkage between their own meanings and
their behavior, and apply this experience to others, that a
design based on classical assumptions is exported and these
direct linkages become 'objective'. Subjectively obvious
knowledge becomes reified.

And subjectively obvious answers

become answers unto themselves.
Yet, and characteristic of positivists, the application
of aggregate constructs (constructs generalized to others) as
applied to individuals' constructs cannot avoid
misrepresentation of others (or of themselves over time,
which but further justifies the concepts 'objectivity' and
feeds the (elitist) patronage and sense of transcendental
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validity).

Again, the only way a direct relationship may

appear as direct is from the individual's own point of view,
fully contexted.

A direct relationship is only in the

singular experience of one individual. The independence of
this relationship from such full contexting is not viable.
The intra-personal sense of a direct relationship
however may be exported (or tested) against the activity of
others.

In the field, it becomes a categorical intuitive

belief in direct relationships among research factors between
any two levels.

In an "accuracy" view, this not only

obscures the participation of the learner, but that of the
researcher as well.

Insistence on a researcher's

interpretation, or the collective interpretation by several
researchers for that matter, respective to any given
individual, however elaborately differentiated, precipitates
an inevitable struggle.

All the while, the only mathematical

identity is of the researcher(s) with his or her or their own
construction (Rogers & Rogers, 1992).

This but reveals the

subjectivism of classical research.
The more elaborate the research differentiation, the
more factors discriminated, the more points of possible
contention.

In a narrowly contexted presentation of reading,

a presentation which thus, by design, excludes the active
participation of the reader, the reader comes face to face
with a fragmented curriculum.

Historically for some holistic

educators, recognition of this led them to a laissez-faire
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attitude in education (e.g., Rudolph Steiner, also see
Wolynski, 1976; as well as some interpretations of [)ewey's
Progressivism to which he often responded, e.g. Dewey,
1938/1963).

Some alternative or 'free-schools' operated

without the realization that the struggle was not a question
of which level of the continuum to focus upon (wherein they
rejected narrow levels entirely, postponing exposure to print
or setting aside formal presentations of information thinking
these are somehow injurious to a child).

The question is,

rather, of individual control.

Consequences in the Interpersonal Forum
In fragmented research agendas, classical assumptions
hence cannot be taken literally when they exclude the reader.
A researcher's narrow conception is only valid if contexted
by a particular individual.

For the classical researcher,

this entails analysis to a point that factorial depiction
becomes logistically unviable, psychologically impossible.
Regardless of the researcher constructed view of the
individual, individual activity supersedes, if not opposes,
research conceptualizations. While context levels may appear
to be causally related, this is only in the most narrowly
compared levels, and given greater contexted agreements.
is not caused.

It

As in an earlier example, though the printed

word is "car" and statistically sound-letter correspondence
appears to be justified, comparisons of letters to
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situational meaning is clearly nefarious.

Hence the problem

this dissertation has with classical research is not with the
logic but with the logistics of that research.

Classical

validity rests essentially upon a power relationship rather
than an intellectual one.
As a result, variance must be interpreted as purely a
matter of a second party's judgment (e.g., teacher,
researcher, parent, other student^O). The judgment is made on
the basis of whether the individual is or is not reflecting
another expectation.

At narrower levels of context (e.g.,

positivism) it is clear, those that deny their own
participation, deny their subjects' participation.

Those

that don't deny their own participation, continue to seek a
negotiated understanding of the greater contexting of their
subjects and find ways to respect the dynamic activity they
observe.

It is the comparison of mirrors and windows.

The struggle is found in the classic example of
McNeill's (1966) where a teacher sees variance which a child
does not see:
C; Nobody don't like me.
M: No, say "Nobody likes me."
C: Nobody don't like me. (eight repetitions of this
dialogue)
M: No. Now listen carefully; say "Nobody likes me."
C: Ohl Nobody don't likes mel (p. 69)

As noted earlier, this also may appear due to the selfconsciousness of the student over time. Recognizing this
however complicates the discussion. If time is a construct,
that framework become misleading.
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While the teacher sees variance that the child does not see,
the expectation is at once as illusive to the child as it is
obvious to the adult.

While the reasons for such are clearly

logistically inaccessible, psychologically indeterminate,
technically speaking invariance can be seen in both
participants.

The educational question here becomes: How

does learning occur?

It becomes a question of whether an

element of language is transferred, or whether the child is
recognizing and relating to differences which reflects his or
her own differentiation of reality.

Miscue Analysis
In this chapter, the issue of a power relationship
regarding variance is made clear.

It is a result of

overgeneralizations of subjectively grounded conceptions,
conceptions overgeneralized to others.

That this results

from an over extension of classical epistemology is also made
clear.

Respective to the findings of miscue analysis (which

examines the significance of text variation from the
individual's point of view, individual influences to be
included), versus error analysis (which presumes random
variations, individual influences to be removed), and because
miscue analysis found any productive significance to readers'
variations of text, that the recognition of this invariant
feature of classical research can be made.
Conversely, the practice of miscue analysis does not
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deny participation and then fault the reader for a lack of
participation.

It does not establish an a priori setting and

research why readers don't respond as the researcher would, a
view which hence looks for deficits or 'problems, or seek to
establish reasons for failure.

As noted in the fragmentation

of research agendas, breaking the research act into invariant
conceptions, breaks the reader.
In contrast to a fragmented interpretation of reading,
demonstration of the reader as active, as participating, as
constructing an interpretation, in other words, that
subjectivity that is known to the researcher is given
recognition in the research subject.

It is the grounds for

suggesting research move beyond its research examination of
the reader as epistemic subject to the reader as epistemic
participant.

Ultimately, recognizing the participation of

the reader in full context, miscue analysis addresses the
originality (Powers, 1983) of the reader.

Miscue analysis is

based upon an attitude that is just the opposite of a
fragmented delineated one; it is open to, rather than
systematically closed to, reader participation.

Rather than

asking why a reader does not do what they're expected, or
what a reader does not know, as Y. Goodman (1994) remarks:
The two most important questions for teachers are,
first, 'Why is this reader doing this?' and secondly,
'What did this reader know to make this miscue?' (Y.
Goodman, 1994).
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CHAPTER 10
SUBJECTIVE INVARIANCE AND THE INDIVIDUAL

There is no single monological description of physical
or human phenomena. To recognize this is to become
awake to the processes of our own sense making in a
radically different way ... with intensified awareness
in acts of becoming different, acts of redescribing and
redefining ourselves and our contacts with the world
(Greene, 1994, p. 440).
A focus on experience establishes the grounds for the
rest of this dissertation.

Increasingly I have endeavored to

point out the significance and implications of increasing
contextualization respective to the reader.

The focus on

invariants is problematic from a classical point of view.
Beginning with narrowly defined context through to a
discussion of the quantitative-qualitative debate, the
occurrence of invariance shows that a classical epistemology
is not limited to narrowly oriented definitions of context.
It occurs at greater contextual levels.

It occurs not only

in the most qualitative presentation of research, but also in
the self-definition of the individual him or herself.
Because of this, invariants per se, again, are not the
problem, the problem is the interpersonal struggle for their
control.

Invariants are created as much by readers as

researchers.
The singular presumption I make is that categorizing or
conceptualizing behavior is natural to the state of affairs
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of human existence.

Categorizing may be treated as a

limitation of experience, as for example a memory is a
delimitation of an individual's "past" existence, or reading
as an act of differentiating meaning into text.^^

An Analysis of Classical Assumptions
The classical assumptions of linearity, causality, and
determinism are subjective constructs.

While external

control of the individual's behavior through lower level
contexts or through direct linkage of levels is not
externally possible, the control and linkage may be
internally perceived.

This is a matter of intra-personal

While not actually inert, an event may be viewed as nonchanging or stable relative to a more active and changing
event. Some exploration of this is found in Cutting (1981).
It may be seen as a perception arising from a relationship
between one relatively contextualized and one relatively
decontextualized event. This is indicated in a relative
relationship between a more active to less active phenomenon
wherein the less active comes to be perceived as inactive.
The situation occurs anytime one motion is perceived
independent of another (whole/part), even though it is
tacitly accepted to have no such independence. Though this
is beyond the scope of this dissertation, Kennedy's (1959)
comments on Dewey are relevant: "Schopenhauer once said that
what maintains the ceaseless quest for a metaphysics is the
question, 'Why should anything be' Dewey never worried about
that question - for him the ruling motive is the incessant
contrast of the precarious with the stable" (p. 806).
Differentiation it may hence be argued is due to relative
activity versus inactivity that is interpreted in a practical
form as a matter of logistics. Cognition, that is, is born
from the realization one is not everywhere at once. I
suggest the notion of 'being everywhere' is not a superfluous
consideration, but rather a subjective state of affairs as
found in early life (e.g., Piaget's 'adualism'; Freud's
'oceanic feeling').
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effectiveness.
Classical assumptions are drawn from the assumption of
invariance (not vice versa).

The assumptions of linearity,

causality and determinism require invariants from which those
relationships may be perceived.
Invariants are also revealed to be subjective in nature,
grounded in the individual's limitation of, or the self
recognition of limitations on the individual's experience.
In effect they are cognitive categories per se.62
Because invariance is derived from but not divorced from
experience, subjective invariance stands perceptually in
opposition to experiential indefiniteness or ambiguity
(versus other invariants).

Though invariance appears stable,

this is never in fact true in an ongoing universe.
Indefiniteness necessarily underlies or surrounds all
invariance, as a statement of the essential nature of
62 As a relationship of a definition category vis-^-vis the
u/3categorized, vis-^-vis indefiniteness, both manners of
limitation are the same event. I see no cognitively
significant distinction between whether a category arises
from reflection upon an individual's own physical activity or
as a result of reflection upon external (e.g., physical)
limitations. This is significant because it reflects not
only that learner categories are founded in the learner's
treatment of experience, but accommodates the selfrecognition of 'not knowing' as able to precipitate a
category. In this, an experientially based epistemology is
clearly functional. By a focus on pre-existent invariants
(however obvious to an observer) invariant epistemology of
classical research creates opposition, competition and
conflict, at best, and mystification at worst because any
category other than what the observer recognizes as his or
her own is different. Cognitively speaking such a
distinction is subjectively superfluous.
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reality.
Finally, in as much as indefiniteness describes a tacit
ongoing experience of reality, experience as a dimension
surrounding all concepts or categories is drawn to the
forefront of concern.

It may hence be recognized that

experience as a perceptual whole is the original modus or
starting point for learning.

Learning does not occur without

engagement which is a matter of the individual's ongoingness,
i.e., activity.
Learning hence may be characterized as differentiations
made within experiential wholes.
oversee the more narrow.

The greater categories

As such they serve as guides or

frameworks for subsequent discriminations. The continuum
inter-level relationship of greater contextual levels to
narrower has been noted for two qualities.
From the individual's perspective greater levels are
both more ambiguous (more indefinite, or undifferentiated)
and in control of narrower levels.

This is suggested in that

they are closer to the experiential presence of the
individual.
From the research view, greater contexts present
confounding influences for narrower research foci.

This

creates ambiguity at narrower foci because up to and
including the presence of the individual, greater contexting
always introduces disparity into comparisons at narrower
levels.

It may be noted that classical research

293
operationalizes greater contextual concepts, and often then
measures over-time 'acquisition', commonly using a pre-post
form of measure in search of mathematical identities.

The

confounding influence of greater contexting however reveals
that while operationalization of a research concept 'appears'
to reduce ambiguity this is illusory because in actuality it
can never escape the reintroduction of the confounding
influences of greater levels in the real world.

From a

differentiation viewpoint, the concepts cannot be acquired
and hence can not be relieved of their ambiguity, but rather
used to differentiate reality which if differentiated by
others produces the 'appearance' of their 'acquisition'.
this reader and researcher activity is the same.

In

Reading

meaning into text is no different in process than
operationalization of a research concept.
Hence in either case, from the reader's or researcher's
point of view, this greater ambiguity at greater levels
introduces a qualitative difference between levels as each
exists.

Highly differentiated concepts cannot be equated

with relatively undifferentiated concepts,

with the

inclusion of the reader's experiential 'presence' it becomes
clear that the research ambiguity of greater contexting is
equivalent to the experiential quality of those contexts as
generated by the individual.
For research the more ambiguous the schema, the more its
representation is qualitatively experiential. If it is
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defined or is 'operationalized', it is differentiated and
qualitatively different than a 'schema'.

This represents a

qualitative distinction between levels of context. Contrary
to a classical view, a schema is not its effect.

This

problem of quality may be added to previous discussion.

To

this point, previous to my inclusion of the experiential
presence of a reader, this greater-to-narrow continuum
relationship has been revealed to be a conflict of
interpersonal control, a conflict between researcher and
subject-based invariants.

I will now approach it as a

disparity in the subjectively generated levels of
discriminations made.
Greater context, research concepts, or subjectively
broad categories as invariants become organizational
structures and motives for continued specification.

The

progression in the categorization of experience may also be
recognized as developing from greater more encompassing
categories which are differentiated toward more specific
ones.

This readdresses the continuum as a general (greater

context) to specific (narrow context) description of
cognitive activity.

Interpreting the Continuum to Represent Differentiation
The continuum has been analyzed from a research point of
view.

At this point the continuum may be additionally

interpreted as representing actual cognitive activity.

In
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the same manner in which the tension between the quantitative
and qualitative research views was resolved, the continuum
describes cognitive differentiation originating from and
grounded in experience.

As a matter of cognitive

differentiation it describes not simply a whole-to-part
development of knowledge, but a whole-to-part-within-thewhole continual progression.

On this point all previous

discussion falls into place.

Lower contextual levels,

inclusive of greater - to the inclusion of the individual's
experiencing present - arrive not as transferred
quantifications from external sources, the illusion of
behavioristic psychology, but as a matter of increasingly
sophisticated differentiation of subjectively and
holistically perceived experience.

Differentiation versus Classical Ontology
Interestingly the progression of this analysis reverses
the traditional view of knowledge acquisition.

In that view,

experience is conceived as subject to and controlled by an
objective reality which is in turn controlled by the linear,
causal, deterministic nature of events.

Put another way, the

underlying principles of linearity, causation, and
determinism are thought to exist.

These control the

relationship between objects, hence effecting objective
reality.

Objective reality in turn determines an
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individual's experience. The following discussion will
reveal the reverse.
This dissertation has presented invariance as a problem.
The construction of classical assumptions is based upon
invariance.

The origin of invariance is based upon

categorizing activity which in turn demands a grounding in
uncategorized reality.

In effect this is a demand for a

constructive view of cognitive knowledge. Put another way,
in the direction of the actual progression, first is
undifferentiated experience.

With categorizing activity,

limitations upon indefinite experience create the subjective
perception of invariance and hence invariants.

In turn,

invariant categories may be related to each other and hence
give rise to classical assumptions.

Rather than the

assumptions creating reality for the individual, a curious
twist of fate occurs for classical researchers: The
individual uses his or her experience of reality to create
the assumptions.
This reversal of the traditional view of knowledge is
not a new observation.

As Hayek (1970) put it,

[W]hat, in the explanation of mental phenomena, must
come first and can be used to explain the other? I do
not wish to deny that in our conscious experience, or
introspectively, concrete^^ particulars occupy the
Significantly, Hayek's use of the notions of concrete and
abstract is significant. Concrete here, of course, refers to
greater levels of contexting, abstract, the more narrowly
differentiated. In terms of letters or words, these are not
concrete as traditionally viewed (Allington, 1991), but
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central place and the abstractions appear to be derived
from them. But this subjective experience appears to me
to be the source of the error, the appearance which
prevents us from recognizing that these concrete
particulars are the product of abstractions which the
mind must possess in order that it should be able to
experience particular sensations, perceptions, or
images. What I contend, in short, is that the mind must
be capable of performing abstracting operations in order
to be able to perceive particulars, and that this
capacity appears long before we can speak of a conscious
awareness of particulars. Subjectively, we live in a
concrete world and may have the greatest difficulty in
discovering even a few of the abstract relations which
enable us to discriminate between different things and
to respond to them differentially. But when we want to
explain what makes us tick, we must start with the
abstract relations governing the order which, as a
whole, gives particulars their distinct place.
[P]sychology and the theory of knowledge
frequently start at the wrong end. From the assertion
that the abstract presupposes the concrete rather than
the concrete the abstract (in the sense that in the mind
the abstract can exist without the concrete, but not the
concrete without the abstract) a wholly erroneous
approach results which treats as given what most
requires explanation (p. 311).
With this view in mind, an interpretation of the
continuum can be made which explains the view of classical
research in terms that make it understandable and
representative of a general theory of knowledge, a theory
that provides an overall view not only of all research
activity but of reader activity as well.

This is done as is

consistent with and drawn from the findings and implications
of miscue analysis.

It also clarifies the classical research

problem of invariants as one of control.

abstract, an insight also shared by K. Goodman (1973a).
will be discussed in Chapter 12).

This
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Objective Invariants versus Subjective Invariance
Previous discussion has focused on the individual's
capability to vary responses respective to external
expectations.

The linear causal deterministic basis of

classical research, the cognitive perception of time and
space, has been shown to be a construct.

But this does not

explain their origin, nor the status of the individual who
has yet to develop these or any other constructions.

In

recognizing the occurrence of a direct relationship between
contextual levels from the perspective of the individual,
Kelly (1963) provides an example of direct invariant
relationships, but this is limited to the situation of a
given individual at a single moment in time.

Any such

described relation remains one of "an infinite number of
[existing] ways" (p. 19) or alternate constructions
potentially chosable.
In a non-replicating universe however this begs the
guestion of the existence of the alternate invariant per se.
To explain invariance, some means of extrapolation of selfknowledge must exist which allows singularly existent
perceptions to be adopted in a manner which transgresses
temporal and spatial dimensions.

The resolution of this is

based upon the observation that as the individual may
transgress the delineated conceptions of others, so may s/he
transgress his or her own.
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As the metaphor of time and space are useful to
demonstrate heir constructive nature, so it is useful to
illustrate the origin of invariance. If the individual can
perceive two events in the perceptual moment, and transgress
time, s/he can likewise perceive one as if in two events.
The very capacity of the individual to transgress dimensions
of time and space to see and compare two events similarly
allows the perception of the continuance of one to appear in
what would otherwise be two different times or spaces. As
much as it explains classical assumptions to be subjective
constructions, it also explains invariance as perceptually
subjective.

However sufficient for this examination, the

circularity or tautology here suggests a recognition that the
capability itself demands a qualitative change in the view of
knowledge.

Invariance and the Perceptual Whole
Again, the problem of invariants may be described in
terms of their variation (see language potentials), of the
individual using yet other or alternate choices. But this
presumes discriminatory constructs at all levels of the
continuum, even a text level if text is the focus of study;
it presumes such already exists for the individual.

There

must be alternatives for the individual to use and thus vary
expected responses for variance to appear.

This

interpersonal relationship between invariants (that they
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vary) may also be described as differences in the
categorization of experience. The former presumes
information as cognitively existent though it does not assume
equity (invariant versus alternate invariant).

The later

only assumes that some manner of categorization has occurred,
not that categories are equally differentiated. That is,
variance may not only be a result of alternate
discriminations (variation where alternate choices are made
for the same meanings), but due to differences in meaning.
With the observation of the experientially holistic
nature of perception, I would like to now redress the problem
of invariants in a manageable way.

While it has been shown

that the individual may violate external linkages between
levels of context, it has been noted that from an internal
point of view the links appear to be real.
is similarly describable.

Invariance per se

It is not a viable observation of

the natural universe though it may be subjectively perceived.

The Individual And (Subjective) Conceptual Invariance
Through a reexamination of the individual's capability
regarding the classical assumptions.

I will focus on the

capability of the individual to transgress temporal and
spatial orientations and relate this to the supporting
activity of categorization.

This includes a description of

the origin of invariants, which arguably underlies the
perception of linear causal deterministic assumptions.

These
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assumptions are drawn from the perception of relationships
between invariants. They address relationships between
invariants, as likewise invariant, and hence are responsible
for the perception of direct linkage between or among
contextual levels.
As continuum relationships (narrow-to-greater and
greater-to-narrow) forces the recognition, the assumptions
are interpersonally unviable but intra-personally viable.

In

the same manner classical assumptions are revealed to be
constructs, invariance is also found to be a quality of
constructed conceptualization, of categorization.

To help

make clear the objective versus subjective distinction and to
reflect the epistemological implications involved, at this
point I will use "category" to refer to the subjective nature
of the invariant and "concept" to reflect the social
appraisal of invariants; it represents an intrapsychological
and interpsychological view, respectively.

Redressing the Problem of Invariants
In as much as time is a construct which allows this
analysis, however, there is some question as to which came
first.

It is at this point that a qualitative

reinterpretation of events is required.

The origin of the

'one' event must be explained.
Both the observation that increased contextualization
renders ambiguous analyses and Kelly's observations of an
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ongoing universe ultimately undermines the notion of
replication.

The perception that invariants exist cannot be

technically true.

It may be perceived however in the sense

of restricting, limiting, or decontextualizing an experienced
event.

Less than a fully contextualized event may appear to

span the dimensions of time or space as a pattern or frame.
And therein reading may be perceived as a series of word
recognitions.
As a limitation of experience, an act of categorization
evokes a division or divisions within an existing perceptual
event.

This acts in the present to represent a whole with

internal parameters, or parts.

Experientially whole, any

division is then a limitation created or recognized.

A

memory may be described as one's knowing something in the
past.

This is tautological however because a construct of

time must exist concomitant to the perception of something
in-the-past.

Cognitively speaking, the experience of

temporality, linearity, etc., is not a matter of across time
existences, but a matter of making discriminations in the
literal present.

As discriminations made upon a whole and

present reality, the limitation allowing the perception of
'memories' is shown to also be

constructed.

This may be taken to be a recognition of a relationship of
stability, or a degree of unchangingness, or amount of change
not perceptually accommodated on the part of the individual.
Hence categories may be originally based on the manner of
persistence of experience, as a residual. This produces the
illusion of passivity in perception.
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Clearly, no existential invariant is literal but as a
goal, definition, concept, symbol, expectation or hypothesis,
the quality of invariance may be subjectively perceived if
only in relation to the existential activity of the
constantly and continually 'in-the-present' mind.
Interestingly however is that the most general appears as the
most durable and this is reflected in the continuum as a
progression from readers presence toward differentiated
reality.

The conception of a stable reality arises, then,

through the limitations or unwillingness of the mind to
comprehend its ongoingness.

For example, a memory is a

decontextualization (delimitation) of previously fully
involved activity. It is a result of the psychological
regress because activity continues in the present, and
activity does not continue, in this case, fully in the
literal past.

That literal past is perceived in the literal

present, as a memory, it becomes invariant.

The act of

categorization is hence taken in broad terms as a delimiting
act, the making of a category is an act of limiting
experience, or of a recognition of limitations, that is,
differentiations made on otherwise ongoing experience.
Concepts thus become recognized as construed or
constructed categories, as a result of the individual's
denotation respective to and never escaping the experiential
nature of reality.

It is a discrimination made by the

individual regarding undifferentiated reality. This is not
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without epistemological consequence.

While categories retain

the invariant character of concepts, their development is
shown to be a subjective, derived from experience and hence
perceptually subjective. Categories do not result from an a
priori external or innate realities.

But it arises from the

individual's discriminations of his or her own active
engagement in reality.

Again, this may be exemplified by

what happens to experience when it becomes a memory, and
perfunctorily, it may be noted that memory is the basis for
the construct of the cognitive construct of time, a
prerequisite for at least a formal construct of causality and
determinism.
This brings to view the nature of the origin of
categories as a matter of experiential differentiation.

It

provides grounds for understanding the directionality of
saliency in contextual levels as miscue data demonstrated in
the discussion of language potentials.

And at this point it

may be seen that the greater contextual levels not only
control but come first,

undifferentiated experience does not

become immediately sophisticated and highly technical.

There

is a progressive differentiation of increasing complexity.
Early discrimination are experientially more broad than
later.

Narrow levels of highly discriminated context are

subsequent, not prerequisite, to broader categorizations.
With the recognition that lower levels are not required nor
preexistent, but rather, only come into existence through
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increased discriminations made from perceptually a holistic
experience by any individual, a constructivist thesis for
cognitive activity can be shown.

The continuum I earlier

presented (see Figure 1, Chapter 4) may be interpreted to
represent such a description: Greater contexts are less
differentiated than narrower, and vice versa.
From the individual's point of view, the levels of
contextualization become a description of degrees of
differentiation of experience.

Categories as invariants must

be seen as arising from the delimitation of undifferentiated
experience.
so.

Both the researcher's and the subjects' must be

The creation of knowledge does not move from particular

levels of context in the direction of the reader but as the
reader differentiates experience into or toward the
particular levels.

Information is not self-evident, a priori

nor innate, but made.

Concepts do not arise in a vacuum, are

not a priori realities, and yet may be explained in terms of
differentiated experience.

In terms here, the dimension of

experience, or reality in general, may be taken by the
individual to be the ongoing natural universe.

The Continuum Re-described
Research cited to this point and the criticisms I've
made has been to reveal the problem of invariant
conceptualizations as a problem of ignoring the individual
and the individual's knowledge which gives grounds to
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alternate or divergent interpretations of externally
presented material.

This is effectively an a priori view of

knowledge and one which allows an accuracy thesis to exist
beyond any justification of functionality.

It ignores not

only the individual's control over their own categorical
constructions, but that these constructions are generated by
the individual him or herself. The situation is, rather,
that choices have been made based on existent, if subjective,
knowledge.

Once realized as subjective in origin, the

invariant resulting from categorization becomes a quality of
categorizing, actively, it becomes perceived invariance.

In

this, the division of experience, becomes significant in way
other than providing a rationale for the existence of
alternate invariants, it raises experience per se to a
primary status.
This is consequential as any defined contexts may now be
interpreted as subjectively defined, or, differentiated, the
more highly differentiated the more narrow the contextual
level.

The greater, the more undifferentiated, the more

vague, general, or potential.

If all concepts or factors are

a matter of discriminations made of experience, factor
analysis, as classically understood, requires an epistemic
participant.

The educational significance will be made

clear.
Respective to the continuum, I am simply recognizing the
individual's tacit participation in the construction of
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categories and hence participant role in the social existence
of concepts.

In this, the greater contexting attribute of

increased ambiguity, as a constant dimension of experience,
becomes significant because it explains not just the
confounding variations made due to alternate forms of
invariance as based in an individual's ianmediate and not
necessarily differentiated experience.

It also explains how

this occurs and establishes a holistic view of cognition with
the perceptual or experiential whole as primary.
Lost to the classical view of research is the
recognition of an encompassing dimension of not only an
other-and-hence-variant (which presumes categories), but of
an undifferentiated u/jcategorized reality from which any
category arises.

While invariants have been challenged by

recognition of the potential for variance on logistical and
psychological grounds their epistemological (e.g., a priori,
reified) position may hence be challenged on other grounds as
well.

Consequences of the Subjectivity of Categorization
The observation is that if the classical epistemological
assumptions are constructs which if perceived are perceived
in a unitary form and hence in violation of their own
premises, if the individual does not literally see outside
his or her present time and space, then the perception of
them must be based upon discriminations made respective to
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current experience.

The translation of linearity and

causality, the notion of detenninacy and objective invariance
is revealed to be a matter of cognitive discrimination.

The

recognition of this explanation for classical assumptions as
based upon invariance and invariance as a result of an
individual's categorizations of experience is significant for
at least three reasons.

First as a human activity, it

reveals an unavoidable problem for research not only in its
traditional form but suggests such a form is essentially
natural in origin. Second, it allows the comparison of
research activity to reader activity to be complete.

And

third, it demands the interpretation of the reader as an
epistemic participant in the development of knowledge.

A Continuing Human Problem
First if categorizing is a basic phenomena common and
consistent in the experience of all people, the question of
the 'competent reader' becomes theoretically irrelevant.
Competency is not a question of having or not having, but a
process of development.

In fact, the cognitive activity of a

beginning reader is no different than the most sophisticated
activity of the most extreme positivist.

Categorizing

activity is not different at any level or age and is only
distinguishable in terms of a relative degree of
sophistication of discriminations made which is a matter of
accumulated experience.
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If however, as Faber (1981) noted, a universe once
constructed is then experienced as 'exterior' to oneself (see
Piaget, 1971b, p. 401) then some recognition must be made of
the presumptuousness of the classical characterization of
knowledge and the reification of concepts (see Chapter 7).
Though theoretically irrelevant, the social or interpersonal
'problem' of the competent reader must also be recognized as
a recurring one.
Subjectively, the tacit individually experienced 'whole'
is subject to being perceived as complete and self-evident.
If invariance of an event perceptually persists, however
perceptually subjective , this may consequently be viewed not
only as 'objective' but as 'accurate'.

Perceptions

maintained over time and space, which come to be viewed as
external reality may also be thought to be transferable over
space and time.

Exteriorized perceptions explains the

'covert' and now recognizably subjective, holism of the
accuracy thesis.

As a limitation of experience, it is the

nature of concepts and the basis of their reification, as
well as the basis for the 'object' in objectivity.

When

information is seen as carried into a space and time where it
does not exist this view serves as a basis for a view of
"another."

When invariance is applied to an ongoing universe

which includes others, the result is, by definition, a
subjective view which identifies itself to others by
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identifying who is important (whose view is important), not
what (what is functional to others).
To digress on the notion of constructs, this signals a
warning in that if it is natural to categorize, and
invariance is a characteristic of categorization, then
categorization as a human activity, even by researchers will
continue.

If from a perceptual whole categories arise,

researchers will continue in their approach to examine a
general phenomena by taking it apart.
fragments.

Categorization creates

And whether in a child's jealously comparing his

or her own treatment to a sibling's, or in an elaborate
experimental research design, the generation of
categorizational comparative relationships, that which is at
the core of personal development (e.g., individuation, as I
will discuss) will continue in the most rudimentary and
covertly holistic manner.

Without recognition and

incorporation of this into an understanding of the research
process, it will continue to be considered a realization of
an external and preeminent reality.
Given any event, for example, it is an expected part of
the process for a researcher to derive general categories
from

,65 and proceed as a matter of differentiation

experience

65 It may be argued that this does not explain 'new' ideas.
However, if experience is perceptually whole and unique to
the individual, recombinations of any manner of events from a
perspective that sees them all at once is more than
sufficient to explain 'newness' of ideations. Theories of
juxtaposition and montage (e.g., Eisenstein, 1942; Kuleshov,
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to divide greater contextual levels into elements and compare
those various elements involved.

It is seen in the behavior

of children when they come to difficult passages (Ewoldt,
1977; Gourley, 1984).

If only due to psychological regress,

invariance will persist in at least the broadest of manners,
as in the examples given above, from interest to hypotheses.
Such selectivity is part and parcel to categorizing activity.
Even in 'whole' language research, the phenomena of the
psychological regress which begins to categorize into parts
the whole can easily be found.

For example, after a period

of research comparing instructional approaches, there is
evidence that the more holistically defined approaches are
being 'broken down' for investigation.

Wiseman, Many, &

Altieri (1992) for example, explore differences in three
"literary discussion approaches".

It is as if, from a

classical point of view, and as can be implied from
Stanovich's (1993-1994) position, that eventually there will
be proof that one clearly defined set of materials and
particular methodology will be found to teach any child every
thing.

Various modifications made regarding miscue analysis

demonstrate a similar problem.

D'Angelo, for example,

suggests taking apart the miscue classification scheme and
putting research attention toward only substitutions (1979,
1980, March).

The point is that from the point of view of

1974), are indirectly an analysis of confrontations with
greater contexted undifferentiated reality.
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differentiation of experience, comparisons are a natural
product of categorization, and there is no difference between
this pattern in positivist research and that found in a
child's assessment of which sibling is getting more
attention.
The significant issue here is that narrowly contexted
research cannot be faulted because of a failure to be
internally consistent but can be faulted for its
inappropriate generalizations as applied across a population
and rejection of a theoretical representation of individual
readers.

Its findings are not false, given the design and

context, but must be seriously qualified in application. The
discrepancy between phonics and whole language research is
hence found to be a result of the level of contexting
included.

Miscue analysis effectively includes a concern up

to and including the presence of the reader.

Classical

research in effect actively seeks the reverse.
If the general goal of addressing greater and greater
contexts represents a natural progression in the history of
any science, miscue analysis may hence be removed from the
view that it is a different way of viewing readers, a new
paradigm (Harste, 1985; Oberle, 1991; Nicholson, 1992;
Weaver, 1985; Hairston, 1982; Stanovich, 1990; Otto, 1982).
Or it is limited in application (D'Angelo, 1979; Goldsmith,
Nicolich, &

Haupt, 1982; Long, 1984).

Or it does not

concern itself with the basics (e.g., phonics).

Quite the
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reverse is apparent.

It is not a different paradigm as much

as it is a broadening of the original.

It reaches in

practice what early investigators advocated in their broad
definition of reading but failed to adequately supply,

it is

more broadly applicable than previous research because it
addresses the active thought processes of readers.

And, it

reveals rather the significance of meaning as more basic than
phonics to reading.
By productively addressing greater and greater
contextual levels of involvement miscue analysis must be
considered, in the history of reading research, as progress
in the most meaningful sense of the term.

It represents, as

the continuum would indicate, not 'progressivism,' but
literal scientific progress.

The Research Analogue Completed: Strategies
Education consists in learning to solve problems; or
learning to inquire and conduct research; or learning to
appropriate and test knowledge. The model for these
theories, which take their bearing from the influential
pragmatic philosophy of John Dewey and are often
referred to as "progressive," "instrumentalist," or
"experimentalist" theories of education, is to be found
in modern scientific knowledge and its emphasis on
method. ... Dewey's definition of method, for example,
is one that make over reference to content. "Method
means that arrangement of subject-matter which makes it
most effective in use. Never is method something
outside of the material." For Dewey the content of
education lacks value in itself ; it receives its value
only when it is ordered to the solution of a problematic
situation. ... [H]e contends that "education must be
conceived as a continuing reconstruction of experience"
- a reconstruction "which increases ability to direct
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the course of subsequent experience" and which adds
power and control. (Gallagher, 1992, p. 170)
Second, because categorization is a subjective process,
the research enterprise itself may be viewed as an analogue
to Goodman's interpretation of miscuing (see K. Goodman &
Burke, 1973; K. Goodman & Y. Goodman, 1978).

If the

invariant conceptualization is a subjective reality, then the
constructive nature of the research enterprise, which is
again ostensibly to understand reality, is directly relatable
to the process of reading as described by the Goodman theory
of reading.

The strategies adopted by science are not

disparate to Goodman's reading strategies which evoke
recognition of the 'scientific method' itself.
For example, an examination of the reading "strategies",
initiation, sampling, inferencing, prediction, confiannationdisconfirmation, self-correction and termination (K. Goodman
& Burke, 1973, K. Goodman & Y. Goodman, 1978), describes
effectively the historical substance of all scientific
investigation.

Given that professional researchers, as is

clear in the domain of positivists, tend toward the denial of
self-involvement, in deference for conceived invariant
conceptualizations which in actuality are subjective
perceptual constructs, the recognition of the presence of the
individual participating in research warrants serious
consideration.

In this evaluation is a reflection of

services, not children.
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The development of science itself is an analogue to the
development of the reader.

Rather than "proof" or the

revelation of "truth" in science, a more pragmatic view is
suggested and one more in line with respect for not only
individual constitutions but the constructive capability of
the individual. It is likewise suggested that evaluation is
a matter of inclusion of the maximum breadth and depth
possible given acknowledged constraints, and that evaluation
be based not on hypothetical postulates of "intelligence" or
"ability" but achievement as grounded in the logistics of
providing appropriately for the individuals involved.

The

issue is whether the logistical decisions are appropriate for
the experiential requirements of the learning expected.
Given the above discussion of qualitative and
quantitative research perspectives as endeavors related by
epistemology across the contextual continuum, an
understanding of miscue analysis additionally provides for
the "presence" of the investigator as a continuum analysis
demonstrates.

To be fair, science is not technically lacking

in this respect,

while the quality of tentativeness (a noted

accommodation from the beginning in miscue analysis, See K.
Goodman, 1967), for example, is presumably understood to
underlie all theoretical science (Corson, 1985-1986; Popper,
1963).

Such a standard however is rarely met by classical

researchers in practice.
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Learning: The Individual as Epistemic Participant
Finally, the recognition of the experiential grounds and
constructive nature of knowledge demands an other than
invariant 'object-transference' understanding of learning.
Recognition of a reader's experience as the grounds for
cognitive activity is concomitant to recognition of a
reader's very existence, the inclusion of which suggests
seriously different interpretations to those found in a
classical view.

Fortunately there is clear support in the

literature in this respect.

After a discussion of the limits

of the objective reality of research categories (factors) in
general, it is to this end that the following chapters will
be directed.

Toward a Final Critique of Classical Epistemology
Before discussing the individual's relationship to
experience one observation must be made.

If invariance is a

subjective perception then all manner of invariants must be
revealed subject to experiential ambiguity.

Even the more

accepted levels of 'concrete' knowledge must be shown in
terms of their nonabsolute quality.

Highly discriminated

levels of 'operationalized' definition must be shown suspect.
While it has been relatively easy to reveal the problem
of the invariant concept at greater levels of contexting, it
is less obvious that its ambiguous character can be shown at
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narrower levels.

In terms of broadly accepted common

sensical concreteness of a 'letter' or a 'word', the
obviousness of their reality appears inhibitory. The problem
however is in essence the problem just mentioned,

it is a

problem of the un-self-consciousness of the competent reader.
As previously discussed, once discriminations are made, their
constructed nature becomes invisible to the user.

The

following analysis will reveal the ambiguity involved.
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CHAPTER 11
AMBIGUITY ACROSS THE CONTINUUM

To be clear about the grounds for further discussion,
all levels of the continuum must be addressed.

My thesis is

that conceptual invariants rests upon categorization, and all
categorization in turn rests upon undifferentiated
experience.

Under these conditions, if any level of context

were truly invariant, then classical assumptions would have
grounds, and could not be violated as is so easily
accomplished at the level of the individual (see discussion
of language potentials in Chapter 5).

In describing the

individual's relationship to "other's" invariance as
ambiguous, this squares itself as a central characteristic,
and consequently is necessarily at play at any level with
which the individual is involved.

The interpersonal failure

of invariance cannot be selectively applied.
If the classical assumptions and the perception of
invariance is subjective in nature and arose as
discriminations or the categorization of undifferentiated
experience then that characteristic of indefiniteness in
experience must underlie any construct.

If it is a matter of

discriminations made within the whole of experiential
reality, then the less differentiated precedes the more
differentiated, which is itself a statement of development.
If the argument to this point is valid, then the
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'appearance' of greater stability at narrower contextual
levels rests not on greater epistemological stability at
these levels or the gradual appearance of classical epistemic
validity as lower "more objective" levels are approached.

It

rests rather upon the agreement among those who agree (Kuhn,
1970).

The increased obviousness of narrow contextual

invariance (that of letters and words, for example) is a
result only of the increased appearance of social agreement
at narrow levels.

In the view of Finlay & Faith (1987), a

language's orthography would have serious "objective" rank
among a literate people.

It would 'appear' more objective

than, for example, the meanings within a language's lexicon
in which increasing ambiguity becomes apparent.

In earlier

discussion however, this has been shown to be a subjective,
self-representation of a competent reader.

If constructs are

not pre-existent in all individuals (e.g., as in a student
versus adult relationship) but must arise from subjective
experience, then such is significant.
Again, the indefinite dimension of invariance at all
levels of the continuum must be substantiated.

If any level

were literally invariant rather than merely subjectively
perceived as invariant, such would provide a ground for
extrapolation and justify the literal acceptance of a
classical epistemology.
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Observations on Language: Definite or Indefinite
The surface structure preserves the form of an utterance
or written message, and the deep structure contains the
potential for meaningful interpretation by a listener or
reader. Since there is no one-to-one correspondence
between surface and deep structure components of
language, the reader doesn't "map" directly from surface
structure to meaning. The acquisition of meaning is a
creative, reconstructive process rooted in the reader's
prior experience and language knowledge. It is
therefore probable that a reader may depart from exact
"parroting" of the text while making meaningful
substitutions, insertions, omissions, and regressions
for self-correction. (Bean, 1979, p. 402)
Language is commonly recognized to be an arbitrary set
of symbols which represent meaning.

Were this truly

understood there would be no debate regarding the causality
assumption of classical research.

It is rarely, however,

treated this way in practice, and even less so in traditional
schooling (e.g., the "semanticsI" defense in polemics).

Thus

far I have argued that a direct representation of meaning is
untenable from other than a uniquely individual point of
view.

The view of the individual not only 'makes sense', but

makes sense in that the world is a reflection of the
knowledge s/he constructs.

In other words, mirrored.

There are many descriptions available of a learnercentered view of individual meaning and all are potentially
misleading for reasons which have been discussed (e.g., the
mixing of metaphors and the treatment of concepts as
invariants).

Even the above quote implies redundancy and

reflects an accuracy thesis in its use of the word
'reconstruction' rather than 'construction'.

Not only does
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idealism too easily invade conceptions, but it is entirely
questionable whether any specific attribution can actually be
assigned to concepts as is done in their operationalization.
Other than a concept, what a "teacher" is, for example, is,
in fact, ambiguous and ambiguous in an ongoing fashion as any
given teacher meets the daily challenges of the classroom
attests.

The same observation can be made of language in

general.
Not even linguists can describe with any adequacy the
rules by which grammatical and ungrammatical sentences
can be distinguished. (Smith & Goodman, 1971, p. 178)
In a like manner, there is difficulty in defining numerous
linguistic terms such as 'word', 'sentence', etc., not simply
in terms of the awarenesses of children (see Downing &
Oliver, 1973-1974; Hare, 1984, for example), but also from a
linguistic technical point of view.

Definition of these

terms appear to inevitably become tautologies; What it is, is
how it is defined; how it is defined is, is what it is.

One

side is essentially a 'mirror' of the other, a direct
relationship of one invariant conception to another.
Descriptive linguistics operates upon general
conceptualizations which are accepted through particular
examples but which only survive as tautologies, and this as
supported by social consensus. Like "context" discussed
earlier, the meaning of 'word,' for example, is not
consistent in its research use (Weaver, 1967).

And

furthermore, as Weaver states, any word becomes vague when it
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is examined in terms of meaning.
[Word as a linguistic unit] can be dealt with very
rigorously, linguistically, because the analyzer has an
extended fixed body of material from which he can derive
'rules ' that appear inherent in the material.
Psychologically, the unit is much more ephemeral. It is
very much like Miller, Pribram, and Galanter's [1960]
'plan.' It is a very close relative of the
Bewusstseinslagen of the Wuerzburgers - i.e., an
unanalyzable attitude, categorized by the linguists into
a rational set of 'rules' which the organism 'acts upon'
but does not 'know.' (p. 266)^^
Lenneberg (1975) remarks, "On the phonological level of
analysis, it has been known now for over fifty years that the
apparent discreteness of speech sounds is a perceptual
illusion" (p. 24).

Lenneberg (1975) takes a similar position

regarding syntax.
On the syntactic level, also, it is becoming clear that
the discreteness of most units is basically a
methodological abstraction. ... [C]ertain syntactic
categories are not sharply demarcated, but grade into
each other, thus forming a continuum rather than
separate classes (p. 21).
Language in its very elements appears to be less a direct
representation of a singular static invariant reality and
Weaver also notes the exported social dimension of this
research attitude, albeit at a narrower level of
contextualization, when teachers take wordness as selfevident. "[T]here is an apparent contradiction in the
attitude of the teacher toward the word as a unit of language
and that of the linguist and certain psychologists who base
their experiments on the logical analyses of the linguists.
There is little expressed doubt by the teacher of reading
that the word is other than it appears - a definitive
language unit, the attainment of which leads to the learning
of the particular segment of behavior implied by the word.
An insidious effect seems to result when the further
assumption is made that there is a simple one-to-one
relationship between learning a word and learning a concept
(Weaver, 1967, p. 267).
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more like a reputation, or "attitude" to use Weaver's word
(1967, p. 266), more a matter of experience than definition.
Indeed, if reputation is viable then there would an aspect of
trust to any word's meaning (Mehan & Wood, 1975).

Noting the

nature of the psychological regress, this indeed seems to be
the case.

As representative of the nature of agreement,

knowledge rests on the question of whether trust can be
brought to what is 'known'.

The individual as well appears

to be more reputation than actual representation of what is
presumed known about him or her, and then, it is only as a
matter of self-awareness (self-definition) or reflection as
recognized through others' conceptualizations (social
commitas) (Vygotsky, 1979).

As may be tacitly recognized,

any self definition does not linearly causally determine the
future, whether one wishes it or not.

Meaning and the Individual
Meaning is not only personally, but experientially
unique, and, I show clearly in the following chapter, is not
preexistent but progressively symbolic toward the
conventional sense (Goodman, 1988, July; Piaget, 1955, 1971a;
1971b; for example see Moffett, 1965).

As above discussion

indicates, unfortunately, it is in the same manner in which
the individual has been treated in classical research that
meaning has often been segmented into factors assumed as
self-evident (which is true if 'self refers to the advocate
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rather than the event), or homogenized into irrelevance.
Meaning suffers the same terminological fate as context.
Too often, ... , meaning is taken as some monolithic
entity, some indivisible mass, that is decoded by the
reader and shoved ultimately into long-term memory.
Often a researcher will speaJc of meaning, when in fact
he or she is really talking about one aspect of meaning.
(Cambell, 1980, p. 46)
And even then, as Lenneberg (1975) writes.
In the history of natural languages, the morphology of
semantic fields changes more rapidly than any other
aspect of language, many words acquiring new meaning
within a matter of years. Meanings also change in
ontogeny .... Thus one gathers that meaning reflects an
extremely labile process or, to use our earlier
terminology, very unstable activity states, (p. 31)
Consequently, and in tune with previous argument, a
considerable amount of meaning in the form of experiential or
tacit information readers possess has been forgone.

Not only

has there been and ignoring of the reader's being present in
any classical situation, as defined or designated by
researcher or reader, but the significance of the reader's
experiential awareness, reader "presence," has been ignored.
Meaning is not only unique to the individual but must be, to
the extent the individual is experiencing reality,
underscored by an underlying indefiniteness.

Engagement and Social Commitas
Exactly how indefinite even the most basic elements of
language are is made clear in an experiment by Mehan & Wood
(1975).
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[The researcher] instructed students to converse without
letting any statements pass that they did not
immediately feel they understood. ...
During a conversation (with the Experimenter's
fiancee) the E questioned the meaning of various words
used by the subject. For the first minute and a half
the subject responded to the questions as if they were
legitimate inquiries. Then she responded with 'Why are
you asking me these questions?' ... She became nervous
and jittery, her face and hand movements ...
uncontrolled. She appeared bewildered and complained
that I was making her nervous and demanded that I 'Stop
it?'
The fiancee at last covered her face with a
magazine and refused to talk. Their orderly relations
had been temporarily anomicized. ... His refusal forced
the other interactant into simulating schizophrenia" (p.
13-114).
It is significant how tenuous the substance of knowledge is,
and how easily the underlying agreement as to what is 'real'
can be breached, even with adults.

While this is a procedure

the authors do not recommend, it is worthwhile to compare it
to more traditional classroom questioning practices (see
Dillon, 1982a, 1982b; 1985, 1988; Singer, 1978; Wiesendanger
& Wollenberg, 1978 for discussions of negative influence of
classroom questioning).
Again, language appears by reputation rather than
representation.

And this underscoring the significance of

agreement with differentiated invariants, and the
significance of trust in the individual's experience of them.
Emphasizing the significance of engagement independent
of language, especially for early learners, McGinnis (1979)
reports an instance of a child's relationship to
decontextualized repetition.
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[H]his four-year old daughter Melinda acquired a
fixation for "The Three Little Pigs" and demanded that
he read it to her night after night. Mr. Maxwell, very
pleased with himself, tape-recorded the story. When
Melinda next asked for it, he simply switched on the
playback. This worked for a couple of nights, but then
one evening Melinda pushed the storybook at her father.
"Now, honey," he said, "you know how to turn on the
recorder."
"Yes," said Melinda, "but I can't sit on its lap"
(p. 87).
In form, this draws attention not only to the significance of
engagement as the greatest contexting level of the continuum,
but to the problem in education as a matter of logistics.
Regardless of how, to use McGinnis's language pleased with
themselves classical researchers may be and secure in their
research findings, interpersonal application is questionable
without the greater contexting of social commitas.

As Warren

& Warren (1970) found in the repetition of words, and
repeated readings are found to be of negative value after the
second reading (Amlund, Kardash, & Kulhavy, 1986), the
individual drifts from their engagement in the
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process.

Of course this is the interpersonal view. Intrapersonally, the reader's use of regression (K. Goodman, 1967)
has been shown not indicative of 'error', but contributing to
the making of meaning (Beebe, 1976; Ekwall, 1974; Garner &
Reis, 1981; Hanes, 1983; Lipset, 1976; Sanacore, 1985). It
is an example of the question of who is in control. Where
repeated readings appear to work, this intra-personal aspect
has rarely been dealt with in the studies because of the
studies' narrow contextual focus on accuracy and fluency
(e.g., Dowhower, 1986, 1994; Herman, 1985; Koskinen & Blum,
1986; Samuels, 1979). Repetition is positive only when it
engages the reader. Except for the study of Amlund et al.
(1986), only miscue based research and whole language
research clearly demonstrate this (e.g., research on
predictable books; Bridge, Winograd, & Haley, 1983; Carwile,
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Reminding one of Mehan & wood's (1975) experiment above,
the significance of social commitas is made clear when Maring
(1969) asks a 4-year-old to go get a "framish" (p. 12).
four-year-old goes looking for it.

The

Again, not a procedure to

be followed, it, like cloze procedure at the semantic level,
reveals the underlying trust toward natural experience.
Here, clearly utilizing syntactic knowledge, such is yet
underpinned further in the child's expectation that the
requested 'framish' will be found.

She uses what she knows

to get to what she doesn't know, her activity is to make the
indefinite definite.

It is not a question of the word

'framish' causing any knowledge in the child, nor the ability
of the child to say the word, but a matter of the child's
eventual discrimination of that particular, and this, as
derived from the environmental integrity of the child's
experience.

Within the context of experiential engagement is

also revealed the differentiation activity of the child.

On Interpersonal Ambiguity
Because of the capability of the individual, as
described above, the individual can be considered a focal
concept.

The problem of invariance is ameliorated if not

removed by defining the individual in terms of a capability
which is responsible for invariance.

As noted, however, it

1990; Chang, 1987; Chang & Watson, 1988; Gourley, 1984; Lim,
1987; Reutzel & Fawson, 1991; Simons, 1992).
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is singularly subjective.

As Laing (1967), recognizing in

broader terms what Steinberg & Cazden (1979) observed
regarding the inaccessibility of an individual's
consciousness:
I cannot experience your experience. You cannot
experience my experience. We are both invisible men.
All men are invisible to one another. Experience is
man's invisibility to man. Experience used to be called
The Soul. Experience as invisibility of man to man is
at the same time more evident than anything, only
experience is evident. (Laing, 1967, as cited in
Bannister & Fransella, 1971, p. 11)
Ambiguity across all levels of context demonstrates the
notion that all knowledge must be dealt with from the point
of view of the present in which it is experienced, that is,
fully contexted.

If the ambiguous character of invariance to

other individuals is not recognized and an understanding of a
similar subjectivity in "others" is rejected from the
individual's definitions of reality, a transmission or
"accuracy" model of education is born.

The alternative is to

incorporate respect for individual contexts are recognition
that communication is an interpersonal relationship, to
begin, as K. Goodman (1971; 1980) suggests, where the learner
is.

This is a view inclusive of the greatest contextual

aspect of reading, the individual reader.

Ambiguity in Classical Research
One way to bring the problem of basic indefiniteness of
conceptualization home to classical research would be to ask
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for a prediction of the field's own future.
necessary ambiguity becomes apparent.

Inunediate and

This rests not simply

in that various potentials are available respective to the
self-admitted incompleteness of the scientific efforts, but,
if a prediction is made, ambiguity rests in the very
unrealized nature of the prediction.

It would lack in

specificity, which even an on-target prediction would entail,
because it would not be specified in the particular in the
present.

In other words, for a prediction to be a

prediction, the findings can't yet be in.
As obvious as this seems, it draws a qualitative
distinction between a prediction and the eventual definition
of the event predicted.
present in a prediction.

The discriminated levels is not yet
It is necessarily ambiguous.

In

1846, for example, Faraday wrote;
[F]or even to allow to myself my ideas on this point
appear only as the shadow of a speculation, which are
allowable for a time as guide to thought and research
... how often their apparent fitness and beauty vanish
before the progress and development of real natural
truth (Faraday, 1846, May, cited in Birdwhistell, 1970,
p. 91).

Differentiation in Classical Research
Regarding limitations of science in another way, would
be through asking if any level of analysis is itself
complete, or exhaustive. Clearly representative of the issue
of differentiation, and as relevant today as when written.
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Nobody ever measured anything exactly. Scientists know
this and that is why they are always trying to invent
finer instruments of measurement. They say an
instrument is accurate down to one ten-thousandth of an
inch, but never that it is accurate. When we put our
finest measuring devices on it, all we get is an
estimate of its length. It is like the estimate we make
with our eyes, except that it is more accurate, although
the one we make with our eyes usually has more value in
use (Kelley, 1947, p. 35).
On this point, ambiguity is revealed in the most narrow and
well defined aspects of investigation.

Questions remain,

both through the incompleteness of investigations and due to
events in the greater field of experience.
Halliday takes a proactive position on this problem in
his conception of "levels of delicacy" (Fries, personal
communication, July 18, 1988).

In this the linguistic

question is not whether one is correct or not about the
reality of what is said, but to what degrees, or level, of
analysis one can or wishes to do.

In the least, through such

a view of research the logistical implications become
apparent.
Due to the always present anomalies or the level of
differentiation reached, the short comings of theoretical
constructs are revealed that spurn investigation onward to
further accommodation of the nature of the current, and
greater, present reality.

As the universe impinges upon

research constructs, the arena broadens.

It is as much an

issue of constructs in the sciences as it is an issue of
categorizing behavior for the earliest reader.
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Absolutes and Invariants versus Inquiry and Experience
The issue of greater contexting is as much a principle
motivation of science, as it is the earlier mentioned
strategy of critique.

This is because respective to any

given, a criticism can always compare it to the experience of
the "real world", in which anomalous confounds are always
present, the world from which positivists have so isolated
themselves in social research.

Some may argue this is not

limited to even the realm of the social reality.
Our absolutes in the world of knowledge become a little
ridiculous when we look back at the absolutes held by
others in the past. We assume that they did not have
the answers, but that we have. We laugh now at the
'know-it-alls' who said the world was flat; we are
mildly amused at those who found all the answers in
Newtonian physics or in Euclidean mathematics. We find
it easy to believe that while their answers were wrong,
ours are correct; not only that they are correct, but
that they include all there is to know. The 'know-italls' in the future will laugh at our conceit (Kelley,
1947, p. 58-59).
From an experiential point of view, there is no less
ambiguity to currently accepted classical concepts in science
if only through their lack of completeness.
knowledge is yet elusive.

Absolute

Even given such knowledge exists,

reality or experience has yet to give up all its secrets.
Hence the goals, the predictions, or the nature of findings
may best be described as constructs, premature, if not
inappropriately applied to, and/or, against the always
greater organizational activity of individual involvement.
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Research In Reality: Invariants In Experience
With metaphorical insight into factorial researcher's
relationship to experience, James (1961) writes clearly of
the relationship between the invariant and the ambiguous,
What must be admitted is that the definite images of
traditional psychology form but the very smallest part
of our minds as they actually live. The traditional
psychologist talks like one who should say a river
consists of nothing but pailsful, spoonsful,
quartpotsful, barrelsful, and other moulded forms of
water. Even were the pails and the pots all actually
standing in the stream, still between them the free
water would continue to flow ( p. 32)
As has been noted (Kolers, 1968a; Wardhaugh, 1969a; Farr and
Weintraub, 1974-1975, Wolf & Tymitz, 1976-1977) classical
research has contributed little to the overall progress in
the field of reading.
It is ironic that the most important challenge for
classical research has been to "predict and control" reality
(Kelly, 1963; Walker, 1963, p. 1) and in the process has
created limiting structures to do so.

The epistemological

problem is that to be complete it must explain experiential
reality.

And likewise, to explain experiential reality, it

must categorize and represent reality.

But reality is a

constantly and continually ongoing one.

Hierarchy or Transformation; The Direction of Science
Ostensibly improving conceptions used to address reality
is a motivation of research.

Concepts are easily rejected

which do not find grounding in experiential reality.

And
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given that in terms of concepts, "certain knowledge" has not,
at least so far, been attained, it must be constantly and
continually open to some possible, invalidating feature of
reality, some new input, anomaly, or experiential change.
Cognitively speaking, this forces a 'redefinition,'
'revision,' 'self-correction' to use the terms of miscue
analysis, or increased differentiation. This is in an effort
to remain relevant to the present, as the present is
experienced.

The field of investigation may change over

time, as in the case of the historical variations in
languages.

In form, the process of improving conceptions is

the activity of differentiating conceptions, and in this, it
can be taken as no different from the activity of any
beginning reader.
Unfortunately, as noted above, in the social sciences,
this representation often appears to obscure rather than
illuminate.

Indeed, the history of sciences search for

lawful action is in actuality a collection of tentative
proposals for defining hoped-for transcendental invariants in
a search for an 'actual' or 'ideal' invariant (Kuhn, 1970).
Science appears to be a struggle to decide conceptual
priorities.
Most research and theoretical texts examined regarding
the use of context appear to be concerned with just this
struggle.

Yet ultimately, the concern is necessarily with

experiential reality.

The history of science however shows
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increasing context is the measure of success.

Reality as the

context of science, it must be recognized, is nothing less
than all that exists and remains so regardless of the
conceptual analyses generated.

The quality of the

relationship between knowns (which are invariant) and
unknowns (which are indefinite) is no different for any who
are involved in the construction of knowledge.

Implications
The problem for classical research is that exclusion of
a reader's presence makes research findings ambiguous. This,
because not only are specifics in individual terms
interpersonally ignored but because those specifics are
ultimately ambiguous.

The 'appearance' of certainty rests

most clearly in the more shared social world of tacit
agreements.

More significantly, the appearance of invariance

rests in the subjective experience of the user.

As an

underpinning orientation, the epistemology of invariance, as
shown above, is considered antithetical to learning where
change through growth and development is sought.
As Andrade (1994) noted, classical findings suggest all
readers are typical, even where none are.

Again, it is here

where all research conceptualizations, by way of a causal
epistemology that does not accommodate the capability of the
individual nor the subjective nature of its claims, and
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actively avoids recognition of conceptual ambiguity, run the
risk of becoming statements of power relationships.
While the general analysis above demonstrates that on
absolute grounds (the grounds of linear deterministic causal
epistemology) indefiniteness appears to permeate the
character of invariance throughout the continuum, this is not
the subjective experience of the individual.

As Kelly's

(1963) description of individual constructs revealed, the
epistemology is, for the individual, internally viable, even
a source of empowerment in the prediction and control of the
individual's own behavior.
The general analysis showing the problem of
indefiniteness underlying the invariant view at any level of
the continuum, in other words, the experiential problem with
representational symbols, challenges the presentation of
invariants as perfunctorily self-evident.

Their existence

hence cannot be a priori or a matter of "revealed truth"
(Suppe, 1977).

Invariants are constructed by the individual

and drawn from their ongoing experiential reality, not
divorced from it.

If organizational information is not

directly embedded in the existence of a representational
invariant, which my critique of the accuracy thesis
demonstrates, then it must be 'revealed' in another way.

CHAPTER 12
COGNITION AS INDIVIDUATION

The contents of conscious experience with their
subjective qualities, long banned as being mere acausal
epiphenomena or as just identical to brain activity or
otherwise in conflict with the laws of the conservation
of energy, have now made a drcunatic comeback.
Reconceived in the new outlook, subjective mental states
become functionally interactive and essential for a full
explanation of conscious behavior. Traditional
microdeterminist reasoning that brain function can be
fully accounted for in neurocellular - physiochemical
terms is refuted, as are also former assumptions that
traditional materialism provides, in principle, a
complete coherent explanation of the natural world. ...
In the new synthesis, mental states, as dynamic emergent
properties of brain activity, become inseparably
interfused with and tied to the brain activity of which
they are an emergent property. Consciousness in this
view cannot exist apart from the functioning brain.
(Sperry, 1993, p. 879)
As Sperry (1993) writes, recent conclusions in cognitive
psychology are beginning to confirm that consciousness is not
an abstract phenomena independent of the world of events.

In

Deweyan fashion consciousness only exists as what it knows.
Though Sperry himself suffers somewhat from a mixing of
metaphors (e.g., noting "states" as

"dynamic"),^8

there is

As noted in my discussion of researchers and reflection I
view this problem as a result of the regress in his own
effort to be "objective" about the new recognition of the
significance of "subjective" mentality. Sperry's treatment
of consciousness as existing rather than developing is also
an example which creates mixed messages. Consciousness that
exists lends itself to a potential reification which is a
problem wirh most views from a 'competent' perspective,
including Sperry's. Educators it may be noted are in a
singularly unique position in that they face questions
regarding the development of consciousness, awareness, etc.,
more as a matter of course than those in any other field.
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clear indication of a virtually transactional definition of
the individual.

In effect, it is a reinterpretation of the

classic distinction between thought, object, and word in
which properties of mind are interfused and made specific to
the individual.

This is in opposition to what classical

research considers an issue of an invariant external cause
from which arises the issue of control.
Dewey & Bentley (1949, 1946a, 1946b) make a point
similar to Sperry's.

They unify thought and word in their

discussion of transaction.

Through a reexamination of the

writings of Pierce that suggests language and idea be treated
as one aspect of two ("men and things", p. 5), they emphasize
this in opposition to a view that analyzes language as a
trilogy ("word, idea, and object").

They suggest a unity

between word and idea when they write;
Consider again what Peirce, ..., wrote about the sign
"lithium" in its scientific use:
"The peculiarity of this definition - or rather this
precept that is more serviceable than a definition —
is that it tells you what the word "lithium" denotes
by prescribing what you are to do in order to gain a
perceptual acquaintance with the object of the word."
Notice the "perceptual"; notice the "object" of the
"word." There is nothing here that implies a pattern of
two orders or realms brought into connection by a third
intervening thing or sign (emphasis added, Dewey &
Bentley, 1949, p. 5).
This unification of sign and idea as perceptual activity is
critical, in my view, for understanding Dewey and Bentley's
They are primarily not concerned with consciousness as a
point upon which to reflect and debate, but with its ongoing
development.
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concept of transaction, something likewise critical to an
understanding of miscue analysis (See Goodman, 1988, 1994).
Both demand the recognition of an underlying experiential
dimension.

Contrary to classical assun^tions requiring

invariants under the presumption of a direct connection
between two expressions, if sign and idea are inseparable
then one cannot 'cause' the other (see discussion of
mathematical identities).

A word does not 'represent' an

idea.
We proceed upon the postulate that knowings are always
and everywhere inseparable from the knowns - that the
two are twin aspects of common fact. (Dewey & Bentley,
1949, p. 53)
Direct-Connectedness
At a glance Dewey & Bentley's focus on 'men and things'
rather than 'men, ideas, and things' may appear problematic.
Thought, or idea if treated as a semantic level of context
appears then in a direct relationship to words, thought being
made specific to word use.

Dewey & Bentley's unification of

the idea and word seems to legitimize the classical view,
that there is a direct relationship between words and
meaning.

From the subjective view of the researcher, this

can feed the idea that words and thought are therefore
separable, may be assumed to be equal, and treated as
mathematical identities and that if variation exists in one,
such indicates a problem with the other.
In other words, it may appear contradictory to at once
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suggest language and thought are singular but that greater
contexts of meaning introduces a potential for variability
where thoughts can be similar but expressed using different
language.

As in the case regarding classical assumptions and

as noted earlier through the characterization of the
individual however, the direct relations exist in the intrapersonal view of the singular perceptual whole. This does
not survive in interpersonal relationships.

It may hence be

said that subjectively, language cannot be language without
thought.

Objectively viewed however, there is no

mathematical identity between one person's language and
another's thought.
What Dewey & Bentley (1949) unify is the individual
significance of differentiated thought and language.

This

they have placed in the context of the individual through
activity.

The word and thought is an individual's

specification of activity.

Indeed, Dewey & Bentley's

unification of word and idea incorporates greater contextual
influences, including reader activity, which undermine the
notion of mathematical identities.
ongoing.

It is integrative, and

For an observer, questions regarding other than

narrow levels of contexting become appropriate at narrow
levels of context, as, for example, the questions utilized in
miscue analysis.
This qualitatively changes the interpretation of context
in terms of reader involvement by integrating all levels
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within specific language events, events classically taken as
representative of greater contextual levels. The individual,
as suggested and in line with Kelly (1963) penetrates the
entirety of the continuum when s/he uses language.

Each

language 'part' is specific to how the individual scopes
their behavior into it.

If all levels are integrated into a

specific word use, mathematical identities are not supported
but rejected on the grounds of greater contextual influences.
Language in effect is no longer an invariant but
anchored in individual signification.

Under these generative

conditions, 'error', which is based upon comparisons to
established invariants, cannot exist. Language represents
directly a specific activity and hence the self-regulatory or
differentiation of behavior by the individual.

Subjectively,

letters do not exist independently of their relation to
words, words to sentences, and so on, along the continuum
toward recognition of the presence of the reader.

Except for

typesetter, filing clerks, and certain linguists, the
'alphabet' is essentially meaningless.

From a research point

of view, variations of 'representations' of language must be
explained qualitatively through individually grounded
'meaning'.
The classical treatment of language as inter-relatable
bits and pieces, as mathematical identities, at the same
level of context comes to result in the problems previously
discussed, greater contexting becoming a confound to direct
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'representation'.

As noted in my critique of the classical

view, if a sign does not produce an expected response then
greater contextual, experiential levels must be deferred to.
Eventually the classical epistemology of the external
objective invariant breaks down.

At this point respective to

classical epistemology there are two possible decisions.
One, akin to Stanovich's (1993-1994) advocacy, to assume
faith in the eventual classical research goal of discovering
a transcendental law which governs all cases directly.

The

other is to recognize that experience contributes
significantly to the problem at hand and must be recognized
as qualitatively different in character to an invariant.

Word-Behaviors, Miscues and Experience
No doubt a reason for some of the confusion in the field
of reading research is the part experience (as demanded by
inclusion of greater contexting) plays in the individualized
development of language facility.

A classical view focuses

attention on differing research interpretations of thought by
looking at different levels of contexts.

These vary in scope

and potential of influence and can yet always be challenged
by the individual.

Individual divergence is assured because

no two individuals are, nor can they be, mathematically
identical and hence there are no direct sources of
interpersonal mathematical identities at narrow levels of
contexts.

Letters or words may be interpretively similar but
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cannot be the same between individuals. The classical view
pays lip service to the recognition that linguistic activity
surrounded by greater contexting, which itself has effects.
It presents on the surface a concern that a broad definition
of reading is significant.

But though subjectively

understood the epistemology in practice results in a
methodology which opposes accommodation of individual
divergence.

In practice, the individual is ignored.

A classical perspective views any greater contexting
only as invariant and any lens available as invariant or
directly connected to the level of operationalized
specification. The specification adopted is that of the
research, not that of the individual. The classical
interpretation of language as invariant, the external
treatment of language as invariant, in effect, renders its
own contexting irrelevant and consequently, negates activity,
negates experience, and, in the end, negates learning.

Experience versus Invariants
By ignoring the experientially grounded influence of
greater contextual levels as qualitatively different,
classical research collapses idea and word in a different way
than Dewey & Bentley.

It presumes all aspects as invariant.

It does so without the intercession of activity and in an
attempt to establish invariant relationships.

Each position

exists clearly in the literature. (See the earlier
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comparison in Chapter 4 of the two depictions of
relationships between levels of context, Gray, 1960, Figure
2, versus Y. Goodman et al., 1987, Figure 3).
Dewey & Bentley do retain the conception of things but
even here a new understanding is presented through the
reinterpretation of the word-idea as what "to do", or as
"word-behavior" (1949, p. 123).
to knowledge through activity.

Things can only be brought
As specified by the word-

behavior of the individual, knowledge represents not the
thing itself but how it is acted upon or used by the person.
In introducing a dynamic relationship to words, Dewey &
Bentley invoke a dynamic relationship to things.

In simpler

terms, how one can know what "to do" is through experience
only.

It does not arise out of a vacuum,

with the

unification of word-thought, there is simultaneously wordsignificance that is identifiable only through experience.
Neither word nor idea are separable but exist in relationship
to the individual's experience of things.

This is a

qualitative distinction.
Regarding Dewey and Bentley's interpretation of Peirce,
I am pointing to the recognition that thought and word are
simultaneous, and the literal "things" of "men and things" is
in the actuality of the user, experience.

While 'things' are

definable by an observer, they are only known in activity, by
experience.

Dewey & Bentley (1949), as is also shown through

miscue analysis, offer an integrated view of language use.
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In effect each word-idea carries with it its direct
connection (Kelly, 1963) through all greater levels of
context.
This is as opposed to the classical treatment of
language which represents those greater contexts only as
defined (operationalized) through a researcher's
conceptualization.

The classical view collapses the depth of

the implications of individual contexting or involvement
into, for example, a word-only level and then in a limited
fashion (e.g.. Singer, Samuels & Spiroff, 1974; Gough,
Alford, & Holley-Wilcox, 1979). The research interprets data
from this level as representative of greater contexting only
in accordance to the researcher's generalized construction
As discussed earlier, while such is expedient, such a narrow
focus is not fruitful nor insightful.

Even at the more

qualitative level of schema, what a schema is, for example,
is how it may be specifically recognized according to an
operationalized definition, the matching of word-level data
with a researcher's word-level operationalization.
In the classical case, the 'word' hence takes on a
quality of invariance across individuals, held together by
the invariant research concept.

This is done without respect

to variation of interpretation by individuals.

In this

fashion the individual interpretations of students suffer the
logistical decisions of the researcher.
Dewey & Bentley reject this treatment by including the
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specifications an individual makes of language and by
recognizing the event in terms of individual activity.
Individual activity can only be specific to the event whether
or not it is defined by an individual or an observer.
In miscue analysis the case is the Scime.
of the reader makes the analysis dynamic.

The inclusion

In examination of

the treatment of miscues, miscues are not treated as
mathematical identities, but rather, it is miscue procedure
to contextualize each.

In the RMI for example, not only is

graphic similarity examined, but questions are asked in
reference to syntactic, semantic, and meaning change for each
miscue. Repeated miscues are found significant not by a
counted total of correct versus incorrect miscues, but
because over the course of reading a given text they may be
found to decrease in frequency as the reader precipitates a
view wherein a particular (versus any) word has meaning.
Comprehending, as opposed to comprehension, is recognized.
And, to clarify interpretations retellings are included to
examine the readers interpretation of a reading (Goodman et
al., 1987).

Each miscue is treated as contextualized, up to

an including reader interpretation which entails representing
the reader's transformation of experience, the reader's
construction of meaning.

An Interpretative Example
Classical epistemology however does not view things as
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experience, but as invariants, and as invariant, among
invariants at that.

This not only obscures the individual as

actively engaged or involved, but also obscures or rejects
the unformulated experience, in all, the 'presence' of the
reader.69

The problem can be seen even clearly in how

classical research has interpreted the work of Vygotsky
(e.g., Rogoff & Wertsch, 1984).

For example, Vygotsky's

(1978b) description of a child's development of abstract
understandings through play with an object may be interpreted
in two ways.

The choices are: either the object is

differentiated by the child, or the existence of the object
is 'transferred' to the child's mind.
In Vygotsky's (1978b) description he notes the
relationship between meaning and object in a child playing,
while the object at first appears to control meaning, through
play with the object, meaning becomes an internal reality for
the child and the relationship is inverted. Meaning becomes
independent of the object, and the child comes to control
meaning on an abstract plane.

This is parallel to Vygotsky's

notion of the utilization of language as a mediating feature
which regulates behavior (Vygotsky, 1987; Luria, 1961).
In the case of the child at play, it must be noted
Such activity is rather translated into classical terms as
control through speed or fluency (e.g., Flurkey, in
preparation). In classical epistemology, time does not refer
to a changing ongoing and open-ended experiential reality,
but used to denote and measure relationships between
invariants.
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however that in an original meeting with the 'object', the
object is not differentiated as an "object" by the child.
is the child's undifferentiated experience.

It

A differentiated

recognition of the object, the object with all its presumed
properties and qualification, is only in the view of the
researcher.70

It is only through activity with it, play,

that it becomes an 'object' for the child, in a fashion
recognizable to a researcher.

It is interpretable as a

process of the differentiation of experience.

Through play

the child achieves a relationship to the object similar to
that already possessed by the observer.
While the 'object' is obvious to the observer who has
made his or her own elaborate differentiations and included
differentiations into the operationalized description of
research as factors, such is not the case for the child.

By

focusing on the child's activity or play, by recognizing the
situation as a process, Vygotsky clearly ameliorates the
problem of the invariant research object in a situation
otherwise easily interpreted differently.
The second interpretation is that the exterior object's
character is transferred to an internal knowledge.

Vygotsky,

Degrees of differentiation are significant here, as in the
case of "framish" earlier mentioned. In the case of framish,
meaning is not specified to a level narrower than syntax.
71 A similarity may or may not rest in the logistical
parameters of the child's and observer's experience of the
object, parameters which no doubt describe the cognitive
differentiations made better than the notion of predetermined
invariants.

348
as Dewey also does, interjects the quality of ongoingness
into his analyses.

In calling attention to the object

however Vygotsky represents what is obvious to any
'competent' individual, an individual who has already
developed the notion of the object being an 'object'.

If,

however, only this latter interpretation is acknowledged
(e.g., Rogoff & Wertsch, 1984) then Vygotsky's work becomes
subject to the critiques that I mentioned earlier (Kozulin,
1986; Griffin & Cole, 1984).
Under the interpretation that to the child the object is
experience, it appears clear that there can be no
transference of nor redundancy in small bits and pieces of
information no matter how delinquent or repetitive the bits
and pieces appear to be to an observer.

With the inclusion

of experience it must be recognized that consciousness is
what it is conscious of and this does not necessarily imply a
pre-existent differentiated "aboutness" (Shaffer, 1968, p.
23).

Experience is simply a matter of including the

existence or 'presence' of the individual in the situation
and basing definition on activity or engagement rather than
only seeing it from an observer's point of view.

For this

reason, in addition to previous reasons discussed, because
experience stands in qualitative contrast to invariants, it
cannot be factored nor causative. Conversely,
interpretations of reality in terms of invariants act counter
to active participation.
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The conclusions previously drawn from showing small bits
of reality are meaningful only through their context (without
context they would not be meaningful, Bentley, 1958), and
from showing context is always specifically unique to the
individual now extends to a qualitative recognition of the
reader's experiential 'presence', as dynamically involved
reader activity. The conclusions respective to the
epistemology of classical research are here the same.

Classical Denial of Experience
To rephrase the problem, classical research ignores
experiential reality and hence the participatory role of the
learner.

It collapses all levels of the contexting into one

focal level.

In classical terms this is known as

operationalization.

The classical researcher then proceeds

to introduce his or her concepts into an interpretation of
that data, to self-interpretively seek the expression of his
or her own concepts, from a subjective interpretation of one
level of data.
reductionism.

This is known in classical terms as
The research view is thereby left with but a

researcher's interpretation of data.

Any implementation so

effected would be limited to the parameters of what a single
research statement had on paper.
Through its characterization of knowledge as invariant,
what is lost to a classical view is the nature of
experiential reality.

In the order discussed in this
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dissertation, greater contexting introduced the confound of
variation respective to invariants.

This was taken to the

point of necessarily including reader discretion (Chapter 9).
And it was then taken further to demand recognition of an
experiential dimension because of ambiguity (Chapter 10 and
11), which was later shown to exist across all levels of the
continuum (Chapter 11).
The distinction is in how variance is treated in each
view.

A view which acknowledges variance addresses the

confounding influence introduced by greater contexting of
events.

Regarding Dewey & Bentley (1949), as with miscue

analysis, not only is the confounding influences of greater
contexting recognized but are included in the analysis and
description of the event. The engagement of the reader is
shown through reader activity, through the variations the
reader makes respective to an observer's expectations.

In

result, it recognizes the experience of the reader not as an
invariant 'factor', but as qualitatively significant.

If

experience is significant, up to and including the reader,
then the reader is active.

In other words, the ambiguity

made clear to classical research through confrontations with
greater contexts is incorporated into the format and this
becomes recognized as the activity of the individual.

In the

example of miscue analysis, this is done through recognition
of an experiential dimension necessarily centered in the
reader and through the recognition that the ambiguity therein
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is resolved by the reader.

The reader is an epistemic

participant.

The Individual and the Progression to Knowledge
With the establishment of the significance of an
undifferentiated experiential dimension to cognition, a
further description of cognitive development is warranted.
As Goodman and others have noted, children learn to read by
reading meaningful text (K. Goodman, 1986; Guthrie, 1982;
Krashen, 1988, 1989; Smith, 1976).

Reading is an ongoing

process of the construction of meaning (K. Goodman, 1979; KGoodman, 1982b; K. Goodman & Burke, 1973; K. Goodman & Y.
Goodman, 1977; Y. Goodman et al., 1987; Powers, 1983).
From the point of view of an individual's categorizing
activity and given the central importance of individual
readers as noted through the discussion of the continuum,
these observations equate with the notion of individuation.
Practically interpreted, these represent the recognition that
a child interested in cars will spend tinie playing with,
paying attention to, and reading about cars. Should this
persist it would lead to some capacity of expertise if not
professional involvement with, cars.

Learners' growth is

their individuation.
Knowing is becoming. As events in the world become part
of children's worlds and as they gain their own view of
people and things about them, they begin to become
persons (Goodman, Smith, Meredith, & Goodman, 1987, p.
94).
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If a continuum view is adopted in which contexting is
extended to the point of inclusion of the presence
(experience) of the individual reader, this effectively
recognizes not only the background experience which a reader
possesses, but the experiential nature of the individual's
current situation.

Again, in the present all experience

becomes perceptually whole. Through limitations, natural or
otherwise, undifferentiated experience becomes categorized
and this development is always grounded in the focally
individual presence of the person.

In this, a manner of

learning becomes available other than the transmission model
where knowledge is externally pre-existent and is simply
moved to internal representation.
Experience is not separate from the individual and could
not be as the character of uncategorized reality demands.
For it to be perceived as outside it must be categorized
which makes its perception subjectively invariant, even while
it is actually not.

A Depiction of the Progression to Knowledge
K. Goodman's view of reading has consistently treated
the learner as active.

Individual activity is an underlying

feature of miscue analysis research through its focus on
strategy use and meaning

^2

construction.

Goodman

^2 See Beebe, 1976, 1984; Cashen, 1980; Glenn & Glenn, 1978;
K. Goodman, 1965; K. Goodman, 1973a; K. Goodman, 1974b; K.
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(1979) describes reading he suggests comprehending is a
significant feature of the process.
Reading depends on the use of strategies for
comprehending, that is constructing meaning in
[transaction] with texts. ... Comprehension is what is,
in fact, understood. The latter always is the combined
result of what the reader understood prior to reading
and the effectiveness of comprehending (p. 658).
The focus is on the fact that learning occurs from reading.
That this occurs as part of the progression is less obvious,
especially to an observer, and especially using a classical
approach to interpreting reading behavior. Through an
awareness of comprehending (as different than a classically
viable conception of comprehension) Goodman adds a dimension
of activity which goes unrecognized in classical research.
If this dissertation is viable in its presentation, the
"comprehending score"

in miscue analysis (K. Goodman, 1973a;

K. Goodman & Burke, 1973; Sadoski, 1985) not only represents
a unique understanding of the reading process but may be
interpretable as reader differentiation activity. While
categorization of experiential ambiguity seems clear at
greater levels of contexting it appears less obvious at
narrower levels of context, levels which practically
speaking, may be well known and traditionally taken to be
common sense.

Yet in that one learns anything from reading,

quite the opposite is arguably true.
Goodman & Burke, 1978; Guzzetti, 1982; Buck, 1976; Leroy,
1990; Martellock, 1971; McNaughton, 1981; O'Brien, 1988;
Parker, 1990; Sims (Bishop), 1976; Taylor, 1977; Weaver,
1994).
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To see this, it must be understood, as previous
discussion of redundancy indicates, any portion of a text
must be treated as what it represent in the entirety of the
intra-personal reality of the individual.

No portion is

truly independent from any other and any relationship is
provided by the reader.

This is most clear at the level of

confrontation with an unknown word (see Page, 1975, p. 464),
metaphor, or through introspection of the general assessment
of the meaning of the text.
makes this

^3

clear.

Confronting an unknown word

The part the text as a whole plays is

seen in a reader who simply recognizes a pattern of a word
seen in another text.

The reader may identify a word with a

particular author's usage.

Or it may be a first meeting as

noted in previous discussion of the word 'ruefully, wherein
the entirety of the text experience situates the word
73 I do not take 'known' words due to the depth an analysis
would require. It should be noted, for example, that
subjectively only, invariants are viable concepts as they are
the individual's placement of restrictions on the whole.
They augment the perception of the category as invariant,
however much literally that cannot be the case any more than
March 12th can be a repeat of January 16th or book on the New
York Times Best Sellers list are simply different orderings
of the same words. Regarding research, this is to say, as I
have maintained, I have no argument with research data, only
its interpretation. The qualifying distinction here from a
research perspective is in the difference between; 1) How
much of a reader's effort does it take to use a given concept
and what efficacy respective to the whole of the reader's
experience does it have when used? Versus: 2) How much time
does the reader take to reach a researcher's conception of
success. To study invariants as categories in a reader, is
to study the reader's effect on and variation of text
(learning), not the effects of variations of kinds and styles
of text on an (otherwise invariant) reader.
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awaiting later differentiation.

In the absence of actual

repetition of ongoing experience, regression and selfcorrection are suggestive of differentiation processes. They
demand recognition of greater contextual influences, up to
and including the reader, and underscore the fact that in the
present perceptual whole, that is experientially, all reading
is new and hence may be viewed as differentiation of reader's
experience.

Respective to the unique significance of

individual words which is provided by greater contexting, it
becomes clear, as Goodman (1971) indicates, that there is a
relationship in the development of language and thought.
Thought and language develop together in a dependent
interrelationship, both nurtured by experience. The
understandings and concepts a particular child develops
are limited by the experiences he has, just as his
language is; thought and language must develop
sjjnultaneously in order for either to prosper (p. 46).
Like Dewey & Bentley (1949), language and thought are
combined to a simultaneous existence, develop through
differentiation, and are underpinned by the individual's
experiential relation to events.

That language is only

significant in context means that all language's significance
comes from the user.

Depictions of Moffett, Piaqet, Vyqotskv & Dewev
To more tangibly explicate differentiation I find a
presentation by Moffett (1965) valuable.

It describes in

four tiers a situation of a person's verbal reflection on an
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experience: inner verbalization; having a conversation;
writing a letter to a friend; and, writing formally about the
experience (p. 244).

I chose this because it implicitly

entails the recognition of variability of particulars (words)
respective to greater more general categories (experiential
context) and shows a simultaneous development of
differentiated meaning (thought) respective to words.

As

will be shown, however, it is not chosen because of early
oral renditions of experience.
Exactly which words are chosen in a writing experience
are clearly at the discretion of the author.

It is clear

that there is a construction of ideas which accompanies
decisions about words.

It as well implicitly raises the

issue of individually judged (versus externally pre-judged)
acceptability respective to presentation.
correlates to Goodman's notion of

This later point

proficient reader, a

reader who uses the least amount of information to get to
meaning.

How eledDorate a production is ultimately dependent

upon the self-perceived needs (the self-regulated engagement)
of the author.

All this recognizably results in clearly

creative activity, proceeding from a whole which is
transformed, individuated, through the discrimination of
experience into meaning through parts.

In line with

Goodman's view above, as text evolves, so does thought.
In examining writing Moffett (1965) describes the
following.
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[There are] two ... progressions - one in which the
speaker's audience becomes more remote and diffused over
time and space, and another in which the speaker's
subject becomes less and less matter and more and more
idea. Each relation - and of course the two must be
taken together - entails certain necessities, and shifts
in these relations entail certain changes all down the
line, from the organization of the whole discourse to
individual word choice. As we move through the
progressions, perception gives way to memory and memory
to ratiocination; chronology gives way to analogy and
analogy to tautology (p. 246).
This is strikingly similar not only to Goodman's insights
mentioned above, but to Piaget's (1971a; 1976) more formal
description of the simultaneous development of
interiorization and exteriorization. Piaget (1971)^4 writes:
The meeting between the organism and the environment
takes place at point A ... In other words, the first
knowledge of the universe or of himself that the subject
can acquire is knowledge relating to the most immediate
appearance of things ... corresponding to the
protoplasmic consciousness of the first weeks of life
when no distinction is made between the self and the
non-self. ... [F]rom this point of junction and
undifferentiation A, knowledge proceeds along two
complementary roads. ... [T]he progress of intelligence
works in the dual direction of externalization and
In fairness to Piaget, I should note that I have reduced
this quote to avoid tedious interpretations of his
terminology. For example, he does not interpret established
knowledge as itself constructed, an example of his
'structuralism' I would argue. The child's undifferentiated
experience is hence posited as a relationship between a
"subject and object". From this he works backwards from the
point of view of existent knowledge, of a 'competent reader',
and identifies "the immediate appearance" of things with
their most "external and material" reality. I have
interpreted this external and material reality not in terms
of a cognitive absolute, but chosen Kelly's characterization
of it as an ongoing indefinite one of experience, whereupon
it may be noted that a denotation of it as 'external
experiential' is an oxymoron. Whatever is, however
differentiated to another, if undifferentiated to oneself, it
is not 'external.' 'External' itself becomes a construct.
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internalization ... That is why every great
experdLmental discovery in the realm of exact sciences is
accompanied by a reflexive progress of reason on itself
(of logico-mathematical deduction), that is, by progress
in the formation of reason in so far as it is internal
activity, and it is impossible to decide once and for
all whether the progress of the experiment is due to
that of reason or the inverse. From this point of view
the morphologic-reflex organization, that is, the
physiological and anatomic aspect of the organism,
gradually appears to the mind as external to it, and the
intellectual activity which extends it by internalizing
it presents itself as the essential of our existence as
living beings (p. 401).
In matters of literacy development, Moffett's description
appears a very accessible representation of what Piagetian
theory looks like.
Note also the similarity to Vygotsky (1978c), who writes
from a slightly different point of view, and in recognition
of the arbitrariness of symbols for events:
By means of words children single out separate elements,
thereby overcoming the natural structure of the sensory
field and forming new (artificially introduced and
dynamic) structural centers. The child begins to
perceive the world not only through his eyes but also
through his speech. As a result, the immediacy of
"natural" perception is supplanted by a complex mediated
process; as such, speech becomes an essential part of
the child's cognitive development (p. 32).
As well and from yet another view, Dewey & Bentley also
weigh in similarly.

In a discussion of "naming" from a

transactional point of view they write.
Signaling is organic-environmental process that is
transactional. Designation in its turn is transactional
organic-environmental process, but with further
differentiation both with respect to the organism and
with respect to the environment. With respect to the
organism the "naming" differentiates; with respect to
the environment the "named" differentiates. On neither
side do we consider detachment as factual (p. 154).
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It is of terminological interest that Dewey & Bentley
continue,
Neither "naming" nor "named" under our procedure is
taken as either "inner" or "outer" (p. 154).
While Piaget speaks of "interiorization" and
"exteriorization" and is interpreted to be grounds for the
'objectification' of reality (Faber, 1981), Dewey & Bentley
carry experiential holism in to their theoretical discussion.
Rather than develop a stance which explains subsequent social
'reality', Dewey & Bentley (1949) attempt to deepen
understanding of the actuality, drawing attention to the
continuing "adualism" which Piaget allows to drift from
discussion in the wake of an individual's becoming
"conscious" (e.g., Piaget, 1976; Kestenbaum, 1974).

Vygotsky

(1978c) describes a singular position in that he allows the
"immediacy of 'natural' perception" to be "supplanted" (p.
32).
Piaget's language does however underscore the issue of
researchers who "perceive" an objective self-defining reality
and who fail to see the subjective nature of their work.

It

becomes clear how Eddington can speak of the findings of
science saying,, "the mind has but regained from nature that
which mind has put into nature" (Eddington, as cited in
Thayer, 1983, p. 90).

The factors of research reflect

researchers' cognitive 'exteriorized' differentiations of
what is in actuality ongoing and non-replicating
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experience.

Dewey & Bentley (1949) however are not unaware of what
Piaget describes.

They singly remain critical of such

consequences.
The logics that have followed Aristotle, even those of
today that take pride in calling themselves nonAristotelian, are still attempting to bring
characterizations under the control of rules and
definitions - to get logical control of common namings.
All theories of linguistics, at least with a rare
exception or two, make their developments along these
lines. In the region of characterization the view
arises that if naming occurs there must exist a "some
one" to do the ncuning; that such a "some one" must be a
distinctive kind of creature, far superior to the
observed world - a creature such as a "mind" or
personified "actor"; and that for such a "some one" to
give a name to "anything," a "real" thing or "essence"
must exist somewhere apart and separate from the naming
procedure so as to get itself named. ... Alien as this
is ..., it is, nevertheless, the present basis of most
linguistic and logical theory and of what is called "the
philosophy of science" (p. 159-160).

A 'Competent' Individual's Progression to Knowledge
Regardless of how various authors diverge, the essential
recognition is of the same phenomenon.

And it is as

available to astute and competent readers as it is to the
young and beginning ones.

It is the pattern which is

significant here, the recognition of any development as a
Also note discussion in Chapter 7: Angelotti (1977) and
Downing's (1982) comments on "skills" becoming "facts",
Samuel (1976) remarks about the nonexistence of a reading
"hierarchy", Tierney (1994) observations on researchers
treating "models" as "absolute truths", Mosenthal's (1988a)
comments that "conceptions" act as barriers and Kelly's
(1963) observations about operationalizations of the concept
of intelligence acting to reify the "ability".

361
differentiation of experiential wholes.

There is no

suggestion that Moffett's use of oral language at an early
level in his presentation necessarily makes it first in the
process of experiential differentiation.
From the point of view of differentiation, the problem
of competency becomes irrelevant for theory in an analysis of
an individual's learning.

This is because it can be seen

that entry into any new endeavor, regardless of background,
can be characterized as cognitive differentiation.

It is not

simply a recapitulation of a child's development, but a
question of the differentiation of knowledge (or experience,
depending upon one's point of view) per se.
As from the view of what would be that of a 'competent'
reader, and recognized long ago Dewey (1910) writes:
To one who is thoroughly at home in physics and
chemistry, the notions of atom and molecule are fairly
concrete. They are constantly used without involving
any labor of thought in apprehending what they mean.
But the layman and the beginner in science have first to
remind themselves of things with which they already are
well acquainted, and go through the process of slow
translation; ... The same difference is illustrated by
any technical terms ... (p. 136).
What the word "atom" means to a beginner in science is far
different than what it means to one who has spent years
examining its subtleties.

Though both may use the word,

there is little semantic equity between them. For the
layman, the meaning is far more general.

The progression of

Dewey's layman should he choose to take a professional path
should not go unnoticed.

Gradual degrees of differentiation

362
by the layman, over years of involvement in the field of
physics, moves him along a path of development to the point
of reaching a general equity with a professional physicist.
Lenneberg (1975) speaks similarly of the early language
learner when he writes.
When the child first begins to use single words, it is
very obvious that the semantic field of each word is
very large and coarse. Words such as car, daddy, and
cookie seem to apply to a fairly undifferentiated class
of objects, and the criteria for what might be called a
car and what not are neither sharp nor rigorously
applied by the beginning speaker. ... [T]he further
increase of his vocabulary takes place at the expense,
so to speak, of the overgeneralized extent of the
semantic fields of his words. The number of words
increases by letting the semantic fields of the already
existing words shrink. The semantic classification
system thus becomes more and more refined, and the
function of each word becomes more specific and more
specialized (p. 26).
In effect, more general or semantically large conceptions
arise first, however specified they may objectively appear to
be.

This equates with levels of greater contexting on the

continuum.

That the large semantic field proceeds toward the

narrower is significant for the current educational debate
regarding 'whole language.'

If the weighting of the language

potentials earlier discussed is correct and greater context
are more critical than narrower, which may be viewed with
little or no effect on greater contexts, the explanation for
such weighting may be found here.

Conversely, narrower

levels do not influence greater ones because they are yet
undifferentiated.

They are but a "blur" (Dewey, 1910, p.

123) in experience.

This affirms the reversal of the
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classical epistemological characterization of education.
(See earlier discussion of the weighting of levels of
context. Chapter 5, and also. An Analysis of Classical
Assumptions, Chapter 10).

Differentiation appears to resolve

the question of how particulars are reached.

As K. Goodman &

Y. Goodman (1981) write:
[W]e expect learning to go from whole to part, from
general to specific, from familiar to unfamiliar, from
vague to precise, from gross to fine, from highly
contextualized to more abstract (p. 5).

The Progression to Knowledge
Moffett (1965) provides a useful demonstration of the
progression involved.

Piaget, Vygotsky, Dewey provide

recognition of the same process.

Relating the pattern to my

own previous discussion of the continuum, the description may
be characterized as follows (see Figure 8).
LANGUAGE
THOUGHT
(L) ^^ (T)

NARROWER
CONTEXT
i

EXPERIENCE
(E)
[8.1]

GREATER
[8.2]

Figure 8. The Differentiation of Experience.

Given experience, there arises subsequent
differentiation, which is along two lines of development.
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language (L) and idea (T).

Over time, Moffett's four levels

show increased sophistication in the use of, in the
meaningful differentiation of, language.

The movement for

the individual is from greater contexting, more general
assessments of experience, in the direction of increasingly
discriminated representation.

With this sophistication

arises the abstraction of the idea.

As has been demonstrated

in the discussion of indefiniteness however, the qualitative
ambiguity of experience is never removed, something also
attested to by the current status of perceptual reality as
whole and continuously experiential. The significant
observation here is the development of experience into a
connection between thought and language.
Figure 8.2 relates this directly to a cognitive
appraisal of the continuum.

From reader presence, the

ongoingness of experience, there is movement toward narrower
levels of observed context with increasing differentiation of
experience.

As a matter of psychological regress, memory

itself is included in the progression.

Like the two

interpretations of Vygotsky's child at play, to an observer
this may appear as a differentiation of experience into
knowledge, or, it may appear to the observer as knowledge
transferred or 'acquired'.

My own analysis suggests it is a

differentiation process wherein experience is managed into an
agreeable formulation.

This progression occurs at one and

the same time to agree with or interpret experience as
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predictable on a physical level and communicable on a social
level.
In line with earlier discussion, I am affirming that
language and thought are inseparable, but only from the
individual's point of view, and that they develop together.
Reading as differentiation activity in an ongoing universe,
in fact, undermines any notion of mathematical identity which
may be suggested in the treatment of a 'word' as an
independent entity.

By incorporating experiential presence

of the individual as active in the event, redundancy is also
removed and the issue of engagement in some measure resolved.
I am also suggesting that from a subjective point of
view, this draws attention to, forces, consideration of
greater contexting by the individual's perception as whole
and grounded in experience as demonstrated through the
individual's own ongoing activity.

Dewey & Bentley rather

than remove activity from the word-idea (to conceptualize it
and create an invariant), use the connection to draw
attention to the significance of experiential grounding.
They do this by including the activity of the learner into
their view.

Not only is reality ongoing but through the

experience of it so is the learner.

The situation is the

same with miscue analysis.
The view offered here is that the word-idea grows out of
the individual's experience, through the differentiation of
greater contexts.

Greater contexts ground but do not cause
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word-idea nor are greater contexts caused by word-idea.

It

is at the discretion of the individual that greater contexts
may be differentiated and this is underscored by the
potential variability involved. The latter is simply a
differentiation of the former.

The sign is but

representative of the experience of the individual.

It has

no inherent extrinsic reality other than that experientially
grounded in the reader.
what is knowledge.

This is the manner of origin for

The literature is more than sufficient to

explore this problem, all of which suggest the individual as
an epistemic participant.

Discussion of the Progression
Given that the nature of experience is ambiguous, this
progression represents the creation or development and
representation of consciousness (Piaget, 1976).

It is the

manner in which the individual becomes "experienced" (Dewey,
1960b), or as I have chosen to term it, it is individuation.
I do not argue regarding the remarkable consistency of the
progression toward particular conclusions (e.g., support for
Piagetian interpretations of conservation, etc. or findings
of the applicability of miscue analysis across ages,
languages, or text genres^^).

These consistencies result in

See Barrera, 1978; Chattiwat, 1990; Dagostino, 1981;
DeSanti, 1979,; Ewoldt, 1977; 1978; Feldman & Wiseman, 1980;
Gutknecht, 1971; Hodes, 1976, 1977, 1981; Howe, 1980;
Hudelson, 1981; Kolczynski, 1986,; Maguire, 1989; Mikdadi,
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the subjective postulate of structures in general, and they
are necessarily subjective as the actual tentativeness of
scientific theory as well as the incompleteness of its
discriminations attest.

Nor do I suggest such assessments

are wrong or are somehow defective.

I simply emphasize the

individual nature of their cognitive development, both for
scientist and student alike (Duckworth, 1987).

Whether or

not a particular structure exists, biologically or otherwise,
or can be observably interpreted to be represented in an
individual's behavior does not bear on the question of
whether an individual is cognitive, or in other words,
conscious, or not. The capability of the individual to
represent categories or transgress them is not an issue of
content.
Given the manner of progression, it is significant that
greater contextual levels do not actually disappear with
differentiation into narrower more defined ones.

However

modified, the original experience remains to provide the
integrity for what is done.

Even grounds for change of

greater contexts are necessarily based in experiential
changes in differentiated investments.

Anything beyond the

differentiated knowledge of the individual would simply not
be related to as anything other than ongoing or
undifferentiated, as experience.

Just as each existing level

1985; Rivera-Viera, 1978; Romatowski, 1972; Sherman, 1982;
Stansell, Harste, & DeSanti, 1977, 1978.
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is tied to an overall, to use Kelly's terms, "superordinate"
or "theoretical" position as presented in the individual's
more general or encompassing category, that more general
category is maintained.
To address this notion of the superordination of the
greater contextual levels and to bridge the most inclusive
analyses of the progression the term "concern"may be
effectively utilized. Indeed, differentiation is most
approachable as an issue of concern.

It bridges both reader

and researcher activity: General broad contextual categories
which are actively discriminated into particular instances
and parametered by logistical considerations.

Most cogently,

and underscoring the legitimacy of subjective causal thinking
versus the external classical interpretation given causation,
Vygotsky writes:

Concern is specifically chosen to be potentially
reflective of both the personal interests and/or general or
biological needs of the individual. In terms of
specification, a 'concern' is ambiguous, akin to James'
(1961) "dawning sense" (p. 33), Dewey's (1960a) "background"
(see p. 98-100) and other descriptions of unrealized or
incipient presentations in experience, e.g., interest,
ambition, goal, desire, purpose, all of which entail some,
albeit incomplete or undifferentiated, manner of definition
whether only sensed or to some degree actually described. It
is hence integral to the self-recognition of the presence of
the individual and representative of a greater contextual
orientation. It is the individual's provision, and makes for
meaningful activity whether in terms of the macro- or
microcosm. Concern is hence available to recognize an
unfulfilled nature, as in the case of 'hypothetical' in the
above discussion of ambiguity in science, (see Chapter 13,
"The Meaning of Experience: Inquiry").
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Toward what is it striving? What is its goal? Into
what is it transformed? Toward what does it gravitate?
In essence, this understanding of psychological
phenomena - not only from the past, but also from the
future - does not designate anything other than the
dialectical necessity of accepting phenomenona in
unending motion (Vygotsky, 1993, p. 156).
Vygotsky's (1978b) often quoted description of a child
at play suggests some form of greater category that organizes
the differentiation behavior of the child.
In play a child always behaves beyond his average age,
above his daily behavior; in play it is as though he
were a head taller than himself (p. 102).
It must be recognized however, whether it is the case of a
two and a half year old would-be racecar driver described
from a behaviorist's viewpoint in Chapter 6, or clear images
of "ultimate goal" (Vygotsky, 1993, p. 160) that the concept
is experientially ambiguous.

However much blocks of wood are

pushed down the sidewalk, the 'driver' will not have the
experience a professional racer would recognize.

And I use

the word 'concern' rather than the term 'concept' to indicate
the distinction (see Chapter 13). The would-be racecar
driver is a child who is 'concerned' with being an actual
driver and who is progressively differentiating experience in
that direction.

What the behaviorist does not recognize is

that what provides the organizational grounds for behavior is
that which is a concern of the child.

No list of attributes,

however lengthy or explicit, will give one insight into how,
for example, a "framish" operates (Maring, 1969).

Any

attributes are differentiations, which follow, not proceed
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insight.
As in excunples of play, if anything, children are
observably precipitating their activity from greater
concerns.

The progression to knowledge is grounded in the

individual.

The individual, from his or her own experience

first presumes the greater, and discriminates 'toward' the
actualization of the situation, subjectively perceived, as
potential, or 'from' the situation as experienced to the
degree relevant to the individual.
categories precede narrower.

In either manner, greater

Differentiation is to the level

of delicacy (Fries, personal communication, 1988, July),
judged appropriate by the concern of the individual and given
the logistical constraints of the situation.

Whether this is

in terms of 'success' or 'goal', 'attitude', etc.
Individuals address what concerns them (defined or
undefined, i.e., as perceptually known) utilizing what they
know in classical form, to select, predict,
confirm/disconfirm and/or arrange the subsequent activity
from experience and will continue doing so until the desired
communicative or other goal is explicated or abandoned.
Children do not create language from letters, and can not if
the letters exist in a vacuum, research or otherwise.

This

is the case, however much adults may so interpret children's
spontaneous experimentations as letter (a part) to meaning (a
whole) building.

It becomes whole only to the adult when

they recognize it.

It is continually whole to a child.
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Children do however, through categorizing, draw meaning from
experience.

Reality is experience, defined by their

'concern', and discriminated toward the particular.
An adult well versed in many and various particulars
will find it difficult to recognize that one of them can be
an experiential whole to a child.

In just this manner the

imparting of sophisticated analyses and highly differentiated
particulars runs counter to a child's development.
From the perceptual present discriminations are made as
naturally as memories are recognized.

And from this is

activity comes what is called knowledge,

with all its social

commitas or innovative edge, what happens in the real world
is what happens in the Goodman view of the reader.

There are

no fully competent readers, learning is an ongoing process,
and there are no disabled readers.

Only the egocentricity of

narrowly constructed views could label them so.

The Problem of Two Participants
In fact, experiments today indicate that the 'perceptual
whole' is a relative term. It is different for
different individuals and is dependent upon the ability,
experience, purposes, maturation, perceptual skill, and
learning habits of the perceiver. And it depends on the
nature of the materials. Some children react to socalled 'wholes'; others react to so-called 'details'
which for them are wholes. The perceptual unit is
always a whole (Dechant, 1962, p. 129, emphasis added).
Through Dechant's insight, the beginnings of an understanding
of the disparity between adults' and children's views of
events begins to take form.

Perceptual wholes differ.
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Experience differs. That this is a hidden dimension behind
factorial research that compares invariants is made critical
by its continuing presence in the nature of any individual's
perception.

The perceptual whole cannot be abstracted, and

to attempt to do so immediately invokes a psychological
regress.

In this it becomes necessary not only to recognize

but focus upon the significance of greater levels of context.
Much of the relatively recent investigations into the
play of children take a broader view of language acquisition.
Attention has be given to oral language play, written
language through scribbling, print awareness, or even with
regards to the classroom management technique of asking an
unruly room of first graders: Who knows the story of the
Three Little Pigs?

It is a research trend.

And yet there

remains some focus on narrow levels.
I have argued that classical research has developed what
is essentially a myopic and subjective approach to learning.
It has focused upon invariant conceptions of knowledge and
provided these invariants with singularly well-defined,
apropos to this discussion, well-differentiated,
interpretations of those invariants. This has occurred
through the ignoring of greater contextual influences which
culminate in the effective denial of individual
participation.
Conversely I have suggested that knowledge arises from
broad general categorizations made of experience, that are
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progressively refined.

From the individual's point of view,

categories are treated in line with classical epistemology as
categorization is the subjective basis not only of perceived
invariance but relationships between those invariants.
The distinction between the two is hence a selfdescribed epistemological position, a subjective denotation
of what constitutes knowledge (See Chapter 8). This can be
shown in terms of degrees of differentiation involved in an
encounter which does not match.

It can be seen simply in

many common adult-child encounters.

As with the would-be

racecar driver who is playing with a block of wood and making
car sounds.

From the view of a 'competent' individual the

child may be approached and told the 'car' didn't have an
engine, or wheels, or room for anyone to sit inside of it.
Or that the sounds the child was making weren't how cars
really sounded.

"A" is for Abram
For some time I have observed adults speaking of
children as 'them'.
children.

It is as if adults had never been

While reasons for such separateness may appear

self-evident, they are nonetheless revealing, whether the
contrast is adult-child or teacher-student, or the researcher
and researched.

Kuhn (1977) in his "second thoughts" about

paradigms employed a insightful metaphor which illustrates
the problem, that of seeing pictures embedded in drawing.
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"Once they are found," he states, "they do not again retreat
into the background, for the child's way of seeing the
picture has been changed" (p. 472).

That it is 'contracted'

or in the terms of this dissertation 'constructed' is
salient.] I would suggest that this has precipitously
occurred in the adult view of the world.
and researchers share a pattern.

In this, teachers

Their views of children is

only in terms of the constructions adults create (Rogers &
Rogers, 1992).

The adult sees the embedded figures and the

more figures are seen, the less undifferentiated the picture
becomes.

The picture becomes less ambiguous and more

obvious.

Unless or until, like confronting an unrecognized

figure, this is challenged.

In both cases the picture itself

remains experientially complete.
While I taught preschool one of the four year olds was
signing his artwork with the letter "A".

When in line and

waiting, as sometimes happened, I would count off the kids
and then do rudimentary addition problems based on those
numbers.

The number that was the answer was also the number

of a kid who would then be put at the head of the line,

it

drew attention to numbers and allowed me to vary who was at
the head of the line, which was a notorious problem for a
time.

One day I was counting off and Abram, who's art

signature was "A", was counted as number 4.
"That's me 11"

He yelled,

When I asked him what he meant he drew the

number, "4", which appeared somewhat like his signature

occasionally appeared, "A", and announced that he was "four
years old", pointed to his marks on the paper and said
proudly, "Abram."
From an adult point of view, "A" and "4" are very
differentiated "objects" relating to very 'abstract' systems
of thinking.

Abram however experiences an entire scene, both

in terms of "A" and "4", both referring to an experience of
himself, part of his identity in name and age.

The only

distinction between these two views is a matter of
differentiation.

While the adult may relate the figures to

known experiences, the child does not have such
differentiated levels of experience.

To be clear, consider

the embedded figures to be not "A" or "4" or a 'bird' or
'hat' as in a children's puzzle, but the mathematical symbols
of calculus or Dewey's (1910) aforementioned example of a
layman's use of the word "atom" (p. 136).
That is, how one figure is perceived as abstract is not
singularly disembedded from the whole, but only a first
differentiation with the whole of experience still intact.
To one who had recognized multiple figures the tacit
experience of the immediate whole is transformed into
relationships and may be, to use Whitehead's (1929) terms,
lifted out of romance into cognition, out of experience as a
category into conceptualization. The problem is that a view
that focuses on the differentiated forms of the figures fails
to recognize the child's context for them.

To view "A" or
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"4" as a part of a formal highly discriminated language
system not only fails to see the significance for Abram, but
to insist on the 'reality' of such differentiation actively
rejects the experiential significance it has for Abram.

It

removes from consideration the very grounds upon which
Abram's development depends.
"A" and "4" for Abram are not particularly distinct in
what they mean.

Yet no amount of discussion of the

alphabetic and numeric systems would separate them for him.
To view "A" as representing formal knowledge is equivalent to
viewing Condon's neonates as representing abstract qualities
of consonants in their movements.

What the observer sees is

not "seen" by the infant, it is their non-relative
experience.

Cognition eventuates through differentiation of

experience.

There is then, a significant difference in the

case of Abram or the neonates between cognition and
experience.

Clearly consonantal segmentation is not the

experience of the neonates nor is Abram's understanding of
"A" indicative of his knowing the first letter of the
English/Roman alphabet.

By interpreting them out of context

it interprets both out of character.
Recognizably, parents, teachers, classical researchers,
all present a level of continuing differentiation based upon
the experiences of the adults involved.

However, the

character of contexted experience of the child, it should be
noted, is clearly more complete in a family situation than
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under the view of classically designed research.

The family,

in Hall's (1976) view of high-context situations recognizes
the intentions of the child.

The differences in degrees of

differentiation however lays grounds for two views of the
child, one contexted and the other decontextualized, even as
the child develops toward the latter.

Like Abram's "4",

"gimme" and "wan(t)" are not 'single word' utterances, they
are intimately contexted as purposeful by parents and
supported in their meaningful interpretation.

Clearly this

aspect of communication is lost to classical research.
Curiously, from a classical point of view, from the view
of a 'competent' reader, having differentiated, that is,
decontextualized or 'exteriorized' the "A" and "4" suggests
that obvious knowledge is present to be given.
to intervene appears clear.

The impetus

The irony for highly

differentiated narrowly focused instruction is that it is
done by individuals who believe they are 'giving' children
knowledge, and who ostensibly want children to take control.
As has been discussed however, this practice rejects
individual experience and personal significance, as much as
it characterizes the view of critics of whole language.

"A" is from an Alphabet
From the adult-centric (Andrade, 1994) point of view,
for example, Truch (1991) exhibits a certain blindness
(James, 1963) which pervades and is perfectly reflective of
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the conceptual invariant aspect the classical research
perspective assumes.

In comparing the following two quotes

the two seriously divergent analytic views are shown.
first is a classical view.

The

Truch (1991), depicts his notion

of the progression for language development as follows:
[I]n the act of learning to speak, children seem to go
through some distinct phases. The very first is
bc±>bling. Studies of this most interesting phase of
speech development indicate that children seem to babble
in the basic sound (phonemes) of the language they are
exposed to. In other words, they seem to start with the
"abstract little pieces" that Goodman abhors and work up
from there to produce syllables next. Simple syllable
production occurs for several months before words are
formed. From words come simple telegraphic phrases and
finally, more abstract and complex speech. There is a
whole large time period then, where the child learns
mastery of the "basic bits" of language before moving on
to the next step. Finally, the "communication of
meaning," which is the "natural purpose of language,"
emerges from the foundation the child has built. But it
occurs in a sequential and primarily "bottom-up" way.
No parent expects the child to speak in "whole
sentences" when speech does emerge. A number of
fundamental processes must first occur (p. 15-16).
Truch represents a view of a 'competent' reader who assigns
very distinct and differentiated analytical significance to a
child's use of the parts of language.

For Truch Abram would

be formally learning the first letter of the alphabet. This
of course implies that Abram would also be aware of all the
other letters of that 'alphabet' as differentiated, which
Abram must then dutifully trust himself to later work on to
memorize.

Such a specific and highly differentiated view of

language is not reflected in children's behavior however.
Considerable variance and wide application is seen.

For
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example, Ferreiro & Teberosky (1982) observe;
The name can be read as much from the child's writing as
from the one proposed by the adult. The fact that the
graphics are perceptively different does not matter.
Furthermore, one can read from the same written string
both the first name alone and the first and last name
together, globally, with no search for correspondence
between parts. When only part of the name is visible,
the name can still be read. There is no differentiation
between the value of the whole and that of the parts (p.
215).
For Truch, the experiential dimension is entirely missing in
his analytical scheme.

A child's use of "Gimme" is treated

as a lexical item (a highly differentiated analytic
expression), one of numerous elements in the complex system
which Truch sees.
The problem is that Truch does not recognize the
involvement of the reader in ongoing and greater contextual
levels.

Abram does not write "A" to get to "B", but to

involve himself in differentiating the new and relatively
undifferentiated world of print.

From a 'competent' view,

Truch does not recognize this investment.
The only opportunity that Truch has for understanding
the experiential issue is should he himself come to an
unknown word, or a word which is used in a different manner
than he normally knows.

It is at this point that experience

is revisited for access to new possibilities for the book,
sentence, word, or letter he encounters and he himself
confronts differentiation activity.

Regarding Abram, Truch's

view is clearly one of a 'competent' and prejudicial reader.
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Reversing Truch's interpretation, Goodman (1974a)
recognizes the loss of individual contexting and its
consequences:
Isolating and sequencing skills appeals to the logic of
the adult literate as a means of being sure that the
novice encounters and learns to control each thing that
a proficient reader controls. But such sequencing was
not a necessary prerequisite to the original language
acquisition of the same learners.
They learned to
understand and be understood through oral language at an
earlier age, with no prior language competence, and
without the professional help of teachers. Imagine
putting infants through a program where they were first
taught sounds, then the blending of sounds into sound
sequences, then production of words, then phrases, and
then sentences, after which they were permitted to
engage in meaningful purposeful discourse. Such a
program would not foster language learning; it would
yield large numbers of children who were candidates for
remedial talking classes (p. 825).
Clearly the observer of the influence of context rejects
the interpretation of particular aspects of language as
somehow ends in themselves.

The problem with Truch's view of

language is subjectively precise, idyllic, and that view is
not shared by children.

By only focusing and interpreting

narrow, highly differentiated, levels of context even the
'great debate' is curtailed (e.g., Chall, 1967, 1983, 1989).
By rejecting an analysis of the experiential contexting
involved in the children's use of language, children's
experiential involvement is made irrelevant to the 'objective
facts' of the case.

Also, the application of subjectively

concrete interpretations of highly differentiated aspects of
language (e.g., research conceptions of letters, words, or
sentences, etc.), not only reduces children's involvement to
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pieces, but lays the grounds for justifying any variance to
invite instructional intervention.

Respective to such

research views it appears appropriate to 'correct' uses and
interpret variations as failures or 'wrong'.
In line with Goodman's observations cibout parents, no
parent with any consideration for their child would
prograiranatically treat a child as less than an individual.
Unless their child were in imminent bodily danger and
logistics prevented any other than direct action, such an
affront to the recognition of their child as an individual
would be rejected (Fagan, 1987; Thayer, 1983).

Gray 1960 versus Goodman et al. 1987 Revisited
Abram's situation is significant.

It provides

additional information for interpreting the earlier compared
diagrams of Gray (1960, Figure 2) and Goodman et al. (1987,
Figure 3).

Gray focuses on the word, and interprets it from

the point of view of later literacy development, as a part of
a highly specific and differentiated whole.

The

elaborateness of the differentiation however obscures other
interpretations, e.g., Abram's.

Goodman et al. focus upon

the reader at the center of their diagram and place all
representations to the periphery.
I have suggested that the former is consistent with
placing the reader in a singular relationship to words on a
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word to word basis.

This likewise not only makes each word

of equitable core significance but is suggestive of a word
for word accuracy view of reading and supports an assessment
of reading by word count, and improvement by formal
vocabulary instruction.
The Goodman et al. diagram placing semantics, or
meaning, at the center of the diagram recognizes the
contexting integrity of the reader, but also the variability
of the graphophonic system respective to meaning.
words can be used to say the same thing.

Different

But more

importantly, this view therefore allows for qualitative
development over time in the graphophonic system as always
contexted by the reader.

As with Abram, "A" and "4" will

eventually become differentiated, "A" as a part of "Abram"
and "4" as representative of a numeric value.

Natural events

require this, as for example, when Abram becomes a five-yearold.

In this Abram doesn't differentially apply himself to

various direct representations of language (noting the
problem of Luria's "S" mentioned earlier, See Chapter 7), but
differentiates his experience of himself into language.
Abram becomes, in a word, "educated".
Reading is never bottom up because the whole of a text is
not present in the first word, sentence or paragraph of text.
And it is never top down because the reader knows the whole
of a text is not present in the first word, sentence or
paragraph of text.

The progression is of differentiation.
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Terminological Note on The Two Participants
From Downing's (1969, 1970; Downing & Oliver, 1973-1974)
criticisms of the overtly and overly alastract expectations
placed upon children to McNeil's (1974) questioning of
whether the componential aspects of reading are in fact a
prerequisite or result of actual reading (see Rosso & Emans,
1981; Kennedy, 1978), to Fox's (1976) discovery that children
see larger pieces of text before they discriminate to more
abstract con^onents it appears Hayek's (1970) warning that
researchers have begun at the wrong end, is appropriate:
It would be a mistake, ... , to assume that the meaning
of a specific word is supplied solely by the words
surrounding it. As Dewey (1960) pointed out in 1931,
'continued and systematic discourse enables us to
determine the meaning of special symbols within the
discourse only because it enables us to build up a
nonverbal and nonsymbolic context to which the whole
refers.' In other words, semantic and syntactic
constraints facilitate word identification because they
are embedded in the broader context of human experience.
... with respect to reading, a denial of context is a
denial that experience is applicable to learning how to
read (Frank, 1980, p. 12-13)
The interesting problem Abram and Truch present is that
to each of them "A" is a concrete experience.
became institutionalized in this century,

The problem

in the same manner

of the layman's and physicist's use of the word 'atom', the
distinction is only one of differentiation, and this
respective to the contextualization involved.

Whereas

Truch's concrete differentiated reality is made up of pieces,
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Abram's concrete differentiation is the more general, selfinvolving, or, in a word, holistic.

This disparity in the

interpretation of children's language use is not without
serious consequence.

The superimposition of Truch's

subjective interpretations over Abram's is more than a matter
of misunderstanding.
In the history of reading it was not until the early
half of this century that there came the concerted effort to
break language down into it analyzed units for children.
Like the operationalization of research concepts or any other
form of differentiation, this fragmentation of language
appears to escape the ambiguity of more levels of
consideration.

Evolved specification suggest the particular

is definite and non-ambiguously so.

In a fashion, the

particular comes to be in relation to other particulars all
of which are organized from the greater view of the whole.
The more specified something is within a given context, the
less interchangeable, the less ambiguous, and hence the more
apparently definite, or in a word, concrete.

As Moffett

noted however, such amounts to little more than a
tautological circularity.
However, the highly differentiated narrowly defined
particular as a concrete, and therefore transmissible, bit of
knowledge has represented itself in the history of reading
research.

For example, Allington (1991) reports the effort

to make reading instruction "concrete" began between the
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1930s and 1950s, with a focus in three parts: slowing down
instruction, a emphasis on repetition for the slow learners,
and also, the fragmenting of language.

As Allington reports:

[T]he concept of making the tasks more concrete became
popular. This meant isolating the components to be
learned, relying more on oral reading activity than
silent, and lining pictures and words on flashcards ...
It was during this period that the 'slow it down and
make it more concrete' framework truly became the
conventional wisdom (p. 21, emphasis added).
Later through the use of descriptive linguistics, this grew
into:
'[Llinguistic reading programs, programmed readers,
skills management systems, and atomistically specified
decoding skills hierarchies (Allington, 1991, p. 23).
Goodman, however, from the beginning has referred to these
otherwise 'concrete' elements, as abstractions.

For example;

Language may be dissected and pulled apart into pieces
to better understand its workings, but because it is a
process, these pieces, sounds, words, phrases, cease to
be language apart from whole language in use. Language
is not encountered by the learner except as it is used
when he learns to talk - yet he does learn to talk.
Because we have not properly respected language, we have
tended to think we facilitated learning to read by
breaking written language into bite-size pieces for
learners. Instead, we turned it from easy-to-learn
language into hard-to-learn abstractions (Goodman,
1973a, p. 12).
The point here is that from Truch's view language remains
experienced as whole.

The abstractions (to the child) are

concrete (to the researcher). The apparent completeness of
the system appears within the analytical context of the
researcher.

He himself, no doubt, maintains a tacit view of

a broad definition of reading just as Gray and others did.
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The problem however is in failing to recognize the role
of the experiential dimension in learning.

This is precisely

what Dewey (1956) refers to when he writes:
Hence the need of reinstating into experience the
subject-matter of the studies, or branches of learning.
It must be restored to the experience from which it has
been abstracted. It needs to be psychologized; turned
over, translated into the immediate and individual
experiencing within which it has its origin and
significance (p. 22).

Consequences of the Denial of Experience
To subjectively perceive invariance where there is
activity (i.e., to collapse the greater contexting influences
of the continuum and interpret similar responses as intrinsic
to direct greater level categorization of others) results in
legitimizing a severe degree of direct control over others'
activity.

This is a result of the relatively greater degree

of differentiation on the investigator's part. The
difficulty with collapsing all levels of context into one, as
does a classical accuracy driven interpretation of knowledge,
is that not only are other levels (given they exist as
alternatives) ignored, but the qualitative significance of
greater contextual levels goes unrecognized.

Information

which would reveal differentiation is systematically excluded
from consideration because implicit restrictions on
individual behaviors are imposed as a matter of course.
Variation becomes categorically "wrong" (as it would be from
a researcher's subjective point of view who sees clearly and
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obviously his way as right).

A narrow-over-greater control

is effected. The dynamic characterization of the reader is
lost amidst invariants (factors) and Plato's dilemma is born.
The problem is that classical research operationalizes
its conceptions and the last step of research activity
becomes an entry level step for research subjects.

It may be

thought that the concepts operationalized reflect greater
contexting of the individual, but as has been made apparent,
those concepts are the researcher's own.

Of course, while

presumably they may be modified respective to the
researcher's experience, this is not the case in current
applications.

Even when research concepts are modified

respective to research experience, this is done in an effort
to more accurately represent an invariant conception of
reality.

Modifications made yet remain under the pretense of

achieving a transcendental status for the conceptualization.
This form of institutional invariance does not help but
exacerbates the problems and issues discussed in this
dissertation.

Though a research may change a conception in

an effort to more accurately represent the reality that the
researcher experiences, the characterization of any concept
remains the same to the researched, and the problems of
invariants continue.
Because operations are considered invariant or frozen in
nature, the closer to 'answers' classical research gets, the
further from the reality of the situation.

At this point the
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application of the operationalized description becomes
immediately ambiguous, and increasingly so the more the
concept overlaps the addressed student.

This is because

student activity is experientially grounded.

It only appears

invariant where there appears a similarly subjective
invariance which mutually discounts the ambiguities involved,
where there is agreement.

This is deceptive however because

it is an internal construction, not one of transference from
external presentationWhile there is not interpersonal mathematical identity,
as I have argued, as a matter of subjective intra-personal
development there is a direct connection of all levels of the
continuum.

Unfortunately, it is this unrecognized subjective

foundation of the relationship of thought to language that
anchors the classical researchers in the Tightness of their
view and the proof and truth of their work.

By collapsing

the experiential dimension they make the experience of
another interpretable only from their own vantage point.

The

influence or presence of any greater level of context is
interpreted through their own invariant conceptions. By
collapsing the contexting of words, by translating any
greater level of context (and ambiguity) into a word level
for interpreting a student population, classical research
turns research into a competitive conflict-based struggle for
personal recognition and empowerment, and justified only on
the grounds of what is in fact objectively ambiguous
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operationalizations of ambiguous concepts.
The denial of the experiential grounds, which for the
quantitative researcher is deliberately self-inflicted,
produces a severely edited view of reality.

This edited

reality is neither addressable by nor insightful about the
population of learners whose needs are supposedly addressed.
It subjugates children to a view as archaic as that of
children being 'mini-adults', legitimizing not only the
classical view of deficits in children, but of error and
failure.

On this point the exclusion of the experiential

dimension of the individual becomes an issue.
The classical view also, through ignoring greater
contexts, through ignoring the experiential dimension, in
effect dismisses the genetic origin (differentiation) of
particulars, compares invariant to invariant, dismisses
ambiguity, presumes closure, and evaluates perfunctorily.

If

language is so viewed, this leaves the classical view
strictly as an accuracy view, with deficit necessarily
perceived when it is faced with the issue of variance.

Given

the application of classical assumptions, there is no other
explanation than either a direct transference of established
knowledge or innate pre-existent conception of knowledge.
From an epistemological point of view, only concepts like
automaticity, transference, and repetition are available when
experience is disregarded, the ongoingness of current reality
ignored, and invariants are made central.
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Again, the problem is that classical research does not
treat objects as experience.

It treats them as invariants

within its own conception of knowledge.

This is as simple as

it is common, but in education it is not without serious
consequences.

It collapses the continuum model into a single

contextual level of two dimensions as it appears to spread
with the increased differentiation of particular elements.
This creates significant distortions in the view of reality,
leaving much unexplained.

Abbott (1952) describes the

problem metaphorically in his notion of flatlanders.

If the

recognized universe had only breadth and width and did not
recognize height then movement created through the dimension
of height would appear mysterious.

The fingers of a three

dimensional hand piercing the two dimensional surface would
mystically appear as if from nowhere and unrelated.

While

the 'flatlanders' may categorize the areas where the fingers
struck their world, they would fail to explain it unless they
take a three dimensional view.

In similar form, classical

research fails to recognize the integrity to the events that
can only be supplied by the individual.

Classical Research versus Experience
The most significant result of the inclusion of the
cognitive capability of the experiential dimension of the
individual and the consequent recognition of the construction
of knowledge is the necessary recognition that analytic units
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are not elements, or factors, as epistemologically described
and acted upon by classical research, but discriminated
particulars derived from greater and indefinite levels of
experience.

What the classical research view fails to

recognize and what its belief in the external validity of it
epistemology prevents it from recognizing, is that factors
are essentially experientially grounded discriminated
categories.

Its analytic units are not elements but

categories and hence not a priori 'things' to be transferred.
They are developing discriminations subject to the unique
perspective and organizing concerns of any individual.

Consequences of a Classical Interpretation
For experimental research, the unasked question is: Is
the operationalization of a concept logistically (or to use
the language of the venue with a slightly transformed
meaning, statistically) significant?

Can the context the

positivist chooses be consistently differentiated and is the
effort warranted?

More directly to a representative example:

How much like a linguist must children act in order to read?
(Or: How much professional level linguistic differentiation
is practice for children to use?) This has little to do with
proof of a chosen conceptual truth, though it may, and as a
matter of course is by positivists, be so interpreted.
A general distinction regarding research interests can
here be made.

From a classical point of view experience, if
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treated at all (as in studies of background experience)
becomes divorced from actual language facility.

Contextual

levels are collapsed and are considered resident in thought,
if at all.

Intuitively, as I have argued, classical research

assumes thought in language use, but by rejecting the greater
level of contexting, experience as undifferentiated to any
degree (that is, ambiguous), it comes to be at a loss for
addressing greater levels of context and any form of genesis
of language.

This is purely due to the epistemological

assumptions made by classical research, that there is a
direct external connection to internal activity.

And it is

made worse the more stringently (or rigorously) these
assumptions are adhered to.
It is from this that the seriousness of the problems
with classical research may be made clear.

Holistic

education provides the arena of the individual's
undifferentiated experience and developing knowledgeableness
while classical research focuses rather upon highly
differentiated aspects of "developed" (and the emphasis is on
past tense) knowledge.
The assumption of a direct connection between specific
language and its correlate thought is the subjective
connection of a researcher to his or her own differentiations
about reality.

Interpersonally however, that greater

contexting evokes greater disparity exposes the subjectivism
because conceptions become less, not more stable at greater
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levels of context.

This is why narrow contexted research is

inappropriate, and how through the 'objectification' of what
is essentially subjective, it undermines the nature of the
tacit agreement upon which any success is based.

It is also

why classical research interprets text reproduction as
understanding and considers an externally imposed 'correction
of deviation' practice to be a legitimate protocol and as a
matter of course fails to examine any potential of a
supportive role respective to a fully contexted individual.
In effect classical research misinterprets
undifferentiated sound as differentiated thought,

it does

not distinguish between a child's behavior that is analogous
to their notions or expectations, as a child who merely
appears or acts knowledgeable and a child who independently
knows or internally understands.

In stark form on this

issue, Vygotsky (1993) raises the example of a three-year-old
who cannot play chess.

This does not preclude the

possibility that the child could be taught to act like a
chess player.

It simply means the child will not win.

Classical research is unaccepting of its own ambiguity
and hence unduly over interpretive of its own subjectively
differentiated experience.

In seeing only language and not

language development and its experiential grounding, or in
preferring to relate words directly to thought rather than
examine the simultaneous development of both, this research
places itself in the proverbial ivory tower (e.g..

Mosenthal's subjective based con^laint about Goodman,
Mosenthal, 1989c), and removes itself from serious
consideration of making a contribution to education.

As

earlier noted, the failure has not gone unnoticed (Kolers
1968a; Farr and Weintraub, 1974-1975, Wolf & Tymitz, 1976
1977).
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CHAPTER 13
EXPERIENCE AND ITS CATEGORIZATION

From H. von Helmholtz's still insufficiently-appreciated
conception of "unconscious inference" and the similar
ideas of C. S. Peirce [1931-1958] to F. Bartlett's
[1932] interpretation of perceptions as "inferential
constructs" ... they all stress in one way or another
that our perception of the external world is made
possible by the mind possessing an organizing capacity;
and that what used to be called elementary qualities are
its product rather than its material (Hayek, 1970, p.
312).
The nature of experience lays the grounds for all
subsequent development.

Such is understandable most clearly

in pre-self-cognated activity; experience demonstrates an
individual's engagement with the surrounding world.

Whether

Piaget's "adualism" or a sense of a greater surrounding
reality, existence precedes any cognitive discrimination.

At

a level of biological experience, its limitation as in memory
may be recognized for its part in subsequent discriminations
of temporality.
While biological existence as represented in early
memory clearly connects experience and cognition (one must
have been somewhere to remember it), such may be extended to
an understanding of Condon's (1974, 1979) work with neonates.
Mentioned earlier, this work shows physical responses to
consonantal segmentation. Condon's neonates are not
"cognitively" acquiring consonantal segmentation, they are
experiencing it in their world, and they cannot but be
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wrapped in that world.

Johnson (1987) following work by

Lakoff & Johnson (1980) extends the thesis in a study of
metaphor exploring the physical experience which underlies a
multitude of cognitive organizational patterns, the concept
of space as a container, for example.
Only an integrated environment can serve as grounds for
categories which in turn serve as grounds for further
differentiation.

The experiential integrity of an

environment is hence significant.

For example, without the

existence of a print rich environment there is no existential
field, or integrated grounds for perception as whole.
Distraction rather than engagement becomes instructional
protocol.

The limitations that sophisticated analyses has

created for elements (e.g., phonics programs) of language
becomes the environment of children.

As there is delimited

integrity, or responses are curtailed (assessed by invariant
relationships) under these conditions, progress can only be
grounded in the extracurricular world, through connections
made to the world outside of the school.

If that world of

home or community does not provide the context for
integration, then any apparent synthesis is nonsense,
essentially expected to occur in a vacuum.

The synthetic of the analytic-synthetic distinction, which
arose from Kant's early formulations, is based not in small
closely tied contextualization, but as described by Suppe
(1977), based upon knowledge of the real world. "[T]he truth
or falsity of a synthetic sentence is not determined by the
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Representations of Progression from Greater Contexts
That the experiential precedes discrimination of
particulars can be seen in the meaning children give to
scribbling, and as scribbling progresses to the use of
various-to-particular letters in name writing development
(Ferreiro & Teberosky, 1982).

It may be seen in the

progression from holophrastic or telegraphic speech to more
conventional speech (Dale, 1976).

Again, the contextual

provisions a parent can make for "gimme" reveal it is not a
single word malformed utterance, but an intimately contexted
expression which is intimately tied and dependent upon that
context for the communication of its meaning (K. Goodman,
1986b)

A child does not begin saying "gimme" to see what

will arrive by trial and error, but because something is
known and desired.

In the sense of differentiation, the use

of language reveals a goal.
Likewise with the findings of Wells' (1987) discussion
of the importance of story and reading aloud for children.
He writes:
[I]n listening to stories read aloud they not only
extend the range of experience they are able to
understand but also begin to assimilate the more
powerful and more abstract mode of representing
experience that is made availeible by written language,
(p. 200).
The presentation of oral stories allows children to engage in
an experience of entire representations of books and
meanings of its terms, but by factual information about the
physical world" (Carnap, quoted in Suppe, 1977, p. 67).

398
differentiate for themselves from whole to part.

From that

focus they move into more differentiated understandings, and
as Wells found, consequently, into the use of written
language.
In miscue related research this is represented in the
use of context by readers.

It is indicated in the use of

greater context, semantically discussed. The studies span
greater context as with Myette (1992) who found story schema
facilitated comprehension while vocabulary training did not.
The studies include language foci as with Hughes (1977) who
finds readers "are more effective in facilitating both
comprehension of connected text and learning new sight words"
with the "increasing use of language context" (p. iii).
Johnston & McClelland (1974) found "The processing of any
given stimulus letter must depend critically on the larger
stimulus of which it is a part" (p. 1192).

As found

similarly by Woodley (1983, 1984) and others, perception of
letters in words is easier than letters by themselves.
The suggestion is that it is the individual's sense
which at once underlies and surrounds any cognitive activity.
In essence it is ambiguous and the arena from which all
cognitive production and progress arises.
Due no doubt to logistical issues and the subjective
self-evidence of invariants (i.e., exteriorized
discriminations), which makes up the classical research
database this has been little recognized as a research
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concern.

In basing conceptions on older or 'competent'

readers and at more and more particularized (narrow) levels
of context, researchers have in essence mystified their own
concerns.

It has limited itself from seeing deeply into the

performance implications of even mature readers.
Miscue analysis has brought an appreciation of greater
contexting into the arena of reading research. This occurs
with the inclusion and examination of the influences of
greater levels of context.

It occurs through the inclusion

of the point of view of the reader.

It occurs through a

recognition of the reader's active involvement in the use of
strategies and the creative implications of viewing reading
as "a psycholinguistic guessing game" (K. Goodman, 1967;
Power, 1983).

In terms of the interests or concerns of the

reader, this is more than even the conceptualization of
'background experience', It includes foreground as well.

Regarding the Continuum
Variations in form, size, color, and arrangement of
parts have much less to do, and the uses, purposes, and
functions of things and of their parts much more to do,
with distinctness of character and meaning than we
should be likely to think. What misleads us is the fact
that the qualities of form, size, color, and so on, are
now so distinct that we fail to see that the problem is
precisely to account for the way in which they
originally obtained their definiteness and
conspicuousness. So far as we sit passive before
objects, they are not distinguished out of a vague blur
which swallows them all (Dewey, 1910, p. 123, emphasis
in the original).
The problem of objective invariance, which is not viable
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on both logistical and psychological grounds as presented, is
found in its rejection of the importance of greater contexts
which ultimately entails rejection of the reader as a
participant.

At this point it is found problematic for

invariant conceptions at any level of context obscures the
experiential arena in which any conceptual invariant
subjectively develops.

That is, it is found problematic from

an experiential or developmental point of view which
recognizes all individuals already known within an ongoing
experiential reality.

As shown in the characterization of an

experiential non-redundant universe in previous discussions,
however, variance (individual variance vis-^-vis an external
invariant model or expectation) as specific in character to
any particular individual remains viable.
It may be noted that defining invariance as specific in
character to one individual in a given moment appears to
undermine any substantive value for the term.
classical point of view this is true.

From a

However, if concepts

are realized to be indefinite, ambiguous, or ephemeral in
character, the assumptions of direct relationships become
moot and the classical view necessarily rejected except as a
matter of individual constructions.
Invariants or concepts are not unchangeable features of
reality, but are quasi-stable descriptions of the intentions
of those involved.

While they are indefinite they may yet be

treated as definite in so much as social agreement and

401
conununication depends upon them.

Invariance is only from an

individual's point of view, and is a characteristic of
categorizing experience.

From the point of view of greater

contexting, invariance represents an organizational concern
which guides the development of the individual.

For example,

one may desire to be or be concerned with becoming a teacher.
This conception is at once ambiguous and yet accessible as a
seemingly stable guide for appropriate activity.
The subjective definiteness or invariance known to an
individual may be shown to change if socially anchored (e.g.
if written down and, in the manner of one's being selfconscious, reflectively returned to).
if only subjectively referred to.

It may go unrealized

Or it may or may not reach

an acceptable fruition (reach a satisfactory level of
delicacy) or also be reflectively seen to change in character
along the way through added specification. For my purpose I
focus upon examples which are perceived as stable in form.
As greater contexts guide the variability in the expression
of , or guide the differentiation of, lower ones, the notion
of an individual's 'concern' is most appropriate to discuss
the nature of the progression respective to narrow foci.

The Function of General Concerns
Vygotsky has taken his research view to the point of
recognizing the significance of individual concerns when he
writes:
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An understanding of another's words requires more than
an understanding of words alone; it requires that one
understand the other's thoughts. However, even this
understanding is an incomplete understanding if we do
not understand the other's motive, the reason that he
has expressed his thought. In precisely this sense, we
take the psychological analysis of any expression to its
end only when we reveal the final and most secret
internal plane of verbal thinking, that is, its
motivation (Vygotsky, 1987, cited in Bruner, 1987, p.
6).
Vygotsky interprets the subjective invariant to that of goal
or desire, the "motivation", technically, clearly ambiguous
respective to its present or eventual differentiation.

As in

continuum terms, the greater context is the less
interpersonally accessible.

In terms of the conceptual

invariant its lack of necessary substantiation in reality may
be shown by its hidden or "secret" nature.

If this applies

across all levels of the continuum it sets the stage for
understanding the relationship of greater context to the more
singular, more individual in circumstance, and hence,
necessarily holistic, in the traditional sense of being
individually centered.
The classical epistemology suffers clearly as
indefiniteness was shown to underlie all given levels of
object invariance in the same manner ambiguity has been shown
to reside in greater contextual conceptualizations (see
Chapter 11 and 7 respectively).

Because the very

operationalization of concepts entailed a necessary ambiguity
in the same way ambiguity appears in greater contextual
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conceptualizations, the linear ordering of or direct
connection from bottom-up, the notion of a specific to
general , view that underlies the notion of
operationalization is rejected.

If invariance can be

rejected as grounds for pedagogy because ambiguity is found
across the continuum and experience is the necessary
replacement, then the relationships between levels would be
the only viable characterization for the development of
knowledge.

In that the

inter-level relationships

(greater/narrow and narrow/greater) reveal a control of
greater over lesser contexts, it would likewise indicate that
a traditional holistic (versus narrowly focused) view would
be an appropriate educational focus.
This presumption is precisely the issue that forces a
reexamination of concepts from not only a logistical or
psychological point of view, but requires an interpretation
from a developmental point of view.

I suggest that the

greater context levels primacy is not only recognizable
because of their influence, but greater levels are primary in
terms of explaining the origin of narrower levels.
To be clear as I use terms of divergent perspectives,
specification in 'element' is 'differentiation activity, an
increase in the complexification of the construct,

it is not

that a schema is a generalized notion until it is
operationalized, but that when it is operationalized it
becomes a different event.

The operationalization of
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research concepts is a differentiated form of the concept.
It is qualitatively different than the concept and can only
be 'directly' tied to the concept as a matter of subjective
interpretation.
It is here that the general quality of the greater level
of context becomes invisible to the subjective perception of
the individual.

I am saying, for example, that after one has

completed coursework and gains employment as a 'teacher' that
these particular elements, the differentiations are taken to
constitute one's being a teacher.

While the goal has

technically changed with its specification into elements,
however, it qualitatively remains as an organizational power.
As with Moffett's description of the differentiation of
experience it should not be forgotten that the experiential
venue remains.

As it is differentiated, it is transformed

into interpretations, but qualitatively as an individual's
experience, it serves to provide grounds for an infinite
potential of other interpretations or reinterpretation.

That

the impetus is toward increasingly specification, however,
causes the goal, as it continues to organize the
differentiations, to become unrecognized as differing in
quality from those differentiations, even as it continues in
its original greater contextual and ambiguous form. My point
is that greater contexting remains qualitatively the same,
and it is inappropriate to interpret the highly specified
consequences of differentiation activity as equal to greater
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contexting.

This is clear in the critique Kelly (1963) makes

of how scientists treat the operationalization of concepts.
Scientists come to belief that the operationalization is the
concept.

It is less clear in the case of the teacher.

While

obvious when pointed out, it is not without consequence.
The "A" that stood for "Abram" to four-year-old Abram is
not the "A" as interpreted as the first letter of the
alphabet.

When it becomes differentiated for Abram, comes to

be known as a letter of an alphabet, Abram's identity
remains, though, as a greater context, his personality is
invisible to an elemental analysis (e.g., Truch, 1991, see
Chapter 12).

Not only is it invisible to an observer's

analysis, but may become as invisible to Abram as it is to
Truch.

In this way the progression itself goes unrecognized.

Individuals, as a matter of course, do not attend to the
continued qualitative generality and organizational value of
greater contexting. Knowledge becomes self-evident and
perceived as continuously existent across time rather than as
a current differentiation of a current, and still generalized
category (e.g., Y. Goodman & K. Goodman's, 1994, and
Bartlett's, 1932, interpretation of schema). Were greater
contexts recognized as a concurrent and remaining generality
to their specification, social agreement at a greater
contextual level could be made explicit, regardless of
differences in degrees of differentiation (see The Problem of
Two Participants, Chapter 12), could recognized and
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development addressed accordingly. A child's place is with
books, not letters, and books are what people make of them.
A focus on general conceptions rather than pre-discriminated
specifications, if they are understood to be the continuing
grounds for differentiations (which vary), make for a
significantly more agreeable and productive social
experience.

Qualitative Distinctions in Contextual Levels
No more than Vygotsky's child at play automatically
knows the qualities of an object without transacting with the
object in the environment, students do not and cannot
directly 'see' the established knowledge of a teacher or the
established knowledge of the world around them

They can and

do experience it, grasp it as it emerges first as a general
category regarding that experience, and differentiate their
own integrated and consequent categories of behavior.
This observation regarding the differentiation of
knowledge is significant in that qualitative distinctions are
made respective to the development of knowledge.
contextualization is

Greater

recognized as more general in its

degree of differentiation.

Narrower levels are recognized

not only in terms of influence, but as more highly specified
degrees or highly differentiated aspects of the greater
levels.

In terms of differentiation of experience, the

greater is a precursor to narrower levels.
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From a differentiation point of view, greater contexts
are not only what scopes the existence of more narrow levels,
but in terms of differentiation, are qualitatively different.
This is because they are continuously so.

That experience is

differentiated does not make the differentiation nonexperiential, however much it may be believed, or in the case
of a classically focused positivist, insisted upon.

For

example, in the case of Moffett's writer, however elaborately
described, the originating experience and earlier more
general differentiations remain underpinning the coherence of
the eventual formal presentation.
This is to recognize that the category of schema is
qualitatively different from the categories of its
operationalization.

The prediction of the future of science

or an experiment is qualitatively different from what is
involved to decide its confirmation (or disconfirmation).
The question is qualitatively different from its answer.

The

concept of teacher, or one's category for it, is
qualitatively different from the daily activities and
decisions actually made in a classroom.

A goal accomplished

is no longer a goal though the goal must remain as a
qualitatively distinct category for the accomplishment to be
recognized.
This distinction is not recognized from a classical
point of view.

It is likewise subjectively illusive.

It

appears to be common sense that the fulfillment of a goal
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means that one reaches that goal.

Fulfilling a goal is the

differentiation of that goal into subjectively consistent
particulars.
From a continuum point of view this simply recognizes
that the contextual levels necessarily and continuously
differ qualitatively in terms of their degree of
differentiation.

For example, meaning takes many forms.

Given any meaning, it must be considered undifferentiated,
however specific or tacitly "real" it feels.

Of course,

subjective concepts deceivingly seem specific because they
can be specified.

This is the illusion of science, which is

in fact a cognitive stance vis-^-vis experience.

If

specification is actually itself a progression of
differentiation however, it can be argued that any
specification so 'assumed' is itself a movement to the left
(toward text) in the continuum.

That toward the right is not

a law or principle that is revealed, but the increasingly
undifferentiated status of the reader experience. The social
foundation of general agreement (versus its invariant
transcendental causation) is here exposed.
It may serve the individual as a general desire or
interest, or to use my preferred term, concern.

As a manner

of self-recognized in relationship to the world it provides
direction for subsequent activity. To say it is indefinite
however does not mean that it cannot be defined, only that
any definition must be done by the individual and to the
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degree important to the individual without necessarilyreflecting on the greater contextual position of the
individual.

In a word, this is learning; and it makes

learning, in a phrase, a matter of individuation.

The

underlying indefiniteness of reality per se also serves to
substantiate the argument of open-ended agreement as opposed
to externally linear and deterministic notions of causality,
not simply at a factorial level, but at a more deeply
experiential level as well. Purely a matter of agreement at
greater levels of context may hence explain how conceptual
'matches' (e.g., successful factor-based research findings)
appear to occur, however much technically it renders the
'mirrored' findings superfluous (see Chapter 7).

Again,

Moffett's writer's more general category of experience
remains as a concern expressible or able to be differentiated
in a variety of ways.

Experience remains, greater categories

remain, even as the individual differentiates them into the
particular.
General environmental consistency is hence of greater
pedagogical concern than specific consistencies.

With focus

on greater contexting, variant specifications are less
socially disruptive, but more reflective of individual
involvement.

The greater contexting of the individual in,

for example, a print rich environment (not narrow foci)
contributes to the arrival of more primary categories which
serve the development of a social basis for language.
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Greater contexts surround and precede narrower ones.

Greater

contexts are relatively less differentiated respective to
narrower ones.

This applies across the continuum, even

including experiential existence.

The Arena of Experience; The Individual
It is not a unique position to consider experience is
more than its definition, whatever manner of definition is
precipitated for it.

As Margolis (1977) points out in

respect to Dewey:
Dewey insists on a noncognitive sense of perception,
associated with sensory information that contributes to
animal survival and adjustment processed even below the
level of awareness. Correspondingly, he insists, in a
rather Jamesian manner, that cognitive experience is
dependent on, and included within a wider range of,
noncognitive experience (p. 130).^^
Affirming earlier discussion, this treatment of
invariance as a result of categorizing undifferentiated
experience reveals a 'not-ten^oral-spatial' dimension of the
arena in which the self exists.

As Bertalanffy (quoted in

Smythies, 1970) puts it:
We experience ourselves as free (because immediate
experience is not categorized); we explain behaviour
(of others and our own) by application of the category
[of causality] (p. 254).
Learning comes from how the reader treats (categorizes)
From another point of view the common recognition that
nonverbal communication represents more significance to an
act of communication that the technical 'elements' of
language invokes the issue of contexting (Hall, 1957, 1976;
Birdwhistell, 1970).
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context not how the external 'context' treats the reader.

The Continuum
In the view of the continuum an accuracy thesis has
revealed that increased context means increasing not only a
focus on the uniqueness of the individual but consequently
this adds a necessary ambiguity to the individual's activity
which research concepts do not identify.

Classically,

"future research" expresses the faith in an eventual
resolution of the problem.

I would suggest however, that the

problem is a necessary aspect of any activity at any level of
the continuum.
With movement toward the 'presence' of the individual on
the continuum, an experiential level of activity becomes
necessarily included.

Likewise, via the continuum, whether

'background experience' or actual experience in the present,
increased context exhibits organizational influences over
lower levels.

In the end, full contexting involves the

readers experiential present and forces a necessary
reinterpretation of what significance differentiated research
particulars has to the research subject.

As this is an

ongoing activity, and experience is continuous, it may be
recognized that in full context no individual can completely
define or 'elementalize' his or her own experience. The
logistics of potential elements prevents this. Psychological
regress prevents this.
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The Nature of Experience; Ambiguity
The ultimate given is the flow of ... experience
(Erleben in German terminology, le monde v6cu of French
phenomenologists) - conscious, but with indefinite
borders to the unconscious. This flow is organized and
conceptualized with the help of categories ... In other
words, the Cartesian dualism is not a given distinction;
rather, a primary adualism (Piaget) is progressively
differentiated, both in the development of the child and
in cultural history (Bertalanffy quoted in Smythies,
1970, p. 253 - discussion)
Gross categorizations may be applied, but a degree of
ambiguity resides in any individual's present reality and
where it appears not to, is a matter of social commitas or
agreement.

Indeed, in coming to any situation some level of

experiential recognition of that situation is the essential
grounds for knowing even that one is 'there'.
sides of the same event.

It is two

Engagement is grounded, that is, in

the experiential present in even something so simple as one's
physical environment as one experiences it.

This experience

is indefinite in an on-going and non-replicating universe and
yet may be categorized and enter the universe of invariance.
Experience, whether self-defined or not, is likewise
perceptually whole, and necessarily so, as the examination of
the individual's presence demonstrates.

Experience cannot

technically exist as a fragmented reality and likewise cannot
pedagogically be represented as a sequence of events other
than as a secondary (regressed) feature of reality.

A

pedagogical focus on incremental steps (mastery learning,
etc.) cannot be justified as classroom practice.

The only
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justification is in terms of the logistical organization

of

instruction, which, essentially misses the pedagogical mark
(Hymes, 1958).

This experiential character of reality is

demonstrated through any self-definition of the person in
that the individual can only know it, however tautologically,
and also that it is always, in the present, something not
shared by others, even those to whom the individual may apply
that definition.
The analogy may be made to the argument of classical
research's inability to exhaustively delineate the factors of
any given event. This is because it includes experiencing
which has not and to an extent cannot be defined whether due
to the logistics involved or the psychological regress which
constantly modifies such definition, and continually returns
the individual to a dynamic arena of activity.

That any

present experience cannot be exhaustively described or
attended to cognitively, simply accentuates the on-going
nature of reality.

The Role of Experience; Sense
In a thoroughly normal organism, ... "feelings" have an
efficiency of operation which it is impossible for
thought to match. Even our most highly intellectualized
operations depend upon them as a "fringe" by which to
guide our inferential movements. They give us our sense
of rightness and wrongness, of what to select and
emphasize and follow up and what to drop, slur over and
ignore, among the multitude of inchoate meanings that
are presenting themselves. They give us premonitions of
approach to acceptable meanings, and warnings of getting
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off the track. Formulated discourse is mainly but a
selected statement of what we wish to retain among all
these incipient starts, following ups and breakings off.
Except as a reader, a hearer repeats something of these
organic movements, and thus "gets" their qualities, he
does not get the sense of what is said; he does not
really assent, even though he givets] cold approbation.
These qualities are the stuff of "intuitions" and in
actuality the difference between an "intuitive" and an
analytic person is at most a matter of degree, of
relative emphasis. The "reasoning" person is one who
makes his "intuitions" more articulate, more delivereible
in speech, as explicit sequence of initial premises,
jointures, and conclusions (Dewey, 1925/1958, p. 299300).
Dewey describes the intuitive as a nebulous sense of
potential for hearing and reading. He also notes that it is
at once the basis of any order given to experience and that
as it is elaborated upon it becomes what is recognized as
analytic and reasoned.

As Hall (1976) discusses high and low

context cultures, the intuitive is the more encompassing and
less elaborated or differentiated sense an individual has
about a situation.

The intuitive is high context and if

shared requires less elaboration than a low context
interaction where intent must be made more explicit.

It is

significant that at the higher level the place of the narrow,
particular or more elaborated code is more nebulous
(variable).

As does the discussion of language potentials

utilizing miscue analysis data, this suggests the precursor
of elaborated exchanges between people rests in the more
general or highly contexted, intuitive feelings, or 'sense'
of the individual.
As miscues demonstrate, even when reading or re-reading
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is for pleasure it is expansive of the feeling or sense of
one's world.

To focus on accuracy without reason dismisses

the integrity of the concern and acts counter to motivational
tension.

Indeed it may be questioned whether an accurate

reader is representative of learning, whether an expectation
of accuracy, memorization and automaticity is not only
dismissive of purpose and sense, but serves to place
traditional schools as the only institution where learning is
so intentionally discouraged.
In this way miscues demonstrate the differentiation of
meaning, underscores the significance of readers who are not
reading something that they already know or doing it for
performance purposes.

That is, miscues (substitutions,

omissions, insertions) demonstrate reader's engagement in
that they are learning (self-correction, regression).

All of

this activity raises the very significant educational
question as to whether learning is occurring without the
presence of miscues (Anderson, 1988; Anderson, Wilkinson,
Mason, Shirey, & Wilson, 1987; Black, 1980; Corder, 1974;
Dulay & Burt, 1984; Hodes, 1981; Morgan, 1945; Nurss, 1969;
Reufrow, 1982; Weaver, 1982; Zydatif, 1974) or as Akural's
description of Plato suggests, whether it is even possible.

The Meaning of Experience; Inquiry
The following observation reveals an essential problem
regarding the relationship of cognition to experience.

As
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Bohm & Peat (1987) succinctly put it: "The thing is always
more than what we mean and is never exhausted by our
concepts" (p. 8).

This point is

significant first in terms

of what it recognizes about the relationship between
cognition and experience.

Because a thing is "always more"

suggests that experience is the grounds for cognition, and
because any 'thing' may be approached in any number of
different ways (e.g., Kelly's, 1963, "infinite number of
ways", p. 19) it brings to bear a sense of ambiguity
underlying what is 'known'.
From an invariant treatment of knowledge the question
appears: How does one learn something which is not known
other than in a priori terms: through innateness or imitation
of external impositions.

Under these conditions, is

'learning' possible or is 'learning' simply a matter of selfrevelation or practice and training?

Through the notion of

inquiry these questions arise in the basic conundrum of the
very definition of a question.

How can one ask about

something which one does not know?

How can one ask unless

one has a sense of something of what it is or could be,
without an idea of a variant, an alternative?. Like a memory
in the literal past, if something is actually unknown then
there should be no basis for asking.
there is no basis for asking.

And if it is known

Difference and variation are

implicit, an irony considering the invariant characterization
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of classical epistemology.
In a fashion, the existence of experiential ambiguity
underscores if not formulates the nature of inquiry.

The

essential nature of the "question" may be characterized as a
relationship between the "known" and the "unknown".

It may

be taken as between known and alternative descriptions which
supports even a classical point of view but with an accent on
a positive value for variance respective to learning.

Or it

may be viewed as a progression of discriminations of
knowledge from undifferentiated experience.
Cognitive structures appear through and grounded in
experiential reality which is itself intrinsically
indeterminate, acausal and non-linear except for the
subjective construction and perception of those structures.
It is through limitations placed upon the ongoingness of
actuality that cognition is reflectively developed.

If it is

interpreted as a relationship between differentiated
(categorized, cognitive) definition and undifferentiated
experience, the dynamics and motivation for learning is also

80 The professed rigor of using invariant conceptions may be
noticed as the self-expressed characterization of positivist
research. The irony is in the implicit consequence that a
different or variant pre-existent view must exist and be
adopted in the course of the research (unless the research
presumes absolute knowledge in the present in which case
research is a misnomer). It is ironic that even at the level
of classically presumed to be existent invariants, variation
of them would play such an essential part in an epistemology
of invariants for the researcher while the same variation is
denied to others in the process of learning.
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revealed.

Wanting to be, or know in the specific something

which is as unspecified, greater or more than the definite
self is what motivates.

Cognitive expansion into the world

is a progressive differentiation of an individual's
experience of that world: a definition of inquiry and the
motivation whether in reading or research; a concern of being
something or knowing something.

It is an extension of one's

definition.
The sense that one is always (experientially) aware of
more than what one (cognitively) knows is what propels, the
tacit experience that reality is greater than the self, the
unknown surround the known in undifferentiated terms.
Differentiation is the issue. The revealing educational
problem for a priori researcher-goal vs. child-goal oriented
instruction is of course, how can children care about
something they do not know?

Miscue provides for a goal of

personal achievement as opposed to the idyllic (and to the
child often artificial) goal of abstract achievement. Few of
the truly successful would have doubt as to which is the more
significant.

Were scholastic achievement direct, cumulative,

and reflective of actual success in life, test providers
would market their products on the basis of direct
predictions of such success rather than concepts of ability
and intelligence.
The question is not what one knows versus the object, or
answer, the 'what' of what one does not know.

It is but what
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one knows in relationship to the open-ended ongoingness of
real experience, reality at large, as it were.
The significant recognition is not that an ambiguous
natural experience precedes, underlies or surrounds cognitive
definition, but that experience is not an abstracted reality;
it not only surrounds and underlies the abstract, but is
itself undifferentiated.

It is ongoing, in the same manner

Kelly (1963) characterized the natural universe.

It is, as

with Condon's (1974, 1979) neonates, the individual as
existing, and as continuing to exist, even as differentiation
proceeds.
If the conception captures the attention of the child,
like Vygotsky's "ultimate goal" (1993, p. 106), the child's
activity is to differentiate the idea into experience
increasingly specific to him or herself.

The child's use of

the idea is organizational and is used to further
differentiate its form.
At a less rudimentary level which maintains this
characteristic, Whitehead (1929) suggests "romance" (a state
of experiential connectedness, a liminal state, a state of
suspended judgment or expression of a general concern) to be
the first stage of education.

He writes without reservation,

"There is no comprehension apart from romance" (p. 33).

In

the same form, Einstein wrote in 1931:
The most beautiful thing we can experience is the
mysterious. It is the source of all true art and
science. He to whom this emotion is a stranger, who can
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no longer pause to wonder and stand rapt in awe, is as
good as dead (p. 6)
Whether in the teachable moment's "Eureka" where 'new worlds'
open, in terms of inspiration®^, or the more sedentary view
of Vygotsky's child at play and who is a 'head taller' than
himself (Vygotsky, 1978b), the relationship between
undifferentiated reality and the self, that is, the
relationship between experience and cognition, is the same.
One is at once, cognitively oneself, and immediately aware
there is, to use Bohm & Peat's (1987) word, "more".
As a consequence it may be said, reading is more than
thinking, it is differentiation, and as differentiation, it
is inquiry.

It is not practice it is learning; it is never

automatic, it is an investment and takes effort.

Reading is

not bottom-up because the whole of a text is not present in
the first word, sentence or paragraph of text.

And it is not

top down because the reader knows the whole of a text is not
present in the first word, sentence or paragraph of text.
The experiential dimension of knowledge is the
81 statement of the relation between the differentiated
(cognitive) and the undifferentiated (experience), are found
in Tillich's (1957) comment: "'Ecstasy' means 'standing
outside of oneself' - without ceasing to be oneself - with
all the elements which are united in the personal center" (p.
6); and, Greeley's (1974) description of ecstasy: "I was
overwhelmingly possessed by someone who was not myself, and
yet I felt I was more myself than I had ever been before"(p.
25). Again, this is to focus upon the relationship between
defined and undefined, or new experience. In discussing
video feedback loops, Ryan (1974), for example, reports, ""I
feel more able to move in my own fullness. And this
awareness extends beyond the actual use of the tape." (p. 7).
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distinction of in^ortance here.

Because it infuses all

activity, invariance is revealed to be illusory.
Consciousness is active, were it not active there could be no
consciousness.

It is precisely this position which

established the individual rather than invariant conceptions
of established knowledge as the essential focus of pedagogy.

Inquiry and The Experiential Whole
In education especially, clearly lack of differentiation
of context is what reading remedies.

The text difficulty

which sends readers to graphic levels is not a result of not
knowing graphophonic correspondences, but that something
isn't making sense, or isn't epistemologically sound.
Indeed it could be said that inquiry itself arises from
the natural recognition of one's thoughts being apart from
something greater.

As discussed in Chapter 9, Copernicus did

not revolutionize astronomy without conceiving the answer.
It did not come from the data, it was drawn out of his
experience of conflicting and anomalous data, this through an
openness to entertain the experience as a whole, in a unified
fashion.

The resolution of conflicting data requires more

than data.

If data caused answers many of the mathematics

puzzles would not have survived for the centuries they have.
An answer is significantly different, increased
differentiation of what was the 'question'.

Rather than a

set of a priori "knowns" which produce a 'new' answer, or
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nonsequitously, a 'new known', it requires a view of the
field of experience in its newness, a field of greater
context.

Accuracy versus Experience
In form, undifferentiated experiences is objectified in
an invariant classical epistemology.

Either it appears in

the literature to cognitive stances as the 'unknown' in which
answers exists, or is depicted as a void and empty of
information.

This characterization of the unknown, is a

precursor to even Locke's blank slate, though it survives in
the conception of 'error'.

Cognitively speaking, this

'unknown' is in fact simply undifferentiated experience.
The obscuring feature is that in education someone else
may reasonably be thought to 'know' or have an answer.

This

lends common sense credence to a Received View (Supper, 1977)
of knowledge, the sense of its pre-existence, and which gives
rise to the expectation that it has some transcendental
validity, all of which disappear if examined from a social or
historical point of view.
In terms of inquiry, clearly an interpretation of
reality as invariant is sterile.

Undifferentiated ongoing

reality is discounted except in how it fits into a cognitive
invariant scheme.

New knowledge is only explainable or

approachable through a procedure that entails nothing other
than the arranging and rearranging, the manipulation of bits
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and pieces in myriad ways.

The essential result is a trial

and error view of learning.

The unknown as a void or empty

of information or reveals itself as 'discovered' by an
accidental or methodological juxtaposition of elements. Once
discovered, it, of course, is then a 'fact' with no
consideration of relativity.

The focus on cognitive

constructs as 'discovered' produces the illusion that non
sense is possible.

Variant information is rejected as it was

in the progression of the construction of the 'discovery'.
Other than through such literally mindless manipulations, the
universe is hardly so.
Simply at face value, classical notions of success,
mastery, automaticity, are dismissive of the context of
experience and as frozen conceptions counter the very
possibility, beyond mystification, not only of learning but
of the continuing nature of learning.

Reading today, as it

is in the hands of accuracy advocates, is equivalent to a
requirement of auto mechanics before learning to drive.

The

problem is that child aren't accepted as readers, not given
the supporting atmosphere or allowed their own ideal (or
concern) of becoming readers to flourish until they learn it
backwards, until they learn to see reading as a linguist
does, or research does, from a viewpoint of its most highly
discriminated, least contexted, features.
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Subjective Cognition in Science
Returning to the individual, there appears to be
considerable analogy.

Whether it is a goal sought to be

achieved, a prediction made, or close examination of
particulars, the overriding feature is essentially one of
potential, or concern.

This concern, in turn, guides a

search for substantiation.

Before the event some ideational

work scopes the direction for activity and selection of what
is to be the focus.

After the event there is, if reality is

somewhat addressed, some substantiation of the hypothetical
and it becomes closer to acceptance and apparently less
hypothetical.

My interpretation is that given the overall

ambiguity of all aspects of reality, substantiation is best
described as, rather, individuation. Success or failure is
bound to how well the investment is reflected in the concern.
If Heisenberg (1958) is correct when he writes:
Natural science does not simply describe and explain
nature; it is a part of the interplay between nature and
ourselves; it describes nature as exposed to our method
of questioning (p. 81)
then differentiation is the most appropriate characterization
of the answers to those questions. It is not that answers
are categorically 'wrong' answers, it is simply that they are
also not 'absolute' ones either.

The same sentiment is

expressed by Dewey (1938), as according to Margolis (1977),
Dewey repeatedly insisted on replacing 'knowledge' with
'warranted assertibility.' [ For by 'warranted
assertibility' Dewey wished to emphasize that what we
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come to believe is contextually warranted by the process
of inquiry itself, that it cannot be specified as
knowledge independently of that relation, (p. 132)
Because the problem of ambiguity can be found at linguistic
and meaning levels as well as in the scientific endeavor
itself, it may be said: Ambiguity rests in all levels and
hence only the properties of the intercontextual
relationships in the continuum afford an acceptable approach
to analyses.

In this the greater contextual control over the

particular indicates once again the significance of the
individual orientation, not only in terms of control or
engagement, but origin.
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CHAPTER 14
HISTORICAL OBSERVATIONS

Many critics of the subskill approach suggest that
meaningful reading material should be given to a child
and that subskills should be taught when the student
asks for help or shows evidence of needing particular
skills. The shortcomings of this approach become
obvious when one realizes the logistical and managerial
problems facing the teacher with a large number of
students (Samuels, & Schachter, 1978, p. 25, emphasis
added).
This dissertation has explored a general interpretation
of traditional research.
conclusions.

This exploration reveals two

One, classical epistemology is limited in value

in educational research.

This has been shown through a

discussion of limitations based on logistical, psychological
and developmental reasons.

Two, classical epistemology is a

subjectively grounded construction.

It is a way in which

experiential reality may be construed.

As I have noted, this

is not to say classical epistemology is intrinsically flawed,
but that it is functional only from the point of view of the
individual.
Miscue analysis has served to reveal these findings.

It

simultaneously demonstrates the problems with and value of
classical epistemology.

This suggests an interpretation for

the history of research as a subjective expression of
activity utilizing a classical epistemology.
two trends may be noted.

In this history

First, there is a slow evolution of

research as it confronts the reality of its research subject,
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that is. there is an increasing acconunodation of the
individual.

This evolution has been one of progressive self-

negation of anchoring interests on narrower levels of
context, punctuated by periodic jumps toward inclusion of
individual student concerns.
Second, a reverse trend toward the application of
classical constructions to others.

From a classical

perspective the reverse trend has been one of increasingly
differentiated specification in research but this however is
taken always from the current state of research breaking down
the current state into particular research interests.

This

at once prevents a clear linear progression in the
achievements of classical research and underscores the
individual grounds of efforts even in a purportedly
cumulative objective development in the science.

This occurs

not as a slow evolution but as periodic returns to the
narrower contexted more 'obvious facts' of research.
As directions in research neither position has found
other than temporary grounding (e.g., Kazemek & Rigg, 1985;
see Shannon, 1990).

Until the advent of miscue analysis

which simultaneously demonstrates both propositions a general
view of research appears to necessarily be divided (e.g.,
Adams, 1994a; Chall, 1967; etc.).

With the introduction of

miscue analysis however a formulation of the significance to
these two propositions may be advanced and anchored in
practical understandings for classroom practice.

Miscue
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analysis simultaneously demonstrates the requirement of
contexting at an individual level and the value of classical
epistemology in the construction of Jcnowledge.

Miscue

analysis offers a practical means to understand and develop
instructional practices which include the reader as an
epistemic participant.

Historical Trend Toward Inclusion of Greater Contexts
Over the course of this century there appears to be a
very slow evolutionary trend in reading research toward a
greater understanding, or contextualization of the reader.
This is not immediately apparent in that it is only clear
when relatively close levels of contexts are compared.

The

movement to a slightly more inclusive context is obscured
when it is compared to a complete inclusion of the
individual.

It is also obscured by a seeming rush-to-

judgment regarding investigators who place an invariant
research conception above all else (e.g., whose work becomes
grounds for a faddish overgeneralization of factor-based
instructional programs). The result has been the appearance
of a division between traditional and holistic education and
the extreme positions of 'back-to-basics' and 'laissez-faire'
approaches respectively.

Research Evolution
Leman (1970) presents the overall trend in the
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following;
The attempts of the earlier primitive empiricists to
make the single word the unit of empirical significance
were so unsatisfactory, that later primitive empiricists
felt obliged to see what could be done by taking the
sentence as the unit of empirical significance. It soon
became clear, that the sentence is of very little more
use for the purpose than the single word; and this
suggested that language and extralinguistic reality
words and world, can after all not be fitted together
bit by bit and separate bit of language to corresponding
separate bit of the world. There remains, then, only
the second of the two possibilities ...that language
fits extralinguistic reality only as a whole , and whole
language to whole world {without minute correspondences
between separate bits of language and separate bits of
the world). The resolute empiricist arrives in this way
at something like Quine's position, that the unit of
empirical significance is the whole of science - or, as
I would personally prefer to say, the whole prudential
language (p. 145-146, emphasis in original).
Similar is the more local trends in instruction and
psycholinguistics:
Psycholinguistics is changing in character ... The
1950s were still dominated by the nonsense syllables ...
the 1960s were characterized by the use of word lists,
while the present decade is witnessing a shift to even
more complex learning materials. At present, we have
reached the point where lists of sentences are being
substituted for word lists in studies of recall
recognition. Hopefully, this will not be the endpoint
of this development, and we shall soon see psychologists
handle effectively the problems posed by the analysis of
connected text (Kintsch, 1974, p. 2, cited in Y. Goodman
fit K. Goodman, 1994, p. 121).
In terms of levels of contexting there has been a clear
progression toward the inclusion of the reader's contexted
perspective.

As more is learned about children Locke's

'tabula rasa' (Beckner & Dumas, 1970) or blank slate
conception of children has given way to increased
understanding of children's thinking.

This has occurred, for
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example, through the work of Piaget and the notion of
constructivism (Forman & Kuschner, 1977).

with Chomsky

(1957) grounds for the rejection of the idea that children
learn through imitation was laid (Chomsky,

1959)®2.

From

'tabula rasa' to the Skinnerian 'black box' to 'imitation'
and most recently the issue of deficits and 'error' behavior,
the notion of random and capricious activity and a lack of or
vacancy vis-^-vis knowledge on the part of children has
receded and been replaced by clearer and more complex
understandings of the individual integrity of learners.

The

increase in knowledge has meant a decrease in the presumption
of ignorance.

The historical view of children as empty

receptors has continually retreated the more has been learned
about children.
Given the criticisms of this dissertation, a closer look
at the research efforts of those critical of whole language
and the importance of context, reveal that the critics'
concerns fall into line with the interest of increasing
concern for the reader.

As earlier noted, fragmentation of

research agendas has resulted in fragmented curriculum.

The

difficulty here I am suggesting is the natural tendency,
albeit subjectively grounded, of individuals to categorize
Chomsky himself however contributes to consequent
problems as his theoretical position arriving ultimately at
essentially frozen conceptions in his consideration of
language capacity as innate, oriented around, albeit
increasing the contextual level of research interest,
modalities (see Chomsky, 1984).
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their experience.

On this point I include researchers.

Classical research as a subjective expression of categorizing
activity explains the apparent contradiction in the following
critics of whole language.
As mentioned earlier, Nicholson who has consistently
attacked Goodman's 1965 study on the value of context, has
focused on background experience or "prior knowledge"
(Nicholson, 1979, 1982).

In other work Nicholson (1979,

December) remarks "data suggest that children can and do
teach themselves to read, learning from their mistakes" (p.
1).

Blanton and Moorman, critics of whole language mentioned

in Chapter 1 have given attention to the importance of a
reader's "purpose" for reading (Blanton, Wood, & Moorman,
1990).

And McKenna, also a critic, has studied readers'

"attitudes" (McKenna & Rear, 1990) and contributed to
expanding awareness of the value of cloze procedure (e.g.,
McKenna, 1976, 1980).

Similarly significant from a continuum

point of view, in a study of trends in education McKenna also
advocates,
Teachers must be encouraged to (a) make a variety of
printed sources, ... , available to students on an
everyday basis; (b) employ teaching strategies that
involve children actively in these sources; and (c)
monitor the reading habits of their students in order to
offer encouragement and suggest alternatives where
appropriate. (McKenna, Kear, & Ellsworth, 1991, p. 323)
As mentioned earlier, terms such as "meaning-centered" have
changed from reference to basal texts to holistic
perspective.

This is represented in a comparison of Dykstra
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(1968) for whom "meaning-centered" meant using a basal
readers, and Samuels & Schachter (1978) who defined it in
terms of a more holistic view of reading basing their
definition on Goodman's work.

Change may similarly be noted

for the definition of "sounding out" words.

A recent compare

and contrast approach toward sounding out words is stated as
follows:
Be flexible. (Some words can be chunked differently,
some spelling patterns can be pronounced differently,
and some consonants can be pronounced differently; thus
students need to explore all the possibilities and
choose the pronunciation that makes sense.) (Gaskins,
Gaskins, & Gaskins, 1992, p. 213)
Dahl & Samuels (1977) likewise have advocated the active
role of the learner by suggesting ways to encourage readers'
hypothesis testing.

They suggest students be encouraged to

make tentative predictions about what they are reading.
Kimmel & MacGinitie (1985) discuss helping students revise
their hypotheses when reading.
Within the confines of research concepts increased
information about children's activity has produced stepwise
advancements.

Groff (1981), for example, basing his notion

on research which showed children's development of
segmentation awareness to proceed from words to syllables to
letters (Fox, 1976), wrote suggesting syllables should hence
be taught before letters.
Likewise with current advocates of "phonemics
awareness", and a raising of foci, however slight, MacLean
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(1988) writes:
[T]o account for the fact that in many fields it is
impossible to teach directly to novice learners the
strategies used by experts. Learners are taught via an
instructional representation which is easily acquired
and which helps them to understand what they are doing
by displaying the underlying structure of the subject
matter (p. 515-516)
Unfortunately research conceptualization has been drawn from
the reading event that has, as Gough & Hillinger (1980)
advocate, resulted in justifying increased complexification
in instructional practice, each adding another layer of
diversion respective to children's activity. They suggest
that their procedure "gives the child artificial rules by
which to get the data he needs to learn the real rules"
(1980, p. 193, emphasis added).

In actuality they have drawn

upon something knowledgecible children do anyhow.

They have

taken their observation to at a slightly more inclusive level
of context than that of direct letter sound training, and
formalized their research findings.
The problem with such artificiality is underscored in
that there is still a question as to the causal versus
correlational connection between phonemic awareness and
reading (McNeil, 1974; Williams, 1995).

And criticisms of

artificiality are not new, as Wardhaugh (1969b) writes, in
discussing the teaching of transformational grammar, "their
use requires that children have the very knowledge the rules
are supposed to be teaching" (1969, p. 9).

Such efforts as

teaching syllabaries and phonemic awareness are
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epistemologically reminiscent of the efforts to implement an
initial teaching alphabet (Downing, 1962; 1964), under the
subjectively recognized researcher rubric of "cognitive
confusion" (Downing, 1979), or the instructional interest in
transformational grammar to make evaluatively viable the
syntactic transformations that children were already capable
of and tacitly using.
While such may be logistically convenient for
researchers and evaluators, it is, as history has shown
respective to other translations of research concepts to the
instructional venue, ultimately little more than
representative of the busy work found in worksheets. This is
not because the rules are necessarily not real if only in the
context of their use, but because the logistical burden of
unpacking the research filtered conceptualizations is shifted
to the individual readers.

Bringing them to life,

translating them through the progreun is simply an added
obstacle to a dynamic relationship with real world
experience.
The shift to research concepts may even reverberate
detrimentally throughout an individual's reading history as a
false definition of what reading is (e.g., see Altwerger &
Bird 1982; Y. Goodman & Marek, 1996; Taylor, 1991), as
children reproduce the dictates of programmatic instruction
rather than suffuse it with readers' interests and
involvement.
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While descriptive linguistics and researched concepts
may be interesting to know and of value to a teacher who may
make facile use of them in extending children's
differentiations, to formally equate them with actual
reading, is, in the language of Gough & Hillinger (1980)
above, an unfortunately 'artificial' equation.

The Classical Regress
The tendency toward the development of formal invariant
conceptions however continues,

indeed, as if taking two

steps forward and one back, Stanovich (1993-1994) speaks
positively of "the many hard-won victories of the whole
language movement (p. 286).

Citing Adams, who reiterated her

position in 1994b, to add:
The whole language movement should be a movement that is
a core component of a long overdue and highly
constructive educational revolution. It should be about
restoring the confidence and authority of teachers. It
should be an affirmation that education can only be as
effective as it is sensitive to the strengths,
interests, and needs of its students ... It should be
about displacing ... out-moded instructional regimens
with highly integrated, meaningful, thoughtful, and
self-engendering engagement with information and ideas.
If, in fact, these are goals that drive the whole
language movement then they must be supported whole
heartedly by all concerned. These goals are of
paramount importance to our nation's educational health
and progress. At the same time, however, they are
strictly independent from issues of the nature of the
knowledge and processes involved in reading and learning
to read. Only by disentangling these two sets of
issues, can we give either the attention and commitment
that it so urgently deserves (Adams, 1991, cited in
Stanovich, 1993-1994, p. 286)
Given the significance of the context of the student on
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reading, it is a curious to suggest any such division.
With the trend, consequent to increased knowledge about
children's cognition, toward increased contextualization of
the reader, the theoretical position given the continuum up
to but excluding the active participation of the reader,
regardless of the level of context focused upon, allows a
text reproduction model to continue.

A researcher may yet

assess a child as 'lacking' a particular schema or 'lacking'
background experience.

It may yet be suggested that if only

all contexts were simply 'in place' and in accordance to the
research conceptions, the accuracy model would at least be
theoretically defensible. Indeed, while phonemic awareness
may derive from activities of readers, it remains a research
conceptualization and as such, by design, epistemologically
invariant, an isolated 'factor' subject to the problems this
dissertation explores.
Repeatedly, the recognition has been made that
flexibility is critical to instructional interests.
[Sjince the only purpose of the first or mechanical
aspect is so that the second or true reading can take
place, mechanics should be brought into the learning
process only as and when specifically needed by a
particular individual as when lack of knowledge or a
skill is getting in the way of his significant reading
(Lee, 1969, p. 403)
An early phonics advocate came to a similar conclusion
regarding inclusion of the reader.
Heilman's (1972) position regarding the question being
considered, the significance of phonics instruction is
well known. He writes: "Learning word analysis skills.
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including phonics, is an absolute necessity for learning
to read. No child will learn to read, at what might be
designated as fluent third grade level, unless he has
mastered a number of insights into cracking the code.
The term code cracking, as it is used extensively today,
is simply a synonym for phonics." ... Heilman, like
Chall and a number of other highly respected
professionals, places high value on systematic,
organized and somewhat structured instruction in phonics
- the application of generalizations regarding soundletter relationships, as Heilman and others define it.
However, in a remark which is quite significant and
indicative of the influence of psycholinguistics and
other serious students of language, Heilman concludes;
"In the final analysis, the optimum amount of phonics
instruction for every child is the minimum he needs to
become an independent reader." This may be interpreted
as an admission that the amount of phonics required to
meet the stated objective will vary from learner to
learner. (Lamb, 1975, p. 16, emphasis in original).
The logistical problem for instruction became clear in a
debate in The Reading Teacher regarding a rule for
pronunciation (when a word has a consonant between two
vowels, divide the word before the consonant and the first
vowel is long, e.g., robot).

The issue was complex (e.g., it

did not apply to words like lizard or frolic) and McFeeley
(1981) suggests two rules must be tried, a "two-pronged
approach", but even then success is based on whether the word
"sounds right" (p. 81) to the reader.

Most significantly,

McFeeley concludes that readers "... should experiment when
applying generalizations" (p. 81).

Yet the technical

discriminations of reading practice continue to evolve
instructional nuances as if in an effort to relieve students
of having actually to deal with the use of the actual
language, even while or because researchers assume that
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competency.
Curiously relevant in pattern and again in The Reading
Teacher,, for example, after one article suggests that
instruction in story grammar is "unnecessary" (Drehere &
Singer, 1980) several follow which advocate not only it's
importance, but why it is a 'factor' in reading, and advocate
methods for how to make sure story grammar instruction is
effective (e.g., Sadow, 1982; Sebesta, Calder, & Cleland,
1982, November; Marshall, 1983).

Similarly, with an

examination of whether students forget information over
summer vacations (McCormick & Mason, 1981) its importance is
later prescriptively addressed as a significant factor to
student development, (Interchange, 1982, May, p. 953)
A clear representation of the logistically based factorbased focus and the effort to maintain an integrated
understanding of reading is found through comparing the
simplification suggestions of D'Angelo (1979) and
simplifications suggested in the RMI (Goodman et al., 1987).
The RMI in simplifying its procedures does so in terms
of utilizing greater and greater portions of text rather than
dismantling aspects into more numerous and less significant
elements.

D'Angelo (1979) in an effort to simplify the

inventory suggests looking only at substitutions because
these seem to cover most of the issues a full diagnostic
does.

While this can appear justifiable on certain

logistical grounds, it also demonstrates a trend toward
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fragmentation.

In the RMI, the procedure is simplified

through maintaining the same analytic questions but
addressing larger levels of context in coding, (e.g., coding
is done at a sentence rather than word level).
While D'Angelo's position may be rationalized in terms
of research and a need to cover multiple subjects, it also
relieves the diagnostician of having to understand or
translate into instruction little more than a numeric
assessment of the reader. The fragmented position becomes
challengable when it is suggested to have instructional
implications.

The criticisms that the RMI is too time-

consuming to attend to all the particulars in its format
appear to make it vulnerable to fragmentation, if it is
interpreted quantitatively.
Ironically, however, in terms of the realization of
instructional practices, it should not be lost that this is a
curiously shared understanding of whole language advocates.
The logistics of administrative interests and testing
impinges upon the meaningful instruction by focusing on
parts.

Miscue analysis has avoided such fragmentation of

elements though it demands an understanding of and focus on
the 'how' children participate in reading, something more
than making notation about what children read.

Clearly, the

former subsumes the latter and is in fact the more salient
educational question though it is easily seen why detractors

may one sidedly fixate on the deemphasis on children's
demonstration of elemental mastery as threatening.

Miscue Analysis
Miscue analysis is the only example of research which
has been not only consistent with but, in terms of reader
inclusion, predictive and ahead of the trend.

All other

examples that have a history have been found to be better
characterized as fads, errors by trial.

The more recent

development in miscue analysis is the RMA procedure wherein
the analysis of reading is placed into the hands of the
readers.

This represents a logical fruition, increasing

contextual involvement while maintaining the internal
integrity of the original model.

It is a notable achievement

even regarding the historically broad intentions of reading
researchers.

It has individualized further than the

traditional informal reading inventory, known to have been
developed by Betts.

As Hoggard (1958) reported on a speech

of Betts', his efforts were directed away from the regimen of
invariant conceptualization of reading.
Dr. Betts maintained that too often teachers and parents
permitted their thinking to be circumscribed by the
grade concept. This idea caused "regimented
instruction" which placed all children in a given grade
on the same page of the same book at the same time. (p.
252).
Through whole language and an emphasis on real readers
reading real books, the influence of miscue analysis has
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extended this effort in the schools.

Individualized

instruction however first and foremost rests in the
recognition of the individuality of the child, and there is
no better way to be inclusive of that individuality than to
recognize the child as a participant in learning..
At the beginning of this chapter I quote Samuels, &
Schachter's (1978) rationale for narrow progrcimmatic
instruction. From an earlier work in which Samuels was
involved that analyzed the 'context' of three word sentences,
they emphasize by requoting the earlier conclusion;
While this study has demonstrated that for the purpose
of teaching children to identify a word it is best to
present that word in isolation ... the child [also]
needs to get ample practice reading meaningful and
interesting material in context so that he will develop
strategies for using semantic and syntactic constraints
in passages as aids in word identification (Singer,
Samuels & Spiroff, 1974, cited in Samuels & Schachter,
1978, p. 58).
In deference to a broad conception of reading Samuels &
Schachter (1978) appear to be able to remain unaware that
their own epistemology could be influencing instruction, that
a narrow focus undermines the focus on the greater.

Such is

made visible when they defend the subskills approach saying:
"Many teachers who use the subskill approach have lost sight
of the fact that the approach is simply a means to an end"
(p. 58).
After agreeing with the principles and importance of
meaningful fully-contexted language instruction they conclude
that the logistics of handling such a complex task is
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prohibitive.

Ethical issues aside, this is concomitant to an

admission of a failure to understand the significance of
language in use.

It may be suggested however that while such

researchers are not being very responsible to the children
involved in their studies, they are also not alone in their
interests.

Children address the same issues naturally,

albeit without the institutionalized logistical impositions
derived from research practices.

It is but an irony that

children, on their own, handle much more complex tasks than
that devised by a researcher as a 'factor' in reading.
Readers may well use what Samuels and his colleagues
advocate, but they do so on their own terms in a fully
contexted fashion.

As Piaget (1973) observes;

[I]f ... teachers would only take the trouble to learn
about the "natural" psychogenetic development of the
logico-mathematical operations, they would see that
there exists a much greater similarity than one would
expect between the principal operations spontaneously
employed by the child and the notions they attempt to
instill into him abstractly (p. 18).

Conclusion
In a particularly enlightening Native American
tradition, the teaching of a child a task begins with the
child finishing it.

The earliest experience a native child

has with moccasin making, for example, is putting the
finishing touches on the work the mother has all but
completed.

And the learning progresses toward increasing the

participation of the child.
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Miscue covers Stenhouse's request for research that
embodies the educational enterprise. In line with the
progress made in the field, Kelly (1963) noted a similar
historical trend:
The long-range view of man leads us to turn out
attention toward those factors appearing to account for
his progress rather than those betraying his impulses.
To a large degree - though not entirely - the blueprint
of human progress has been given the label of "science."
Let us then, instead of occupying ourselves with manthe-biological-organism or man-the-lucky-guy, have a
look at man-the-scientist.
Such an abstraction of the nature of man is not
altogether new. The Reformation called attention to the
priesthood of all men in contrast to the concretistic
classification of certain men only as priests. The
democratic political inventions of the 18th and 19th
centuries hinged on the notion of the inherent rulership
of all men in contrast to the older notion of a concrete
class of rulers. In a similar fashion we may replace
the concretistic notion of scientists being set apart
from nonscientists and, like the reformists who insisted
that every man is his own priest, propose that every man
is, in his own particular way, a scientist.
Miscue analysis brings this focus to bear across the
continuum.
In my early college days I heard a professor say to an
auditorium of students, "we have the answers, we just need
people to do the work."

A recent book reminds me of

Stanovich, Chall, Adams, and others who have so rigorously
held to the value of very particular interpretations of
reality and the belief that a particular differentiation can
be so exhaustive as to override experience itself.

The book.

The End of Science (Horgan, 1996), contents that science has
discovered almost all it can discover and suggests dramatic
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discoveries seen in recent history will have no future
counterparts.
While some ideas may well be differentiated to the
exhaustion of what is logistically practical or even in some
cases to the limits of the ideation behind them, such a
feudalistic view of others involvement as is found in the
critics of whole language contributes nothing to recognizing
the potential of individual contributions to history nor does
it appreciate the fundamental value of democracy. From the
differentiation point of view that this dissertation has
presented through its examination of the implications of
miscue analysis, whether it is the most revolutionary
scientist or a third grader having a "wonderful idea"
(Duckworth, 1987), human history is hardly at the end of
ideation, much less progress in science.
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