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ABSTRACT 

This study was designed to answer the following question: 

"Do teachers' responses to a statement of methods they use in 

teaching reading, as determined by the Teacher Inventory of Ap

proaches to the Teaching of Reading, reflect a consistent theo

retical orientation?" 

Further, it was the purpose of this study to determine if: 

(1) teachers' stated Purposes, Organization, and Implementation of 

the reading program reflect consistency within a Behavioristic 

approach to reading instruction, (2) teachers' stated Purposes, 

'Organization, and Implementation of the reading program reflect 

consistency within a Nativistic approach to reading instruction, 

and (3) teachers' stated Purposes, Organization, and Implementa

tion of the reading program reflect consistency within a Cogni

tive Field approach to reading instruction. 

The study was conducted at The University of Arizona. 

The subjects were students enrolled in a graduate class offered 

by the Elementary Education Department and were teaching or had 

taught reading at the elementary level. 

The instrument used was the Teacher Inventory of Ap

proaches to the Teaching of Reading which was adapted from an 

inventory by the same name from San Diego County Board of 

vii 
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Education and the Siu Test of Teachers' Perceptions of the Read

ing Process. 

Profile scales from the Scoring Sheet for the Teacher In

ventory of Approaches to the Teaching of Reading were analyzed 

to determine the number and percent of subjects whose responses 

reflected a consistent theoretical orientation and the number and 

percent of subjects whose responses reflected an inconsistent 

theoretical orientation. 

To answer the additional questions relative to the prob

lem, an analysis of variance statistical design was constructed 

to compare mean differences of the three levels of the reading 

program: Purposes, Organization, and Implementation. A Tukey 

post hoc analysis test was applied to those data which were sta

tistically significant at less than the .05 level. 

The results of the study showed that a significant per

centage of reading teachers reflect an inconsistent theoretical 

orientation in their approaches to the teaching of reading. 

No significant difference in means was found in the analy

sis of variance data on the Behavioristic or Cognitive Field ap

proaches to the teaching of reading. The F ratio obtained from 

the test on the Nativistic approach to the teaching of reading 

was significant at the .05 level. The Tukey post hoc analysis 

was performed on the Nativistic approach to the teaching of read

ing and the results showed no significant difference. 
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The findings of this study suggest the following 

recommendations: 

1. The present study should be replicated to determine the 

extent to which reading teachers reflect inconsistent 

theoretical orientations in their approaches to the teach

ing of reading. 

2 . Studies should be made to establish further the validity 

of the Teacher Inventory of Approaches to the Teaching of 

Reading as being representative of teachersT approaches 

to reading instruction and their theoretical orientations. 

3. Reading teachers should become aware of the incompatibil

ity of the Behavioristic learning theory with the Nativis-

tic and Cognitive Field learning theories as they relate 

to -reading instruction. 

4. Teacher education and in-service programs should include 

investigations of learning theories and follow-up studies 

should be conducted to measure the effects these investi

gations have on the teaching of reading. 

5. An instrument such as the Teacher Inventory of Approaches 

to the Teaching of Reading should be used for individuals 

and/or faculties to determine the degree to which their 

reading program(s) have theoretical consistency. 



CHAPTER 1 

INTRODUCTION AND STATEMENT OF THE PROBLEM 

Introduction 

The education profession is presently confronted with an 

unparalleled demand to account for student achievement in the 

area of reading. Reading teachers are being asked to defend 

their approaches to reading instruction and to define the learn

ing theory which supports those particular approaches (Gallup 

1972). This study was based on the belief that the teaching of 

reading is an activity which emerges from some conception about 

how learning occurs, that every teacher has some theory of learn

ing which may or may not be readily articulated, and that teach

ers T theories of learning are illustrated by their practices in 

the teaching of reading. 

Bigge (1971), Athey (1971), and Wardhaugh (1971) sug

gested that learning theories which have an impact on reading in

struction can be classified into three categories: Behavioristic, 

Nativistic, and Cognitive Field. These three categories were 

used throughout this study as guides to the report on data that 

links stated approaches to reading with learning theories. 

Although research has not proved one reading approach to 

be superior to all others, most educators and learning theorists 

1 
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agreed that consistency is important and desirable to a success

ful reading program (Goodlad 1975). They further agreed that 

when more than one main approach to reading instruction is used 

in the classroom the learning theories represented should be con

sistent (Kling 1971). 

In recent years multiple approaches have been developed 

as alternatives to the "basic" or "basal" reading approach. For 

this reason eclectic approaches are recommended for many teachers 

because eclecticism allows for differences in learning styles. 

This development poses some problems for reading teachers. All 

approaches to teaching reading do not stem from the same theoreti

cal orientation; in fact, some are incompatible with others. 

Teachers who attempt to agree with all approaches, therefore, may 

create learning situations which are confusing and impossible for 

students. They may attempt to combine learning theories which 

are basically incompatible. 

Statement of the Problem 

This study sought to answer the following question: Do 

teachers reflect a consistent orientation between stated learning 

theories and responses to a statement of elements of a reading 

program, as determined by the Teacher Inventory of Approaches to 

the Teaching of Reading, which includes categories of Purposes, 

Organization, and Implementation? 
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Additional Questions Relative 
to the Problem 

Do teachers' stated Purposes, Organization, and Implemen

tation of the reading program reflect consistency within 

a Behavioristic approach to reading instruction? 

Do teachers' stated Purposes, Organization, and Implemen

tation of the reading program reflect consistency within 

a Nativistic approach to reading instruction? 

Do teachers' stated Purposes, Organization, and Implemen

tation of the reading program reflect consistency within 

a Cognitive Field approach to reading instruction? 

Statistical Procedure 

To answer the question stated in the statement of the 

problem, the number and percent of subjects who reflect theoreti

cal consistency are reported. 

To answer the additional questions relative to the prob

lem, analysis of variance tests were conducted to determine the 

consistency of the subjects' stated Purposes, Organization, and 

Implementation of reading instruction. A .05 confidence level 

was selected to determine significance. 

Significance of the Study 

After conducting the largest methodological study of 

reading instruction ever undertaken in the United States, Bond 

and Dykstra (1967) concluded that the most important variable in 

any teaching-learning situation is the teacher. All decisions 

2 .  
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and tasks in which teachers engage reflect a particular philoso

phy or theory about: (1) the role of the teacher in the class

room; (2) the way in which children learn; (3) the components 

that are necessary for children to master a subject area; and 

(4) the subject area itself. In other words, regardless of 

whether or not teachers can articulate a philosophy or theory 

about teaching, learning, and the essence of content area, they 

operate according to a particular viewpoint which is demonstrated 

by the selected teaching-learning activities in which they and 

their students engage. 

One of the problems confronting teachers of reading deals 

with the selected approach to reading instruction. There are 

many persons in the field of reading instruction who advocate an 

eclectic approach, one that combines features of two or more main 

approaches. This attitude toward reading approaches has flour

ished following the Bond and Dykstra (1967, p. 20) study in which 

they stated: "... the superiority of a single method of read

ing instruction is yet to be determined. It appears that a com

posite of methods would produce the best results and that effort 

should be made to determine what each method would contribute to 

the reading program.,T 

Russell Stauffer (1970, p. xiii), who was involved in the 

U. S. Office of Educational Research Studies for three years, 

added: "The highest form of commendation a reading teacher can 

receive is to be called an eclectic teacher. She is one who 
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takes advantage of good practices whenever she can and regardless 

of their source." 

In their book, Reading Instruction Through Diagnostic 
\ 

Teaching, Harris and Smith (1972) implied that all beginning 

reading teachers use an approach that is essentially a basic 

reader approach, but that an eclectic system should emerge with 

experience. They (1972, p. 49) stated: "Typically, the con

trolled vocabulary approach is the system a teacher will employ 

when he first teaches. Because of its structure and suggested 

teaching activities, this is an excellent system for the novice. 

. . . As his experience and expertness permit, he must supple

ment his chosen system with elements borrowed from the other 

systems." 

This statement reflects the point of view of many well-

known textbooks used in pre-service teacher education. Among 

them are: Learning to Read: The Great Debate (Chall 1967); 

Improving the Teaching of Reading (Dechant 1970); Teaching Them 

to Read (Durkin 1970); Reading in the Elementary School (Spache 

and Spache 1973); and The Teaching of Reading (Dallmann, Rouch, 

Chang, and DeBoer 1974). 

In Approaches to Beginning Reading, Robert Aukerman 

(1971) identified over 100 approaches to reading instruction that 

have published materials. This massive array of reading pro

grams, from which teachers make choices, allows for selections 

which lack consistency in basic learning theory. 
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The problem of inconsistency in practice was stated by 

Morris Bigge (1971, p. 6) in Learning Theories for Teachers: 

Everything a teacher does is colored by the psy
chological theory he holds. Consequently, a teacher 
who does not make use of a systematic body of theory 
in his day-by-day decisions is behaving blindly. 
Hence, little evidence of long-range rationale, pur
pose, or plan is observable in this teaching. A teach
er without a strong theoretical orientation inescapably 
makes little more than busy work assignments. True, 
many teachers operate in this way and use only a hodge
podge of methods without theoretical orientation. How
ever, this muddled kind of teaching undoubtedly is 
responsible for much of the current adverse criticism 
of public education. 

Therefore, this study is concerned with: (1) not if a 

reading teacher has a theory of learning, but how tenable it 

is, and (2) not which is the superior approach to reading in

struction, but which approach is most consistent with the read

ing teacher's theoretical orientation. 

According to Carl Rogers (1969) in his book, Freedom to 

Learn, teachers many times are unrealistic about themselves and 

profess one belief about the learning process while teaching 

quite another. Therefore, a need exists for determining the 

theoretical orientation of teachers who teach reading with one or 

more than one approach. This study offers a design which an in

dividual teacher or a group of teachers can self-administer in 

order to gain information that will guide in the application of 

a consistent learning theory when teaching reading. 

Three major learning theories—Behavioristic, Nativistic, 

and Cognitive Field—differentiate the basic point of view held 
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by teachers when they teach reading (Bigge 1971, Athey 1971, and 

Wardhaugh 1971). A study of reading approaches and an evaluation 

of those approaches in terms of the three major learning theories 

to determine the consistency of reading teachers' theoretical 

orientation is needed. By investigating the consistency of read

ing teachers' theories of learning, this study will add to the 

body of research concerned with teacher education in reading. 

The major objective of this study was to contribute to the devel

opment of better teacher education and in-service programs in 

reading. 

Assumptions Underlying the Research Problem 

This study assumed that approaches to the teaching of 

reading and learning theories are identifiable traits and 

(1) are characterized by some degree of consistency, and (2) are 

responsive to certain measures when honestly given. 

Limitation of the Study 

The study was limited to one measure of approaches, A 

Teacher Inventory of Approaches to the Teaching of Reading, which 

was administered to elementary reading teachers enrolled in Uni

versity of Arizona graduate courses. The measurements reflect 

only the responses made by that sample and may or may not reflect 

the opinions of other elementary reading teachers. 



Definitions of Terms 

Behavioristic Approach to reading: An approach to read

ing instruction which focuses on changing the behavior of 

the learner. The learner is viewed as a passive, recep

tive organism who is responsive to cues, or stimuli, that 

initiate behavior and to reinforcement which ensures the 

repetition of that behavior. 

Nativistic Approach to reading: An approach to reading 

instruction which focuses on the innate capabilities of 

the learner. The learner is permitted to develop or un

fold naturally. 

Cognitive Field Approach to reading: An approach to 

reading instruction which focuses on interaction between 

the learner and the environment. The learner is viewed 

as an action-oriented, searching, seeking, continually 

adapting organism, i.e., one who tests hypotheses. 

Approaches to the teaching of reading: Teachers' stated 

methods of reading instruction which represent a Behav

ioristic, Nativistic, or Cognitive Field Learning Theory 

or a combination of the three. 

Eclectic Approach to reading: An approach to reading 

which employs a combination of the Behavioristic, Nativ

istic, and Cognitive Field approaches to reading. 



Theoretical Orientation: Reading teachers f theories 

about how children learn to read as determined by their 

stated approaches to the teaching of reading. 

Consistent: A teacher who does not combine approaches to 

the teaching of reading which reflect incompatible learn

ing theories. 

Inconsistent: A teacher who combines approaches to the 

teaching of reading which reflect incompatible learning 

theories. 

Incompatible learning theories: A combination of the Be-

havioristic theory with the Nativistic and Cognitive 

Field theories. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

Introduction 

This study was concerned with the investigation of rela

tionships between stated methods of teaching reading and state

ments of theoretical orientation which might or might not form a 

consistent point of view from which teachers make choices. In 

order to develop this study, literature related to various learn

ing theories was reviewed. The theories selected as representa

tive of those available were Behavioristic, Nativistic, and 

Cognitive Field. The selection of these three theories as being 

representative was supported by the fact that much of the infor

mation in The Literature of Research in Reading With Emphasis on 

Models, edited by Davis (1971), was organized around these 

theories. 

Literature related to the three major learning theories 

that have been selected will be reviewed. Each review will be 

followed by a display of the items in the Teacher Inventory of 

Approaches to the Teaching of Reading (Appendix A) which have 

been selected to judge the degree to which a respondent imple

ments one or more of the learning theories. The display of items 

10 
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for each of the stated learning theories is divided into three 

parts which reflect the three-level organizational theory sug

gested by Decker and T. Saunders (1973) in their book, Double 

Think, and by R. Saunders, Phillips, and Johnson (1966) in A 

Theory of Educational Leadership: 

1. Purposes—goals of the reading program based on philo

sophical assumptions and scientific principles. 

2. Organization—planning the reading program based on theo

retical assumptions or generalizations. 

3. Implementation—implementing the reading program based on 

the first two levels of the organizational theory, pur

pose and organization, and including a means for evalua

tion of the program. 

In the instrument that was administered, the Teacher In

ventory of Approaches to the Teaching of Reading (Appendix A), 

the items related to each learning theory were arranged in random 

order so they were not readily identified as belonging together 

under the heading of one learning theory. The display in this 

chapter assures the reader that, in fact, the instrument derived 

from a study of theories of reading does include an equal number 

of items for each of the three theoretical orientations tested. 

In addition, it assures that there are an equal number of items 

for each theory relating to Purposes, Organization, and 

Implementation. 
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The Behavioristic Theory of Learning 

The Behavioristic theory of learning as it relates to 

reading focuses primarily on a stimulus-response concept whereby 

the learner proceeds from part to whole, i.e., from letter-sound 

relationships, to words, to sentences. The reading situation is 

highly controlled by the teacher in an effort to train children 

to decode printed stimuli to speech. 

As stated previously, the Behavioristic theory of learn

ing can be categorized into the three levels—Purposes, Organiza

tion, and Implementation, defined above. Following is a summary 

of the Behavioristic theory according to the three levels as they 

relate to reading: 

1. Purposes: to develop the vocabulary, skills, and mechan

ics necessary for reading and to provide for individual 

differences through ability grouping for reading 

instruction. 

2. Organization: regular oral reading periods for direct 

teaching of phonics rules, structural analysis, sight 

vocabulary, and comprehension skills, with time allotted 

for library reading for practice. 

3. Implementation: a systematic program of reading instruc

tion primarily through the use of a single main source of 

printed materials designed to control the reading vocabu

lary and minimize reading errors. 
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In the literature reviewed the Behavioristic theory was 

organized in terms of the above mentioned levels . The literature 

begins with language development (Purpose) and moves toward the 

description of programs which follow the Behavioristic theory 

(Organization and Implementation). 

Language Development 

In his book, Verbal Behavior) Skinner (1957) proposed a 

comprehensive theory of language development in which specific 

linguistic behaviors were acquired through operant conditioning 

and then extended through response generalizations. Reinforcement 

and imitation played a fundamental role in Skinner's theory of 

language development and the reading process. 

Operant conditioning techniques have been used to teach 

language in a variety of situations. Bereiter and Engelmann 

(1966) in their research project, Teaching Disadvantaged Children 

in the Preschool, and Osborn's (1968) research, "Teaching a Lan

guage to Disadvantaged Children," used rewards to reinforce les

sons in pronunciation, correct English, and sentence structure 

to disadvantaged preschoolers. In Hart and Risley's (1968) re

search entitled, "Use of Descriptive Adjectives in the Speech 

of Preschool Children," snacks, teacher approval, and access to 

play equipment were used as reinforcers to increase disadvantaged 

preschooler's use of descriptive adjectives in spontaneous 

speech. 
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Staats (1964) in "A Case in and Strategy for the Exten

sion of Learning Principles to the Problems of Human Behavior" 

found that extrinsic rewards (tokens, candy) were necessary to 

persuade three-year-olds to participate in his reading programs. 

Bloom (1971) suggested in his work, "Learning to Read as Viewed 

from an Operant Perspective," that extrinsic reinforcement should 

be used consistently in the early stages of learning to read. 

In "Conceptions and Misconceptions About Verbal Media

tion," a research study on imitation and mediation, Jensen (1966) 

suggested that very young children do not make mediating re

sponses, but that in older children such responses become uncon

scious and automatic as well as highly facilitating in 

problem-solving tasks, since they enabled the subject to hold the 

solution in memory. According to Staats (1968), mediation was 

derived from simple stimulus-response associations and accounted 

for much complex linguistic and cognitive behavior. 

The major strength of Behavioristic learning theory is 

its conservatism and objectivity. The theory is' felt to be com

prehensive in that its principles have explanatory power for all 

aspects of human and animal behavior. 

Critics of the behaviorist theory maintain that this ap

pearance of objectivity is illusory, and that simplicity of con

cepts is obtained at the expense of explanatory value. Chomsky 

(1959), who led the attack in his critical review of Skinner's 

(1957) Verbal Behavior pointed out that it was impossible to 
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predict and control verbal behavior by observing and manipulating 

the physical environment. He further accused Skinner of making 

analogic guesses about real life behavior based on laboratory ex

periments and contended that the concepts of stimulus, response, 

reinforcement, drive reduction, and probability of response were 

vague cover terms which were entirely inappropriate to describe 

verbal behavior. As McNeill (1970, p. 1086) pointed out: "It is 

the phenomenon of abstraction, which all children face and over

come, that eliminates stimulus-response theory as a possible ex

planation of language development." 

The concept of generalization has also been the object of 

some criticism. From his work "On the Basis of Phrase Structure: 

A Reply to Bever, Fodor, and Weksel," Braine's (1965) contextual 

generalization which suggested all sentences have the same sur

face and underlying structure was viewed by McNeill (1970) as 

avoiding the problem of language acquisition altogether. 

In spite of the linguists' attacks, behaviorists remain 

convinced that there is no "critical period" which is better for 

language learning. On the contrary, the teacher may analyze and 

build on the child's existing skills at any point in time by 

systematic substitution or reinforcement of sequenced stimuli 

calculated to assist the child in learning new generalizations, 

discriminations, and mediating responses. Operant conditioning 

techniques have been shown to work when applied to teaching 

children with few or no verbal skills (Athey 1971). 
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Programs That Follow a 
Behavioristic Theory 

To control the reading program a behavioristic oriented 

reading teacher would group the readers according to their abili

ties . The belief is that the controlling stimuli, i.e., reading 

material, may be manipulated to evoke the proper responses. The 

order of material presented should be from simplest to most com

plex, presumably starting with the discrimination of individual 

letters and progressing to words, phrases, and sentences. Under 

this system it is necessary for the teacher to have not only 

precise behavioral goals but also a complete knowledge of chil

dren's skills when they start the reading process (Staats 1964). 

Thorndike (1921) and Skinner (1957) have strongly influ

enced the Behavioristic approach to reading instruction. Thorn-

dike's model for reading instruction was based on his 

stimulus-reponse theory of learning. He believed that the unit 

of perception in learning to read was the whole word and that 

learning to read depended on acquisition of correct oral re

sponses to printed words. According to Thorndike, to introduce 

reading to the child, the teacher would expose each stimulus word 

to the pupil, identify its correct oral response, and upon sub

sequent exposures of the printed word, provide satisfying conse

quences for correct responses from the pupil (in Singer 1971). 

In order to control the words to be read, Thorndike 

(1921) constructed his Teachers' Word Book which became the 

vocabulary source for almost all present-day basal readers. 



Thorndike's theory of learning applied to reading instruction was 

also adopted as the basal readers' instructional rationale. Even 

the round-robin, or reading-in-a-circle, procedure widely used 

today in first-grade classrooms was based on the Thorndikian mod

el for teaching reading (Singer 1970). 

Skinner's reinforcement theory of emitted responses with 

its concept of the shaping of behavior and its use of reinforce

ment schedules and his conditioning theory have been employed by 

Staats, Brewer, and Gross (1970) to explain the acquisition of 

accurate responses to printed stimuli. Using an instructional 

apparatus based upon Skinnerian theory, Staats has demonstrated 

that children can be trained to decode printed stimuli to speech, 

and to associate meaning with the spoken word. 

Bigge (1971, p. 13) summarized much of what others have 

written on behavioristic teaching in the following statement: 

A behavioristic teacher, in teaching non-readers to 
read, would first develop a list of words that he would 
want to incorporate into the working vocabularies of his 
students. Prior to the introduction of specific letter 
sound relationships, he probably would teach students to 
read whole words and to express their meanings. Within 
the S-R conditioning process, students are taught using 
either one, or a combination of two procedures, namely, 
the stimulus substitution method of classical condition
ing or the response modification method of instrumental 
conditioning. 

The Behavioristic learning theory has had a strong influ

ence on reading instruction. A review of the literature on the 

Behavioristic theory of learning suggests a particular approach 

to instruction in reading. 
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Below are statements taken from the Teacher Inventory of 

Approaches to the Teaching of Reading (Appendix A) which are 

representative of a reading program designed by a teacher follow

ing the Behavioristic learning theory as applied to reading 

instruction. 

Purposes: 

1. Reading instruction in my class is designed for the most 

part to develop the skills and mechanics of the reading 

process (Athey 1971, Staats 1964). 

2. I group the pupils in my room in terms of reading ability 

(generally three groups). I try to gear my instruction 

in reading to the needs of each of the groups (Staats 

1964). 

3. In my class, children are motivated to read by being 

helped by me to see the relation of the story or selec

tion to be read to their experiences, and by being helped 

to acquire the vocabulary and skills necessary for suc

cess in each new reading task (Bigge 1971, Thorndike 

1921). 

Organization: 

4. I have a regular reading period set up to take care of 

direct teaching of reading and other reading activities. 

Handwriting, spelling, written expression and usage are 

taught at another time and are given attention during the 



reading time when they directly apply to the reading les

son situation (Singer 1971, Thorndike 1921). 

5. In my class, free reading of library table materials is 

allowed while other pupils are being instructed in read

ing groups, or on special days designated for free 

reading, or when pupils have finished assigned work, or 

any combination of these possibilities . Free reading 

time is included to assist children in strengthening 

their reading skills and for personal enjoyment (Singer 

1970). 

6. I evaluate pupil progress in my reading program in rela

tion to mastery of phonics males, structural analysis, a 

sight vocabulary, and comprehension skills (Bigge 1971, 

Singer 1971, Staats 1964). 

7. I introduce new vocabulary to each reading group prior to 

their silent reading of a new selection (Bigge 1971, 

Thorndike 1921). 

Implementation: 

8. I provide a systematic program of instruction in reading 

for my class primarily through the use of a single main 

source of printed materials (Singer 1970, Thorndike 

1921). 

9. I do most of my direct teaching of reading as pupils 

discuss with me and their group the story or selection 



to be read, and as they participate in reading group 

activities (Skinner 1957, Staats 1964). 

10. In my class, provision for individual differences is made 

mainly through the use of flexible ability groups. This 

allows me to give attention to the common problems of 

each of the groups . I can also give attention to indi

vidual student's problems as a part of the group instruc

tion (Athey 1971, Staats 1964). 

11. Skill development is the primary objective of my reading 

program (Singer 1971, Staats 1964). 

12. In my class, I try to teach "proper" English usage be

cause I feel that unless children use English properly, 

they will be disabled readers (Bereiter and Engelmann 

1966, Osborn 1968, Singer 1971). 

13. I judge the child's oral reading proficiency by the num

ber of mistakes made (Singer 1971; Staats 1964). 

The Nativistic Theory of Learning 

A reading program based on the Nativistic theory of 

learning focuses mainly on the language production of individuals 

The teacher's role is one of recognizing when a child's language 

production gives clues that there is readiness to read certain 

kinds of materials. The teacher provides a rich reading environ

ment which will encourage the child to discover reading skills 

and abilities that are meaningful. 
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In categorizing the Nativistic theory according to Pur

poses, Organization, and Implementation, the result is the fol

lowing summary: 

1. Purposes: to develop wholesome reading interests and 

attitudes and to provide individual instruction based on 

the needs of each child. 

2. Organization: present a wide selection of reading ma

terials and activities related to reading and provide 

for individual and small group reading of pupil-selected 

material. 

3. Implementation: direct reading instruction through indi

vidual conferences placing equal importance on reading 

skills, interest, and attitude. 

Since the study of personal language production forms 

such a strong part of the Nativistic theory, the literature re

viewed focuses on language development and the child's innate 

capabilities (Purpose) and relates this information to reading 

instructional programs (Organization and Implementation). 

Innate Capabilities 

Lenneberg (1967), in his book Biological Foundations of 

Language, proposed a nativistic theory of language development 

heavily supported by biological evidence. He emphasized the de

velopment of the organismTs capacities and showed how they ma

tured along a fairly fixed schedule. Language emerges, according 



to his theory, during a maturational process when anatomical, 

physiological, motor, neural, and cognitive developments allow 

it to emerge. Every child must learn the specific details of the 

language of his community, but the ability to learn language is 

innate and part of the biological endowment of the organism. 

In his book, The Acquisition of Language: The Study of 

Developmental Psycholinquistics, McNeill (1970) believed that the 

child must possess certain innate abilities; otherwise it is im

possible to explain how the random, finite linguistic input into 

the child results in the output of linguistic competence. 

According to McNeill (1970), one innate property of the 

child is the ability to distinguish speech sounds from other 

sounds in the environment. A second property is the ability to 

organize linguistic events into various classes which can later 

be refined. This ability allows for the development of both the 

phonological and syntactic systems. One of the innate organizing 

principles is the concept of the "sentence." A third innate 

property is knowledge that only a certain kind of linguistic sys

tem is possible and that other kinds are not. McNeill claimed 

that the child is born with the innate knowledge of linguistic 

universals. He distinguished between what he calls "weak" lin

guistic universals (reflections in language of universal cogni

tive abilities) and "strong" linguistic universals (reflections 

in language of specific linguistic abilities). He is more in

terested in the latter and seems skeptical of any claims advanced 
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by cognitive theorists about the former. A fourth property is 

the ability to engage in constant evaluation of the developing 

linguistic system so as to construct the simplest possible system 

out of the linguistic data that are encountered . 

Linguistic research tends to support Nativistic theories 

of language development. For example, McNeill (1966) found that 

both English and Japanese children master a generative transfor

mational grammar according to certain universal principles . 

Cazden (1969) noted that studies of early language development do 

in fact show striking similarities in the stages of development 

across children, with equally striking deviations from adult gram

mar. Lenneberg (1967) pointed out that up to the age of six 

months, deaf babies and hearing babies born to deaf parents go 

through the same sequence of vocalizations as hearing children. 

Carroll (1968) agreed that language development is matu-

rationally dependent, but questioned a critical period for lan

guage learning. He warned that there are universal 

characteristics of language which may arise from characteristics 

of the human environment rather than the human organism. The 

universal characteristics referred to by Carroll are: (a) all 

languages have a phonemic system; (b) all are concerned with the 

same aspects of the environment; (c) all languages can be judged 

as either grammatically acceptable or unacceptable; and (d) the 

syntax of languages is basically of the same type, consisting of 

words or morphemes that fit into functional categories. 
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Programs That Follow 
a Nativistic Theory 

Many authors believe there is a direct relationship be

tween a child's language production and the acquisition of read

ing skills. The Nativistic theory clearly implies that early 

intervention programs involving language acquisition are of crit

ical importance for children who do not receive adequate language 

training in the home. The most desirable would be one which 

closely approximates the natural language learning environment of 

the home (Athey 1971). 

Each child comes to a school situation with a set of per

sonal attitudes and skills. Previous experiences form the basis 

for such skills and attitudes. Therefore, each child must be 

allowed to begin at a personal level upon entering the education

al environment. Based on this premise, teachers implementing a 

Nativistic theory must individualize teaching procedures. One of 

the characteristics of an individualized reading program is that 

frequent opportunities are provided for one-to-one adult-child 

interaction, and for observation and recognition of individual 

differences in skills and interests . To provide for individual 

reading interests the learning environment must offer a variety 

of reading related experiences (Hughes 1974). 

The Nativistic approach to reading instruction has been 

supported by advocates of "free" schools, open education, and 

progressive education. "Free" school supporters Holt (1972)-and 



Neill (1960) stressed the importance of free selection of reading 

materials, attitude, and relevancy of reading materials in begin

ning reading. Open education advocates Silberman (1973) and 

Stephens (1974) emphasized a wide selection of language activi

ties in an open setting designed for individual work with direct 

teaching done through pupil-teacher conferences. Progressive 

educator Dewey (1938) pointed out the need for personal experi

ence and motivation in reading, but warned that equal attention 

should be given to reading skills. 

Hunt (1967, p. 2) supported a Nativistic approach to 

reading in his eight elements of an individualized reading 

program: 

1. Literature books for children predominate as basic 
instructional materials; 

2 . Each child makes personal choices with regard to his 
reading materials; 

3. Each child reads at his own rate and sets his own 
pace of accomplishment; 

4. Each child confers with his teacher about what he 
has read and his progress in reading; 

5. Each child carries his reading into some form of 
summarizing activity; 

6. Some kind of record is kept by teacher or child 
or both; 

7. Children work in groups for an immediate learning 
purpose and leave the group when that purpose has 
been accomplished; and 

8. Word recognition and related skills are taught and 
vocabulary is accumulated in a natural way at the 
point of the child's need. 
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Veatch (1967, p. 19) suggested a general day-by-day plan 

for individualized reading instruction that reflects a Nativistic 

learning theory: 

1. Planning the independent work period. 

2. Choosing a book and reading it silently. 

3. Making decisions about each book chosen and read. 

4. Preparing for the individual conference. 

5. Preparing for instructional groupings. 

6. Preparing for the amalgamation into the rest of the 

curriculum. 

Athey (1970, p. 112) on "Affective Processes in Reading," 

stated: 

Since reading is the basis of learning most other 
school subjects, it seems logical to suppose that when 
the child finds reading a pleasurable experience, his 
positive attitudes toward reading will rapidly become 
generalized to most other subjects. Conversely, his 
expanding interests should lead to a deeper love of 
reading as a primary source of information and 
enjoyment. 

Bigge (1971, p. 9) summarized much of what others have 

advocated about Nativistic theory in reading instruction when 

he stated: 

A teacher who adheres to this position would, first 
of all, wait for each student to express a desire to 
learn to read before he would make any attempt to teach 
him. Then he would be much more concerned with the 
child's development than with inculcation of any spe
cific skills; he would make sure that each child's 
learning was a joyous experience. 

A reading program based on a Nativistic learning theory 

is illustrated by statements in the Teacher Inventory of 
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Approaches to the Teaching of Reading (Ajppendix A). They are dis

played below in an organization that shows that they include 

statements of Purpose, of Organization, and of Implementation. 

Purposes; 

1-. The main purpose of reading instruction in my class is to 

develop wholesome reading interests and attitudes as well 

as the development of adequate skills through the child's 

desire to discover, select, and explore a wide variety of 

reading materials (Hunt 1967, Hughes 1974, Veatch 1967). 

2. My plan for reading instruction is determined by and fol

lows the reading needs of individual children as they 

meet reading problems which require my guidance and help 

(Hunt 1967, Hughes 1974, Veatch 1967). 

3. In ny class, I feel that the best motivation for reading 

is stimulated through provision of a wide variety of 

reading materials which meet the interests and matura-

tional needs of the pupils (Hughes 1974, Silberman 1973, 

Stephens 1974). 

Organization: 

4. My classroom is organized to facilitate many and varied 

activities relating to reading. I set up a time for in

dividual pupil conferences, small group reading situa

tions, and provide for silent reading of self-selected 

materials for individual students (Hunt 1967, Hughes 

1974, Veatch 1967). 
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5. In my class, most reading by children is "free" reading 

in that the children generally select their own material 

to read and are encouraged to read this material for pur

poses apparent to them, one of which is to become a bet

ter reader (Holt 1972, Hunt 1967, Neill 1960, Veatch 

1967). 

6. I provide for pupil growth in vocabulary through indi

vidual pupil-teacher conferences, encouraging pupils to 

seek assistance from other pupils in the class, silent 

reading of a variety of printed materials, group confer

ences, and through encouraging the use of resource ma

terials—dictionaries, word lists, etc. (Hunt 1967, 

Hughes 1974, Veatch 1967). 

7. I evaluate children's growth in reading in terms of qual

ity and quantity of materials self-selected for reading 

as well as interest and attitudes reflected in reporting 

on reading (Athey 1970, Bigge 1971, Dewey 1938). 

Implementation: 

8. I try to provide for and encourage many language activi

ties based upon the self-selected reading material read 

by individual pupils or by several pupils. Handwriting, 

spelling, written expression and usage are given atten

tion when they apply to the reading selections which have 

been chosen by the individual pupils (Silberman 1973, 

Stephens 1974, Veatch 1967). 
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9. In my class, individual pupils receive most of my direct 

instruction in reading during individual conferences. 

This direct instruction is based upon the reading selec

tions they have read or are reading on their own (Hunt 

1967, Hughes 1974, Veatch 1967). 

10. In my class, attention is given equally to reading 

skills, interests, and attitudes (Bigge 1971, Dewey 1938, 

Veatch 1967). 

11. I try to provide for individual differences in my class 

by providing and encouraging the use of a wide range and 

variety of printed materials. I provide for individual 

conferences with each pupil in which we discuss their 

reading problems and their progress. (I am also able to 

do individual instruction in these conferences.) Group 

conferences are used for the same purposes when this is 

appropriate (Hughes 1974, Hunt 1967, Veatch 1967). 

12. I recognize in my teaching that the most important ire-

source children bring to the reading process is their own 

language (Athey 1970, 1971; Hughes 1974). 

13. I do not correct oral reading mistakes if the errors re

flect the natural language patterns of the reader 

(Athey 1971). 

The Cognitive Field Theory of Learning 

A teacher who follows the Cognitive Field theory of 

learning sees reading as language processing. The goal of 
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reading is meaning, and the teacher is a critical factor in help

ing the child to relate thought to language and to keep reading 

in a meaningful context. The teacher builds on the language 

strengths the reader brings to the reading situation. 

In his book, Language Experiences in Communication, Allen 

(1976, p. 14) stated: 

. . .  i n  t h e  l a n g u a g e  e x p e r i e n c e  a p p r o a c h  t h e  t e a c h 
er trusts the children's own language to illustrate the 
characteristics of language that are fruitful in devel
oping recognition skills. They are helped to see rela
tionships between their own language and the printed 
language of others. Through processes of comparing and 
contrasting their own dictated and written productions 
with those of others, they experience language recogni
tion skills and understandings .... 

The Cognitive Field theory, when categorized into the 

three elements of Purposes, Organization, and Implementation, can 

be summarized as follows: 

1. Purposes: to help the child realize the relationship of 

oral language and individual experiences to written lan

guage and to extend the use of all of the communicative 

arts to the reading program. 

2. Organization: to motivate the production, sharing, and 

reading of graphic and written materials based upon the 

child's own thoughts, concerns, ideas, and experiences 

as well as those of others. 

3. Implementation: reading instruction, based on a combina

tion of child-produced materials and materials from adult 

authors, through group activities, total class activities, 
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or individual sessions depending upon the needs of the 

children. Reading is considered a thought process with 

comprehension and understanding of the reading process 

more important than complete accuracy in sight recogni

tion of words. 

In reviewing the literature' on the Cognitive Field theo

ry, it was necessary to look at the areas of cognitive growth and 

language development (Purpose), and to relate these to a language 

based reading program (Organization and Implementation). 

Cognitive Growth and 
Language Development 

According to Bigge (1971), Cognitive theory deals with 

the problem of how people gain an understanding of themselves and 

their environments and how, using their cognitions, they act in 

relation to their environments. Field theory centers on the idea 

that all psychological activity of a person occurs in a field or 

"life space," which is a part of the totality of coexisting, 

mutually interdependent factors. 

Bigge (1971, p. 177) defined learning, within Cognitive 

Field theory, as: "... a relativistic process by which a 

learner develops new insights or changes old ones. In no sense 

is learning a mechanistic, atomistic process of connecting stimu

li and responses within a biological organism." 

Bigge referred to the individual's psychological life 

space and suggested that in order for teachers to organize 
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environments conducive to insightful learning they must under

stand the interactive nature of the learner's life space. He 

believed that learners are constantly testing hypotheses about 

their psychological environments and it becomes the responsibil

ity of the teacher to predict the learner's future life spaces 

and cause the interaction of the teacher's life space with the 

life space of the learner. 

Piaget's (1959) Cognitive learning theory is interdisci

plinary and begins by postulating a biologically based human need 

for activity and learning. The tendency toward equilibration is 

an internal regulatory force which is manifested in all life, but 

particularly in the development and activity of intelligence. 

The child's activity brings the child into situations which set 

up a tension. Through the complementary processes of assimila

tion and accommodation, the tension is resolved, and the child 

moves to a new level of equilibrium. However, the developmental 

status of the child determines the kind of stimuli which will 

evoke a state of tension at any given time. During the sensori

motor period, for example, the child is learning about the en

vironment by interacting with people and objects. The primary 

task is to discover permanence and regularity in objective 

phenomena. Toward the end of this period, these objects can be 

held in memory by means of images and labels. 

Brown (1958), in interpreting Piaget's theory, suggested 

that abstract symbols are meaningless to children unless they 
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have a firm grounding in concrete experience. Experiencing ob

jects and events and coming to appreciate their many dimensions 

and ramifications is a slow process, and it is especially slow if 

we think of names or labels as referring to classes, rather than 

single objects. 

Piaget (1959) believed that young children have frag

mentary and imprecise concepts. Their reasoning abilities de

veloped gradually because new experiences could not be fully 

assimilated until they had the requisite structures. This would 

suggest that reading in the sense of learning phoneme-grapheme 

correspondences might profitably be delayed until at least the 

beginning of the concrete operations period. This does not mean 

that the child is not learning prior to the beginnings of formal 

instruction. On the contrary, if given a good environment with 

opportunities to grow, the child is laying the foundation for a 

true understanding of the purpose and meaning behind the mechan

ical act of reading. 

Menyuk's (1963) research study, "Syntactic Structures in 

the Language of Children," supported Piaget's theory that the 

acquisition of syntactical rules cannot be reduced to passive 

imitation but involves an important element of generalization 

and certain original structures. 

Bruner, Goodnow, and Austin (1966) attempted to incor

porate transformational grammar into a Cognitive theory which in 

many ways resembled that of Piaget's. Cognitive growth is 



34 

. . the means by which growing human beings represent their 

experience to the world and . . . organize for future use what 

they have encountered (Bruner et al. 1966, p. 1).,T 

Bruner believed the emergence of language was dependent 

on prior experience, but once language was established, it served 

as an instrument to advance thought to higher levels. This was 

possible because "surplus meaning" may be read into experience in 

accordance with the built-in implications of the rules of lan

guage. Language enabled children to think about their thoughts, 

and to note contradictions between their perception and their 

linguistic representation of events. For example, in Piaget's 

well-known conservation experiment, a child may say: "This one 

looks bigger, but they are really the same," and can use this 

contradiction to grasp the concept of conservation (Athey 1971). 

Vygotsky's (1962) theory of language and thought develop

ment, which evolved from his research at the University of Mos

cow, was based on the belief that (1) thought and speech have 

different genetic roots, (2) the two functions develop along dif

ferent lines and independently of each other, and (3) there is 

no clear-cut and constant correlation between them. At about the 

age of two, Vygotsky believed that the curves of development of 

thought and speech meet and join to initiate a new form of behav

ior. The child, through the will to conquer language, realizes 

the purpose of speech and discovers that each thing has a 
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"name." Speech begins to serve intellect, and thoughts begin to 

be spoken as the child's vocabulary increases. 

Before this discovery, Vygotsky (1962) believed that the 

child uses a small number of words which are supplied by other 

people. During the discovery, the child feels the need for words 

and actively tries to learn the signs attached to objects. After 

the child has discovered the symbolic function of words, speech 

enters the intellectual phase and the lines of speech and thought 

development meet. 

Vygotsky (1962) stressed that concept formation is more 

than the sum of certain associative bonds formed by memory and 

mere mental habit. He believed that concept formation is a com

plex and genuine act of thought that can not be taught by drill

ing but can be accomplished only when the child's mental 

development itself has reached the requisite level. In so doing, 

he summarized the basic premise that Cognitive Field teachers hold 

as they work with children and reading. 

Programs That Follow a 
Cognitive Field Theory 

The implications for reading instruction suggested by 

Vygotsky's theory of learning is best illustrated by his quota

tion from Tolstoy's (in Vygotsky 1962, p. 85) book, Pedagogical 

Essays, published in 1903: 

It is quite impossible to explain the meaning of a 
word. When you explain any word, you put in its place 
another equally incomprehensive word, or a whole series 
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of words, with the connection between them as incompre
hensible as the word itself. 

When he [the pupil] has heard or read an unknown word 
in an otherwise comprehensible sentence, and another time 
in another sentence, he begins to have a hazy idea of the 
new concept; sooner or later he will feel the need to use 
that word—and once he has used it, the word and the con
cept are his. But to give the pupil new concepts delib
erately is, I am convinced, as impossible and futile as 
teaching a child to walk, by the laws of equilibrium. 

Cognitive Field oriented teachers believe that children 

teach themselves to use oral language as part of the natural pro

cess in the continuity of their life spaces and that the acquisi

tion of reading should evolve as naturally and as effortlessly as 

the acquisition of oral language (Bigge 1971). 

Singer (1971, p. 118) added to this point of view when he 

stated: 

An active, purposeful, and flexible mode of response 
to printed words can be developed from the beginning of 
formal reading instruction through field theories of 
learning, which stress such concepts as purposeful be
havior, knowledge of means-ends relationships, and 
various routes to goal achievement. Although not as 
systematically employed in instruction as behavioris-
tic theories, cognitive field learning theories can 
be recognized in such approaches to teaching reading as 
the language experience and individualized reading 
approaches. 

In essence, the language experience approach maximizes 

correspondence of the printed message with the language of the 

reader; consequently, when one reads, a language-competence 

system is activated and comprehension is therefore likely to be 

optimal (Ruddell 1969). At first, the pupils learn to read their 

own language and then the language of others through an 



37 

individualized reading program that features self-selection of 

books or satisfaction of curiosity as a motive of reading (Singer 

1971). 

Cognitive Field theorists who favor a psycholinguistic 

approach to reading insist that comprehension should be the pri

mary goal of reading, not word attack skills. F. Smith (1975, 

p. 60) said: 

Of course, reckless guessing is not to be recom
mended, but that is likely to be the condition of the 
child who believes that he must identify every letter 
and word, even to the exclusion of making sense of what 
he reads. The child who predicts ... by eliminating 
unlikely alternatives in advance, by making use of mean
ing and everything he already knows about language, is 
the only one likely even to recognize foolish mistakes 
if they are made. 

According to Goodman, in Language and Thinking in School 

(Smith, Goodman, and Meredith 1976), the child's knowledge of the 

structural system of the sound and grammar he uses in speech sets 

up certain expectations that strongly influence his perception. 

Thus, Goodman viewed the reading process as "a psycholinguistic 

guessing game" in which thought and language interact. He be

lieved that improvement in reading skills is not due to greater 

precision but to better sampling techniques, greater control over 

language structure, broadened experience, and increased conceptual 

development, which makes more accurate first guesses possible. 

Essentially, Goodman's theory of instruction for reading 

is consistent with a Cognitive Field theory of learning and a 

language experience method of teaching reading (Singer 1971). 
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Allen (1976) sees reading as only a part of a broad 

communication-based approach to learning and warns against frag

menting communication experience in ways that require integra

tion at some future time. Allen (1976, p. 10) made this 

statement concerning language in the reading process: 

Reading is never treated as something apart from lan
guage and thought. The existing language of each child 
is used as the base for building language competence re
quired for reading printed materials. A continuing em
phasis is placed on the individual use of language to 
produce reading material so children can observe and ex
perience language relationships that work for them. 
Language is treated as a unique human experience which 
can be valued, kept through writing, and the recon
structed through reading. 

This point of view recognizes the child as an active, 

purpose-seeking learner which is consistent with the Cognitive 

Field theory of learning. 

Programs that implement a Cognitive Field theory of 

learning have some characteristics that distinguish them from 

other programs. Allen (1976, pp. 19-22) identified some of these 

distinguishing characteristics: 

1. The oral language background of each child continues 
to be used throughout the grades as a basic ingredi
ent in word recognition and vocabulary growth. 
Children are expected to hear and say words and sen
tence patterns many times before and during the ac
quisition of abilities and skills required for 
reading print. 

2. Vocabulary controls are viewed as being in the lan
guage itself and in the language background of each 
child. Words of high frequency are expected to be 
used by all children who are producing dictated and 
written material. The ones of highest frequency 
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will occur most often in all children's language. 
Recognition of these words in all reading, not just 
in the reading textbook, accelerates the acquisition 
of a basic sight vocabulary. 

3. The introduction of reading vocabulary is accelerated 
for most children. Rather than selecting words for 
repeated drill, teachers develop an understanding of 
the major classes of words that all people use to 
communicate. 

4. The major emphasis in organization is on individuali
zation. There is no need, or any desire, to separate 
children into ability groups within the classroom for 
direct instruction in reading skills. Grouping is 
for specific purposes. Learning centers permit chil
dren to be dispersed for their work so the teacher 
can devote direct teaching time to identified prob
lems and needs. The teacher's role shifts from one 
of managing ability groups to one of interaction in 
communicating processes. Needs of individuals are 
identified as teacher and pupils talk, write, sing, 
play games, paint, and read together. Diagnosis is 
continuous. 

5. More than other experience programs, a language ex
perience approach to teaching communication has a 
basic framework of language experiences to serve as 
a screening device for selecting activities and 
events that contribute to the development of' communi
cation skills and attitudes. Once teachers internal
ize the three major strands and the twenty substrands 
they can select materials and develop a learning en
vironment for reading that is efficient and has the 
variety of choices necessary for the wide-range 
abilities of pupils. 

6. The direct teaching program in word-recognition 
skills, including phonics and phonetic analysis, is 
closely related to writing and spelling activities in 
which children deal with the language letter by let
ter, syllable by syllable, and word by word. Minimum 
time and attention are devoted to figuring out words 
during the reading activities. Teachers know that 
the accompanying oral language and written language 
activities will feature direct instruction on sound-
symbol relationships. 
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7. The concept load of meaning in reading material is 
eliminated when the child uses personal writing to 
learn to recognize words. He knows the content of 
his materials, whether dictated or written indepen
dently. Comparison studies of children's writing 
and the writing of others provide a base of confi
dence for children to believe that they can read 
what others have written. 

8. Children with backgrounds of experience and language 
that are extremely divergent from the typical story 
content of reading texts are not placed at a disad
vantage. From the beginning and continuing through 
the grades, they deal with familiar ideas and lan
guage that is theirs. This is an advantage for the 
child with superior language development just as it 
is for the child with a limited language background. 
All children have an opportunity in the approach to 
see their own speech recorded through writing. Most 
of them learn at an early age to write their own 
ideas in their own language for purposes of making 
reading material for themselves and others. 

9. Children gain some knowledge of the structure of the 
English language as they repeatedly experience the 
relationships of alphabet letters to their sounds. 
They see these relationships running through sentence 
patterns that are useful in expressing their ideas. 

10. A wide variety of books is necessary for a language 
experience approach to teaching communication. 
Stories in basal readers, trade books, supplementary 
texts, books in the content fields, and current pub
lications such as newspapers and magazines are useful. 
Books that children produce are required in the read
ing curriculum. 

11. Multisensory materials are used extensively. Films, 
filmstrips, recordings and tapes, photographs, art 
prints, musical compositions, and the whole world of 
real things become essential materials in the program. 
They form a base for vocabulary acquisition and 
growth. 

12. Children express themselves in multiple media as a 
part of the basic curriculum. They talk, write, re
spond with body rhythms, use art media of all types, 
and act out roles of other people. Their personal, 
individual ideas are valued in any form of expression 



41 

that is selected for communication. They do not have 
to wait until they are good readers to participate 
fully in the educational processes. Poor readers 
have a place while they acquire necessary abilities 
to improve. 

13. Reading is treated as a process of reconstructing 
oral language that has been written. The pattern of 
thinking about reading which is internalized by each 
child is that ideas can be spoken, then written, 
then reconstructed through reading. 

14. Improving communication is viewed as the art of rais
ing the levels of sensitivity of each child 
—to one's environment, including the language 
environment 

—to relationship between oracy and literacy 
—to writing as a means of making reading materials 
—to multiple sources of information and inspiration 
—to multiple forms of response to ideas and feelings. 

The opinions of many Cognitive Field theorists were sum

marized by Allen (1976, p. 11) when he stated: 

Teachers live with children in a learning environ
ment where sensitivities are raised to focus on print in 
such a way that reading is a natural and normal result. 
Children do not need lessons in "how to do it." They all 
have personal needs developing which require reading, and 
they learn how through the many reciprocal relationships 
that exist for them. 

The following are statements about a reading program, 

taken from the Teacher Inventory of Approaches to the Teaching 

of Reading (Appendix A), which reflect the Cognitive Field learn

ing theory as applied to reading instruction. 

Purposes: 

1. The basic purpose of reading instruction in my class is 

to extend use of all of the language arts by using each 
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child's thoughts, ideas, and experiences in language 

activities (Allen 1976, Singer 1971, Smith et al. 1976). 

I base my plan for reading instruction upon the oral and 

written expression and identified needs of the children 

(Allen 1976, Singer 1971). 

I believe that motivation for reading in my class is 

stimulated through the children's realization that their 

oral language expression based upon their own experiences 

and thoughts as well as the ideas and thoughts of others 

can be written and thus read (Allen 1976, Athey 1971, 

Smith et al. 1976). 

My classroom is organized so far as reading instruction 

is concerned for the production, sharing, and reading of 

graphic and written materials based upon the child's own 

thoughts, concerns, and ideas (Allen 1976, Singer 1971, 

Smith et al. 1976). 

I encourage children to use free reading time to read 

materials prepared by other pupils, books of special in

terest to them, and materials which will help them devel

op ideas for their own written productions (Allen 1976, 

Ruddell 1969). 

I introduce words (new reading vocabulary) to the chil

dren as they find a need to use them in their writing and 

reading material. Dictionaries, word lists, and other 

sources of new words are available and the children are 
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encouraged to use them as the needs arise (Allen 1976, 

Vygotsky 1962). 

7. I evaluate personal reading growth in terms of abilities 

to express ideas in oral and written form, in abilities 

to reproduce language of others through oral reading, and 

in abilities to comprehend and interpret written materi

als of all types (Allen 1976, F. Smith 1975, Smith et al. 

1976). 

8. The reading activities of the pupils in my class are 

based primarily upon many other language experiences, es

pecially oral and written language of the individual pu

pils (Allen 1976, Athey 1971, Smith et al. 1976). 

9. I base my direct instruction in reading primarily upon 

material produced by the children themselves. This di

rect teaching, depending upon the situation, is done 

through group activities, total class activities, or 

through sessions with individual pupils (Allen 1976, 

Singer 1971). 

10. In ray class, reading skill development follows naturally 

from each child's oral and written expression and is 

therefore dependent upon each child's unique language 

development rather than upon a predetermined sequence 

(Allen 1976, Bigge 1971). 

11. In my class, I utilize materials which are in the pupil's 

language based upon their thoughts and experiences. This 
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material serves as a major source of reading materials for 

themselves and other pupils. This serves as a primary 

means for providing for individual differences in my 

class (Allen 1976, Smith et al. 1976, Vygotsky 1962). 

12. In my reading instructional program, I try to be aware 

that each child already knows a lot about the sound sys

tem of language, sentence patterns, and a variety of ways 

to express meaning (Allen 1976, Smith et al. 1976). 

13. I judge the significance of oral reading mistakes (mis-

cues) in terms of the comprehension implied by the reader 

rather than on complete accuracy in sight recognition of 

words (Allen 1976, Smith et al. 1976). 

Summary 

To summarize and contrast the learning theories as they 

relate to a reading program, and to use as an organizational 

framework to interpret the data, the following outline has been 

constructed according to the elements of a reading program and 

the levels of Purposes, Organization, and Implementation. 

I. Purposes 

A. Behavioristic Theory 

1. The purpose for reading instruction is to develop 
the skills and mechanics of the reading process. 

2. The basis of reading instruction is to group pu
pils in terms of reading ability and to gear in
struction to the needs of each group. 
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3. Motivation to read is based on the teacher help
ing the pupils to relate the stories read to 
their experiences and to help pupils acquire the 
vocabulary and skills necessary for success in 
each reading task. 

B. Nativistic Theory 

1. The purpose for reading instruction is to develop 
wholesome reading interests and attitudes and to 
develop skills through the child's desire to dis
cover, select, and explore a wide variety of 
materials. 

2 . The basis of reading instruction is determined by 
and follows the reading needs of individuals as 
they encounter reading problems. 

3. Motivation is based on a provision of a wide 
variety of reading materials which meet the in
terests and maturational needs of the pupils . 

C. Cognitive Field Theory 

1. The purpose for reading instruction is to extend 
use of all of the language arts by using each 
child's thoughts, ideas, and experience in lan
guage activities . 

2 . Reading instruction is based on the oral and 
written expression and identified needs of the 
children. 

3. Motivation to read is stimulated through the 
children's realization that their oral language 
expression based upon their own experiences and 
thoughts as well as those of others can be writ
ten and thus read. 

Organization 

A. Behavioristic Theory 

1. A regular reading period is scheduled. Handwrit
ing, spelling, written expression and usage are 
taught at separate times and are given attention 
during the reading period when they apply direct
ly to the reading lesson. 
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2. Supplementary reading involves free reading of 
library materials while other pupils are being 
instructed in reading groups, special days des
ignated for free reading, and when pupils have 
completed assigned work. Free reading helps 
pupils strengthen reading skills and provides 
personal enjoyment. 

3. Vocabulary is developed by introducing it to each 
reading group prior to silent reading of a new 
selection. 

4. Evaluation is based on a pupil's progress in re
lation to mastery of phonics rules, structural 
analysis, sight vocabulary and comprehension 
skills. 

B. Nativistic Theory 

1. The classroom is organized to facilitate many and 
varied activities relating to reading. Time is 
allotted for individual conferences, small group 
situations, and silent reading of self-selected 
materials for individuals . 

2. Supplementary reading is "free" reading. The 
children select their own materials and are en
couraged to read in order to become a better 
reader. 

3. Vocabulary development is provided through indi
vidual pupil-teacher conferences, by encouraging 
pupils to seek assistance from each other, through 
silent reading of a variety of materials, group 
conferences, and through encouraging the use of 
resource materials such as dictionaries. 

4. Evaluation is based on the quality and quantity 
of materials self-selected as well as interest 
and attitudes reflected in reporting on reading. 

C. Cognitive Field Theory 

1. Organization is based on the production, sharing, 
and reading of graphic and written materials 
based on the child's own thoughts, concerns, and 
ideas . 
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2. To provide for supplementary reading, the chil
dren are encouraged to read materials prepared by 
other pupils, books-of special interest to them, 
and materials which will help them develop ideas 
for their own written productions. 

3 . New reading vocabulary is introduced to the chil
dren as they need it in their own writing and 
reading materials. Dictionaries, word lists, and 
other sources of new words are available, and the 
children are encouraged to use them as the needs 
arise. 

4. Evaluation is based on the child's abilities to 
express ideas in oral and written form, to repro
duce language of others through oral reading, and 
to comprehend and interpret written materials of 
all types. 

III. Implementation 

A. Behavioristic Theory 

1. A single main source of printed materials is 
used. 

2. Direct reading instruction is based on the read
ing group. The pupils discuss the story in the 
group with the teacher leading the discussion. 

3. Skill development is the primary objective of the 
reading program. 

4. Individual differences are provided for by the 
use of flexible ability groups . The teacher 
gives attention to individual students as a part 
of the group instruction. 

5. "Proper" English usage is taught to prevent the 
pupils from becoming disabled readers. 

6. Oral reading proficiency is judged by the number 
of mistakes a reader makes. 

B. Nativistic Theory 

1. Individuals or a group of pupils select their own 
reading material. Language activities are en
couraged based on the self-selection of materials. 
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Handwriting, spelling, written expression and 
usage are given attention when they apply to the 
self-selected materials. 

2 . Direct instruction is provided during individual 
conferences. This direct instruction is based on 
the reading selections the pupils have read or 
are reading in their own. 

3. Attention is given equally to reading skills, in
terests , and attitudes. 

4. To account for individual differences, the teach
er provides and encourages the use of a wide 
range and variety of materials. Individual con
ferences are held with each child to discuss 
problems and progress. Group conferences are 
also used when appropriate. 

5. It is recognized that the most important resource 
children bring to the reading process is their 
own language. 

6. Oral reading mistakes are not corrected if they 
reflect the natural language patterns of the 
reader. 

C . Cognitive Field Theory 

1. Reading activities are based on many types of 
language experiences, especially oral and written 
language of the individual pupils . 

2 . Direct reading instruction is based on material 
produced by the children. This direct teaching 
is done through group activities, total class 
activities, or through sessions with individual 
pupils . 

3. Skill development follows naturally from each 
child's oral and written expression and is there
fore dependent upon each child's unique language 
development rather than upon a predetermined 
sequence. 

4. To provide for individual differences, the teach
er uses materials which are in the pupils' lan
guage based on their thoughts and experiences. 
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This material serves as a major source of reading 
material for themselves and other pupils. 

5. The teacher tries to be aware that each child al
ready knows a lot about the sound system of lan
guage, sentence patterns, and a variety of ways 
to express meaning. 

6. Oral reading mistakes (miscues) are judged in 
terms of the comprehension implied by the reader 
rather than on complete accuracy in sight recog
nition of words. 

Eclecticism in Reading Programs 

In recent years many authors of textbooks on reading 

recommended an eclectic approach to reading instruction. The 

following quotes represent the point of view being expressed. 

"Our only recourse, then, is to be eclectic, selecting 

those approaches which best serve the needs of a superior reading 

program, for we must assume the responsibility for providing 

students of the Space Age with a forward-looking reading program 

(Tiedt and Tiedt 1975, p. 336)." 

"Realistically the beginning teacher is likely to use the 

highly structured controlled vocabulary approach until his knowl

edge and skill enable him to shift toward less structure, as in 

the language experience approach. Ideally the best of each sys

tem is combined so that a teacher draws on the strengths of all 

systems (Harris and Smith 1972, p. 50)." 

Each theory of language development can contribute 
to our appreciation of the process: the genetic theory 
by focusing on internal awareness that the child grad
ually develops about language; the behaviorist theory 
by stressing the many activities that can be provided 
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by the environment in order to enrich language develop
ment through reinforcement. . . . the nontheoreticians 
among us—especially those who work daily with children— 
will probably do well to steer an open-minded course 
between the two theoretical extremes (Kean and Personke 
1976, p. 50). 

Many of the more recent reading programs have been 
called "multisensory" approaches, thus signifying that 
the authors are emphasizing the importance of making 
use of every input channel possible in reading instruc
tion. In fact most researchers agree that there is no 
"best" or "one" way to teach reading, but that a com
bination of several programs is probably most effective 
in successful learning (Chambers and Lowry 1975, p. 158). 

In his book, The Reading Process, Zintz (1975, p. 228) 

summarized the type of eclectic reading program many educators 

are advocating: 

1. Emphasize the meaningful nature of reading as the 
most important factor in reading. 

2. Teach an initial vocabulary of sight words learned 
[memorized] as visual configurations. This is 
achieved through chart reading, experience stories, 
labels in the room, blackboard work, workbook les
sons, and direct teaching of the words in the first 
preprimer. 

3. Simultaneously with the reading of the preprimers 
of a reading series, begin teaching a systematic 
course of study in phonic and structural analysis 
skills. 

4. The child's reading should include basal preprimers, 
experience stories, chart reading, reading labels, 
and following directions. 

5. Encourage children to "write books" of their own 
that can be bound by the teacher and kept on the 
reading table. 

6. Emphasize the developmental, the functional, and 
the recreational nature of a balanced reading 
program. 
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Zintz, in effect, was recommending a mixture of theoreti

cal bases as well as a mixture of methods and materials. His 

recommendations were more typical than atypical of what is found 

in recent books on reading instruction. 

The research study most often quoted by authors who sug

gest an eclectic approach to reading instruction is the Coopera

tive Research Program in First-Grade Reading Instruction commonly 

known as the First Grade Reading Studies (Stauffer 1967), spon

sored by the Office of Education during the 1964-65 school year. 

The findings of the First Grade Reading Studies indicated that 

a combination of reading instruction methods might be beneficial. 

A close look at the report made by Bond and Dykstra 

(1967, p. 7) showed no evidence that they were suggesting the 

reading teacher combine approaches to reading instruction which 

represented incompatible theories of learning: "It appears that 

certain combinations of approaches prove more effective than the 

use of a certain specified method in isolation. For example, the 

modified linguistic approach combined with basal materials ap

pears to have greater effectiveness than does the basal reader 

approach or a linguistic approach used in isolation." Bond and 

Dykstra (1967) with their massive data from the First Grade Read

ing Studies hinted at the problem of this study but do not make 

a clear recommendation for it. They stop at a point where theo

retical consistency is left to chance. 
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Bagford (1975, p. 1), in his recent book Instructional 

Competence in Reading, made the following statement regarding 

approaches to reading instruction and the importance of the read

ing teacher's theory of learning: 

Comprehensive studies such as the United States Of
fice of Education's First-, Second-, and Third-Grade 
Studies and Jeanne Chall's analysis of fifty-five years 
of research in reading indicate that it is probably 
neither methodology nor materials that really make the 
difference, but the quality of the teacher. Different 
teachers using similar materials and methods often have 
widely varying results. Time after time it is the 
teacher who is proven to be the key factor in the in
structional process .... In the teaching of reading, 
especially, the teacher seems to be the magic ingredient 
to success. If, however, one delves a little below the 
surface, logic will tell him that it must be something 
that the teacher does that makes the difference—and 
doing is certainly method. The good teacher is doing-
something that makes a difference in the success of his 
pupils. 

What a reading teacher does in regard to reading instruc

tion constitutes that teacher's theory of learning and theory of 

the reading process. According to Bigge (1971) a reading teacher 

who combines the Behavioristic, Nativistic, and Cognitive Field 

learning theories into one reading program believes that the 

child is, at the same time, an active, a passive, and an inter

active learner. Bigge suggested that the teacher who approaches 

reading instruction in this manner is confused about the reading 

process and is creating confusion for the children who are 

attempting to learn to read. He implied the need for a study 

such as the present one which is designed to use a procedure that 

will distinguish for any teacher the degree to which that teacher 
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implements a consistent theoretical orientation when establishing 

purposes, organizing the learning environment, and implementing a 

reading program. 

The following chapters present data and interpretations 

of that data as an illustration of the use of an instrument, the 

Teacher Inventory of Approaches to the Teaching of Reading (Appen

dix A). This instrument can be used to judge levels of theoreti

cal consistency based on what is known at the present time about 

three well-defined theoretical positions that have influenced 

reading instruction. Results from the procedure can be used as 

a model for individuals or for faculties to chart the degree to 

which their reading program(s) have theoretical consistency. 



CHAPTER 3 

DESIGN OF THE STUDY 

This study was designed to answer the following question: 

Do teachers reflect a consistent orientation between stated 

learning theories and responses to a statement of elements of a 

reading program, as determined by the Teacher Inventory of Ap

proaches to the Teaching of Reading, which includes categories of 

Purposes, Organization, and Implementation? 

Additional questions relative to the problem were: 

1. Do teachers' stated Purposes, Organization, and Implemen

tation of the reading program reflect consistency within 

a Behavioristic approach to reading instruction? 

2. Do teachers' stated Purposes, Organization, and Implemen

tation of the reading program reflect consistency within 

a Nativistic approach to reading instruction? 

3. Do teachers' stated Purposes, Organization, and Implemen

tation of the reading program reflect consistency within 

a Cognitive Field approach to reading instruction? 

This chapter describes (1) the sample population, (2) the 

measures and procedures used for gathering data, and (3) the 

treatment of the data. 

54 
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The Sample 

This study was conducted at The University of Arizona. 

The subjects were students enrolled at The University of Arizona 

during the 1976 spring semester in graduate courses offered in 

the Elementary Education Department. The 42 subjects selected 

were students who were teaching or had taught reading at the ele

mentary level. 

Measures and Procedures Used 
for Gathering Data 

The instrument developed to measure teacher responses to 

teaching reading was the Teacher Inventory of Approaches to the 

Teaching of Reading (see Appendix A). It was adapted from the 

Teacher Inventory of Approaches to the Teaching of Reading, San 

Diego County Department of Education (1964) and the Siu Test of 

Teacher Perception of the Reading Process (Steinruck 1975). 

The Teacher Inventory of Approaches to the Teaching of 

Reading was originally developed and used by elementary school 

teachers participating in the San Diego County Study Project. 

The instrument was processed through a consistency index that 

yielded a score to indicate the degree to which the instrument 

measured the same thing each time that it was administered to the 

same teacher over a period of two years. The results from the 

use of the index indicated that the inventory does yield essen

tially the same results from the same person and is a reliable 

procedure to use in obtaining information about the stated 
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Purposes, the classroom Organization, and the Implementation of a 

reading program (San Diego County Department of Education 1964, 

pp. 12-14). 

Following the formal study of the San Diego County Read

ing Study Project, a questionnaire was prepared for teachers in 

the study to gather information as to the extent to which the 

Teacher Inventory of Approaches to the Teaching of Reading was a 

true reflection of their teaching. Sixty-seven teachers rated 

the use of the inventory between good and excellent, which were 

the two top ratings on a five-point scale. The teachers said, 

according to the questionnaire results, that the instrument did 

measure what it was supposed to measure. It was a valid instru

ment for the purpose for which it was used (San Diego County De

partment of Education 1964, p. 1). 

In the Cooperative Research Program in First-Grade Read

ing Instruction (Bond and Dykstra 1967), the Teacher Inventory of 

Approaches to the Teaching of Reading from the San Diego County 

Reading Study Project was selected for use in all of the approved 

projects. Those who designed the first-grade studies agreed that 

the inventory was useful in gathering information about actual 

practice in teaching reading before and after intensive training 

in a specified approach. Their selection of the instrument 

caused it to be used widely throughout the United States during 

the period, 1963-1965. 
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A review of literature related to linguistics and reading 

programs yielded evidence that some significant influences have 

come into reading programs since the development of the Teacher 

Inventory of Approaches to the Teaching of Reading in San Diego 

County. A search was made for a recent instrument that had been 

tested through research procedures. The Siu Test of Teachers' 

Perceptions of the Reading Process (5teinruck 1975) was found to 

be recent and to include items that were not in the mainstream 

of reading instruction in the 196O's but are significant today. 

The items in the Siu Test of Teachers' Perceptions of the Reading 

Process (STORP) had been tested for reliability and internal con

sistency by using the Kuder-Richardson 20 formula. The reliabil

ity coefficient of the test was .90. 

Items in the inventory and the test were compared and six 

items were selected from the Siu Test of Teachers' Perceptions of 

the Reading Process, or STORP, as additions to the inventory. 

The items related to dialect and oral reading mistakes. The ele

ments that they represent in reading programs were in much of 

recent literature and needed to be included. 

The 33 items of the original Teacher Inventory of Ap

proaches to the Teaching of Reading were summarized around 11 

elements that were common to all reading programs. Each element 

was described according to three approaches to teaching reading. 

These were the Basic Reader Approach, the Individualized Ap

proach, and the Language Experience Approach. A profile of 
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teacher responses reflected the approach to which the teacher had 

the greatest affinity. 

The items from the STORP were presented under two new 

elements: "How I Treat Dialects in Reading Instruction" and "How 

I Respond to Oral Reading Errors." These additions made a total 

of 13 elements in a reading program to be inventoried. One item 

was available for each of the elements under each of three 

stated theoretical orientations: Behavioristic, Mativistic, and 

Cognitive Field. With this design, subjects responded to 39 

items on a scale of 1 to 5 with 1 representing an "entirely inac

curate" statement and 5 representing an "entirely accurate" 

statement. This meant that the lowest score a teacher could make 

in responding to a theoretical statement was 13 and the highest 

65. 

Another development that post dates the original Teacher 

Inventory of Approaches to the Teaching of Reading is one that is 

summarized in Double Think (Decker and T. Saunders 1973). They 

proposed that in evaluating any educational program the elements 

should be studied at three levels: Purposes, Organization, and 

Implementation. The 13 elements in the inventory used in this 

study were grouped under these headings so that they could be in

terpreted with a degree of refinement that was not available in 

the original version of the inventory. 

Copies of the Teacher Inventory of Approaches to the 

Teaching of Reading (Appendix A) were distributed to graduate 
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students at the first class meeting of the spring semester and 

the completed forms were collected at the second class meeting. 

Inventories were completed out of class so that respondents had 

time to study the inventory. 

The subjects' scores were recorded on individual scoring 

sheets, Scoring Sheet for Teacher Inventory of Approaches to the 

Teaching of Reading (Appendix B). The scoring sheet consists of 

three columns. Each of these columns contains an item number 

which is derived from each element of the reading program. The 

directions for scoring are: (1) the score which a subject gives 

to each item is recorded in the item space provided on the scor

ing sheet, (2) the numbers are totaled and recorded in the Be-

havioristic column, the Nativistic column, and the Cognitive 

Field column, and (3) the total score of each approach is marked 

with an "X" at the appropriate spot on the profile scale (see 

Illustrative Example 1, Appendix C). 

Scores for each item were collected under the columns, 

Behavioristic, Nativistic, and Cognitive Field. A total score 

was obtained for each column. The totals were transferred to a 

profile scale so they could be analyzed for consistency or for 

lack of consistency (see Appendix B). 

The Scale of Scores on the Scoring Sheet has points in

dicated with one point for each possible score. The first point 

of the scale is 13 because that is the lowest possible score for 

a column. The highest possible score is 65. This leaves 52 
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points between the lowest possible score and the highest possible 

score (see Figure 1). 

I SCALE OF SCORES 13 26 39 52 65 

Behavloristic 

Natlvlstic 

Cognitive Field 

Degree of Agreement Disagree 
Tend to 
Disagree 

Tend to 
Agree Agree 

Figure 1. Scale of Scores 

The scale is divided into quartiles with 13, 26, 52, and 

65 representing the points at the division lines. This is done 

to establish a basis for determining consistency or inconsistency 

of respondents in terms of adhering to a stated theoretical orien

tation for teaching reading. 

In this study each profile was analyzed for consistency 

or lack of it. Consistency required that there be a difference 

of 26 points, or two quartiles, between one stated theoretical 

orientation and the others. Thirteen or fewer points of differ

ence would show an affinity between two or more theoretical orien

tations . All who scored fewer than 26 points of difference among 

the three stated theoretical orientations would be interpreted to 

be inconsistent. Illustrative Examples 1, 2, and 3 (see Appendix 

C), show three kinds of responses in profile. 
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Illustrative Example 1 shows a response that agrees 

strongly with a Behavioristic orientation and rejects a Nativis

tic and a Cognitive Field orientation. This teacher would be 

classified as consistent. 

Illustrative Example 2 shows a response that agrees al

most equally with a Nativistic and a Cognitive Field orientation 

and tends to disagree with a Behavioristic orientation. This 

example is interpreted as consistent'because there are more than 

26 points of difference between Behavioristic and Nativistic and 

between Behavioristic and Cognitive Field. In the review of 

literature it was found that there is a high degree of affinity 

among Nativistic and Cognitive Field theorists; in fact, much of 

what has been termed Nativistic has been included in the growth 

of the Cognitive Field theory. 

Illustrative Example 3 shows an agreement with all three 

theoretical orientations. The teacher might use an eclectic 

approach but would be classed as inconsistent in theoretical 

orientation because there are less than 26 points separating the 

three scores . 

In Chapter 4, Table 1, is a display of the scores of each 

subject of the study with an interpretation as to consistency or 

inconsistency as derived from the Scale of Scores . 

Treatment of the Data 

Profile scales from the Scoring Sheet for Teacher Inven

tory of Approaches to the Teaching of Reading (Appendix B) were 
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analyzed to determine the number and percent of subjects whose 

responses reflect a consistent theoretical orientation and the 

number and percent of subjects whose responses reflect an incon

sistent theoretical orientation. These percentages were used to 

answer the question posed in the statement of the problem. 

To answer the additional questions relative to the prob

lem of this study, analysis of variance tests were conducted to 

determine the consistency of the subjects' stated Purposes, Or

ganization, and Implementation of reading instruction. 

If significant differences were found at the .05 level, 

a Tukey Test would be used to determine the point of significance 

among Purposes, Organization, and Implementation. 



CHAPTER 4 

RESULTS OF THE STUDY 

It was the purpose of this study to determine whether or 

not the responses of teachers to a statement of methods they use 

in teaching reading, as determined by the Teacher Inventory of 

Approaches to the Teaching of Reading, reflect a consistent theo

retical orientation. Further, it was the purpose of this study 

to determine (1) the consistency of teachers' stated Purposes, 

Organization, a;nd Implementation of reading instruction within a 

Behavioristic approach to reading instruction, (2) the consisten

cy of teachers' stated Purposes, Organization, and Implementation 

of reading instruction within a Nativistic approach.to reading 

instruction, and (3) the consistency of teachers' stated Purposes, 

Organization, and Implementation of reading instruction within a 

Cognitive Field approach to reading instruction. 

The results of the study are reported in the following 

order: the number and percentage of subjects who reflected a 

consistent or inconsistent theoretical orientation (see Table 1); 

Purposes, Organization, and Implementation means comparisons as 

determined by analysis of variance tests of Behavioristic (see 

Table 2), Nativistic (see Table 3), and Cognitive Field (see 

Table 4) approaches to reading instruction; Tukey post-hoc 
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analysis for determining where statistical mean differences exist 

(see Table 5); and means, standard deviations, and summary of 

analysis of variance for all dependent measures (see Table 6). 

Extent of Theoretical Consistency 

The data in Table 1 relate to the statement of the prob

lem: "Do teachers' responses to a statement of methods they use 

in teaching reading, as determined by the Teacher Inventory of 

Approaches to the Teaching of Reading, reflect a consistent theo

retical orientation?" The data indicate: 

1. No teacher in the study was totally consistent within one 

theoretical orientation. No teacher agreed strongly with 

one while disagreeing with the other two to the 26 points 

of difference required in this study. The results re

corded in Illustrative Example 1 (see Appendix C) were 

not demonstrated by any subjects in the study. 

2. Seven of the teachers, 17%, had differences of more than 

26 points between a Behavioristic theoretical orienta

tion and Nativistic/Cognitive Field theoretical orien

tations . All seven disagreed with the Behavioristic 

theoretical orientation and agreed with both the Nativis-

tic and Cognitive Field theoretical orientations. No 

subject agreed with the Behavioristic theoretical orien

tation and disagreed with the other two theoretical 

orientations to the extent required to be classified as 
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Table 1. Scores on the Teacher Inventory of Approaches to the 
Teaching of Reading 

)ject 
Behavior-
istic Nativistic 

Cognitive 
Field Consistent 

In
consistent 

1. 44 44 44 X 

2. 15 46 65 X 

3. 42 53 51 X 

4. 13 47 57 X 

5. 43 51 48 X 

6. 47 48 46 X 

7. 56 44 44 X 

8. 39 52 58 X 

9. 34 50 58 X 

10. 49 43 52 X 

11. 26 57 55 X 

12. 20 54 55 X 

13. 61 60 65 X 

14. 21 55 55 X 

15. 40 50 40 X 

16. 37 43 49 X 

17. 48 45 44 X 

18. 36 54 56 X 

19. 36 44 47 X 

20. 34 43 51 X 

21. 54 52 56 X 

22. 50 56 57 X 
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Table 1, Continued 

Subj ect 
Behavior-
istic Nativistic 

Cognitive 
Field Consistent 

In
consistent 

23. 35 45 45 X 

24. 40 47 43 X 

25. 49 46 38 X 

26. 38 41 32 X 

27. 42 56 49 X 

28. 44 51 50 X 

29. 16 42 49 X 

30. 51 47 38 X 

31. 44 44 41 X 

32. 28 52 33 X 

33. 42 51 43 X 

34. 35 42 38 X 

35. 32 40 49 X 

36. 45 42 43 X 

37. 47 48 48 X 

38. 52 51 46 X 

39. 44 43 41 X 

40. 47 46 38 X 

41. 27 59 61 X 

42. 41 38 39 X 

Totals 7(17%) 35(83%) 



consistent. The seven subjects in this study who were 

rated as being consistent would have a Scale of Scores 

profile similar to Illustrative Example 2 (see 

Appendix C). 

Thirty-five of the subjects, or 83%, reflected inconsis

tent theoretical orientations in their approaches to the 

teaching of reading. They did not distinguish between 

Behavioristic, Nativistic, and Cognitive Field theories 

to the degree required for consistency in this study. 

This group of 35 subjects had Scale of Scores profiles 

like that in Illustrative Example 3 (see Appendix C). 

They "tended to agree" or "agreed" with all three 

statements. 

Of the 35 rated inconsistent, nine had their highest 

score for the Behavioristic theoretical orientation, 11 

had their highest score for the Nativistic theoretical 

orientation, and 11 had their highest score for the Cog

nitive Field theoretical orientation. One subject rated 

all three with a score of 44. This subject tended to 

agree with all three theoretical orientations. One sub

ject had identical scores for the Behavioristic and Cog

nitive Field theoretical orientations and two subjects 

had identical scores for the Nativistic and Cognitive 

Field theoretical orientation. All of the highest scores 

were in the third and fourth quartiles of the scale. 
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5. Of the 35 who were rated as inconsistent, 23 had their 

highest score in the third quartile, "tend to agree," and 

12 had their highest score in the fourth quartile, 

"agree." This means that only a third of those who were 

inconsistent agreed strongly with any one of the theoreti

cal orientations. 

6. There were two scores of 65. This means that the subject 

checked that every item (13) within that theoretical ori

entation was "entirely accurate" and had a score of 5. 

One of the subjects, Number 2, was rated consistent be

cause of the low score of 15 for the Behavioristic theo

retical orientation as compared to 65 for the Cognitive 

Field theoretical orientation. The other subject, Number 

13, was rated inconsistent due to scores of 61 for the 

Behavioristic theoretical orientation and 60 for the 

Nativistic theoretical orientation. Number 13 rated all 

39 items as being "entirely accurate" in classroom opera

tion while Number 2 rated almost all of the items in the 

Behavioristic theoretical orientation as being "entirely 

inaccurate" and obtained a score of 15 (13 is the lowest 

possible score). These two cases illustrate the sharp 

contrast in the responses to the Teacher Inventory of 

Approaches to the Teaching of Reading. All other sub-

jects ranked in between. 
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7. Subject Number 4 rated every item within the Behavioris-

tic theoretical orientation as being "entirely inaccu

rate." This was the only subject to rate every item 

within a theoretical framework as being "entirely 

inaccurate." 

8. There was no cluster of extremes in responses. Subjects 

tended to agree with all three theoretical orientations 

more than they tended to disagree. 

9. The overall profile from Table 1 data indicates an ac

ceptance of eclectic approaches that agree with two or 

three theoretical orientations. Except in the two cases 

cited, Numbers 2 and 4, subjects tended to accept ele

ments of all three theoretical orientations . 

Comparison of Mean Differences of the Three Levels: 
Purposes, Organization, and Implementation 

To answer the additional questions relative to the prob

lem of this study, analysis of variance tests on the data on Be-

havioristic, Nativistic, and Cognitive Field approaches to 

reading instruction were performed to compare mean differences of 

the three levels of the reading program: Purposes, Organization, 

and Implementation. The results of the tests (Tables 2, 3, and 4) 

were analyzed to determine whether or not significant mean differ

ences exist (Myers 1966). 



Question 1 

Do teachers' stated Purposes, Organization, and Implemen

tation of the reading program reflect consistency within a 

Behavioristic approach to reading instruction? 

Findings: In analyzing the results of the analysis of 

variance test on the Behavioristic approach to reading instruc

tion it was found that the F statistic, 2.787, was not signifi

cant at the .05 level (see Table 2). 

Table 2. Analysis of Variance—Behavioristic—Comparison of 
Reading Approach Levels: Purposes, Organization, 
and Implementation 

Source df S .S. M.S. F p 

Between groups 2 5.2647 2.6323 2.787 > .05 

Within groups 123 116.1635 .9444 

Total 125 121.4282 

Subjects responded with comparable scores to elements 

grouped under the categories of Purposes, Organization, and Im

plementation when checking items classified as Behavioristic. 

They were consistent when relating that theoretical orientation 

to classroom practices . 



Question 2 

Do teachers' stated Purposes, Organization, and Implemen

tation of the reading program reflect consistency within a 

Nativistic approach to reading instruction? 

Findings: The results of the analysis of variance test 

conducted on the Nativistic approach to reading instruction showed 

an F statistic of 12 .198 which was significant at the .05 confi

dence level indicating a significant mean difference in the read

ing program levels (see Table 3). 

Table 3. Analysis of Variance—Nativistic—Comparison of 
Reading Approach Levels: Purposes, Organization, 
and Implementation 

Source df S .S. M.S . F p 

Between groups 2 9.1195 4.5597 12.198 < .05 

Within groups 123 45.9775 .3738 

Total 12 5 55.0970 

Since the test on the Nativistic approach to reading in

struction showed a significant mean difference, it was necessary 

to run a further test to see in which category, Purposes, Organi

zation, or Implementation, the differences occurred. A Tukey 

test (see Table 5) was used to determine this information. 



Question 3 

Do teachers' stated Purposes, Organization, and Implemen

tation of the reading program reflect consistency within a 

Cognitive Field approach to reading instruction? 

Findings: No significant mean difference was found in the 

results of the analysis of variance test on the Cognitive Field 

approach to reading instruction. The F statistic of 2.142 was 

found to be below the .05 confidence level (see Table 4). 

Table 4. Analysis of Variance—Cognitive Field—Comparison of 
Reading Approach Levels: Purposes, Organization, 
and Implementation 

Source df S .S. M.S. F p 

Between groups 2 2 .2451 1.1226 2 .142 >.05 

Within groups 123 64.4709 .5242 

Total 125 66.7160 

Subjects responded with comparable scores to elements 

grouped under the categories of Purposes, Organization, and Im

plementation when checking items classified as Cognitive Field. 

They were consistent when relating that theoretical orientation 

to classroom practices. 

Subjects were consistent in their responses within the 

categories of Purposes, Organization, and Implementation in both 
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the Behavioristic and Cognitive Field theoretical orientations. 

There was no need for further analysis to answer questions 1 

and 3. 

The Tukey Test 

Since a significant mean difference was found in the re

sults of the analysis of variance test on the Nativistic approach 

to reading instruction, a Tukey test was conducted to determine 

where the difference existed (see Table 5). 

Table 5. Tukey—Nativistic—Mean Differences Between Reading 
Approach Levels: Purposes, Organization, and 
Implementation 

Level Purposes Organization Implementation 

Purposes X = 4.12 — .63 .48 

Organization X = 3.49 — .15 

Implementation X = 3.64 

Findings: The results of the Tukey test showed a mean 

difference between Organization and Implementation of .15 and a 

mean difference between Purposes and Implementation of .48. The 

test results showed a mean difference between Purposes and Organi

zation of .63 which approached the critical level of .6517. How

ever, the mean difference of the three levels was not statistical

ly significant. 
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Data reported in Tables 2, 3, 4, and 5 suggest that 

teachers in this study were consistent in their responses to ele

ments of a reading program classified as Purposes, Organization, 

and Implementation when these classifications are separated into 

Behavioristic, Nativistic, and Cognitive Field theoretical orien

tations . There was no significant difference in scores between 

Purposes and Organization, Purposes and Implementation, or Or

ganization and Implementation. A summary to support this data 

is in Table 6. Although there is an indication of a significant 

difference at the .05 level of confidence in the Nativistic cate

gory, the differences between Purposes and Organization proved to 

be not significant when subjected to the Tukey test. 



Table 6. Means, Standard Deviations, and Summary of Analysis of Variance for All 
Dependent Measures 

Groups ANOVA 
Organiza- Implementa- Between Within 

Purposes tion tion Groups Groups 
n = 42 n = 42 n = 42 df = 2 df = 123 
X S.D. 5T S.D. I S.D. M. S. M.S. F 

Behavioristic 3.10 .95 3.28 1.10 2.79 .85 2. ,63 .94 2, .79 

Nativistic 4.12 .66 3.49 .68 3.64 

00 • 4. ,56 .37 1 2 ,  .20* 

Cognitive Field 3.72 .80 3.86 .72 3.53 .65 1. ,12 .52 2 .14 

"P< .  05 



CHAPTER 5 

SUMMARY, CONCLUSIONS, AND 
RECOMMENDATIONS 

Summary 

There is currently a need for teachers to clarify the 

goals and objectives of their reading programs. Reading teachers 

must hold to a philosophy, theory, and rationale which guide and 

support their particular reading programs. No longer can reading 

teachers carry on their daily, weekly, and yearly activities 

without specific goals, objectives, aims, and guidelines. When 

teachers set forth plans for the teaching of reading, they con

sciously or unconsciously are basing their decisions on how they 

believe children learn to read. There are a number of models and 

theories on child learning and development upon which they draw 

their conclusions . A specific approach to learning theory forms 

an integral part of the teacher's rationale for the learning ex

periences designed for children. However, many teachers have 

built their beliefs on some popular misconceptions based on in

formation found in recent textbooks used in teacher education 

programs. 

The textbooks reviewed in Chapter 2 of this study support 

an eclectic approach to reading instruction. They represent what 
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is available now'as resources for teacher education. Much of the 

rationale for eclecticism in reading programs stems from inter

pretations of the results of the First-Grade Reading Studies dis

cussed in the review of literature. However, the authors of the 

report do not suggest the use of combinations that are theoreti

cally inconsistent. 

The review of literature for this study strongly suggests 

that popular approaches to reading instruction may represent con

flicting theories of how children learn. The reading teacher who 

organizes the reading program around incompatible learning theo

ries may be confused about how children learn, how they acquire 

and develop language, and how they process reading material. 

Children who are exposed to an eclectic approach to reading in

struction may become confused and develop negative attitudes 

about reading which will seriously hinder their progress in 

reading. 

The responses of most of the teachers in this study would 

indicate that the emphasis on eclecticism in current literature 

on reading instruction has had a strong influence. In reporting 

on their reading programs, most of the teachers in this study 

appear to be either unaware or unconcerned with whether or not 

their theoretical orientations are in harmony or in conflict. 

The consistently high scores recorded by most of the 

teachers in this study on Purposes, Organization, and Implemen

tation of the reading program, would indicate that the teachers 
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were aware of the eclecticism reflected in their stated ap

proaches to reading instruction. The results of this study sup

port the conclusion that most of the teachers consider children 

to be, at the same time, passive, active, and interactive 

learners. 

Conclusions 

In view of the results of the investigations and within 

the limits of the study, the following conclusions appear to be 

justified: 

1. According to current literature and research on reading, 

the main approaches to the teaching of reading represent 

the Behavioristic, Nativistic, and Cognitive Field learn

ing theories. The literature and research further sup

port the belief that the Nativistic and Cognitive Field 

approaches to reading are compatible, but the Behavioris

tic approach is incompatible with the Nativistic or Cog

nitive Field approaches. 

2. A significant percentage of reading teachers reflect an 

inconsistent theoretical orientation in their approaches 

to the teaching of reading. 

3. Reading teachers' Purposes, Organization, and Implementa

tion of reading instruction are significantly consistent 

within the Behavioristic theoretical orientation. 



79 

4. Reading teachers' Purposes, Organization, and Implementa

tion of reading instruction are significantly consistent 

within the Behavioristic theoretical orientation. 

5. Reading teachers' Purposes, Organization, and Implemen

tation of reading instruction are significantly consistent 

within the Cognitive Field theoretical orientation. 

6. Teachers' responses to the Teacher Inventory of Approaches 

to the Teaching of Reading reflect that most of the teach

ers in this study consider children to be passive, active, 

and interactive learners at the same time. 

Recommendations 

As a result of the findings in the present study, the 

following recommendations are offered: 

1. The present study should be replicated with subjects in 

other educational environments to determine the extent to 

which reading teachers reflect inconsistent theoretical 

orientations in their approaches to the teaching of 

reading. 

2. Studies should be made to establish further the reliabil

ity and validity of the Teacher Inventory of Approaches 

to the Teaching of Reading used in this study. 

3. Teacher education programs should include investigations 

of the incompatability of learning theories and do follow-

up studies to measure the effects these investigations 
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have on teachers' stated Purposes, Organization, and Im

plementation of reading programs. 

4. In-service education programs should include investiga

tions of the incompatibility of learning theories and do 

follow-up studies to measure the effects these investiga

tions have on teachers' stated Purposes, Organization, 

and Implementation of reading programs. 

5. An instrument such as the Teacher Inventory of Approaches 

to the Teaching of Reading should be used for individuals 

and/or faculties to determine the degree to which their 

reading program(s) have theoretical consistency. 
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Prepared by Reading Study Project Committee 
Department of Education 
San Diego County 
San Diego, California 

Adapted by Robert J. Canady 
Elementary Education Department 
University of Arizona 
Tucson, Arizona 

INSTRUCTIONS: Here are 39 statements 
different teachers would approach it. 
carefully and then judged in terms of 
approach to the teaching of reading, 
using the following key: 

Place a "5" beside the item if 
Place a "4" beside the item if 
Place a "3" beside the item if 
Place a "2" beside the item if 
Place a "1" beside the item if 

regarding the teaching of reading as 
These statements should be read 
their accuracy for describing your 
Your judgment will be indicated by 

it is entirely accurate. 
it tends to be accurate. 
it is neither accurate nor inaccurate. 
it tends to be inaccurate" 
it is entirely inaccurate. 

Please resd. all 39 statements at least once before you attempt to make final 
judgments. 

1. I provide a systematic program of instruction in reading for my 
class primarily through the use of a single main source of 
printed materials. 

2. I do not correct oral reading mistakes if the errors reflect the 
natural language patterns of the reader. 

3. In my class, attention is given equally to reading skills, inter
ests , and attitudes. 

4. The basic purpose of reading instruction in my class is to extend 
use of all of the language arts by using each child's thoughts, 
ideas, and experiences in language activities. 

5. I do most of my direct teaching of reading as pupils discuss with 
me and their group the story or selection to be read, and as they 
participate in reading group activities. 

6. In my class, I try to teach "proper" English usage because I feel 
that unless children use English properly, they will be disabled 
readers. 
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7.- In my class, individual pupils receive most of my direct instruc
tion in reading during individual conferences. This direct in
struction is based upon the reading selections they have read or 
are reading on their own. 

8. My classroom is organizedjso far as reading instruction is con
cerned >for the production, sharing, and reading of graphic and 
written materials based upon the child's own thoughts, concerns, 
and ideas. 

9. In my class, reading skill development follows naturally from 
each child's oral and written expression and is therefore depen
dent upon each child's unique language development rather than 
upon a predetermined sequence. 

10. I judge the child's oral reading proficiency by the number of 
mistakes made. 

11. In my class, I utilize materials which are in the pupil's language 
based upon their thoughts and experiences. This material serves 
as a major source of reading material for themselves and other 
pupils. This serves as a primary means for providing for individ
ual differences in my class. 

12. In my class, I feel that the best motivation for reading is 
stimulated through provision of a wide variety of reading materials 
which meet the interests and maturational needs of the pupils. 

13. I introduce words (new reading vocabulary) to the children as they 
find a need to use them in their writing and reading material. 
Dictionaries, word lists, and other sources of new words are avail
able and the children are encouraged to use them as the needs 
arise. 

14. The reading activities of the pupils in my class are based pri
marily upon many other language experiences, especially oral and 
written language of the individual pupils. 

15. I recognize in my teaching that the most important resource chil
dren bring to the reading process is their own language. 

16. In my class, children are motivated to read by being helped by me 
to see the relation of the story or selection to be read to their 
experiences, and by being helped to acquire the vocabulary and 
skills necessary for success in each new reading task. 

17. I try to provide for individual differences in my class by pro
viding and encouraging the use of a wide range and variety of 
printed-materials. I provide for individual conferences with 
each pupil in which we discuss their reading problems and their 
progress. (I am also able to do individual instruction in these 
conferences.) Group conferences are used for the same purposes 
when this is appropriate. 
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18. In my class, provision for individual differences is made mainly 
through the use of flexible ability groups. This allows me to 
give attention to the common problems of each of the groups. I 
can also give attention to individual student's problems as a 
part of the group instruction. 

19. In my class, free reading of library table materials is allowed 
while other pupils are being instructed in reading groups, or 
on special days designated for free reading, or when pupils have 
finished assigned work, or any combination of these possibili
ties . Free reading time is included to assist children in 
strengthening their reading skills and for personal enjoyment. 

20. I try to provide for and encourage many language activities based 
upon the self-selected reading material read by individual pupils 
or by several pupils. Handwriting, spelling, written expression 
and usage are given attention when they apply to the reading 
selections which have been chosen by the individual pupils. 

21. In my class, most reading by children is "free" reading in that 
the children generally select their own material to read and are 
encouraged to read this material for purposes apparent to them, 
one of which is to become a better reader. 

22. I believe that motivation for reading in my class is stimulated 
through the children's realization that their oral language ex
pression based upon their own experiences and thoughts as well as 
the ideas and thoughts of others can be written and thus read. 

23. I have a regular reading period set up to take care of direct 
teaching of reading and other reading activities. Handwriting, 
spelling, written expression and usage are taught at another time 
and are given attention during the reading time when they directly 
apply to the reading lesson situation. 

24. I judge the significance of oral reading mistakes (miscues) in 
terms of the comprehension implied by the reader rather than on 
complete accuracy in sight recognition of words. 

25. I evaluate pupil progress in my reading program in relation to 
mastery of phonics rules, structural analysis, a sight vocabulary, 
and comprehension skills. 

26. I base my plan for reading instruction upon the oral and written 
expression and identified needs of the children. 

27. I encourage children to use free reading time to read materials 
prepared by other pupils, books of special interest to them, and 
materials which will help them develop ideas for their own written 
productions. 

28. Skill development is the primary objective of my reading program. 
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29. My plan for reading instruction is determined by and follows the 
reading needs of individual children as they meet reading problems 
which require my guidance and help. 

30. My classroom is organized to facilitate many and varied activities 
relating to reading. I set up time for individual pupil confer
ences, small group reading situations, and provide for silent 
reading of self-selected materials for individual students. 

31. I evaluate children's growth in reading in terms of quality and 
quantity of materials self-selected for reading as well as in
terest and attitudes reflected in reporting on reading. 

32. I group the pupils in my room in terms of reading ability (gen
erally three groups). I try to gear ray instruction in reading 
to the needs of each of the groups. 

33. Reading instruction in my class is designed for the most part to 
develop the Ski 1,1s and mechanics of the reading process. 

34. I evaluate personal reading growth in terms of abilities to express 
ideas in oral and written form, in abilities to reproduce language 
of others through oral reading, and in abilities to comprehend and 
interpret written materials of all types. 

35. In my reading instructional program, I try to be aware that each 
child already knows a lot about the sound system of language, 
sentence patterns, and a variety of ways to express meaning. 

36. I provide for pupil growth in vocabulary through individual pupil-
teacher conferences, encouraging pupils to seek assistance from 
other pupils in the class, silent reading of a variety of printed 
materials, group conferences, and through encouraging the use of 
resource materials (dictionaries, word lists, etc.). 

37. I introduce new vocabulary to each reading group prior to their 
silent reading of a new selection. 

38. I base my direct instruction in reading primarily upon material 
produced by the children themselves. This direct teaching, de
pending upon the situation, is done through group activities, 
total class activities, or through sessions with individual 
pupils. 

39. The main purpose of reading instruction in my class is to develop 
wholesome reading interests and attitudes as well as the develop
ment of adequate skills through the child's desire to discover, 
select, and explore a wide variety of reading materials. 
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Elements of the Reading Program 

A. Purposes 

1. My Purpose for Reading 
Instruction 

2. The Basis for My Plan of Reading 
Instruction 

3. How I Motivate for Reading 
Instruction 

B. Organization 

1. How I Organize My Classroom for 
Instruction 

2. How I Provide for Supplementary 
Reading 

3. How I Incorporate Vocabulary Develop
ment in My Reading Program 

4. My Criteria for 
Evaluation 

C. Implementation 

1. Materials of Reading Instruction 
Which I Use 

2. How I Provide for Direct Reading 
Instruction 

3. How I Include Skill Development in My 
Reading Program 

4. How I Provide for Individual Differ
ences in My Reading Program 

5. How I Treat Dialects in Reading 
Instruction 

6. How I Respond to Oral Reading 
Errors 
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Behavior-
istic Nativistic 

Cognitive 
Field 

Item Mo. Item Mo. Item No. 

33 39 4 

32 29 . 26 

16 12 22 

sub total sub total sub total 

23 30 8 

19 21 27 

37 36 13 

25 31 34 

sub total sub total sub total 

1 20 14 

5 7 38 

28 3 9 

18 17 11 

6 15 35 

10 2 24 

sub total sub total sub total 

Total Total Total 

SCALE OF SCORES 13 26 39 52 65 

Behavioristic 

Nativistic 

Cognitive Field 

Degree of Agreement Disagree 
Tend to 
Disagree 

Tend to 
Agree Agree 
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Illustrative Example 1 

Elements of the Reading Program 

A. Purposes 

1. My Purpose for Reading 
Instruction 

2. The Basis for My Plan of Reading 
Instruction 

3. How I Motivate for Reading 
Instruction . . . . , 

B. Organization 

1. 

2 .  

3. 

4. 

How I Organize My Classroom for 
Instruction 
How I Provide for Supplementary 
Reading 
How I Incorporate Vocabulary Develop
ment in My Reading Program 
My Criteria for 
Evaluation 

Implementation 

1. Materials of Reading Instruction 
Which I Use 

2. How I Provide for Direct Reading 
Instruction 

3. How I Include Skill Development in My 
Reading Program 

4. How I Provide for Individual Differ
ences in My Reading Program . . . 

5. How I Treat Dialects in Reading 
Instruction 

6. How I Respond to Oral Reading 
Errors 

SCALE OF SCORES 13 26 

Behavior-
istic Nativistic 

Cognitive 
Field 

Item No. Item No. Item No. 

33 s 39 1 4 1 

32 5 29 1 26 _1 

16 5 12 _1 22 1 

sub total 
15 

sub total 
3 

sub total 
3 

23 5 30 1 8 _1 

19 S 21 1 27 1 

37 5 36 1 13 1 

25 5 31 _1 34 1 

sub total 
20 

sub total 
4 

sub total 
4 

1 5 20 1 14 1 

5 S 7 1 38 1 

28 1 i 5 9 5 

18 S 17 1 11 1 

6 4 15 3 35 3 

10 5 2 1 24 2 

sub total 
25 

sub total 
12 

sub total 
13 

Total 
60 

Tot.'l 
19 

Total 
20 

39 52 65 

Behavioristic ...... .y.. . 

Nativistic 

Cognitive Field 
1... 

Degree of Agreement Disagree 
Tend to 

Disagree 
Tend to 
Agree Agree 
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Illustrative Example 2 

Elements of the Reading Program 

A. Purposes 

1. My Purpose for Reading 
Instruction 

2. The Basis for My Plan of Reading 
Instruction 

3. How I Motivate for Reading 
Instruction 

B. Organization 

1. How I Organize My Classroom for 
Instruction 

2. How I Provide for Supplementary 
Reading . . . 

3. How I Incorporate Vocabulary Develop
ment in My Reading Program 

4. My Criteria for 
Evaluation 

C. Implementation 

1 Materials of Reading Instruction 
Which I Use 

2. How I Provide for Direct Reading 
Instruction 

3. How I Include Skill Development in My 
Reading Program 

4. How I Provide for Individual Differ
ences in My Reading Program . . , 

5. How I Treat Dialects in Reading 
Instruction 
How I. Respond to Oral Reading 
Errors 

6 

Behavior-
istic Nativistic 

Cognitive 
Field 

Item No. Item No. Item No. 

33 1 39 _S 4 5 

32 _2_ 29 5 26 5 

16 3 12 5 22 5 

sub total 
6 

sub total 
_13 

sub total 
JL5 

23 _L_ 30 _S 8 _5 

19 4 21 5 27 5 

37 1 36 5 13 5 

25 3 31 5 34 5 

sub total 
9 

sub total 
20 

sub total 
20 

1 2 20 4 14 5 

5 5 7 1 38 1 

28 3 3 5 9 5 

18 1 17 S il 5 

6 3 15 4 35 5 

10 2 2 5 24 5 

sub total 
16 

sub total 
24 

sub total 
26 

Total 
31 

Total 
59 

Total 
_61 

SCALE OF SCORES 13 26 39 52 65 

Behavioristic .  . .  
Nativistic 

/\ 

Cognitive Field .v 
Degree of Agreement Disagree 

Tend to 
Disagree 

Tend to 
Aaree Agree 
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Illustrative Example 3 

Elements of the Reading Program 

A. Purposes 

1. My Purpose for Reading 
I n s t r u c t i o n  . . • • • • • • . « • • «  

2. The Basis for My Plan of Reading 
Instruction 

3. How I Motivate for Reading 
Instruction 

B. Organization 

1. How I Organize My Classroom for 
Instruction . . 

2. How I Provide for Supplementary 
Reading 

3. How I Incorporate Vocabulary Develop
ment in My Reading Program 

4. My Criteria for 
Evaluation 

C. Implementation 

1. Materials of Reading Instruction 
Which I Use • 

2. How I Provide for Direct Reading 
Instruction 

3. How I Include Skill Development in My 
Reading Program 

4. How I Provide for Individual Differ
ences in My Reading Program 

5. How I Treat Dialects in Reading 
Instruction 

6. How I Respond to Oral Reading 
Errors 

Behavior-
istic Nativistic 

Cognitive 
Field 

Item No. Item No. Item No. 

33 2 39 5 4 5 

32 5 29 5 26 5 

16 5 12 4 22 5 

sub total 
12 

sub total 
14 

sub total 
15 

23 5 30 5 8 4 

19 5 21 2 2 7  4 

37 S 36 5' 13 5 

25 S 31 5 34 5 

sub total 
20 

stab total 
17 

sub total 
18 

1 4 20 5 14 4 

5 4 7 2 38 2 

28 2 3 5 9 _3 

18 5 17 4 11 2 

6 4 15 3 35 5 

10 3 2 _5 24 4 

sub total 
24 

sub total 
24 

sub total 
20 

Total 
56 

Total 
55 

Total 
53 

SCALE OF SCORES 13 26 39 52 65 

Behavioristic 

Mativistic ,/ 
Cognitive Field /. 
Degree of Agreement Disagree 

Tend to 
Disaaree 

Tend to 
Agree Agree 



LIST OF REFERENCES 

Allen, R. V. Language Experiences in Communication. Boston: 
Houghton Mifflin Co., 1976 

Athey, Irene J. "Affective Processes in Reading," in Theoretical 
Models and Processes of Reading, eds. H. Singer and R. B. 
Ruddell. Newark, Del.: International Reading Associa
tion, 1970, 98-119. 

. "Language Models and Reading," in The Literature of 
Research in Reading, With Emphasis on Models, ed. F. B. 
Davis. New Brunswick, N. J.: Graduate School of Educa
tion, Rutgers University, 1971, 63-64. 

Aukerman, Robert C. Approaches to Beginning Reading. New York: 
John Wiley and Sons, Inc., 1971. 

Bagford, Jack. Instructional Competence in Reading. Columbus, 
Ohio: Charles E. Merrill Publishing Co., 1975. 

Bereiter, C., and S. Engelmann. Teaching Disadvantaged Children 
in the Preschool. Englewood Cliffs, N. J.: Prentice-
Hall, Inc., 1966. 

Bigge, Morris L. Learning Theories for Teachers. New York: 
Harper and Row Publishers, 1971. 

Bloom, R. W. "Learning to Read as Viewed from an Operant Per
spective." Paper presented at the meeting of the Ameri
can Educational Research Association, New York, 1971. 

Bond, G. L., and R. Dykstra. "Coordinating Center for First-
Grade Reading Instruction Programs," Final Report at the 
University of Minnesota. Washington, D. C.: United 
States Office of Education, 1967. 

Braine, M. D. S. "On the Basis of Phrase Structure: A Reply to 
Bever, Fodor, and Weksel," Psychological Review, Vol. 72 
(1965), 483-492. 

Brown, R. W. Words and Things. Glencoe, 111.: Free Press, 
1958. 

92 



93 

Bruner, Jerome S., J. J. Goodnow, and M. Austin. Studies in 
Cognitive Growth. New York: John Wiley and Sons, Inc., 
1966. 

Carroll, J. B. "Man Is Born to Speak," Contemporary Psychology, 
Vol. 13 (1968), 117-119. 

Cazden, C. B. "Suggestions from Studies in Early Language Ac
quisition," Childhood Education, Vol. 46 (1969), 12 7-131. 

Chall, J. Learning to Read: The Great Debate. New York: 
McGraw-Hill Book Co., 1967. 

Chambers, Dewey W., and Heath Lowry. The Language Arts. Dubuque, 
Iowa: William C. Brown Co. Publishers, 1975. 

Chomsky, N. A. "Review of B. F. Skinner's Verbal Behavior," 
Language, Vol. 35 (1959), 26-58. 

Dallmann, Martha, Roger L. Rouch, Lynette Y. Chang, and John J. 
DeBoer. The Teaching of Reading. New York: Holt, Rine-
hart and Winston, Inc., 1974. 

Davis, F. B. (ed.). The Literature of Research in Reading, With 
Emphasis on Models. New Brunswick, N. J.: Graduate 
School of Education, Rutgers University, 1971. 

Dechant, Emerald V. Improving the Teaching of Reading. Engle-
wood Cliffs, N. J.: Prentice-Hall, Inc., 1970. 

Decker, Colleen, and T. Frank Saunders. Double Think. Tucson: 
Farmington Press, 1973. 

Dewey, J. Experience and Education. London: Collier-Macmillan, 
Ltd., 1938. 

Durkin, Delores . Teaching Them to Read. Boston: Allyn and 
Bacon, Inc., 1970. 

Gallup, George H. "Fourth Annual Gallup Poll of Public Attitudes 
Toward Education," Phi Delta Kappan, Vol. 54 (September 
1972), 35. 

Goodlad, John I. The Dynamics of Educational Change. New York: 
McGraw-Hill Book Co., 1975. 

Harris, Larry A., and Carl B. Smith. Reading Instruction Through 
Diagnostic Teaching. New York: Holt, Rinehart and Win
ston, Inc., 1972. 



94 

Hart, B. M., and T. R. Risley. "Use of Descriptive Adjectives in 
Speech of Preschool Children," Journal of Applied Behav
ior Analysis, Vol. 1 (1968), 109-120. 

Holt, J. Freedom and Beyond. New York: E. P. Dutton and Co., 
Inc., 1972. 

Hughes, Marie. "TEEM in Review," in IEEM Exchange, ed. L. Butts. 
Tucson: Arizona Center for Educational Research and De
velopment, 1974. 

Hunt, L. C., Jr. "The Individualized Reading Program: A Per
spective," The Individualized Reading Program: A Guide 
for Classroom Teaching. IRA Conference Proceedings, 
Vol. 11, Part 3, ed. L. C. Hunt, Jr. Newark, Del.: In
ternational Reading Association, 1967, 1-6. 

Jensen, A. R. "Conceptions and Misconceptions About Verbal 
Mediation," Proceedings, Claremont Reading Conference, 
Vol. 30 (1966), 134-141. 

Kean, John M., and Carl Personke. The Language Arts: Teaching 
and Learning in the Elementary School. New York: St. 
Martins Press, 1976. 

Kling, M. "Quest for Synthesis," in The Literature of Research 
in Reading, With Emphasis on Models, ed. F. B. Davis. 
New Brunswick, N. J.: Graduate School of Education, 
Rutgers University, 1971, 2-12. 

Lenneberg, E. H. Biological Foundations in Language. New York: 
John Wiley and Sons, Inc., 1967. 

McNeill, D. "The Creation of Language by Children," in Psycho-
linguistic Papers, eds. J. Ryons and R. Wales. Edin
burgh: University of Edinburgh, 1966. 

. The Acquisition of Language: The Study of Develop
mental Psycholinguistics. New York: Harper and Row, 
Publishers, 1970. 

Menyuk, P. "Syntactic Structures in the Language of Children," 
Child Development, Vol. 34 (1963), 407-422. 

Myers, J. L. Fundamentals of Experimental Design. Boston: 
Allyn and Bacon, Inc., 1966. 

Neill, A. S. Summerhill. New York: Hart Publishing Co., 1960. 



95 

Osborn, J. "Teaching Language to Disadvantaged Children," in 
Monographs of the Society for Research in Child Develop
ment, ed. M. C. Templin. Chicago: University of Chicago 
Press, 1968. 

Piaget, Jean. The Language and Thought of the Child. Rev. ed. 
New York: Humanities Press, 1959. 

Rogers, Carl R. Freedom to Learn. Columbus, Ohio: Charles E. 
Merrill Publishing Co., 1969. 

Ruddell, R. B. "Psycholinguistic Implications for a Systems-of-
Communication Model," in Psycholinguistics and the Teach
ing of Reading, eds. K. Goodman and J. T. Fleming. 
Newark, Del.: International Reading Association, 1969, 
61-78. 

San Diego County Department of Education. A Teacher Inventory of 
Approaches to the Teaching of Reading. San Diego: Super
intendent of Schools, 1964. 

Saunders, R. L., R. C. Phillips, and H. J. Johnson. A Theory of 
Educational Leadership. Columbus, Ohio: Charles E. 
Merrill Publishing Co., 1966. 

Silberman, C. The Open Classroom Reader. New York: Random 
House, 1973. 

Singer, H. "Research That Should Have Made a Difference," Ele
mentary English, Vol. 47 (1970), 27-34. 

. "Theories, Models, and Strategies for Learning to 
Read," in The Literature of Research in Reading, With 
Emphasis on Models, ed. F. B. Davis. New Brunswick, 
N. J.: Graduate School of Education, Rutgers University, 
1971. 

Skinner, B. F. Verbal Behavior. New York: Appleton-Century-
Crofts, Inc., 1957. 

Smith, E. B., and K. S. Goodman, and R. Meredith. Language and 
Thinking in School. New York: Holt, Rinehart and 
Winston, Inc., 1976. 

Smith, F. Comprehension and Learning. New York: Holt, Rinehart 
and Winston, Inc., 1975. 

Spache, George D., and Evelyn B. Spache. Reading in the Elemen
tary School. Boston: Allyn and Bacon, Inc., 1973. 



96 

Staats, A. W. "A Case in and Strategy for the Extension of 
Learning Principles to the Problems of Human Behavior," 
in Human Learning, ed. A. W. Staats. New York: Holt, 
Rinehart and Winston, Inc., 1964. 

. Learning, Language, and Cognition. New York: Holt, 
Rinehart and Winston, Inc., 1968. 

, B. A. Brewer, and M. C. Gross. "Learning and Cogni
tive Development: Representative Samples, Cumulative-
Hierarchical Learning, and Experimental Longitudinal 
Models," in Monographs of the Society for Research in 
Child Development. Chicago: University of Chicago 
Press, 1970, 35-85. 

Stauffer, R. (ed.). First Grade Reading Studies . Newark, Del.: 
International Reading Association, 1967. 

. The Language-Experience Approach to the Teaching of 
Reading. New York: Harper and Row Publishers, Inc., 
1970. 

Steinruck, Yvonne S. "The Effects of Instruction in Miscue Analy
sis on Teachers' Perceptions of the Reading Process and 
on Their Instruction in Reading." Unpublished doctoral 
dissertation, University of Toledo, 1975. 

Stephens, L. S. The Teacher's Guide to Open Education. New 
York: Holt, Rinehart and Winston, Inc., 1974. 

Thorndike, E. L. The Teacher's Word Book. New York: Bureau of 
Publications, Teachers College, Columbia University, 
1921. 

Tiedt, I. M., and S. W. Tiedt. Contemporary English in the Ele
mentary School. Englewood Cliffs, N. J.: Prentice-Hall, 
Inc., 1975. 

Veatch, J. "Classroom Organization: Structuring the Individ
ualized Reading Period," The Individualized Reading Pro
gram: A Guide for Classroom Teaching. IRA Conference 
Proceedings, Vol. 11, Part 3, ed. L. C. Hunt, Jr. 
Newark, Del.: International Reading Association, 1967, 
19-25. 

Vygotsky, L. Thought and Language. Cambridge, Mass.: M. I. T. 
Press, 1962. 



97 

Wardhaugh, Ronald. "Theories of Language Acquisition in Rela
tion to Beginning Reading Instruction," in The Literature 
of Research in Reading, With Emphasis on Models, ed. 
F. B. Davis. New Brunswick, N. J.: Graduate School of. 
Education, Rutgers University, 1971. 

Zintz, M. The Reading Process. Dubuque, Iowa: William C. Brown 
Co. Publishers, 1975. 


